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ABSTRACT

This study considers the impact on student learning at third level of a set o f integrated 

management modules. These teach project and risk management at foundation level, 

leadership and coaching at intermediate level, and management consultancy at advanced 

level. The three modules use service-learning in their delivery and are referred to 

generically as the Community Learning Programme (CLP) modules. They are offered by 

the Dublin Institute of Technology (DIT) to students taking hospitality management, 

tourism, leisure and event management undergraduate programmes from second year 

onwards.

The study asks two central questions. First, does the CLP enable learning that generates 

and/or enhances students’ knowledge for work life and the economy? Second, does it 

enable learning that generates and/or enhances students’ values for participating in 

society?

The study finds that the CLP generates knowledge for work life and the economy and 

enhances values for participation in society.

This finding is based on the following research, methodological and findings 
infrastructure. First, the study establishes through a literature review a clear and workable 

description o f service-leaming and its components, learning and service. This description 

is used to determine whether the CLP is a service-leaming course or not through a 

documentary analysis o f the CLP curriculum. This analysis determines that the CLP is 

service-leaming.

Second, it establishes through a literature review a role for both third level education in 

general and service-leaming in particular. The interrogation o f the literature establishes 

that third level education in general and service-leaming in particular should enable 

leaming that generates and/or enhances both student knowledge and values. This role 

tallies with the two central research questions of the study and therefore places the study 

at the centre of the debate on the role and development of third level education.

Third, the research philosophy adopted is critical realism and the methodology used to 

answer the two central questions is case study. The case study method used here entails 

an analysis o f 38 documentary transcripts from three separate studies of CLP students, 33



original interviews o f CLP students, one key informant interview, and an analysis o f CLP 

and other grades over a period of time. The findings from these different sources are 

triangulated and the cross checking confirms that the CLP generates knowledge for work 

life and the economy and enhances values for participation in society.

The findings indicate that the CLP can be offered as a model for improving management 

programmes in particular and third level education in general because it provides a model 

for successfully generating knowledge for work life and the economy and enhancing 

values for participation in society.
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SECTION 1: INTRODUCTION



CHAPTER 1: INTRODUCTION

This study considers the impact on student learning at third level of a set of integrated 

management modules teaching project management, leadership, and management 

consultancy. The three modules use service-leaming in their delivery and are referred to 

generically as the Community Learning Programme (CLP) modules.

Service-leaming is a teaching method or pedagogy that helps to encourage the 

development o f the fully educated person, one who applies knowledge, skills and abilities 

to helping others.^ Here students provide service to others as part of the course content. 

Here they learn from both the class material and the service experience and from the 

integration between theory and service experience. Service-leaming can provide a variety 

of benefits among which is the improvement in learning and the strengthening o f social 

responsibility.

This double-barrelled term contains two significant and integrated components -  service 

and leaming. Service means using the student’s time, talent, ability and knowledge 

resources to help others. Leaming occurs when the student applies conceptual material to 

help analyse and better understand the serv'ice experience and to assist in more effectively 

performing the service.^

The CLP is a set o f three integrated modules -  foundation, intermediate and advanced."^ 

The foundation level teaches project management. In addition it teaches risk 

management, networking and negotiation. The intermediate teaches leadership. It also 

teaches coaching along with some stress management and business ethics. Finally, the 

advanced teaches management consultancy along with some material on corporate 

responsibility.

Each module is available to students taking hospitality, tourism, leisure and event 

management courses in the School o f Hospitality Management and Tourism, Dublin

 ̂Amended from Kenny, Sim on, Kiley-Brabeck and Lemer (2002: 6).
 ̂ Amended from Sharkey, Brooker and Schulte (2002; 54). Service-leam ing is more fully explained later in 

the chapter and in the literature review.
See chapter 9 for more details on the CLP. There are also two CLP postgraduate electives w hich ran with 

relatively small numbers for a few  years. These are not part o f  this study.
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Institute o f Technology (DIT).^ Although the primary research focuses on students taking 

the CLP, the findings have important lessons for third level generally and for education at 

large.

1.1 Location of Study

This study is carried out within the School o f Hospitality Management and Tourism, DIT. 

The CLP was first introduced in the School as a pilot elective in semester one o f the 

2001-2002 academic year. Here it was offered to third and final year students on the 

hospitality and tourism marketing degrees and the final year of the leisure management 

degree.

Following the pilot’s success the CLP was reviewed and restructured as three integrated 

modules for undergraduate students. The CLP has only been available in semester one of 

the academic year. The following numbers have taken the CLP.

Table 1.1: CLP Numbers

2001/2 2002/3 2003/4 2004/5 2005/6 2006/7 2007/8 Total Av.

12 20 21 65 45 37 40 240 34

The School is one o f three comprising the Faculty o f Tourism and Food. The other two 

are Culinary Arts and Food Technology, and Food Science and Environmental Health. 

The School has approximately 620 full time, 190 part-time and 45 taught postgraduate
6 7students. It offers the following degree programmes :

° Two postgraduate programmes (one each in Hospitality Management and Tourism 

Management)

° Three honours degrees o f four year duration (Hospitality Management, Tourism 

Marketing, and Event Management)

 ̂ The DIT has around 21,000 students o f whom 11,000 are full-time (DIT, 2007: 11). It received statutory 
recognition in 1993 and many o f  its constituent faculties have their origins in colleges going back more 
than a 100 years.
* These constitute over 50% of the faculty’s full time students, 70% o f  its part-time ones and 36% o f the 
postgraduate group. There are over 300 apprentices elsewhere in the faculty but none in the School. My 
thanks to Thomas Treacy, in the faculty administration for providing the above data on the 11 July 2007.
 ̂For further information see httn:''www.dii.ic PIT tourisinfood hosnitalitv index.htinl located on 10 July 2007.
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° Three ordinary degrees o f three years duration (Tourism, Hotel and Restaurant
o

Management, and Leisure Management).

1.1.1 The Sectors

The CLP is offered to students taking hospitality management, tourism, leisure and event 

management courses. The four sectors for which these students are preparing are all part 

o f the service sector o f the economy.^ Hospitality refers to those firms providing food, 

drink and accommodation (Medlik, 1996: 130-131 & Slattery, 2002; 20). It has also been 

defined as containing the hotel, restaurant, entertainment, and resort industry.

The tourism industry is relatively complex and fragmented and contains the hospitality 

sector as a significant component (Slattery, 2002: 21). Basically it contains those 

organisations that produce goods and services consumed by foreign visitors or domestic 

tourists (SPICE, 2002: 3). It also contains parts o f other industries that do not cater 

exclusively to tourists. It includes transportation, accommodation, restaurants, the cruise 

industry, amusement parks and resorts, and general retail and merchandise outlets 

(Davies and Cahill, 2000: 2). Medlik says it contains those organisations that provide 

attractions, facilities and services for tourists (1996: 252).

Others say it contains hotels, guesthouses, restaurants, pubs, fast-food, self-catering 

accommodation, tourism services and attractions, and health and industrial catering 

(CERT, 2002: 2-4). The Irish tourism sector employs almost a quarter of a million people 

at present and this represents a 45 per cent increase since 1992."

The leisure industry includes health and fitness activities, sports, horseracing, bowling, 

cue sports and cinema, tourism and attractions, marinas and boating, out-of-town 

activities, casinos and licensed betting (Tanner, 2006).

The event sector encompasses activities attracting an audience. In the context o f the 

travel and tourism industry, this broad definition becomes limited to those activities that

* In addition, there are three one year add on programmes to allow  ordinary degree graduates to achieve an 
honours degree.
’ The service sector contains wholesalers, retailers, hotels, restaurants, transport, storage and 
communication, real estate, renting and business services and other community, social and personal service 
activities (such as compulsory social security, education, health and social work). See Central Statistics 
O ffice Ireland at http://ww w.cso.ie/statistics services statistics.htmtfenterprises and UK O ffice o f  National 
Statistics at httD:/ \vw w .statistics.gov.uk/m ethods aualitv^sic both located on 11 July 2007.

See http://www.hometravelagencv.com/dictionarv/hospitalitv-industrv.html located on the 10 July 2007.
" See Central Statistics O ffice Ireland (2007) and CERT (2002: 9)
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relates to a specific geographic location and is limited in duration. (Swart, Kamilla and 

Smith-Christensen, 2005: 1). The meetings and events sector includes activities based on 

the organisation, promotion, sales and delivery o f meetings and events. It includes 

corporate, association and government meetings, corporate incentives, seminars, 

congresses, conferences, conventions events, exhibitions and fairs (Spurr, Dwyer, 

Fleetwood, Jago, Deery, and Fredline, 2005: 2).

1.2 Service-Learning

We review the general service-leaming literature in section 2. However, we briefly 

discuss some of the service-leaming literature on hospitality, tourism, leisure, and event 

education.

1.2.1 Hospitality, Tourism, Leisure & Event Education

Education for the hospitality and tourism industry is ‘unorthodox ... within academia’ in 

that ‘we select from the arts, sciences and business disciplines’ and apply them to the 

industry (Koppel, 2004: 1). Regardless o f this point there is a small but interesting 

service-leaming literature for this and leisure and event education.’^

1.2.1.1 Why Service-Learning?

Zlotkowski (2004: v) says the hospitality and tourism sector ‘may seem a natural choice 

of academic area with which to link service-leaming’ since it is largely concerned with 

providing service to others.

O ’Halloran, Rolfs and O ’Halloran refer to the importance of using the local community 

as a learning resource (2001: 51-52). Although their article is not specifically on service- 

leaming it advises hospitality and tourism educators to more effectively utilise the local 

community as an educational resource. The authors refer to the learning theory o f 

constmctivism and argue that community resources can be used to add meaningful 

experiences to hospitality education.

Finally, De Franco and Abbott consider the leaming benefits o f service-leaming in 

hospitality and tourism by using Posner’s five co-current curricula (1996: 5). The official 

curriculum is the published one. The operational one is what actually happens in the 

course. The hidden one by contrast is what students leam from college and the extra

This is not a criticism. Just that the general service-leam ing literature is quite extensive and the literature 
for education for these four industries is understandably much more limited.
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curriculum includes the activities that students participate in. Finally, the null curriculum 

contains topics which are not taught but are essential. De Franco and Abbott suggest that 

service-learning may improve how elements of the hidden curriculum are learned by 

supporting the development o f student interpersonal skills, social awareness and social 

responsibility (1996: 5, 7).

We outline below some examples o f service-learning in these four sectors o f education.

1.2.1.2 Internship

Some discuss the use of internships for service-leaming. For example, Connery, Martin 

and Wolanski talk about how hotel and culinary internship students use their skills to 

address issues o f hunger and homelessness (2004:11). They also refer to how 

recreation/leisure management students spend time as interns in a local young peoples 

club in a low-income area. Finally, they refer to travel and tourism management students 

devoting internship time in non-profit and quasi-govemmental sites such as regional 

tourism council and a city visitors’ bureau (Connery, et al., 2004: 14, 16).

In a somewhat similar vein, some talk about certain students having to work 100 

volunteer hours in a community setting of their choice as part of their 800 hours in the 

industry before graduating (Cummins, Cole, and Myers 2004: 32). They also discuss an 

introduction to hospitality course that includes a tour of a local food bank and 

information on hunger and poverty.

When we introduce service-leaming into a programme we do not need to create a new 

module or course but simply examine existing ones to see how they can be developed or 

amended (O ’Halloran and O ’Halloran, 1999: 18).

1.2.1.3 Nutrition & F ood

Some discuss nutrition and food related activities. For example, Cornell University’s Ella 

Cushman and her students designed kitchens for families with special needs (Rawlings, 

Firebaugh, Murphy and Peters, 2002: 101).

In addition, O ’Halloran and Deale discuss a nutrition project where students teach 

nutrition to public school children. They also discuss a children’s cuisine project where 

students designed, created, and tested children’s menu items with public elementary 

school children. Finally, they discuss how students helped redesign a high school 

cafeteria (O’Halloran and Deale, 2004: 61, 63, 65). In addition, Markey and Holsinger-



Fuchs discuss how a cycHcal menu was developed for a non-profit, long-term care 

facility (2004: 113).

Young Kim (1999: 22) also provides hospitality examples. Some o f these include 

providing meals and community services to people; providing student skills to non-profit 

organisations and local food donation programmes; and working with the Red Cross to 

facilitate corporate donations. These activities are carried out within service-leaming 

courses provided by universities such as Eastern Michigan and Johnson & Wales.

1.2.1.4 Communication

Young Kim analyses the use of service-leaming in a managerial communications course 

and outlines some o f the learning which occurs (1999: 24). Stevens refers to a graduate 

communications service-leaming elective. She finds that service responsibility inspires 

students to raise their team’s performance rather than default on each other which she 

states is ‘a common practice’ in student team projects (1999: 52). In an earlier article she 

outlines how another communication elective uses service-leaming and outlined how it 

made use o f grant funding support (1997/98: 63).

1.2.1.5 Tourism

We also have some references to service-leaming in tourism education. Tourism Cares 

offers service-leaming scholarships to travel and tourism students.'^ The scholarships 

cover participation costs at the National Tour Association Annual Convention. It also 

covers participation costs on the Tourism Cares for America's annual Volunteer Project in 

2007. It is not clear how the scholarships are integrated in the curriculum and until this is 

clear the Tourism Cares scholarships must be considered an encouragement to service- 

leaming in the curriculum rather than anything else.

Vem and Holsinger-Fuchs discuss how students enrolled on a global tourism course were 

required to complete a service-leaming project as one o f the course requirements (2004: 

115). The options here included working with the local Chamber o f Commerce, a travel 

and tourist information centre, or the student activities office on campus.

1.2.1.6 Leisure

Tourism Cares is the U S travel and tourism industry’s non-profit organisation. It works to preserve, 
conserve and promote responsible use o f  the world’s natural, cultural and historic treasures. See 
http://www.tourismcares.ora-Historv.aspx located on 11 July 11, 2007.
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A number discuss service-leaming in leisure. For example Coates talks about a service- 

learning course in Yellowstone National Park (2005; 15). The course is a partnership 

between the East Tennessee State University and units of the National Park Service. 

According to Coates the students learn about stewardship of national parks first-hand by 

assisting in the field.'"* In addition, Estes, Wilson, and Toupence discuss methods for 

conducting service-leaming projects in recreation, parks and leisure services curricula 

(2001 ).

1.2.1.7 Events

Arizona State University runs a service-leaming events management course. Here 

students work with the local parks and recreation department in the production o f an 

annual autumn festival.'^ The class is responsible for key elements o f the event, providing 

them with experience in special event operations, production, publicity, and 

programming. In the University of Central Florida an event management course uses 

service-leaming.'^

1.3 Research Problem

A good way to formulate the research problem according to Shapiro and Nicholsen is to 

determine what bothers you.'^ The CLP grew out o f a discussion between two colleagues 

on an empty corridor one evening in the Faculty of Tourism and Food.'* They were both 

bothered by the emptiness o f the place and the lack of student activity. They felt that over 

the years the students had become less involved in volunteering and society activities and 

their college time had thinned down to study and socialising. Even the latter seemed to be 

less in evidence on site and other things like part-time work had become a greater 

competitor for the apparently more time pressurised student.

This shared concern eventually led to the establishment of the CLP. However, our 

research problem here is not due to being bothered by something as seemingly trivial as 

empty corridors. Rather it arises from an interest in investigating the usefulness of 

service-leaming and the effectiveness o f the CLP.

See also http://www.etsu.edu/coe/research.asp located on 11 July 2007.
See http://communitv.uui.asu.edu/Detail.asp'?s=b&prograrnID=947 located on 11 July 2007.
See http://iaaweb.ucf.edu/assessment/visitor/view 2006 07.asp?program ID=1258 located on 11 July 

2007.
Referred to in Rudestam and N ew ton (1992: 47).
N oel O ’Connor and the author.



1.5.1 Integrated Questions

The research problem focuses on service-learning in tertiary education in general and in 

hospitality, tourism, leisure and event management in particular. We deal with this 

problem by asking and answering a number of integrated questions.

The questions are divided into preliminary and main. The preliminary questions are dealt 

with in the literature review and the main ones are dealt with in the research section.

1.3.2 Preliminary Questions

The preliminary questions deal with the meaning o f service-learning and the purpose of 

third level education in general and service-learning in particular. The literature review 

deals with both of these questions.

1.3.2.1 Service-Learning 

There is a need to clarify the meaning o f service-leaming because the literature lacks 

uniformity and consistency on this matter. For example, Kendall identifies 147 terms for 

combining service and learning (Jacoby and Associates, 1996: 5). More recently this 

count has grown to over 200 definitions (Mcllrath and Mac Labhrainn, 2007: xiii). It is 

no wonder that practitioners take different sides around key service-leaming issues 

(Leeds, 1999: 113) or that Cooper grumbles about having to do ‘a forced march through a 

decade’s worth of service-leaming definitions’ (2000: 27).

With this lack o f uniformity on the meaning of service-leaming it is necessary to develop 

our own description for use in our study. To help us focus in on this task we ask the 

following question at the start o f chapter 2.'^ 

a) Can we develop a clear description of service-leaming for the purpose o f this study?

Chapter 2 concludes by identifying a list o f service-leaming’s characteristics. However, 

this finding needs to be supplemented. Therefore we enlarge our understanding o f the 

nature o f service-leaming by considering the separate but linked concepts of leaming and 

service. Since both terms together form the duplex o f service-leaming a discussion of 

their meaning enriches our understanding of the pedagogy. This task is dealt with by 

dealing with the following questions in chapters 3 and 4:

Each question below is listed at the start o f  the relevant chapter. This is done to enable the reader to more 
easily identify the chapter’s main task, and by identifying a summary answer at the end, to clarify the 
chapter’s main finding.
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b) Can we develop a clear description of the learning component of service-leaming for 

the purpose of this study?

c) Can we develop a clear description of the service component of service-leaming for 

the purpose o f this study?

Chapter 3 answers question b) above by identifying the importance o f the more 

developed forms of learning. Chapter 4 answers question c) by developing a relatively 

clear view o f the nature o f service in service-leaming.

1.3.2.2 Role

Having clarified the meaning o f service-leaming and its component parts we now 

consider its purpose for service-leaming in general and the CLP in particular. We do this 

by discussing the following question.

d) What is the role o f third level education and how does this impact on the purpose o f 

service-leaming in general and the CLP in particular?

Here we reflect on the role of third level education by considering the opinions of 

national and international organisations and the ideas of a number of highly regarded 

writers. Having formulated a role for third level education we apply this to service- 

leaming in general and the CLP in particular. This is covered in chapter 5.

1.5.2.3 Evaluation and Findings 

Having dealt with the preliminary questions in our literature review we evaluate our 

literature work and summarise our findings. This is dealt with in chapter 6. We now come 

to the main questions of the study.

1.3.3 Main Questions

There are three main questions in the study. The first one is deals with an important 

housekeeping issue. This considers the following question;

e) Is the CLP a service-leaming course within the meaning of this study?

This question obliges us to clarify the exact nature o f the CLP. Although we state above 

that the CLP uses sei-vice-leaming in its delivery we need in fact to establish this point
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one way or the other. Therefore we compare the programme to our understanding o f the
20pedagogy as developed in our literature review. This is dealt with in chapter 10.

Having answered this question we then deal with the following key questions.

f) Does the CLP enable learning that generates and/or enhances students’ knowledge 

for work life and the economy?

g) Does the CLP enable learning that generates and/or enhances students’ values for 

participating in society?

These are the central questions o f the study and require us to consider the knowledge and 

values impact of the CLP. They are dealt with in chapters 11 to 13 and the results are 

evaluated in chapter 14.

They questions also relate to the preliminary questions. First, they relate to the role of 

third level education in general and that o f service-leaming in particular. In this respect 

chapter 5 indicates that third level education in general and service-leaming in particular 

should develop knowledge capacity for involvement in the economy and values for 

participating in society.^' Second, they relate to our understanding of service-leaming 

which is developed in chapters 2 to 4.

1.4 Methodology

The research methodology for section 4, the research section, is covered in section 3. This 

contains three chapters, 7 to 9.

Chapter 7 discusses the issue o f research philosophy and decides on critical realism and 

the case study method. Chapter 8 discusses the case study method. Chapter 9 clarifies the 

nature o f the CLP case unit so we can more effectively carry out our research and deal 

with the three main questions of the study.

The literature review methodology is discussed in chapter 6. This methodology is partly 

an intentional strategy adopted before and during the review. However, it was also 

organically developed during the progress of the review. The organic element o f the 

review strategy became conceptually clear during the reflective discussion o f the review

This understanding is developed in response to questions a) to c) above.
This arises from what we call in chapter 5 the dominant and ancillary role o f  third level education.
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methodology. This is why the literature review methodology is contained in chapter 6 

rather than at the beginning of the review.

In support o f partially using an organic approach to our methodological strategy here we 

note that ‘traditional strategic planning processes’ are viewed by some as ‘'mechanistic' 

or 'linear'’ and are seen as overly ‘cause-and-effect in nature’ (Femandesa, Rajab, and 

Whalley, 2006: 628).

1.5 Findings

The findings are reported on in section 4 (chapters 10 to 14). Chapter 10 discusses 

whether the CLP is service-learning or not.^^ To do this it carries out a documentary 

analysis o f the curriculum over time. It concludes that the 2001 syllabus does not 

perfectly match service-learning. By contrast the 2002 and 2006 syllabi are distinctly 

service-learning.

Chapters 11 to 14 discuss the two main questions: Does the CLP enable learning that 

generates and/or enhances students’ knowledge for work life and the economy and does it 

enable learning that generates and/or enhance students’ values for participating in 

society?^^

Chapter 11 discusses the documentary analysis of 38 transcripts from three previous 

studies and concludes that the CLP enables learning that can generate and/or enhance 

students’ knowledge and values for work life and the economy and for participating in 

society. It also provides supporting material on the issue of teaching method and on 

preparation for work.

Chapter 12 discusses the analysis of 33 original interviews and concludes that the CLP 

enables learning that can generate and/or enhance students’ knowledge and values for 

work life and the economy and for participating in society. It also provides supporting 

material on teaching method and on preparation for work and society.

Chapter 13 discusses the analysis o f a key informant interview and again concludes that 

the CLP enables learning that can generate and/or enhance students’ knowledge and 

values for work life and the economy and for participating in society. It also provides 

supporting material on teaching method and on preparation for work and society. Chapter

Question e) above.
Questions f) and g) above.
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13 also reports on a time series analysis of grades and concludes that the CLP student on 

average scores 9% more than the overall average of the relevant year and course.

Because these results use different researchers (chapter 11) and different methodologies 

(time series analysis, one to one interviews, documentary analysis and key informant 

interviews) they have to be triangulated or cross-checked and where possible combined 

or summarised.

This is done in chapter 14. This concludes that the CLP enables learning that can generate 

and/or enhance students’ knowledge and values for work life and the economy and for 

participating in society. In addition, it restates our two main questions as propositions:

The CLP can enable learning that generates and/or enhances students ’ knowledge for  

work life and the economy.

The CLP can enable learning that generates and/or enhances students’ values for  

participating in society.

These two propositions allow us to make the analytical generalisation that the CLP can 

enable learning that generates and/or enhances students’ knowledge for work life and the 

economy and for participating in society. This generalisation is in fact a specific 

generative mechanism or tendency.^'*

1.6 Justification for Study

This study is justified for a number o f reasons. First, it adds to the international literature 

on education. This it does by providing an overview and analysis o f an innovative group 

of integrated modules -  ones that provide an important contribution to meeting the role 

and purpose o f third level education.

Second, it adds to and improves the international literature on service-learning generally 

and in hospitality, tourism, leisure and event management education in particular. This it 

does by, among other things, clarifying the meaning o f service-learning and its two linked 

components, learning and service. In addition, it contributes an important case example 

and adds to the literature base outside North America. Finally, it provides important 

original research.

See our discussion o f  generative mechanism in critical realism in chapter 7 and our discussion on validity 
in chapter 8.
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Research is important for the further development o f service-leaming. In this context it is 

argued that there is only limited empirical support for those making claims about service- 

leaming (Gray, Ondaatje, Fricker, Geschwind, Goldman, Kaganoff, Robyn, Sundt, 

Vogelgesang and Klein, 1999: 6).

It is also argued that research can contribute to the sustainability of service-leaming 

(Howard, Gelmon and Giles, 2000: 5). In a parallel point Bringle and Hatcher state that 

service-leaming practitioners should devote more resources to conducting service- 

leaming research (2000). It is therefore all the more important to research the CLP since 

it is one of only a very limited number of service-leaming courses in Ireland and the only 

example of an integrated service-leaming programme.^^

Third, service-leaming is not a monolithic entity and although programmes remain 

diverse they are shaped by unique histories and fa c to rs .T h u s  others involved in service- 

leaming will find the CLP details and analysis both interesting and instructive.

Fourth, it adds to and enhances the Irish literature on service-leaming and hospitality, 

tourism, leisure and event management education in general. The general service-leaming 

literature in Ireland is relatively limited, although it has been growing in recent times. 

This contains an internal review o f the University o f Ulster’s (2001) Community Service 

Module Project. It also includes a service-leaming conference held in 2005.^^ An edited 

collection o f papers and review essays from the conference was published by Mcllrath 

and Mac Labhrainn (2007). In addition, important development work has been ongoing in 

and through NUI Galway on the area since 2001.

To our knowledge the small number o f  other service-leam ing courses in Ireland are stand alone subjects 
rather than an integrated programme with three different levels as is the case with the CLP.

See Kenny et al. (2002: 7) and Kenny and Gallagher (2002: 23).
International Conference on Civic Engagem ent and Service Learning, 23 - 24 June 2005, National 

University o f  Ireland (NUI) Galway. See the book o f  abstracts at 
http://www.conference.ie/Conferences/index.asp7Conference =15 and the conference at 
http://www.conference.ie/Conferences/m enu.asp?m enu=l61 &Conference= 15 both located on 12 July 
2007).

The Community K now ledge Initiative, NUI Galway encourages civic engagement and student 
citizenship and aims to bring comm unity issues to the heart o f  the university. It has been funded mainly by 
a major philanthropic organisation since 2001. It has four strands: student volunteering, research, service- 
leam ing and knowledge sharing. The service-leam ing dim ension has grown substantially over the last three 
years, with the piloting and embedding o f  a number o f  undergraduate and postgraduate programmes. This 
has been supported by a seed funding mechanism, a service learning support group and seminars and 
m eetings (Mcllrath and Mac Labhrainn, 2007; xxi).
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Fifth, the case study research is carried out in the School of Hospitahty Management and 

Tourism which is described in an external review o f its work, as the leading centre o f its 

kind in Ireland (DIT, 2003: 5).

Sixth, the CLP programme has been running since September 2001. During this time
29there have been three dissertations on the topic. This study adds to the limited research 

available on the programme.

Finally, the study is justified because o f two external developments that directly affect the 

CLP. First, the National Committee on Volunteering recommends that the CLP be 

‘investigated and assessed with the aim o f extending it throughout the third level 

education sector’ (2002: 72).

In addition, the Department of Community, Rural and Gaeltacht Affairs state that the 

CLP should be put ‘on a sustainable footing’ (2005). For this purpose the department has 

supported a three year pilot project to develop the CLP throughout the DIT.^° This project 

will then assess and investigate the CLP ‘as a possible model for Irish third level 

education’ (2005).

This present study responds to the call by both the department and the National 

Committee on Volunteering for the CLP to be investigated.

1.7 Definitional Considerations

Service-leaming has been referred to in a number o f ways. For example, Kenny et al. 

exclude the famous hyphen which some place great emphasis on (1999). The most 

significant academic journal in the area, the Michigan Journal o f  Community Service 

Learning excludes both the famous hyphen in its title and adds in the word community.^* 

We retain, however, the service-leaming term and the hyphen.

At the start o f the chapter we referred to service-leaming as a pedagogy. However, 

Jacoby also refers to it as a programme and a philosophy (2003: 4-5). As a pedagogy it is 

a particular type of teaching method that links classroom learning with experiential 

learning. For some it is a pedagogy that can powerfially breathe life into the subject

See Gao (2005), Guinan, (2004), and Kieran (2005). All three were supervised by the present author. 
See Irish Tim es (2005) and Irish Independent (2005). This project supports its developm ent and 

expansion throughout all 6 faculties o f  the Institute.
H owever when the same journal refers to service-leam ing the hyphen remains happily intact.
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matter o f a course (Crews, 2002: viii). Others have classified it as a pedagogy o f learning 

through service (Stanton, Giles and Cruz, 1999: 5).

As a programme it emphasises the accomplishments o f tasks that meet real needs in 

combination with intentional learning goals. For example, the CLP course syllabus 

referred to above defines a variety of course objectives, content to be covered and so on. 

As a philosophy it is built on, and provides, a view or vision o f human nature, growth and 

puipose and o f ways o f knowing. According to Jacoby it is the element of reciprocity and 

the expression of values -  service to others -  that elevate it to the level of a philosophy 

(1996: 9). The present study investigates service-learning as a pedagogy worth 

considering. However, aspects o f the programme and philosophy components o f service- 

leaming are also evident in this study.

In keeping with the overall context of this study we refer to service-leaming in third 

level. In this context we therefore refer to academic service-leaming. Although Howard 

for example, tends to use the term '’academic service-leaming’ in a number o f places in 

his 2001 work we leave the word out. Howard seems sometimes to retain the term 

academic to emphasise the point. The point however, has been made at the start o f this 

paragraph and this will suffice. The meaning o f service-leaming is discussed in chapter 2 

and its leaming and service components in chapters 3 and 4.

1.7.1 Service

The service part o f service-leaming, as we saw earlier, refers to students providing their 

time, talent, ability and knowledge to help o t h e r s . T h u s  the service is provided or 

offered for the benefit o f others. This view agrees with Gray et al. who state that service 

is intended to assist others in need (1999: 4). This understanding differs from Jacoby’s 

who states that service-leaming ‘encourages students to do things with others rather than 

for them’ (1996: 8). We disagree with Jacoby here. For example, we do not see cooking 

with others as a service activity. We see it as a shared activity. By contrast, cooking to 

help others can be a service activity. To be fair to Jacoby the subtleties of the distinction 

between our understanding of service and hers is more complex than it first appears and 

in this context we may, at the same time, serve others while cooking with them.

See Sharkey, Brooker and Schulte (2002: 54).
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We need therefore to be clear on the meaning o f service. In simple terms service in this 

study is always done /o r the benefit o f others. Although it may be done with others its 

purpose is to help others. This sort of clarity is necessary to guide our own research. In 

addition, if  we succumb here to the notion that service is too complicated to reach an 

informed conclusion on, how then can we investigate it? The meaning of service is 

discussed in chapter 4.

1.8 Key Assumptions and Limitations of Scope

There are two important assumptions worth mentioning at this stage. There are also a 

number o f limitations to this study.

1.8.1 Assumptions

The key one is that the CLP is individual phenomenon sui generis that can be defined, 

meaningfully discussed and researched effectively. Chapter 9 is based on this assumption 

and the analysis here clarifies the nature and location o f this phenomenon. We also 

assume that service-learning and its related service and learning components are 

individual phenomena that can be defined, meaningfully discussed and researched.

1.8.2 Limitations

The literature review is limited by the fact that it covers only English language sources. 

In addition, the component on service-leaming is limited mainly to North American 

sources.

The primary research is limited by the following factors. First, the study is carried out on 

a particular service-leaming programme in one part of an Irish third level institute. This 

limits the ability o f the researcher to draw general conclusions from its findings in the 

tradition o f positive philosophy. However, we can and do draw analytical generalisations 

or generative mechanisms in the tradition o f critical realism.

Second, the researcher played a key part in the development o f the programme. In 

addition, the researcher teaches on the programme. Some researchers see teaching and 

researching as mutually exclusive.^^ Here teachers are seen to lack the necessary 

objectivity for research work, given their closeness to the research object.

The material below  has benefited significantly from Slevin (1998: 169-170).
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This idea has been challenged by those who argue that teacher research can make a 

positive contribution to our understanding o f how we teach and learn. As a result the 

active participation of the teacher in the research situation is ‘no longer regarded as an 

insuperable obstacle to objective research endeavour’ (Slevin, 1998; 170). In fact Slevin 

goes on to say that the rapid development of the teacher-researcher movement in 

education indicates the increased validity o f this approach (1998: 170).

Therefore the involvement of the researcher in the continuous teaching and development 

of the CLP is not, according to this view, an inherent drawback. On the contrary we see 

that there are some inherent advantages to this type of research. Nevertheless, we remain 

alert on this issue and although a complete separateness between research object and 

researcher is not possible the primary research process contains inbuilt safeguards as 

discussed in chapter 8.

In addition to these points we can also make the following observations. First, the 

comments outlined earlier in the justification for the study, provide a counterbalancing 

responsibility on the researcher to carry out this study rather than wait for someone else 

to study this programme. Second, it has been suggested that the ‘clock is ticking’ for our 

students, ‘we need education reform’ (Smith with Miller-Kahn, Heinecke, and Jarvis 

2003: 215). Third, in relation to Ireland, Skilbeck feels that the ‘pulse o f educational 

reform needs to be quickened’ (2003: 9). Therefore in spite of its limitations this study’s 

argument, insight and findings are important for researchers, teachers, students, policy 

makers and the general public both internationally and at home.

Third, the study lacks any measure of prior ability or characteristic for the student 

outcomes. Although as we will see the students indicate through interview a variety of 

improvements in learning outcomes we do not have any prior measure to help us check 

these indications in any objective way.

1.9 Outline of Study

This chapter comprising section 1 introduces the study. It introduces service-learning. It 

then discusses the location o f the study and considers service-learning in hospitality, 

tourism, leisure, and event management. Next it considers the research problem. This is 

dealt with as a set o f integrated questions -  preliminary and main. Following this it 

introduces the research methodology, summarises the findings and justifies the study.
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Finally, it considers definitional issues and discusses the key assumptions and limitations 

o f the study.

Section 2 contains the literature review. Here chapter 2 discusses the meaning o f service- 

leaming and 3 and 4 discuss its components, learning and service. Based on our 

discussion o f the role of third level education in chapter 5 we develop a rationale for 

service-leaming in general and for the CLP in particular. Finally, chapter 6 considers the 

literature methodology and summarises and evaluates the literature review.

Section 3 deals with research methodology. Chapter 7 discusses the research philosophy 

and chapter 8 the case study method. Chapter 9 clarifies the nature o f the CLP case unit 

so we can more effectively carry out our research.

Section 4 deals with the research findings. Chapter 10 considers whether the CLP is a 

service-leaming course or not. Chapter 11 to 14 deals with the substantive questions of 

the study.

Finally, section 5 containing chapter 15 discusses the conclusions and recommendations 

o f the study.

Chapter 9 is in fact a housekeeping chapter rather than a m ethodology one. Its purpose is to clarify the 
nature o f  the CLP so we can better carry out and report on our research in section 4.
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SECTION 2: LITERATURE REVIEW
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CHAPTER 2: SERVICE-LEARNING

This chapter discusses the meaning o f service-leaming by considering the definitions, 

principles and history o f the pedagogy.

2.1 Question

This chapter attempts to answer the first o f our prehminary research questions by a 

review o f the relevant literature:

Can we develop a clear description o f service-learning fo r  the purpose o f this study?

To begin we make some background points on the topic.

2.2 Background

Service-leaming is a relatively new pedagogy and its development and literature base 

comes, for the most part, from North America. The earliest definition goes back to 1966- 

7 where the phrase was used to describe a project in East Tennessee.^^ This related to 

work done by Oak Ridge Associated Universities and it linked students and faculty with 

tributary area development organisations. Until the North American educational reforms 

o f the 1980’s, its advocates were only a small, marginal group within higher education. 

However, with the boost provided to active learning pedagogies such as service-leaming 

by such reforms and to volunteerism by encouragement from public service initiatives, 

interest in it began to grow (Stanton, et al. 1999: 5).

The literature base is rather limited prior to the late-1980's. Speck searched for the word 

service-leaming in the Educational Resources Information Centre (ERIC) database. There 

he found only six sources in 1990, five in 1991 and two for 1992 after which the numbers 

began to increase rapidly (2001: 5). The ERIC database, however, does not appear to 

have picked up all the literature activity at the end o f the 1980's. For example, Kendall in 

a 1990 publication states that she participated in hundreds o f debates about the language 

used in combining service and leaming and encountered 147 terms in the literature 

(Jacoby and Associates, 1996: 5).

See National Service-Lcam ing Clearinghouse (NSLC, 2003a). Others refer to the earliest date as 1969 
(Stanton et al., 1999: 2).
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Since the late 1980’s/early 1990’s however, interest in and use of this relatively new 

pedagogy has grown considerably in North America as both teaching staff and 

educational institutions have began to realise its potential for improving the quality of 

student education.

Next we investigate the meaning o f service-learning by considering various definitions in 

the area. This is then followed by a consideration o f its roots and in particular the work o f 

the American educationalist Dewey. We then look at recent evidence that indicates its 

movement to the mainstream in North America. Finally, we address the above question.

2.3 Definitions

Developing an agreed definition of service-learning is not an easy task. An important 

reason for this is that any attempt to define service-learning requires us to link two 

different and relatively complex processes -  service and learning (Stanton, et al. 1999: 

207).

Service-learning is widely defined in the academic literature. In fact there are so many 

definitions that Cooper grumbles about being forced marched ‘through a decade's worth 

of service-leaming definitions’ (2000; 6). This situation has led to practitioners failing to 

share a common definition (Litke, 2002: 27). Others suggest that those using the term and 

practising the pedagogy can do so with different and sometimes conflicting objectives. 

These definitional challenges are compounded by the fact that even in studies where a 

very specific definition of service-leaming is used some respondents have interpreted the 

same definition differently (Abes, Jackson, and Jones, 2002).

While some of the earlier contributors to the pedagogy argued for greater definitional 

clarity, others disagreed with this view. Some of the latter group for example suggested 

that if we sharpened the definition we might constrain the pedagogy and thereby exclude 

certain programmes. They also argued we might create a ‘them’ and ‘us’ group leading to 

some people and courses being excluded. Some also argued that we should offer a 

spectrum of meaning rather than a particular definition. This approach would help avoid 

the temptation to define it thereby making make the pedagogy over polished and precious 

(Stanton et al. 1999: 210, 211).

We disagree with this approach and suggest that a clear understanding of service-leaming 

is important. There is a need to develop a working definition for the following reasons.

22



First, a clear definition facilitates better dialogue in the area and helps developments in 

the pedagogy. It also clarifies whether practitioners are involved at the core o f the 

pedagogy or are scouting around the perimeter. Finally, it helps develop a common 

understanding between the author and reader o f this work.

Cooper’s grumble about being force marched through a decade's worth of service- 

learning definitions is not something we wish to inflict on anyone here. To prevent such 

grumbling we avoid offering a large and unstructured list o f definitions. Having dutifully 

done the forced march ourselves we limit the definitions below to a minimum to provide 

focus and clarity.^* Therefore, we concentrate on clarifying our understanding o f the area 

so as to develop a clear operational understanding o f its meaning.

2.3.1 Variations

Crews argues that service-learning definitions vary depending on who uses the term -  

teachers, students, college administrators, government agencies or others. Definitions are 

also affected by the pedagogical or social change purpose and outcomes that are expected 

from their use (Crews, 2002: vii).

He states that some see service-leaming as learning, others as pedagogy and others still as 

some combination o f both.^’ The first group see it broadly as any type of learning, 

however personal, unstructured or unmeasurable. This occurs when someone is engaged 

in any kind o f volunteer work or service. The other group sees it as a purely curricular 

activity where the service is part of a particular course. Here the service activity and any 

learning that arises is highly valued, but is not, on its own, seivice-leaming. For service- 

leaming to occur the service activity and course content must be purposely linked, as we 

see below. The third group recognises both options. Crews favours the second approach 

where service-leaming is considered an integrated part o f the curriculum.

2.4 Curriculum

Cohen, in line with Crews, states that service-leaming is first and foremost a component 

o f the curriculum. Although the pedagogy may have additional benefits beyond the

B laise Pascal said a particular letter he wrote was longer than usual, because he had no time to shorten it 
(M icrosoft Corporation, 1999a). We however spent time shortening our definitional piece while still 
covering the main themes.

The follow ing is taken from Crews (2002: vii).
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specific needs of the curriculum it is not an extracurricular activity (Cohen, 1994:101). 

This definition firmly identifies it as a particular type of pedagogy. Since our work here 

focuses on higher education we consider service-learning to be first and foremost a 

teaching method or pedagogy.

Kenworthy-U’Ren suggests that the pedagogy also offers a framework for university 

administrators and teachers to ground a student’s educational experiences in rigorous, 

text-based coursework (2000: 55). This indicates the rigorous nature of the pedagogy and 

the wider role it can play in the institute.

According to Weatherford and Ownes it is a teaching method that connects classroom 

learning with real life experiences (2000: 125). Service-learning is therefore like a bridge 

connecting academic learning with experiences from the outside world. Chapman and 

Ferrari expand this point by stating that its prime pedagogical purpose is to provide 

students with the opportunity to use expenences helping others to strengthen their 

understanding o f classroom material (1999: 1).

2.4.1 All Subjects

Crews agues that service-leaming can enhance learning by breathing life into a subject 

(2002: viii). It can therefore help students learn more about specific course content. 

Regarding this point Zlotkowski states there is probably no discipline - from architecture
38to zoology - where service-leaming cannot be used to strengthen a student's learning. 

Even business subjects with their general concern for the private sector and accountancy 

with its particular profit focus are said to benefit. For example, Papamarcos (2002: 31) 

feels it represents the most effective teaching tool available to business school professors 

whereas others indicate how it increases the student's understanding o f accountancy 

(Gujarathi and McQuade 2002: 67).

Although the service experience contributes to classroom learning this does not happen 

automatically. The service experience must be purposeftilly reflected upon to ensure it 

contributes to learning. Jacoby on this point states that the pedagogy is grounded in the 

‘centrality and intentionality o f reflection designed to enable learning to occur’ (2003: 5).

Zlotkowski is editor o f  the American Association o f  Higher Education's (AAHE) Series on Service- 
Learning in the Disciplines. His statement is made in Godfrey and Grasso (2000; vi).
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Here the student’s service activity is connected to particular learning outcomes. For this 

reason structured time is provided for student reflection so that the service experience 

gets connected to classroom learning (Abes et al., 2002). This adds to our understanding 

by referring to the fact that a structured time slot is required to provide time for reflection 

that links the experience with the classroom learning.

It also empowers students by making them responsible in a real world context. This 

particular type o f empowerment occurs by allowing students to combine community 

activity with classroom support and instraction (Rosenberg 2000: 8). This definition 

extends our understanding o f the concept by referring to the fact that empowerment is 

encouraged rather than just theorised in class.

2.4.2 CLP

The CLP is offered as an undergraduate option at foundation, intermediate and advanced 

l e v e l . A t  foundation level, for example, the course content includes an introduction to 

project management. In addition, it provides introductory material on risk management, 

networking and negotiation.

The students are required to carry out a service activity. This must be for the benefit of 

others. Some service project examples are:

External college community -  helping the homeless or local schools, AIDS fundraiser, 

Special Olympics, careers and college information seminar;

Internal community -  date rape project, rejuvenation o f the moribund ladies soccer team, 

camping project to improve class morale.

CLP students must treat their service activities as projects where they are encouraged to 

apply the theory o f project management. In addition, they must use the risk management 

material to ensure in discussion with their lecturer that their projects are risk free. The 

class material on networking and negotiation are also used to help students carry out their 

project.

Students reflect on their service activity by discussing it in class. They are also 

encouraged to reflect on it while doing their service by such means as discussing it with 

their colleagues or team members. Finally, they must reflect on it when they write up 

their CLP report and present their findings to their lecturers and colleagues. All o f this

Please see chapter 10 for further details on the CLP.
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helps them better understand their service activity. In addition, it helps breathe life into 

the subject content o f the CLP and ensures that particular subject learning outcomes 

occur.

Finally, students are required to consider their other course subjects and indicate where 

and how these might relate to their service project. Here student reports have detailed 

how their service project helped both utilise and enrich their understanding o f such course 

subjects as human resource management, marketing and accountancy.

2.4.3 Beyond the Class

Service-learning encourages students to apply newly acquired academic skills and 

knowledge to real needs in the community (Payne, 2000: 3-4). Here classroom learning 

can assist community need and this gives the pedagogy a different dimension to other 

forms of learning. This takes its purpose outside the students and their own individual 

curriculum and subject needs. It also takes it beyond the needs of the educational institute 

and its knowledge requirements and incorporates an unusual altruistic dimension into its 

configuration. No other pedagogy does this. This dimension provides students with a rich 

resource for personal learning and development. In addition, it provides academics with 

an unusual topic for dialogue and discussion.

Service-learning responds to students’ ‘desire to be in the world, learning from 

experience as well as classes’ and putting their education to use for the good of others 

(Campus Compact,"^^ 2003b)."^' This extends our own understanding o f the concept by 

clarifying that it taps into certain needs within the student.

In going beyond the classroom Crews argues that service-learning can introduce students 

to different worlds beyond the campus which they can migrate through but not 

necessarily belong to or contribute to as members (Crews, 2002: viii). One would 

however, not wish to give the impression here that students migrate through these 

different worlds as detached visitors or tourists. They are neither migrants nor tourists in 

service-Ieaming but serve or try to serve others. That is the core o f their experience and

Set up in 1985, Campus Compact is an umbrella organisation o f  over 1100 university and college  
presidents. It supports higher education’s civic m ission by encouraging community service, campus 
comm unity partnership and staff teaching and research that integrates public and community engagement. 
See http: Vwww.com pact.org located on 31 October 2007.

The reference attributes this particular point to the International Partnership for Service Learning.
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differentiates this pedagogy from other types of experiential education. When they visit 

other worlds or communities it must be to provide service.

Howard states that service-learning in this context is, however, not a new form of 

internship. Nor, he argues, is it the same as experience students get from community 

service. Experience he states is not synonymous with learning (2001: 10).

2.4.4 Experiential

According to Campus Compact service-learning is a form o f experiential education. It 

then goes on to describe experiential education as ‘emotionally engaged learning’ where 

the learner experiences a visceral connection with the subject matter."^ '̂ It argues that 

experiential education is not simply ‘learning by doing.’ Living can be described as 

learning by doing. However, parts of living contain simple and routine activity patterns. 

By contrast good experiential learning combines meaningful student experience with 

guided reflection and analysis. This student-centred process provides opportunities for 

initiative, responsibility and connecting the head with the body, heart, spirit, and soul. 

Experiential learning pedagogies have a number of common characteristics (Crews, 2002: 

viii). First, they integrate the experience with classroom learning; then they help students 

to connect the constructs of the classroom with the experience; they also use a more 

open-ended learning method that encourages teachers to take a less directive role and 

they facilitate students to participate more ftilly in their own learning.

2.4.5 Reciprocity

A number o f service-learning definitions refer to reciprocity. For example, Olney and 

Grande say that service-learning includes meaningful and reciprocal service to the 

community (1995: 43). To reciprocate means to give and receive in return or mutually, to 

interchange (Oxford English Dictionary, 2007). This means that the service element is a 

type o f exchange or trade where the student provides the service in return, for example, 

for being allowed to complete the experiential part o f the course curriculum."^^ This

Campus Compact (2003a) attributes the material below on experiential learning to Bill Proudman.
In fact Harik refers to ‘contextual’ reciprocity as exchange and bargaining under structural relations that 

are most often asymmetrical (2006: 13).
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particular view of reciprocity on first look seems to contradict the ‘pure giving’ that is 

implied in the developed concept of service we discuss in chapter 4 below.^"^

In contrast to the above economic exchange conception of reciprocity the National 

Service-Learning Clearinghouse (NSLC) states that reciprocity means that every person 

and organisation involved in service-leaming functions as both a teacher and a learner 

(2 0 0 3 c ) .In  addition, they argue that it changes both recipient and service provider 

(NSLC, 2003d). This change is accomplished by combining the service tasks with 

structured opportunities for self-reflection, self-discovery, and the acquisition and 

comprehension of values, skills, and knowledge. This broadens our understanding of 

service-leaming by referring to the reflection process, self-discovery and the development 

of values and it allows the ‘pure giving’ concept of chapter 4 to sit alongside the concept 

of reciprocity.

However, Giles and Freed helped to clarify things when they said back in 1990 that a 

‘distinguishing characteristic’ of service-leaming is the ‘nature of the social exchange 

between the service learner and those who are being served’.S ta n to n  in discussing their 

point refers to the ‘social and educational exchange’ not only between students and those 

they serve but also between education programmes and the community organisations with 

which they work (1990: 67).

In addition, Kendall said at the time that reciprocity ‘creates a sense of mutual 

responsibility and respect between individuals in the service-leaming exchange’ or what 

can be called a ‘parity of esteem’ (1990: 22). More recently Henry and Breyfogle have 

referred to reciprocity in service-leaming as the ‘mutuality between the needs and 

outcomes of the 'provider' and the 'recipient'’ (2006: 27). Finally, Barak uses the term 

mutuality as the ‘processes by which two or more persons support and nourish each other 

for the enhancement of all’ (2005: 141).

2.4.6 Values

Crews states that service-leaming can encourage critical thinking. It can also raise 

awareness and develop values on social justice issues, citizenship, civic and social

See chapter 4 and in particular the reference to Bhatnagar (1970).
The NSLC gathers and disseminates information and materials on service-leam ing. 
See Stanton (1990: 67). The italics in the quote are part o f  the original.
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responsibility, and ethical and moral choices. It can also be used to teach social and 

leadership skills and help prepare students for the work world (Crews, 2002: viii).

The National Service-Learning Exchange (NSLE) states that it is a teaching method that 

enriches learning by engaging students in meaningful service to their schools or 

communities and through carefully integrating this with the curricula (2003).'^’ In this 

way it helps foster civic responsibility

Discussing definitions, as we did above, is a useful way to introduce a topic. However, 

understanding requires more than definitions. After all, service-leaming is not a 

monolithic entity (Kenny, Simon, Kiley-Brabeck and Lemer, 2002: 7). We now extend 

our understanding by going beyond definitions and considering Sigmon’s analysis o f the 

balance between the serv'ice and learning elements o f the pedagogy.

2.4.7 Balance

Sigmon provides a useful analysis of the term service-leaming which Eyler and Giles 

among others consider (1999; 3-5). First, there is ‘SERVICE-leaming’ where the service 

dominates and where the volunteer service programme provides some small opportunity 

for learning. This implies that service outcomes are primary and learning is secondary. 

Then there is ‘service-LEARNING’ where learning goals are primary and service is 

limited. According to Jacoby there are many courses in North America that have only a 

limited service dimension added to the curriculum (1996: 4).

Next there is ‘service learning’ where the absence o f the hyphen indicates that the service 

and learning are separate and not integrated. Here the service activity may interest the 

student but they are left to make the learning connections themselves.

Finally, there is ‘service-leaming’ where the service and leaming have the same 

approximate weight and are purposely integrated together in the curriculum. This is the
48preferred option o f Sigmon and others. This present study also takes this particular 

approach to the meaning of service-leaming.

However, according to Eyler and Giles many programmes may not fit this balanced 

category. In some cases the service may dominate, whereas in others it is the academic

The NSLE supports service-leam ing programs in both education and community organisations. It 
provides a network o f  volunteer peer mentors to assist others. It therefore provides the ‘people connection’ 
support, in contrast to the NSLC above, w hich provides information.

For exam ple, Jacoby and A ssociates (1996) and Eyler and G iles (1999).
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content. Eyler and Giles state, in this regard, that they are not interested in using 

definitions that may limit analysis. Thus they accept any programme that attempts to 

integrate academic study with service can be defined as ‘service-learning’. However, we 

need to develop a firm conceptual understanding o f what is service-learning here. 

Therefore we agree with Howard who states that grafting a community service 

requirement (or option) onto an otherwise unchanged academic course does not constitute 

service-leaming (2001; 11).

Having considered the definitional issues and the balance between service and learning 

we now consider briefly some o f the principles that have been developed as part of the 

evolution of the pedagogy.

2.5 Principles

A principle is a source of action, a code of conduct, or a procedural norm or rule. It is 

also a fundamental truth on which others are founded or from which they spring. Finally, 

it can be something's essential nature, which is not very far removed from a definition."*^ 

However, we will focus here on the first meaning in our discussion below.

It has been said it is easier to fight for principles than live up to them.^° This is 

particularly relevant to those who draw up principles for others. The service-leaming 

principles discussed below, were however, at least partly developed by practitioners who 

would have to comply with their requirements.

These principles were developed to help delineate and encourage the development o f the 

pedagogy, rather than simply burden those who have to take account of them. According 

to Jones they can be used to undergird the design and implementation of effective 

service-leaming courses (2003: 153). Principles however, are not obligation free and their 

compliance makes particular demands on those involved.

Covey’s comments on both practices and principles are relevant here. Practices, he states, 

are specific activities or actions that work in one situation but not necessarily in another. 

By contrast if you provide people with principles, you help empower them and avoid 

having constantly to support them in their activities. Principles, according to Covey, have

The material above was drawn from M icrosoft Corporation (1999a), Encyclopaedia Britannica (1999) 
and Sykes (1976).
^°Adlai Stevenson (1 900 -65 ) U S statesman. Speech. N ew  York, 27 August 1952 in M icrosoft Corporation 
(1999a),
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universal application which, when internalised as habits, can empower people to develop 

a wide variety o f practices to deal with particular situations (Mintz and Hesser, 1996: 27).

2.5.1 Howard

Because Howard's principles focus on third level education we discuss them first (1993, 

2001). These principles are quite frequently referred to in the literature. For example, 

Mintz and Hesser outline them in Jacoby's standard work on service-leaming in higher 

education (1996: 33). In addition, Crews’s sourcebook on service-leaming in higher 

education identifies them (2002: 38). Campus Compact identifies these principles as the 

only ones in its Essential Service-Learning Resources Brochure (2003).

The original 1993 principles were updated in 2001 as follows:^’

1. Academic credit is for learning, not for service.

2. Do not compromise academic rigour.

3. Set learning objectives.

4. Set criteria for the selection o f service placements.

5. Provide educationally sound learning mechanisms to cultivate community learning 

and realise course learning objectives.

6. Prepare students for learning from the community.

7. Minimise the distinction between the student's community learning role and the 

classroom learning role.

8. Re-think the teaching s ta ffs  instructional role.

9. Be prepared for uncertainty and variation in student learning outcomes.

10. Maximise the community responsibility orientation o f the course.

These principles outline relatively important considerations from an educational 

perspective and focus on pedagogical and teaching issues relating to third level education. 

Other interesting ones are developed at the level of the college or university and probably 

one of the best known o f these is that produced by the Colorado State University.

2.5.2 Colorado

The Service Integration Project (SIP) in Colorado State University developed its own set
52of principles for teaching staff wishing to use service-leaming. These principles are 

S ligh tly  edited.
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contained in the university’s Service-Learning Faculty Manual (Colorado State 

University, 2002). These principles (or guidelines as the manual also terms them) were
C ”} .

produced using national sources and university teaching staff. Their mtention is to 

‘establish criteria for effective service-leaming courses’ and provide a general outline for 

creating high quality service and learning (Colorado State University, 2002: 9). For this 

reason they are important to consider here and are detailed below;^"^

1. Academic credit is for the learning gained from the experience, not for the service 

itself.

2. The syllabus is developed and revised to incorporate the service experience into the 

teaching and learning objectives of the course.

3. The service experience is connected to the course through readings, projects and class 

presentations.

4. Students do at least 5 hours of service in the community for each hour of course 

credit.

5. Service preparation addresses student training, clarification of responsibilities and 

risk management issues.

6. Students are introduced to the partner agency before the service begins, including 

orientation to the issues being addressed.

7. Reflection on the service experience is on-going and includes dialogue about 

community issues and the need for the service.

8. Teaching staff inform themselves about the community agencies that students are 

placed with including their mission, clientele, location and the student’s role.

9. Partner agencies define their needs and are included in planning for the service.

10. Students, faculty and community representatives participate in the evaluation process 

provided by the Service Integration Project.

It is not our purpose to debate the principles here. However, we briefly discuss the first 

principle in both o f the above lists because o f its significant implications for third level 

education.

The SIP office supports teaching staff in designing and implementing service-leam ing courses and 
provides a variety o f  services to teachers and others.

The manual also includes the Wingspread Principles and Howard’s Principles.
The principles are slightly edited and the original order is som ewhat changed.
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2.5.3 Assessment

This clearly states that the student gets marked for the learning, not the service. In 

traditional courses we assess student learning from traditional course resources such as 

lectures, textbooks, student research, and class discussion. Sei'vice-leaming however, 

assesses the learning from such traditional resources but also from the service experience 

and from the blending of these two (Howard 2001: 16).

This has a number of implications. First, higher education students are assessed on what 

they learn, not on their efforts or intentions. They may do a host o f other things but it is 

the learning and its proof that counts. If they do wonderful and important service work 

but do not exhibit adequate learning they do not gain credit.

Providing service to others is not an academic activity. In the grand scheme o f things 

service may indeed be more important for personal development and society's wellbeing. 

However, this is not the issue here. We are dealing here with a teaching method that lies 

within the confines o f tertiary education. This system educates and then assesses student 

learning. A teacher’s ability to assess and the range o f phenomena he/she can grade 

became clearer as 1 became involved in service-learning. Assessment became an issue 

when certain colleagues felt strongly that students who successfully completed important 

service projects should be marked more highly.

Teaching management is not the same as giving dance classes. The dance student should 

be able to dance better after the lessons. Therefore the dance teacher has to assess the 

student's dancing ability, not their understanding of dance theory. By contrast the 

management teacher will find it well nigh impossible to accurately assess the student’s 

service activity. Doing service, as we will see later, is a complex process and developing 

a fair and reasonable objective methodology for grading it accurately would be very 

difficult.

On this point Howard’s ninth principle states that we should be prepared for uncertainty 

and variation in student learning outcome. In traditional courses, the learning mechanisms 

-  such as lectures, readings, etc. -  are reasonably constant for different students. In 

service-learning however, we can get greater variation in service experiences and 

therefore student learning outcomes. Consequently Howard warns teachers to be prepared
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for greater variety in learning outcomes and some loss o f control over student learning 

stimuli (2001: 18-19).

Regarding the objects of assessment it can be argued that teachers assess most effectively 

and easily when dealing with such artefacts as reports, essays, articles, presentations and 

portfolios. Developing other indicators o f service would be very difficult if  not 

impossible. This fact would become very clear if grade appeals were made.

Therefore the student’s grade is for the objective illustration of learning and not for the 

quality or quantity o f service provided. However, if the service done is inadequate and if 

the assessable artefact relies on a particular amount and quality o f service the assessable 

component will be weakened by inadequate service. In other words although we cannot 

assess the service quality the assessment process can be drawn up to help ensure that 

assessable artefacts require a critical mass of service activity to reflect and report on.

The CLP uses one assessment method, a report (see Appendix 1). The report 

requirements are constructed in such a way as to ensure the student carries out an 

adequate amount of service. An important part of their task in writing their report is to try 

and link the learning from their service to the theory learned in both the CLP lectures and 

in some o f their other subjects. While the CLP student, therefore, is not actually marked 

on their service a critical mass o f service is needed to reflect on so they can adequately 

complete their report.

2.5.4 Wingspread

The most notable service-leaming principles are the Wingspread ‘Principles of Good 

Practice for Combining Service and Service Learning’ (Weber State University, 2002). 

These arose out o f a 1989 conference in Wingspread, Racine, Wisconsin. Here a group of 

educators, researchers, service-leaming practitioners, government officials, students, staff 

from national organisations and others gathered in the Johnson Foundation's Wingspread 

Centre. The conference was a response to the growing interest in community service and 

service-leaming programmes and to the growing awareness that improvements do not 

happen automatically.

The preamble to the Wingspread principles states that the American nation is founded on 

active citizenship and community participation and has always believed that individuals
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can and should serve. The principles indicate the essential components o f good practice 

and the authors invite others to use them in the context o f particular needs and purposes. 

The principles state that an effective programme combining service and learning does the 

following:^^

1. Engages people in responsible and challenging actions for the common good.

2. Provides structured opportunities for critical reflection on the service experience.

3. Articulates clear service and learning goals for all involved.

4. Allows for those with needs to define those needs.

5. Clarifies the responsibilities of each person and organisation involved.

6. Matches service providers and service needs through a process that recognises 

changing circumstances.

7. Expects genuine, active, and sustained organisational commitment.

8. Includes training, supervision, monitoring, support, recognition, and evaluation to meet 

service and learning goals.

9. Insures the time commitment for service and learning is flexible, appropriate, and in 

the best interests of all involved.

10. Is committed to programme participation by and with diverse populations.

These principles provide an important insight into the nature o f service-leaming. Unlike 

the previous two sets o f principles they are not limited to education but relate to 

programmes and policies in various settings -  community organisations, corporations, 

government agencies, and research and policy organisations. They also refer to people of 

all ages and all walks o f life.

Their benefit to practitioners and theorists however was probably more immediately 

important in the early days when the knowledge base on the topic was more limited and 

less elaborate. However, with the development o f the field they now provide a 

significant part of the foundation rather than a continuously used reference point against 

which theory and practice are gauged.

Their development contributed to the historical evolution o f the area. The actual process 

of creating them was probably as important at the time as the finally agreed principles

See N SLC  (2003b). The principles were edited slightly.
For exam ple, in the inaugural edition o f  the M ichigan Journal o f  Community Sei-vice Learning, Tice 

utilises the Wingspread principles to consider the agency perspective on service (1994: 107-109).
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themselves. In this context the National Society for Experiential Education had been 

working on developing a set o f principles as far back as 1987. They coordinated and 

developed a consultation process with more than seventy organisations that created nine 

drafts and helped the Johnson Foundation convene a working group at Wingspread in 

1989. The intense process o f drafting and redrafting culminated in the 1989 conference 

where the final draft was hammered out (Jacoby, 1996: 14, 29). Consequently the 

introduction to the principles themselves could factually state that they reflected the 

grassroots experience and thinking of thousands o f people, hundreds o f programmes and 

numerous national organisations. This fact makes these principles different in nature to 

the others listed here in that they are the result o f a significant process o f collective 

engagement.

Bohm suggests that since thought is largely a collective phenomenon, we cannot just 

improve it individually.^^ Thought he feels is a systematic phenomenon arising from how 

we interact and discourse with one another. Bohm, in explaining his ideas, compares 

discussion and dialogue. Discussion he suggests is like ping-pong where people hit the 

ball back and forth between them for the purpose of winning. Dialogue, by contrast, 

means a free-flow of meaning through a group that helps the group to discover insights 

not attainable individually. Bohm suggests that it is through dialogue that a group of 

people can access a larger pool o f common meaning or understanding.

Chickering and Reisser in a similar vein, contrast separate from connected knowing. 

Separate knowing is established through impersonal procedures, doubt, judgement and 

debate, public defence, and the exclusion o f personal feelings or belief. Connected 

knowing emerges from firsthand experience, from understanding the ideas o f others, from 

conversing with others and from clarifying and collaborating with them (Chickering and 

Reisser, 1993: 14).

In the context of the nature o f dialogue and connected knowing discussed here it can be 

said that the Wingspread principles are important because o f the collegiate engagement 

and collective process that led to their development.

2.5.5 Sigmon

The material below on Bohm is taken from Senge (1993; 10, 239-240).
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So far we have considered two sets o f principles relating specifically to third level 

education and the Wingspread principles that incorporate a wider variety o f sites.
58Sigmon’s 1979 principles focus on those being served and those who serve as follows:

1. Those being served control the service(s) provided;

2. Those being served become better able to serve and be served by their own actions; 

and

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

to be learned.

The first principle can cause difficulties. Those being served and in need may not be in a 

position to greatly influence the service provided. However, it can become a service 

objective that they eventually come to have some significant control over the service. 

This finds a base in the second principle where the served becomes better able to serve. 

These particular principles grew out o f the early efforts at service-leaming and at the time 

these were more often found in the community than in second or third level education 

(Mintz and Hesser, 1996: 29). In comparison with the other principles above they place 

the balance of influence more with those being served and identify the fact that the main 

thing the server controls is the learning not the serving. This approach is worth noting if 

for no other reason than to prevent us succumbing to the temptation to let the service 

beneficiaries become learning objects or simply a means to an educational end.

We now consider the roots o f service-leaming as a way of developing our understanding 

of the pedagogy.

2.6 Roots

Knowing some o f the history of our own country helps us to understand it better. When 

we study other places we can easily appreciate history’s importance. However, when we 

discuss and analyse our own country we often ‘smuggle in the history’ according to 

Wright Mills (1970: 167). Knowledge of our country’s history is, he argues, embodied in 

the very conceptions with which we work.

When studying a social topic, and even if our work is not explicitly comparative or 

historical, we still need historical material to better appreciate it so as not to leave its

Located in Crews (2002:38).
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analysis flat and timeless (Wright Mills, 1970: 167-168). Therefore we wish to place 

service-learning into some sort of relief to avoid the flatness of a timeless discussion. For 

this purpose we briefly identify some aspects of its past.

2.6.1 Early Practitioners

The early practitioners in North America were a small, marginal group within higher 

education. They were interested in experiential education and tried to encourage 

substantive student learning by focusing on connecting student experience to reflection 

and the cu r r i cu lum.They  felt that a more complete education was achieved by 

involvement with contemporary social problems and efforts to solve them. They also felt 

that academic excellence and community service were not competitive demands on 

student’s time and energy but ‘interdependent dimensions of good intellectual work’.̂ *’ 

Some of these practitioners were interested in education issues, others in social justice 

and others still in preparing students for democratic engagement. One group came to 

discover service-leaming from a motivation to make education serve social needs. 

Another was more interested in the relationship between service and social justice. 

Finally, a small group of practitioners entered the field through an interest in education as 

a way of encouraging a more engaged and civic society.^'

In spite of the differences among the early practitioners they had certain things in 

common.Fi r s t ,  they all shared a strong interest in service -  either helping others in need 

or changing society.

On this point Banner and Cannon (1997) state that teaching is not just for diffiising 

knowledge but is also laden with human and moral responsibilities. Teachers, they argue, 

must help others acquire knowledge and dispositions by which they can live life. They 

add that teachers are ethical so their students can also learn to be ethical. They conclude 

their work by stating that teaching is among the most serious and accountable jobs and 

confers significant moral and intellectual obligations. Banner and Cannon’s points are 

useful to reflect on when we consider the primary urge of the early practitioners -  their 

interest in service.

D uley in Stanton et al. (1999; 4).
W agner in Stanton et al. (1999).
The three paths o f  involvem ent are discussed by Stanton et al. (1999: 19-32).

“  Stanton et al. (1999: 50-51).
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Second, the practitioners also shared a questioning stance towards life and society. This 

stance can be linked to the social, political and spiritual movements o f the time. Third, 

they were interested in encouraging the development o f usefiil education and in linking 

thought with action.

However, alongside the work of these early practitioners things were changing elsewhere. 

The growing interest in active learning pedagogies and the increased support for 

volunteerism by public service initiatives helped to increase the interest in service- 

learning. In addition, the work and published output from the Wingspread conference 

provided an addition stimulus. What was once a marginal pedagogy was now ‘suddenly 

on the front burner’ o f many higher education organisations (Stanton et al. 1999: 6).

2.6.2 Models and Thinkers

As well as these developments there were a number o f thinkers who impacted on the 

early practitioners as they grappled with this new pedagogy. Some o f the early 

practitioners felt they needed to theorise their work and connect it to some broader 

framework. These stated that a number o f thinkers and public figures helped clarify their 

thinking in the area. The most popular ones here were education and human development 

writers such as John Dewey, Paulo Friere, David Kolb, Margaret Mead, and William F. 

W h y te .A n o th e r  group mentioned political leaders and activists such as Saul Alinsky, 

Gandhi, Ivan Illich, the Kennedys and Martin Luther King, Jr. whom they viewed as 

mentors or role models.

Finally, several pioneers referred to philosophical and spiritual mentors such as Dietrich 

Bonhoeffer. Spirituality helped by providing moral examples and in fact, there is a strong 

moral dimension to the way the pioneers describe their work.

Stanton was himself one of the pioneers. He said that at the outset he had a gut sense of 

where he wanted to go, and looked for theories to help him get there. Another pioneer 

said that the more he read Dewey and the other philosophers who talked about the role of 

experiential learning, the more he became convinced that he was on the right road.

We do not have the time or the need to consider each o f the above mentioned individuals. 

However, we briefly refer to both Alinsky and Dewey. The former is infrequently

The material in this and the follow ing paragraph is derived largely from Stanton et al. (1999: 192-193).
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referred to in the service-learning literature whereas the latter plays a relatively 

significant part.

2.6.3 Alinksy

Alinsky spent most of his time as a political activist, organising the poor to fight for their 

rights as citizens. He also added to the literature of activism. He said that life seems to 

lacks rhyme or order “unless we approach it with the key of converses” (Alinsky; 1972: 

15). Seeing everything in its duality and contradictions, allows us to get some dim idea of 

what it is all about. He quotes Niels Bohr who said there is not much hope if  we only 

have one difficulty. When we have two, we can match them off one against the other. 

This he states is ‘complementarity’.

Alinsky argues that people only understand things in terms o f their own experience. He 

refers to the story o f someone walking down a road after a snowfall and remembers some 

Virgil he had learned at school over thirty years previously. The poem referred to the 

earth lying ‘formless under snow-drifts and deep frost’. Although he knew the lines well 

he admitted he did not fully understand the meaning o f formlessness under snow until 

that very moment (Alinsky, 1972: 15, 83).

Alinsky however, wrote to help organisers rather than develop theory. His Rules fo r  

Radicals is a source book for activists. It was written for the purpose o f helping those 

who wanted to change the world rather than for developing theory (1972: 3). This does 

not mean however that some of his ideas could not be identified with a particular 

philosophy or theory o f learning. His forte, however, was action and encouraging others. 

Some of those who influenced the pioneers therefore did so mainly because o f their 

activities and how they explained these rather than for any theory or ideas they 

developed.

2.6.4 Framework

Back in 1994 Giles and Eyler asked whether service-learning was a field o f study and 

analysis with its own conceptual framework or simply a social movement. They replied 

in response that service-learning suffered at the time from the lack o f a developed 

conceptual framework. They had obviously been stung by the charge that that it was 

merely ‘flu ff (Giles and Eyler, 1994: 77).
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They stated that the introduction o f the term service-leaming in the sixties was the first 

step towards developing conceptual clarity. However, they then argued that subsequent 

years saw its specialists concentrate more on developing principles o f good practice and 

the literature itself focused more on processes and programmes rather than on the 

development o f theory (1994: 77-78).

Some argued that this was the safest way to go at the time and the comment by Stanton 

about having a gut feeling of where to go and then looking for the theory supports this 

view. Korowski in support o f this view states that progress is made through extensive 

work in the field, rather than through a proliferation o f theoretical discourse.^"^

There was in fact a growing interest in the early nineties in researching the area in order 

to analyse its progress and guide its development. There was, however, no parallel 

interest in developing a conceptual framework and according to Giles and Eyler the topic 

seemed markedly absent from conferences in the field. As a result they argued for the 

development o f an undergirding theory o f service-leaming and for this purpose turned to 

the work o f John Dewey (Giles and Eyler, 1994: 77-78).

Following their article a number of others dealt with how aspects of Dewey's work relate 

to service-leaming.^^ As a result of this interest by 1999, Deans was able to say that 

Dewey had been cast, more than anyone else, as the founding father of the philosophy 

and theory o f service-leaming. He also said that Dewey, the uniquely American 

intellectual, had been incorporated for legitimising purposes. Because his work held sway 

in several disciplines, his imprimatur lent ‘academic credibility to service-leaming 

research and pedagogy’ (Deans, 1999: 15). He then argued the case for the Brazilian 

literacy educator, Paulo Freire and refers to him as the ‘Latin John Dewey’. D e a n 's  

article then contrasts and compares Friere and Dewey in a way that enriches the lineage 

issue and throws light on some o f the fundamental issues within service-leaming and its 

potential or otherwise for social change.

2.7 Dewey

Quoted in G iles and Eyler (1994: 77).
See for exam ple, Saltmarsh (1996), Hatcher (1997) and Morton and Saltmarsh (1997). In addition, the 

standard service-leam ing works o f  Jacoby (1996) and Eyler and G iles (1999) indicated his contribution to 
the pedagogy.
“  Deans (1999: 15) was in fact quoting Aronowitz here.
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Dewey's work covered a range o f areas including psychology, education, philosophy, fine 

arts, and religion. His main focus however was philosophy and psychology where he 

largely concentrated on educational reform. His work here had a significant impact on the 

change in teaching from the institution to the student that began in the United States early 

in the 20th century.

He had a relatively long academic career including nine years at the University of 

Michigan and ten at the University of Chicago. He then went to Columbia University 

with which he was associated over 47 years. His scholarly output during this latter 

period was enormous and one bibliography provides a 125 page list of publications 

covering his Chicago period.

Dewey felt a philosophy of education would provide a plan for conducting education. 

Like any plan it has to be framed, he said, with reference to what is to be done and how 

it is best done (1963: 28). As service-leaming is a way o f educating others it can benefit 

from such a philosophy in that its practitioners will wish to know the best way o f 

operating.

2 .7 .1 Education and Experience

An important part o f his philosophy was the idea that all genuine education comes 

about through experience. Education can be defined, he said, as an ‘emancipation and 

enlargement of experience’ (1933: 202). Elsewhere he goes further than this and says, 

‘education is a development within, by, and for experience’ (1963: 28).

The focus o f service-leaming on incorporating experience into the curriculum gives us 

an interest in Dewey's ideas on experience being educational. Although, the material we 

discuss below relates mostly to children rather than third level students we will still find 

his analysis useful.

The child's world, he argues, contains individuals and their personal interests, rather 

than facts and laws. Teachers by contrast are so familiar with the idea of logically 

ordered reality that they do not easily recognise the amount of separation and 

reformulation that the ‘facts o f direct experience have to undergo before they can 

appear as a ... branch o f learning’ (1990: 184).

See ‘John D ew ey’ in Encyclopaedia Britannica 1999.
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In this context he refers to the difference between the child's world and the curriculum. 

For example, he compares the unity of the child's life with the specialisation and 

divisions of the curriculum. In addition, he contrasts the abstract principles of the 

curriculum with the practical and emotional aspects o f the child's life (1990: 185).

This contrast between the child's world and the curriculum has led, according to 

Dewey, to two fundamentally different educational approaches.^* The first emphasises 

the importance o f the curriculum. This approach argues that where the child’s life is 

narrow, the curriculum shows a world that is full and complex with meaning. Where the 

child’s life can be egotistical, impulsive and self-centred the curriculum can expose a 

world o f order, law and truth. Finally, where the child's experience can be confused, 

uncertain and capricious the curriculum can show a world that is well-arranged where 

all is measured and defined. This approach proposes that we minimise and ignore the 

child’s individual peculiarities, whims and experiences and focus on the curriculum and 

what it has to offer.

The alternative approach, according to Dewey, is a pupil-centred one where the child's 

world is the starting point, the centre and the end. Here all study is subservient to the 

growth and development of the child. Personality and character formation is more 

important than learning a formal curriculum. Subjects cannot, in this view, be imposed 

on the pupil's mind from outside. Study and lessons must not become a burden and a 

task. Learning should be active.

Both o f these approaches contrast the child's experience with the formal curriculum. 

This is incorrect according to Dewey. There is no fundamental difference between 

them. The child and curriculum are not two different things but are two ‘limits which 

define a single process’ (1990: 189). The process of moving from the child's present 

experience to that represented by the formal curriculum is one o f continuous 

reconstruction. He argues that experiences in order to be educative must lead out into 

the world o f the curriculum through a process o f continuously reconstructing 

experience (1963: 87).

2 .7.2 Curriculum as Experience

Outlined in D ew ey (1990: 185-186).
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Then Dewey makes an interesting point. The curriculum and its subjects are themselves 

forms o f experience. However, they present this experience in an organised and 

systematised way - one that has been reflectively formulated. This is because they 

embody the cumulative outcome of the efforts and successes o f people. This type of 

experience is not a mere accumulation or a ‘miscellaneous heap o f separate bits of 

experience’ but an organised construct (1990: 190).

Therefore the facts and detail o f the child's own experience and those embedded in the 

material of the curriculum are the initial and final terms o f one reality. To oppose them 

is to ‘oppose the infancy and maturity of the same growing life’ (1990: 190).

In order to elaborate his approach Dewey classifies the child's experience as 

‘psychological’ and the curriculum element of experience as ‘logical’. The 

psychological identifies the actual growth o f experience. It is historical, uncertain and 

tortuous, along with being efficient and successful. By contrast the ‘logical’ or 

curriculum form of experience assumes that the development has reached a stage of 

positive fulfilment. It neglects the process and all its details and focuses on the 

outcome. It summarises and arranges things and therefore ‘separates the achieved 

results from the actual steps’ taken (1990: 197).

Each subject or discipline can be viewed from two angles. For scientists, it represents a 

body of knowledge to be used for research purposes. For teachers, the subject matter of 

a discipline is a stage in the development o f experience. The teacher is interested in 

how the curriculum can be used to extend the development o f the pupil's experience. 

Teachers, he says, are 'concerned with the subject matter as a related factor in a total 

and growing experience' (1990: 201).

Dewey states that for a class to be educative it should lead to conceptualisation. 

Without this, nothing is gained that can be carried over to the better understanding o f 

new experiences. The moment a concept is understood it becomes a working tool for 

understanding other things. Concepts, he argues, begin with experiences, they become 

more definite with use and eventually acquire generality (1933: 153-157).

Dewey thus makes an important contribution to our understanding of how experience 

relates to the curriculum. His fundamental statement that education occurs through 

experience is developed by clarifying that the formal curriculum is a type o f distilled or
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reconstructed experience. The two worlds of concepts and experience do not exist as 

separate realms but are integrated under the one roof by Dewey’s analysis.

According to Saltmarsh, Dewey refutes the ‘dualism’ which makes a dichotomy 

between the world of education and the outside world. His approach to education 

inherently connects the school and the outside world (1996: 15-16).

His ideas o f education and experience provide us with a philosophical base for 

integrating classroom theory with actual experience through reflection. Experience, he 

argues should incorporate reflection in order to set us free from the limiting influence of 

sense, appetite, and tradition (Dewey, 1933: 202). He offers a number o f examples of 

integrating education and experience. Although these are much less developed than 

what occurs in service-learning today, they are still of interest.

Dewey’s analysis so far provides a rationale for linking experience with the curriculum. 

These ideas offer service-learning some encouragement for its experiential component. 

However, it shares this encouragement with other forms o f experiential learning. To 

relate his ideas more directly to service-leaming, however, we now consider his 

rationale for requiring that the experience should be a service for others.

2.7.3 Service as Experience

Dewey argues that in a school environment where a student simply absorbs facts this 

can pass into selfishness. Almost the only measure of success, he feels, is a competitive 

one where a student accumulates as much individual information as possible. This can 

be the case to such an extent that mutual assistance between pupils, instead o f being the 

most natural thing in the world, becomes a ‘clandestine effort’ to relieve students of 

their proper duty (Dewey, 1990: 6, 15-16). Education by contrast should be a social 

process where students and teacher form a community group (Dewey, 1963: 58).

These ideas point to the community aspect of the relationship within the school and 

between teacher and student. To identify more effectively his rationale for service to 

others, however, we have to consider other aspects of Dewey's social and political 

philosophy.

See D ew ey (1990: 18-23, 194-195) where he provides som e basic exam ples related to a child's 
education.
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Dewey's fundamental critique of education is that it has not led to a more humane and 

moral society. He argues that the machine age had destroyed the local community and 

replaced it with the ‘great society’ without counterbalancing this with what he called 

the ‘great community’ (Giles and Eyler, 1994; 81-82).

He believed in the philosophy o f instrumentalism. This values ideas as instruments for 

helping to improve society and proposes a connection between knowing and action. 

Education, he felt must result in social action as people's skills are used to improve 

society (Hatcher, 1997: 24).

Schools that provide self-direction skills and become embryonic communities through 

saturating students with the spirit of service will provide the best guarantee o f a larger 

society that is ‘worthy, lovely, and harmonious’ (Dewey, 1990: 29).

Education, he argues, needs a frame of reference without which it would be aimless and 

lack a unified purpose. This purpose is to contribute to democracy (Saltmarsh, 

1996:15). Democracy is itself a complex concept and has been defined in a number of 

different ways. Politically it can be seen as a particular form of government, as a form 

of individual rights or as a political or social contract. Alternatively, it has been defined 

as a social or cultural phenomenon by reference to such factors as civic participation, 

communication and community.^®

Dewey viewed democracy not just as a mode of governance but as a way o f being in 

the world. He saw it primarily as a ‘mode of associated living’. '̂ In this he considered 

its essence to be community life. In a parallel point Dewey argued that the purpose of 

education is social and suggested that democratic education provides an opportunity to 

‘shift the centre o f ethical gravity from an absorption which is selfish to a service which
72is social’.

He suggests that the role o f education must be the development o f the individual to 

his/her fullest potential. But he then goes on to clarify the meaning of an individual's 

development. This he explains as forming a society of individuals who, through their

^°See the definition o f  democracy in both M icrosoft Corporation (1999a) and Deans (1999: 17). 
D ew ey quoted in Deans (1999: 17).
D ew ey quoted in Deans (1999: 18).
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work, ‘contribute to the ... enrichment of the Hves of others’.’  ̂ This he argues is the 

only environment in which an individual can fiilly develop.

His perspective on individual development and democracy provides a strong 

philosophical base to the service component o f service-learning. Dewey does not 

suggest that classroom work should be supplemented by and integrated with service 

activity. That is the invention o f service-learning. What he does say however, is that 

education must be based on experience, supported by reflection and linked with social 

improvement. Education for democracy would lead to social change that would signify 

a society where every person is occupied in making ‘the lives o f others better worth 

living’. '̂' Democracy for Dewey ‘must begin at home and home is the neighbourly 

community’. U n d e r  the democracy and education framework we can then see that 

providing service is also a means of contributing to a student's individual development. 

Elements o f Dewey’s educational philosophy offer useful material for the development 

of a conceptual framework for service-leaming. In this regard, it provides some o f the 

underpinning logic and rationale which Giles and Eyler call for at the start o f this 

section (1994; 77).

2.8 Mainstream

Service-leaming in North America has now left the fringe and entered the mainstream. 

Overall 2 o f the 6.7 million U.S. college students report participating in a course where 

service is part o f the curriculum (Kielsmeier, 2002: 3).

In addition, there has been a steady increase in the institutionalisation of service-leaming 

in Campus Compact’s 1,100 colleges and universities. Here 12% of teaching staff taught 

a service-leaming course (Campus Compact, 2007). In addition the number o f 

Compact’s 1,100 affiliate campuses that offer service-leaming courses increased from 

87% to 91% between 2001 and 2006 (Campus Compact, 2007a).

At secondary level the figures are also relatively high. Here the U.S. Department o f 

Education’s statistics wing conducted the first nationwide service-leaming study in 

America’s schools in 1999. This found that 46 per cent o f high schools and 32 per cent o f

Dewey quoted in Deans (1999: 18).
Dewey quoted in Morton and Saltmarsh (1997: 144).
Dewey quoted in Morton and Saltmarsh (1999: 144).
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public schools had service-leaming on their curriculum (National Centre for Education 

Statistics, 1999: 6).

2.8.1 Practitioners

It is worth noting here that teaching can be a ‘fiendishly difficult’ task according to 

Barmer and Cannon (1997; 136). All teachers are human and all want to do a good job. 

However, it is hard enough for teachers to effectively share their knowledge without also 

expecting them to encourage student service and the full development of the individual. 

Many o f the early practitioners in service-leaming were interested in service and 

encouraging students to provide service for others. They were also independent minded 

people who took a questioning stance towards things.

However, the early practitioners might have found it difficult to encourage others to 

adopt the pedagogy without certain developments. First, the dissemination o f the 

pedagogy was encouraged by the writings and examples of the early practitioners, the 

related research, conferences, and principles, and the linkage of the pedagogy to various 

models, thinkers and philosophies.

Another factor in its advancement was the growing support for active learning styles and 

the various forms o f  experiential education. Regarding the latter development Dewey, as 

we saw earlier, stated that the curriculum is itself a form o f experience, one that is 

presented in an organised and systematised way. Therefore the student’s service 

experience and the curriculum are the initial and final terms of one reality rather than 

something separate. Here ser\'ice-leaming’s focus on integrating service experience with 

classroom learning fits neatly into this philosophy.

In addition, the increased interest in volunteerism played an important role in the spread 

o f the pedagogy. Here research indicates that 64 per cent o f U.S. public schools and 83 

per cent o f its high schools engage in community service activities (National Centre for 

Education Statistics, 1999; 4).

Regarding volunteerism, Dewey also provides a rationale for curriculum experience 

being service experience. Education according to Dewey should contribute to how we 

live and operate in the community.^^ Here he remarks that teachers are interested in how

™ Dewey said that education should contribute to democracy which he considered to be a mode o f  
associated living whose essence was community life.
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the curriculum can be used to develop the student. He argues that education and the 

curriculum should encourage people to move from self-absorption to unselfish service. In 

this view education must help develop the full individual so he/she can then contribute to 

the enrichment o f the lives of others. Here service-leaming’s focus on service experience 

is given weight by Dewey’s philosophy.

2.9 Service-Learning

We accept Crews’s point that service-learning definitions can vary depending on who is 

involved (2002: vii). The perspective here is a teaching one and this affects our 

understanding of the phenomenon and the particular characteristics o f the pedagogy.

As a teacher we assume service-leaming is a phenomenon sui generis that can be defined 

meaningfully and researched effectively.’  ̂ For this reason we disagree with those who 

argue against having a clear definition. While recognising the many, sometimes 

conflicting, definitions we assume the phenomenon can be defined clearly for our 

discussion and research purposes.

The above review was carried out therefore to help develop a clear understanding o f 

ser\'ice-leaming. This will help us carry out our research later on.

2.9.1 Characteristics
78The main characteristics of service-leaming are summarised below. These were 

identified by reflecting on the above literature review of definitions and principles.

At third level service-leaming:

° Is a rigorous pedagogy and curriculum component.

° Contains a balanced integration of classroom work and service activities that are

both challenging and contribute to the common good.

° Incorporates both classroom and service activities into its teaching and leaming

objectives.

° Assesses the academic leaming, not the service quality, by using academic artefacts

such as reports, essays and presentations.

See the key assumptions in chapter 1.
W e identify the main characteristics here rather than provide a sim ple or what we can call a hybrid 

definition (e.g. Abes et al., 2002 who use three separate sources).
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° Integrates the experiential learning from the service activity with the classroom 

learning by structured reflection. This integration improves the understanding of 

theory and breathes life into academic work.

° Encourages the development of critical thinking, social and leadership skills, 

empowerment, social justice, and civic and social responsibility values.

° The service activity;

■ Provides students with the opportunity to apply academic skills and 

knowledge to real-life needs.

■ Responds to their need to be in the world, learning from both experience and 

class and putting their education to the good o f others.

2.10 Evaluation

The above findings may be disputed by those who argue for a less definite understanding 

of the pedagogy. As we saw above some o f the earlier pioneers w'ere concerned about 

efforts to sharpen the definition. For example, Hasegawa argued against succumbing to 

the temptation of making the pedagogy too precious. Here he says people will say this is 

our little thing and we have to be professional and make it a subject for academic study. 

In addition, Golstein suggests that if we sharpened the definition of the pedagogy we may
79constrain its development and exclude certain programmes.

While accepting these points we need to define clearly service-learning for two reasons. 

First, a clear understanding o f sei'vice-leaming is an important foundation to both the 

literature and research phase o f this study. Second, a clear understanding is necessary to 

communicate effectively with the reader o f the study and avoid any unnecessary 

mi sunderstanding.

2.11 Answer

This chapter considers the meaning o f service-learning. It deals with the first o f our 

preliminary research questions:

Can we develop a clear description o f  service-learning fo r  the purpose o f  this study?

For the comments by Hasegawa and Golstein see (Stanton et al. 1999: 210-211).
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The answer to this, on the basis o f this chapter, is yes. The above hsting o f service- 

leaming characteristics summarises our main findings and helps to provide a clear 

understanding o f the pedagogy.

2.12 Conclusion

This chapter discussed the definitions and principles o f service-leaming. Then it 

considered its historical roots and through Dewey the elements o f an underlying 

pragmatic philosophy. It also referred to its movement into the educational mainstream in 

North America. Finally, it summarised the characteristics o f service-leaming and 

answered the question posed at the outset o f the chapter.

We now move on to discuss the two components o f the service-leaming duplex -  service 

and learning. In chapter 3 below we consider the leaming component and in chapter 4 the 

service one.
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CHAPTER 3: LEARNING IN SERVICE-LEARNING

This chapter considers the learning part of the service-leaming duplex.

3.1 Question

In doing so it attempts to answer the third o f our preliminary research questions by a 

review of the relevant literature:

Can we develop a clear description o f  the learning component o f service-learning fo r the 

purpose o f this study?

To answer this question we first consider the meaning and nature o f learning. Here we 

consider the basic forms of learning. This is followed by looking at the advanced forms 

o f learning and development learning. Then we consider learning in the educational 

context -  both the classroom and experiential types.

3.2 Basic Forms

Tolman (1886-1959) states that learning is a concept and as an activity it is inferred from 

its behavioural symptoms (Kimble, 2005). Therefore learning itself is not directly 

observable. Rather it is an intervening variable, one that can be inferred.

If this is so, we cannot directly observe the learning in service-leaming. We can however 

infer its effect from such things as assessments. We can also infer it from what people tell 

us about their learning, and from what they may now be able to do that they were unable 

to do previously. On this point some in fact see learning not simply as an individual 

activity ‘but as a communicative process ... which cannot be separated from the 

experience of its occurrence’ (Cooks and Scharrer, 2006: 44)

3.2.1 Early Efforts

The early efforts o f psychologists to understand learning concentrated on relatively 

simple units o f learning, and were very often based on the study o f animals.^'^ Here 

laboratory techniques from biology and physics were used and the learner was treated as

The follow ing benefits significantly from Kidd (1973: 160).
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an empty organism, who responded to external influences in a more or less automatic or 

even random way.

Some o f this research found that certain stimuli could be connected to particular animal 

responses. This connection could be varied by rewards and punishments. The same 

process could be followed with humans. From this type o f experimentation came what 

were sometimes called laws o f learning.

Kidd argues that the basic nature of the mechanisms studied, and the explanations 

offered, were not just due to the rudimentary nature of psychology at the time. To some 

extent, the early behaviourists were reacting against the sophisticated explanations of 

learning based on religious and philosophical interpretations. In trying to disprove these 

approaches, attempts were made to develop ‘explanations for ... behaviour’ based on the
8 Inotion o f the ‘human animaV (Kidd, 1973: 160).

Today our understanding of learning is relatively more sophisticated and comprises a 

variety o f different approaches. Some indeed argue that our understanding o f learning has 

now become so multilayered that we cannot view- it as a single phenomenon.

3.2.2 Basic Forms

According to Kimble there are a wide variety of learning types (2005). These include 

such activities as learning to eliminate (habituation), learning through conditioning, 

learning to carry out a series of responses in a definite order (chaining), and learning to 

discriminate and identify sets and oddities.

These types o f learning can be defined descriptively where, for example, we describe

what habituation or chaining entails. Alternatively we can define them more theoretically

by incorporating an explanation o f the underlying learning process in the definition. For

example, perceptual learning is defined as the effects of past experience on sensory

perceptions. Similarly psychomotor learning is defined as the development o f organised

patterns o f muscular activities that are guided by changing signals from the 
82environment.

Apart from the above more basic forms o f learning there are also more complex forms 

such as acquiring a skill, learning a concept and solving a problem. Since therefore the

The italics are taken from the original quote.
See Encyclopaedia Britannica (2005a), W est (2005), and N oble (2005),
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phenomena of learning are so diverse and varied any effort to include them under a single 

category may be unwarranted (Kimble, 2005).

Mackintosh (2005) suggests that we provide narrow definitions o f learning for particular 

types such as conditioning, etc. He admits however, that the difficulty with this approach 

is that it may leave us believing that learning consists of a large number o f distinct 

processes with nothing in common. This he says contrasts with the layman’s view o f 

learning as a single or uniform process. Mackintosh states that if we do decide to draw a 

distinction between different types o f learning this still allows us to consider whether 

these have anything in common (2005).

Mackintosh suggests that a learning definition is a matter of theory. He feels that an 

effective scientific definition is the end result of good theory and experiment, not the 

starting point. Thus a single learning process exists only if it is possible to construct a 

single theory that adequately accounts for the varieties o f learning (Mackintosh, 2005). 

There is however, no single theory of learning. Kimble tells us that efforts to identify a 

general theory o f learning which began in the 1930’s went out o f fashion as long ago as 

the 1970’s (2005). Therefore Mackintosh’s point leaves us without a single learning 

process.

Therefore rather than try to identify a single learning process we identify below a variety 

o f learning types and end up focusing on those most relevant to our own study.

3.2.3 Avoiding the Morass

Knowles talks about having to wallow through a morass o f learning types and meanings. 

However, in spite of this he still achieves sufficient clarity to advise others o f his 

preferred approach (Knowles, 1978: 10). We too tread briefly through the morass of 

definitions and perspectives on learning. In the end however, we also develop a particular 

line through the various approaches and arguments.

The learning that occurs in service-learning can be considered under a large variety of 

learning definitions and theories. It can for example, be considered under the 

conditioning that may occur among those who take the CLP more than once. Similarly it 

could be considered under the chaining process for those who may by level three begin to
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almost anticipate the generic phases o f the programme as we move through the module
Q-3

Stage by stage.

However, this study is not concerned with the conditioning, chaining or other basic forms 

of learning such as habituation or discrimination that may occur in the CLP. Rather it is 

concerned with the more advanced forms o f learning such as knowledge, behaviour and 

skill. These are now considered.

3.3 Advanced Forms

Learning is the acquisition o f knowledge according to a commonly held view. For 

example, Banner and Cannon refer to it as the act o f gaining knowledge (1997: 7).

3.S.1 Knowledge

Similarly Sanchez and Heene define learning as a process which changes the state of 

individual or organisational knowledge. They view knowledge as a stock and learning as 

the flow that changes this stock. In similar vein, Clarke see knowledge as a body o f facts 

and principles accumulated over time. '̂^ Learning can therefore change the stock or body 

of knowledge. It can also however, change the nature o f knowledge and the level of
85mastery by which the person can act on the knowledge (Sanchez and Heene, 2000: 26). 

Knowledge has been defined as the awareness and understanding of facts, truths or 

information gained through learning or experience or through introspection and 

re a s o n in g .I t  is also an understanding o f the interconnections betweens such facts, truths 

or pieces o f information which, in isolation are o f less value. In addition, it can mean the 

confident understanding o f a subject, along with the potential ability to use this 

understanding for a specific purpose.*^

In chaining the learner leam s to make a series o f  responses in a definite sequence. In this context the CLP 
starts with an introductory outline, continues with course content, m oves to the developm ent o f  project 
proposals and then goes to mentoring, discussion, workshop and so on. Although the course content and the 
volunteering project vary at each CLP level there is an approximate sequence o f  events which CLP veterans 
may com e to anticipate.

See www.anu.edu.au/people/Roger.Clarke/SQS/Know.htm l located on the 5 September 2008.
Although Sanchez and Heene are m ainly concerned with learning in the workplace they contribute to our 

generic understanding o f  learning.
 ̂Know ledge gained through experience has been referred to as a p o sterio r i knowledge whereas that 

gained from introspection has been referred to as a priori.
’ The above has benefited from the variety o f  material on the meaning o f  knowledge in follow ing  

http://en.Wikipedia.org/wiki/'Knowledge. http://en.wikipedia.org/wiki/A posteriori and 
http://w w w .google.CO.uk/search?hl=en&lr=lang en& new w indow =l& as adr=all& defl=en& a=define:know  
ledge& sa=X & oi=glossarv definition& ct=title all located on 8 September 2006.
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Sanchez and Heene take a slightly different approach here. They see knowledge as the set 

of beliefs held by someone about causal phenomena. In addition, they argue that 

knowledge is never certain but only exists in the form of beliefs and relates to conscious 

mental processes rather than lower-level processes such as sensory-motor coordination. 

Here they refer to Polyani’s skater who is supposed to know more than she can tell about 

how she skates. They argue however, that whatever the skater cannot explain about 

skating she really does not know in the sense of having knowledge (Sanchez and Heene, 

2000: 24-25).

3.3.2 Behaviour

Many define learning in terms of behavioural changes (Encyclopaedia Britannica, 2005b).

For example, one source defines learning as the alteration of behaviour that arises from

individual experience. When you can perceive and change your behaviour, you have

learned something (Encyclopaedia Britannica, 2005). Learning in this sense is an outcome

of experience. It is also a new capacity that allows one to perceive or change behaviour.

Kimble sees learning as a ‘relatively permanent change in a behavioural potentiality that

occurs as a result o f reinforced practice’ (2005). This definition according to Kimble
88excludes temporary changes caused by illness, fatigue, alcohol or drugs.

Kimble’s reference to a change in potentiality covers effects that do not necessarily 

appear at once. In addition, it tells us that since learning occurs from practice this 

excludes changes that are caused by physiological development, aging or sickness. To 

say that the practice must be reinforced distinguishes it also from habits like smoking 

which may not need reinforcement.

3.3.3 Skill

People also leam skills. The word skill is often used by people, policy-makers and even 

academics in an amorphous way (Korczynski, 2005). This may be partly because subjects 

such as economics tend to focus on the benefits o f skills and the costs o f acquiring them 

rather than their meaning. It is therefore important to clarify its meaning.

A skill is a complex set of movements with a multitude of integrated components which 

requires at least a minimal amount of practice. The acquisition of a skill in a particular

** However, a relatively permanent behaviour change can som etim es be brought on by such factors.
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task involves the ability to perform the activity in a reasonably consistent manner on 

different occasions.

A skill is not a reflex act. One does not become skilled by being able to recoil from an 

unexpected cut from a kitchen knife. However, a skilled chef is well able to dice 

vegetables without getting cut.

When we talk about learning a skill some make a distinction between acquiring a skill in 

contrast to say memorising a poem. There seems to be a much greater ability to retain a 

newly acquired skill in comparison to retaining newly acquired verbal behaviour. For 

example, chefs are much less likely to forget their cooking skill than to forget say a
89complex poem they may have learned.

3.3.3.1 Job Skills

According to Korczynski (2005) a skill has two elements -  job complexity and task 

discretion. Job complexity refers to the level of simplicity or difficulty o f the job. Task 

discretion refers to the amount o f latitude in decision-making given to someone. Koike 

discusses a usefial way o f classifying skills (1989: 6). He divides skills into an ability to 

carry out both usual and unusual operations.

Usual operations skills are routine, monotonous, and repetitive and are normally measure 

by the speed and exactness o f the work. Unusual operations skills are the ability to deal 

with changes in work routine and problem solving. This skill requires a shopfloor worker 

for example to know the operation and structure of machinery and the flow and logic of 

the production process. This skill demands greater ability than usual operations.

Very often we refer to a skill and occupation or craft in the same breath. For example, a 

chef, waiter or carpenter can imply both the skills itself and the post. Thus an employer 

can advertise for a new chef or waiter and when considering them look for evidence of 

how well they carry out the technical skills o f a chef or waiter.

3.3.3.2 Personal Skills

However, Dench (1997: 190) states that increasingly employers are using a set of 

‘generic’, usually personal skills when considering new employees. These include 

communications, team working, decision making, negotiation and problem solving skills

The above material on skills benefits from ‘Psychomotor Learning: The Range o f  Sk ills’ and 
‘Phenomenon o f  Psychomotor Learning: Retention’ in Encyclopaedia Britannica (1999).
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along with the capacity to take responsibility and initiative (Dench, 1997: 192). Although 

these skills are not new she feels they are now receiving greater attention as organisations 

face new competitive pressures.

Dench states that the growing emphasis on personal skills does not mean that technical 

skills are not important. However, occupational and technical skills, although essential, 

are not now seen as enough and in certain sectors and circumstances are viewed as ‘easily 

trained in’ (Dench, 1997: 193). Finally, she argues that personal skills are becoming more 

important as job instability and mobility become greater since they ‘help people to adjust 

to new demands and cope with change’ (Dench, 1997: 193).

An Irish study into how third level education meets the needs o f hospitality management 

finds that people management, communication and team-working skills are consistently 

rated important by managers (Connolly and McGing, 2006: 55). Decision-making and 

problem-solving skills are rated less important and least o f all is analytical skills. The 

study also finds that human resource, customer service, supervisory, personnel, and 

communication skills, along with good personality are the most important attributes in 

new graduates (Connolly and McGing, 2006: 55).

An Australian study of hospitality managers’ expectations o f graduate skills has similar 

findings. This shows that managers most often favour graduates with interpersonal, 

problem solving, and self-management skills in that order. They also identified none of 

the skill descriptors associated with the conceptual and analytical domain in the top 20. In 

fact, managers placed eight of the ten conceptual and analytical skill descriptors in the 

bottom 20 (Raybould and Wilkins, 2005: 211).

More broadly, the Department o f Labor in the US found that employers are looking for 

strong communication skills, honesty, and integrity when evaluating college graduates as 

potenfial employees. In addition, every year from 1998 to 2003, employers have placed 

communication skills at the top of their preference list. They also value candidates who 

show experience in teamwork, interpersonal skills, initiative, and motivation (Hartman, 

Bentley, Richards and Krebs, 2005: 348).

We have now considered the advanced forms of learning by discussing knowledge, 

behaviour and skills learning. We now consider learning as a form of development under 

what we called development learning.
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3.4 Development Learning

For years researchers have made a distinction between learning and development. Granott 

says that development was usually identified with deep, fundamental, and irreversible 

forces, whereas learning was associated with superficial, simplistic and reversible forces 

(1998: 17). She however, does not agree with this dichotomy and talks about ‘developing 

learning’ as a type of learning that contains development attributes. Although she says 

this type of learning can occur with another knowledge partner or teacher ‘the learner has 

an active role in the process’ (Granott, 1998: 17-18).

We distinguish learning from development. However, the distinction is not a fundamental 

dichotomy and we see development as part of the same spectrum or continuum as 

learning and not something entirely different.^** Therefore we extend our discussion of 

learning and go beyond the advanced forms o f learning by discussing what we call 

development learning. In this context, we talk about people gaining insight or meaning, 

learning values or undergoing a fundamental shift in perspective which we refer to as 

metanoia. First, we consider insight.

S .4 . 1 In s ig h t

Learning can occur through a process of accumulating insight. Lonergan explains that 

when we enquire about something we seek understanding and the insight arises as the 

relevant understanding (Morelli and Morelli, 1997: 173). Insight can also be understood 

as the apprehension o f relevant understanding. McLean and Pratt define an insight as a 

meaning that extends beyond the specific experience to a transformation in one’s 

understanding o f oneself, relationships or the world (2006: 717).^'

Lonergan talks about vulnerable and invulnerable insights. Vulnerable ones need further 

questions to be asked (Morelli and Morelli, 1997: 174). Here each new insight 

complements the accuracy and ‘covers over the deficiency o f those that went before’ 

(Lonergan, 1958: 174). Here he states that learning is not a mere addition to previous 

learning but is rather an organic growth out of it. He argues that the greater one’s

Others Hkewise see learning and developm ent as a part o f  a spectrum. Kolb for example, places learning 
in a conceptual framework o f  performance, learning and developm ent (Kolb, 1984: 34), W e discuss his 
ideas here under the section on experience below,

Laurence McDermott, a previous student o f  Lonergan’s, explains insight as suddenly being able to ‘cop ’ 
som ething (private communication, April 2005).
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accumulation of insight the broader one’s base from which one can move forward 

(Morelli and Morelli, 1997; 282, 520). An invulnerable insight is when there are no 

further questions to ask.

For Lonergan however ‘learning is not without teaching’ for ‘teaching is the 

communication of insight’. Here he suggests that teaching throws out the clues and hints 

that lead to insight. In addition, it puts the questions that reveal the need for further 

insight to modify and complement the acquired store (Lonergan, 1958; 174).

3.4.2 M eaning

Acquiring meaning is an important component o f learning and development. We learn 

things, but we develop meaning. When Rawson discusses how we leam to leam he talks 

about developing meaning perspectives (2000; 227).

3 .4 .2 .1 Definition

Meaning has been defined as an interpretation o f experience and refers to the 

significance, importance or puipose of something. When something has meaning it has a 

special significance or implication for us.^^ The development of meaning is based on 

experience. Our experiences are examined and filtered for meaning in order to help guide 

our fiiture action (Restine, 1997; 255). People have a need for meaning and a need to 

organise their perception of the world (Heine, Proulx and Vohs, 2006; 88).

3.4.2.2 Meaning and Insight

Meaning has also been viewed as similar to insight. Here McLean and Thome refer to 

meaning as a general insight that people develop in comparison to a lesson that they leam 

on something particular (2003; 636-638).^^ Leaming a lesson refers to leaming a specific 

lesson from an experience that could help direct future behaviour in a similar situation. 

Gaining insight by contrast refers to gaining meaning from an experience that can be 

applied to a broader area of life than a specific area or behaviour. When we gain insight 

or meaning, there is often some kind o f significant change in our understanding o f our 

self or our relationship with others. Taking meaning from something is developmentally 

more advanced than lesson leaming.

See http: ' W W W .wordwebonline.c<Muen,MKANlN(i  and http://wordnet.princeton.edu/perl,"webwn?s=meaning both 
accessed on the 21 September 2006, Encyclopasdia Bintannica Online (2006c) and Restine (1997: 255).

See also McLean and Pratt (2006: 715).

60



Take for example the boy caught throwing eggs at his mother. If he learns he should 

never throw eggs at his mum again, he has learned a lesson. If however, he realises he has 

an anger management problem, he has gained insight because the learning extends 

beyond the egg throwing behaviour.^"*

3.4.23 Meaning-Making 

Others discuss the concept o f meaning-making. This has been defined as constructing an 

account of an experience, so we can better understand it and better organise and structure 

our life (Cacioppo et al., 2005: 144). Meaning-making allows us to step back from an 

experience and reflect on its implications for our self-understanding, behaviour, goals, 

and values (McLean and Thome, 2003: 636).

3.4.2.4 Meaning and Experience

Having lots o f experience, does not necessarily lead to learning and development. 

However, when we take meaning from an experience we are better able to understand and 

learn from that experience. Experiences therefore, must be significant, or meaningfiil, if 

learning and development are to occur (Restine, 1997: 255).

3.4.2.5 Types o f Meaningful Experience:

The impact of experience on meaning can be affected by the type of experience that 

occurs (McLean and Pratt, 2006: 720). Events dealing with relationships, autonomy, and 

mortality have an important impact on meaning-making. By contrast those dealing with 

achievements have less impact.^^

Experiences of vulnerability in others can also be meaningful. For example, experiencing 

one’s parents as vulnerable and needing help can encourage self-sufficiency and personal 

development (McLean and Thome, 2003: 644).^^

For example, Laura has always seen her mother as the carer. However, on the day she 

sees the full impact of her mother’s breast cancer she realises her mother’s vulnerability 

and need for care. This meaningful realisation changed her and allowed her to grow and 

develop as a person (McLean and Thome, 2003: 641, 644).

The example com es from McLean and Thom e (2003: 636).
The reason achievem ents seem  to evoke relatively less meaning is that they are often prepared for over 

time and in the end are often hoped for and anticipated (M cLean and Pratt, 2006: 720-1).
Because McLean and T hom e’s study focussed on emerging adults, experiences o f  parental vulnerability 

may have been particularly significant for them. Emerging adulthood focuses on the period from the late 
teens through the twenties, ‘with a focus on ages 18-25’ (Arnett, 2000: 469). Arnett sees it as the age o f  
identity explorations, instability, self-focus, feeling in-between, and possibilities (2007: xiv).
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Meaning-making can also emerge in experiences containing conflict. This is because 

conflict and its resolution may force the individual to evaluate or reflect on things 

(McLean and Thome, 2003: 643). Such experiences may provoke a desire to reconstruct
97the experience so as to reduce the dissonance and help cope with and resolve things.

3.4.2.6 Meaning is Important 

Meaning is important in people’s lives. In fact Lonergan argues that meaning is no less 

important than reality. He feels this is so because human reality ‘is not merely meant but 

in large measure is constituted through acts of meaning’ (Morelli and Morelli, 1997: 387- 

388).

Meaning for the very young is initially confined to the immediate world o f the nursery. 

Here Lonergan feels we can say that reality comes first and meaning second. However, as 

the child develops and the command and use o f language grows things change and the 

larger world, mediated through meaning, moves centre stage.

He feels it is in fact the larger world mediated by meaning that we refer to when we speak 

o f the real world. Lonergan also says the real world is ‘insecure, because meaning is 

insecure, since beside truth there is error’ (Morelli and Morelli, 1997: 388-389). We now 

consider values.

3.4.3 Value Free

The above discussion o f learning as a change in knowledge, behaviour, skill, or insight is 

a value free one. None o f our material tells us the value of the knowledge, behavioural, 

skill or insight change.

Therefore to say we want students to learn is not adequate for an educator. This is 

because learning as a stand alone objective does not, for example, rule out a science 

student learning how to make a dangerous device for criminal purposes.

This difficulty reminds us of the statement by UNESCO’s Director-General. He argues 

that education that provides only knowledge does not provide enough (UNESCO, 2001: 

5). Terrorists as well as good citizens learn. What he implies here is that learning should 

not be value free.

The redemptive sequence, where bad turns to good, is one way that negative experiences are 
reconstructed to contain meaning. M cLean and Pratt argue that those who refer to more redemptive 
experiences in their hfe stories ‘have higher well being’ (2006; 716). They also say that managing difficult 
experiences through a process o f  meaning-making that finds the good in the bad is ‘important to the 
developm ent o f  a healthy narrative identity’ (2006: 721).
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3.4.4 Values

People also leam values. The value of something originally referred mainly to its 

economic worth, as in the work o f Adam Smith the 18'*’ century political economist. 

Throughout the 19̂  ̂ century its meaning expanded until Ralph Barton Perry's General 

Theory o f  Value in 1926 helped clarifying things. He discussed eight areas o f value:
98morality, religion, art, science, economics, politics, law, and custom.

We take a focused approach to the meaning of values. The value o f something can refer 

to its efficacy or capacity. For example, this might refer to a person’s efficacy in 

interpersonal relations by saying the person is confident or independent.*^^

More generally values refer to the intrinsic or relative worth, importance or goodness of 

things. To leam a value is to come to leam that something is important, good and 

desirable. Values define what is ‘important ... and worth striving for’ (Haralambos and 

Holbom, 1995: 5). People develop, use, and are influenced by values.

Learning values is important because they provide a measure or standard and can help us 

formulate opinions and judgements. Values help us assess the quality o f things and the 

information we gather can become knowledge by using values to interpret it. Values can 

therefore provide a general guideline to a c t i o n . B y  contrast norms only inform conduct 

in particular situations. Norms are therefore only specific guides to action that define 

appropriate and acceptable behaviour in particular situations (Haralambos and Holbom, 

1995: 5).

Lonergan states that although a value judgement differs in content from a factual one it 

does not differ stmcturally since both state what is or is not the case. However, a value 

apprehension is ‘given in feeling’ (Morelli and Morelli, 1997: 456). He also argues that 

although factual knowledge is reached by experience, understanding and verification, 

value knowledge is reached through discernment and love. Lonergan talks o f the 

apprehension o f values such as social, cultural, and personal (Morelli and Morelli, 1997:
4 7 7 ) 1 0 1

The above material has benefited from Encyclopeedia Britannica Online (2006).
See M icrosoft (1999a).
The above material on values benefited from M icrosoft (1999a) and 

http://search.eb.com/'dictionary'?va=values&auerv=values located on 12 September 2006. 
He also talks o f  transcendent values.
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Lonergan argues that the development o f knowledge and values lead to the discovery of

oneself as a moral person. This discovery comes from realising that when we make a

value judgement we not only choose a particular action or intention but we also make

ourselves ‘authentic’ or ‘unauthentic’ beings. In this process there emerges in our

consciousness ‘the significance of personal value and ... responsibility’ (Morelli and

Morelli, 1997: 458). Lonergan takes this argument one step further by stating that our
102value judgements are revealed as the door to our fulfilment or loss.

We now consider metanoia.

3.4.5 Metanoia

For Senge, learning can be a deeper experience than mere acquisition and involve a 

fundamental shift of mind (1993). This type of learning changes us from seeing ourselves 

as separate from the world to seeing ourselves as being connected to it. It also changes us 

from seeing problems as caused by someone or something ‘out there’ to seeing how our 

actions can create the problems we experience. To clarify his meaning Senge uses the 

concept o f metanoia for a shift in the mind that occurs with learning.

Metanoia refers to a fiindamental change in character or heart, a change in one’s way of 

life, a spiritual conversion or r e p e n t a n c e . F o r  the Greeks metanoia means 

‘transcendence’ whereas in the early Christian tradition it refers to an awakening or direct 

knowing o f God (Senge, 1993: 13). Calvert talks about metanoia as ‘conversion’ (2006: 

146).’'̂ '* She also refers to ‘the conversion experience’ as the ‘high-water mark’ o f a 

person’s spiritual capacity (Calvert, 2006: 152).'°^

3.4.6 High- Water Mark

In a sense we have now reached the high-water mark of learning in our brief discussion 

o f metanoia. We have considered learning and its various forms and in particular the 

more advanced forms of learning (knowledge, behaviour, and skills). We then considered 

what we called development learning (insight, meaning, values and metanoia).

3.4.7 Learning Framework

For the above material see Lonergan in Morelli and Morelli (1997: 457-458).
M icrosoft Corporation, (1999a).
She also says metanoia captures several qualities such as com ing to one’s senses, repentance, 

transcendence, inclusiveness, open-endedness and movement (Calvert, 2006; 146).
She takes this point from W illiam James.
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We discovered early on in our interrogation of the literature that there are a wide variety 

of learning phenomena. This reminds us of Louis MacNeice’s comment that the world is 

incorrigibly plural with ‘more of it than we think’ (Davis and Williams, 2003; 269). So 

too learning is plural with more of it than we might first envisage.

Illeris advises us that despite the varieties of learning we must always keep in focus the 

whole field (Illeris, 2003: 172). He develops a learning framework to facilitate his 

particular focus on learning. We too develop a framework.

Basic Forms

Conditioning

Chaining Advanced Forms

Habitation Knowledge Development Learning

Discrimination...
Behaviour Insight

Skills Meaning

Values 

Metanoia
< . .     >

Figure: 3.1: Basic, Advanced & Deveiopment Forms of Learning

This allows us to keep in focus the whole field by categorising the different forms of 

learning and placing them in the simple analytical framework below. This framework 

conceptualises learning as either basic, advanced or development and indicates a 

development process moving in Figure 3.1 from left to right.

In addition, it provides us with a conceptual base against which to consider the learning 

in the CLP. For example, the main locus of our interest is in the advanced forms of 

knowledge and skills learning.''’̂  We are also interested in values. Although insight or 

meaning may have some slight relevance we do not anticipate any indications of

W e concentrate on skills rather than the more general behaviour area o f  learning.
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metanoia. This after all is only a one semester module competing with five others, which 

in turn compete with everything else that students are concerned with.

We now consider learning in an educational context. First, we consider classroom 

learning. This is followed by a consideration o f learning outcomes, mental activity, 

andragogy and the issue o f learning locations.

3.5 Classroom Learning

Boocock (1966: 2) defines learning as a measurable change involving either the 

acquisition of new information (cognitive) or a change in interests, motivation or values 

(non-cognitive). She focuses on classroom learning, not because this is the only type or 

place for learning, but because it gives her research ‘relatively clear boundaries’ 

(Boocock. 1966: 3). Within this context she views learning as the dependent variable. 

This learning or dependent variable is the outcome o f class activity.

3.5.1 Classroom Impact

Boocock is not interested in the effects o f school learning on later achievements or 

behaviour. Rather she is interested in the classroom impact on student performance or 

learning. Although therefore classroom learning can and does have long-term effects we 

can, according to her, legitimately evaluate its on-site and relatively immediate learning 

effects.

She suggests that the ideal way to measure the classroom learning impact is to introduce a 

‘new’ or ‘experimental’ method into a class and compare it with matched control classes 

elsewhere (Boocock, 1966: 5). She cautions however that almost any new method can 

work ‘if  it is taught by its inventors or by a few ... highly trained converts’ (Boocock, 

1966: 5).

Boocock advises us to define clearly ‘what a student is supposed to learn’ in any course 

or subject (1996: 5). This statement refers to what can be called learning outcomes.

3.5.2 Outcomes

Kegan states that teachers in non-traditional institutions cannot specify learning outcomes 

in advance (1977: 64).'°’ This is because they do not bind the student to a fixed

Non-traditional institutions tend to be ‘seen in open classrooms, schools without walls, free schools, 
contract learning ... and university experimental co lleges’ (Kegan, 1977: 63).
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curriculum and refer to the value of such generalised objectives as responsibility, self- 

control, self-esteem and awareness. Consequently successful graduation here may depend 

on the teacher’s judgment that a student’s work and progress meets the teacher’s 

subjective standards (Kegan, 1977: 64).*'’̂

The CLP however, operates in a traditional institution rather than the non-traditional 

operation referred to by Kegan. Our interest therefore is to clarify the learning outcomes 

of the CLP. In this respect we view the CLP as the independent variable and the learning 

outcomes as the dependent variable. Measuring student learning from the CLP is a 

challenge because non-CLP activity can affect learning. In addition, CLP learning 

outcomes can be difficult to identify. However, we like Boocock, must place boundaries 

on our study and we therefore consider the learning outcomes o f the CLP.

3.6 Learning Outcomes

To do this we consider Bloom’s taxonomy. This is a behaviourist framework that helps 

classify what students can or do leam. It is not however, meant to be an indicator of, or 

framework for, student performance or behaviour as indicated by assessment or 

otherwise. Rather it focuses on student learning (Airasian and Miranda, 2002; 253).

It was developed by a group of educators to facilitate the exchange o f exam results 

between staff in different universities so as to create a data bank, each measuring the 

same educational objective (Krathwohl, 2002: 212). Bloom, who initiated the idea, hoped 

it would reduce the workload involved in preparing exams.

Bloom, according to Krathwohl, felt the taxonomy was more than just a measuring tool 

and hoped it would provide a common language about learning objectives. He also 

believed it would provide a spectrum of learning possibilities against which the particular 

scope o f any individual course could be compared (Krathwohl, 2002: 212).

3.6.1 Objectives

Teachers generally set out to make sure their students carry out a range o f particular 

activities during a course’s progress. For example, the CLP requires a student to carry out

To resolve the difficulties with relying on a teacher’s subjective standard Kegan offers a generalised  
exam profile tool as a framework for allowing judgm ents to be surfaced, examined and evaluated. Kegan 
uses B loom ’s taxonom y for this purpose (1977; 72).

Having said this however, Airasian and Miranda (2002: 253) argue for an alignment between learning 
objectives, instruction and assessment.
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a range o f activities such as attend lectures, read specific theory, carry out a volunteering 

project and submit a report. However, teachers can sometimes confiise learning 

objectives with student learning activities (Raths, 2002: 236). The confusion o f objectives 

with activities can be explained according to Raths, by a teacher’s belief in the 

educational value o f particular activities. For example, a teacher who lists an activity as a 

course objective may be using a ‘shortcut’ method of describing what is going on in 

class. The objective, while clear to the teacher, is in fact implicit rather than explicit 

(Raths, 2002: 236). For this reason a generalised classification like Bloom’s is a useful 

support for clarifying course objectives.

3.6.2 Taxonomy

Bloom’s taxonomy provides us with a framework for classifying higher order learning. 

The original work was published in 1956 and identifies three overlapping areas of 

learning: cognitive, affective, and psychomotor (Bloom and Krathwohl, 1956). These 

three learning domains represent the acquisition of knowledge, values, and skills. This 

framework has since become known as Bloom’s taxonomy (Adkins, 2004).

The first of these domains, the cognitive framework, was discussed and detailed in the 

1956 work. The cognitive framework contains six major levels -  knowledge, 

comprehension, application, analysis, synthesis, and evaluation. This framework was 

revised in recent times to remember, understand, apply, analyse, evaluate and create 

(Krathwohl, 2002).

As the learner moves up the levels from remember, to understand, to apply and so on, 

more is demanded o f the learner. Each of the higher levels incorporates the previous level 

as a subset of it.

The cognitive levels provides teachers with a framework which can help them build 

course content in such a way that it can take student learners more deeply into a subject 

or provide them with more powerful learning.

Shannon for example, argues that a short course can be configured to help students 

progress cognitively from the basic knowledge level to the comprehension one. A longer 

course can then be constructed to facilitate learning that helps the student to advance 

from the basic knowledge and comprehension level to the application, analysis, synthesis, 

and evaluation levels (Shannon, 2003).
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In a similar vein, a single module might be configured to help students progress 

cognitively from the basic knowledge level to the comprehension one. By contrast, a 

group of integrated modules might be constructed to facilitate learning that helps students 

advance from the basic to the higher cognitive levels.

The values or affective domain was published in 1964 (Krathwohl, Bloom and Masia, 

1964). This learning domain consists o f such behaviours as awareness, interest, attention, 

concern, and responsibility and relates to emotions, values, attitudes, and the like. The 

committee did not produce a framework for the skill domain excusing themselves for not 

doing so by stating that they had little experience in teaching manual skills (Clark, 2000). 

Others were therefore left to develop the psychomotor or skill domain. In 1972 one 

particular study proposed six psychomotor levels: reflex, fundamental movements, 

perceptual abilities, physical abilities, skilled movements, and non-discursive 

communication (Theory into Practice Database, 2008).

The three learning domains of cognitive, affective and skill overlap somewhat in practice. 

However, they provide a useful framework to help us consider the learning outcomes in 

any educational programme.

In addition, they fit neatly with the role of third level education as discussed in chapter 5 

below. As we find in chapter 5 the function o f third level is to enable learning that 

generates and/or enhances knowledge (both cognitive and skill) and values.

We now continue our discussion o f learning by considering mental activities in and out of 

class and symbol manipulation. We also consider the difficulty with transferring 

knowledge learned in class to new problems.

3.7 Mental Activity

First, we consider Resnick’s (1987) discussion o f the characteristics of mental activity to 

help us clarify the difference between in and out o f class learning.*''^ Then we consider 

the issue o f knowledge transfer and construction.

3.7.1 Mentation

Classroom learning places greater emphasis on pure thought or mentation in contrast to 

that which occurs outside class which she calls tool manipulation. Much class learning

The material below is from Resnick (1987). Although her paper refers for the most part to secondary 
schooling we relate the material to third level.
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emphasises mental activity that occurs independently of tools and complex instruments. 

By contrast, much mental activity outside class is intimately connected with tools, and the 

‘resultant cognitive activity is shaped by and dependent upon the kind o f tools available’ 

(Resnick. 1987: 13).

However certain classroom subjects can incorporate tool manipulation to support 

leaming. For example, IT classes, ophthalmology, architecture, science, hospitality, and 

so on. Nevertheless, much classroom leaming is still a relatively instrument free zone. In 

addition, where tool manipulation occurs it mainly simulates the outside world and does 

not contain the pressure of real clients or some o f the dangers associated with faulty 

manipulation.

Resnick argues that individual cognition dominates classroom leaming whereas much 

activity elsewhere is socially shared. Here much of the individual’s personal life, 

recreation and work take place within a social system and their ability to function 

successfully depends on what others do and how various ‘individuals' mental and 

physical performances mesh’ (Resnick, 1987: 13).

However, there have been significant efforts to increase the team element of class work in 

business, hospitality and tourism in recent times. For example, teamwork is evident in the 

use of such mechanisms as group work, assessment and problem based learning.'"

3.7.2 Symbol Manipulation

Resnick next refers to the symbol manipulation o f class in contrast to the contextualised 

reasoning elsewhere. In the real world a person’s action is, she argues, intimately 

connected to particular events and objects and mental activity makes sense in terms of its 

impact in specific circumstances. Class leaming by contrast, requires the leaming of 

symbol manipulation mles and using these rules at exam time. Since symbol 

manipulation in class is detached from its referents it ‘can create difficulties even’ for 

classroom leaming (Resnick, 1987: 15).

However, there have been some efforts at contextualised leaming in certain areas. An 

example here is the use o f case study analysis in business management courses. However, 

even here the student’s pressure point is not the best profit ratio but the best grading 

outcome. Therefore class leaming through its ultimate pressure point is at one remove

See for example Gordon (2000) on problem based leaming in service leaming.
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from the outside world thereby encouraging what Resnick refers to as the ‘game’ of 

symbol learning.

3.7.3 Generalised

Resnick then refers to generalised learning in class compared to situation-specific 

competencies outside. In class the lecturer normally focuses on teaching general and 

widely usable theory and skills. The main justification offered for this type o f teaching, 

according to her, is its generality and transfer capacity. Yet to be truly skilfiil. Resnick 

feels people must develop situation-specific competencies.''^

3.7.4 Knowledge Transfer

Cognitive scientists suggest that students rarely transfer knowledge learned in class to 

new problems. They emphasise instead the importance o f learning through actively
113constructing knowledge in complex contexts (Eyler and Giles, 1999: 8).

This indicates the limitations o f  developing certain types o f usefiil knowledge in a class 

environment because o f what can be identified as its one-dimensional context. Students 

provided with classroom knowledge on problem solving for example, often fail to apply 

the information when faced with a real problem. Cognitive scientists are therefore acutely 

aware of the difficulties of developing ‘knowledge in use’ in the ‘de-contextualised’ 

classroom and emphasise instead the importance o f students learning in complex 

situations and actively constructing knowledge (Eyler and Giles, 1999: 8).

We now continue our discussion o f learning by considering the concept of andragogy. 

This is an interesting criticism o f the traditional approach to teaching.

3.8 Andragogy

Andragogy has been referred to as a secret ingredient in the new recipe for service- 

leaming (Koppel, 2004: 99). Knowles ‘pioneered the formal study’ o f andragogy 

(Koppel, 2004: 102).

Knowles says that the graduates of our education system ‘don’t know how to leam -  they 

only know how to be taught’ (1978: 176). He argues that significant learning has a

She suggests how ever that situation-specific learning has its limitations since unschooled individuals 
who have to deal with new situations are at a considerable disadvantage to schooled individuals (Resnick, 
1987: 15). The latter do better although they rarely utilise the ‘supposedly general algorithms taught in 
sch ool’ (Resnick, 1987: 16). Instead they develop methods specific to the new situation.
' Eyler and Giles (1999: 8) refer here to the work o f  Bransford (1993) and Bransford and Vye (1989).

71



quality of personal involvement. It is self-initiated, pervasive and evaluated by the learner 

and is meaningful. Learning is therefore neither a task nor a problem but a way o f being 

in the world and something which leads to self-actualisation (Knowles, 1978: 9).

Knowles feels that we know more about how animals leam than children and in turn 

know much more about how children leam than we do about adults (1978: 11). He argues 

that there is only one framework for educating adults and children -  pedagogy. This is in 

spite o f the fact that ‘pedagogy literally means the art and science of teaching children’ 

(Knowles, 1978: 27).

He discusses the content driven pedagogy model o f traditional educators. Here teachers 

decide in advance what knowledge content or skills are to be transmitted. Having done 

this they arrange the content into logical parts. They then select the best method of 

transmitting the content (lectures, tutorials, videos, lab work, etc.). Finally, they present 

the content in some sort o f sequence (Knowles, 1978: 108).

3.8.1 Knowles

To guide our teaching o f adults Knowles proposes an andragogical model. Andragogy 

comes from ‘andra’ meaning man ‘and ‘agogos’ leading (Smith. 1999). Thus Knowles 

feels that andragogy should deal with adult learning and pedagogy remain confined to the 

teaching of children.

In andragogy the teacher prepares a set of procedures for involving the learners in a 

process. This involves providing such things as a supportive learning climate and 

mechanism.s for mutual planning. The content model is concemed with transmitting 

specific knowledge and skills. By contrast andragogy focuses on providing procedures 

and resources that help the learners acquire knowledge and skills (Knowles, 1978: 108).

In andragogy the teacher becomes a facilitator, consultant, and change agent rather than a 

transmitter o f knowledge (Knowles, 1978: 108). In practical terms andragogy means that 

teaching adults needs to focus more on the facilitation and support process for the learner 

and less on the content. Strategies such as case studies, role playing, simulations, and 

self-evaluations for example, are proposed (Theory into Practice Database, 2008a).

3.8.2 Assumptions

Andragogy, according to Knowles is based on particular assumptions about how adults 

leam (1978: 55-59). These assumptions however are open to debate.
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First, Knowles argues that as we become adult our self-concept changes from being a 

dependent to a self-directed one. However there is also an element o f self-directedness in 

a child’s self-concept and learning (Smith, 1999). In addition, when do we become a self

directed adult? Is it at 16 or 18 or is it during or after college?

Second, he feels that as we mature we accumulate a growing reservoir o f experience that 

then becomes an ever increasing resource for our learning.''"^ This however, is open to 

question. Even if a child’s accumulated experience is in some way less than an adult’s the 

child’s experiences are no less beneficial for learning (Smith, 1999).

Kidd concludes that there is no basis in the characteristics o f adult learners ‘upon which 

to construct a comprehensive theory’ and states that the search for andragogy may be 

pointless (Smith, 1999: 6)."^

Knowles’s comparison o f andragogy and pedagogy appear to relate more to competing 

conceptualisations o f education and learning than anything else. In fact Knowles himself 

acknowledges that he is not talking about a clear-cut distinction between adult and child 

learners. Rather he is talking about the learner assumptions ‘that have traditionally been 

made by those who practice pedagogy’ in contrast to those made in andragogy (Knowles, 

1978: 54). He also acknowledges that the assumptions o f andragogy also ‘apply to 

children and youth as they mature’ and they too will ‘come to be taught more and more 

andragogically’ (1978; 54). In effect andragogy could be considered to be nothing more 

than good pedagogy.

If this is the case Koppel overstates things above when he suggests that andragogy is 

some sort of secret service-learning ingredient. Our discussion o f andragogy is therefore 

more important for the clarification it provides for alternatives ways o f teaching and 

learning than for anything else.

3.8.3 Learning Maturity

While discussing andragogy Nadkami talks about learning maturity rather than age. This 

refers to the learner’s prior knowledge o f the subject area, past learning experiences, and 

the like (Nadkami, 2003; 337). Here he refers to connectionist psychologists who suggest

He also suggests that adults leam more effectively through experiential techniques (Smith, 1999). 
Sm ith’s article is taken from a web source that does not necessarily correspond to the original article. 

Therefore the page reference here may only approximate to those in the original article.
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that learning occurs in steps, each stage building on the simpler material which went 

before.

This suggests that for lower level introductory courses, the instructor’s main purpose is to 

build a strong level o f conceptual understanding in the student.”  ̂ This is because 

students at this level have limited material to relate to the new learning. In addition, 

students with low learner maturity are more ‘subject centred’ and have a more dependant 

learning capacity. Therefore students with low learning maturity may be somewhat less 

comfortable with self-directed learning. In contrast, those who gain learning maturity 

through an array o f connected learning, accumulate a reservoir o f experience that 

becomes a significant source o f further learning.

This brings us to the issue of the location of learning.

3.9 Learning Locations

Here we discuss the locations of learning by considering institutional, formal and 

informal learning, situated learning, and the contextual learning to be had from 

community-in-practice. We discuss these together because of the located or situated 

nature o f the concepts.

3.9.1 Institutional Learning

Institutional learning has an ‘in building’ and embodied ‘bricks and mortar’ nature (Vaill, 

1996: 32). It also has a particular philosophy and practice. This philosophy occurs in 

colleges and universities, in work training and development, and in adult education. This 

philosophy has the following assumptions."^

It assumes its learning is goal directed and that it depends on the learner’s desire to 

achieve that goal (for example new knowledge or skill). Second, it assumes that the 

learner values the goal towards which the learning is directed. Third, the learning goal is 

assumed to be outside the learning process and is seen to be fixed. Thus the learner and 

the specific actions taken to reach the goal are variable but the goal itself is not.

Once the learner ‘understands, accepts, and values’ the institutional learning goals the 

efficiency o f the learning process then becomes important (Vaill, 1996: 35). Thus the 

next assumption of institutional learning is that it should be possible to determine the best

The material here is taken from Nadkami (2003: 337).
" ’ See Vaill (1996: 34-37).
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way to determine learning. Learning speed now becomes an objective and the faster the 

learner can go the getter. In addition, the greater the volume of material covered the more 

effective is the learning.

Vaill argues, however, that institutional learning ill-prepares us for the ‘messy learning 

world we inhabit’ (1996: xv). This system is primarily a control one where the learner’s 

life can be a relatively private and lonely affair. This loneliness can be compounded by 

the significant internal competition it encourages (Vaill, 1996: 39).

Vaill also argues that institutional learning is about learning on very special terms. It is 

about learning predetermined material from someone who knows it all or most o f it. It is 

also about learning as a member o f a cohort where everyone learns ‘pretty much the same 

thing’ (Vaill, 1996: 40). Finally, learning here is, for the most part, disengaged from those 

places where the fruits o f learning are to be used.

Remaining with the location theme we now discuss formal learning.

3.9.2 Formal

Formal learning is located in a dedicated learning environment in contrast to informal 

learning which occurs outside one. Informal learning arises from people’s interests and 

activities, however, it may not be recognised as learning (Cooke and Smith, 2004: 2). 

Hager and Hyland provide a useful distinction between both types o f learning (2003: 283- 

284). Teachers and trainers control formal learning whereas the learner (if anyone) 

controls informal learning. Formal learning is prescribed by such things as curricula, 

standards and learning outcomes. The fonnal learner is expected to be able to articulate 

what has been learned through, for example, exams or assessments.

Formal learning emphasises both the teaching and the content and structure o f what is

taught. By contrast informal learning emphasises the experiences o f the learner.

Finally, they argue that learning knowledge is generally regarded as more challenging

than learning skills. Here they feel that more teaching effort has been invested in

knowledge learning as against skill learning. By contrast informal learning does not make
118a distinction between learning skills and knowledge (Hager and Hyland, 2003).

Hager and Hyland also discuss the shared and contextualised learning in infoitnal learning which was 
discussed by R esnick above.
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The discussion of formal and informal learning brings us to the topic of on-the-job 

training in the workplace location.

3.9.5 OJT

Our understanding o f learning in general can be enhanced by considering the concept of 

on-the-job training (OJT).''*’ Workplace learning can include both formal and informal 

OJT. Formal off-the-job training relates to seminars and workshops that sit apart from the 

workplace or work routine.

Informal OJT relates to learning that occurs during the actual work routine. Informal OJT 

might be as simple as ‘sitting by Nellie’ where the apprentice or novice learns from being 

beside the skilled worker or master. This could refer to the apprentice teacher doing an 

internship in a particular school and spending time as a class assistant with the regular 

teacher.

Alternatively it could be the more structured learning involved in planned OJT where for 

example a worker is purposely rotated through a number of posts for learning purposes. 

Here we can find induction rotation for new recruits or more long-term rotation for 

developing staff overtim e (Dore, 1989: 91).

The clarification of the formal and informal OJT learning processes helps to clarify the 

structuring of the learning activity in a work place.

We now turn to situated learning.

3.9.4 Situated Learning

Traditional teaching is the transmission o f abstract knowledge from one person to another 

in a surrounding that excludes the complexities of practice and communities o f 

practitioners. Here the actual learning location or setting is assumed not to really matter. 

However, Brown and Duguid reject the transmission model because it isolates knowledge 

from practice and instead views learning as a process of social construction. Thus 

knowledge and learning is restored to the contexts where it has meaning (Brown and 

Duguid, 2000: 153).

In this view learners construct knowledge out of a wide range o f materials that include 

the ambient physical and social conditions. Here learning is constructed from materials at

For a brief summary o f  OJT see Kerins (1993: 230-232).
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hand and takes account o f the structuring resources o f the local conditions. What is 

learned here is ‘profoundly connected to the conditions in which it is learned’ (Brown 

and Duguid, 2000: 153).

Brown and Duguid so far do not seem to add anything to Resnick’s earlier material. In 

fact her conceptualisation is more helpful in understanding the out o f class learning 

processes.

Situated learning involves becoming an ‘insider’. Learners here do not receive or 

construct abstract, ‘objective’ individual knowledge. Instead they ‘learn to function in a 

community’ such as that o f accountants, engineers, hoteliers and so on (Brown and 

Duguid, 2000; 153). In this way they acquire the particular community’s subjective 

viewpoint and metaphorically ‘learn to speak its language’. Learners are therefore 

socialised into their practitioner community.

Such learners acquire the embodied capacity to behave as community practitioners rather 

than the formal ‘expert knowledge’ provided by the trainer or teacher. Learning therefore 

means becoming a practitioner, not learning about practice (Brown and Duguid, 2000: 

154).

The community o f practice approach advises that to foster learning we must not strip 

away context. Learning here is supported by fostering access to and membership o f the 

target community-of-practice, not by explaining abstractions o f practice. A community of 

practice comprises a group o f people who ‘share a concern, a set o f problems, or a 

passion ... and who deepen their knowledge by interacting on an ongoing basis’ 

(Wenger, McDermott and Snyder, 2002: 4). Participants therefore are at the centre o f the 

practice. Learners however, must have a position on the periphery of practice where they 

can pick up invaluable information, manner and technique (Brown and Duguid, 2000: 

155-156).

3.9.5 Situated Curriculum

Lave and Wenger argue that a learning curriculum is essentially a situated one. They 

propose that learning occurs through participation in the learning curriculum of the 

relevant community rather than by acquiring knowledge in instruction. Learning here is 

not something that can be isolated. Neither can it be manipulated in didactic terms, nor 

analysed apart from the social relations that shape it in its community-in-practice.
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Learning and a sense of identity are inseparable and are aspects of the same phenomenon 

(Lave and Wenger, 2002; 171-172, 181).

A weakness with the situated learning approach is that it sometimes seems to indicate that 

the relevant learning only takes place ‘if a person is part o f a community o f practice’ 

(Illeris, 2003: 169). This is because the assumptions or mechanisms about how people 

leam are not adequately explained or dealt with (Illeris, 2003: 169).

Another difficulty is that situated learning argues that management students for example, 

are part of the community o f schooled adults not the community of managers. The 

students may only begin to join or get near to the management community-in-practice, 

‘possibly’ in graduate school (Lave and Wenger, 2002: 172). However, Lave and Wenger 

do not make it clear in their article when a particular community-in-practice starts and

ends. Their "possibly" in graduate school suggestion does not offer the same relative
120clarity that for example, the on-the-job/off-the-job dichotomy provides. In addition, are 

communities-in-practice sufficiently extant phenomena to provide situation learning? 

Does not the generic workplace and campus provide a more powerful and effective 

learning locus?

Having considered elements of contextual learning under the above locations we now 

consider learning as experience. Here the learning in a particular setting is not the issue. 

What counts here is the learning/row experience. Learning from experience, according to 

some, is treated in a purely de-contextualised way (Kayes, 2002: 137, 141).

3.10 Experience

Service-learning provides the student with the opportunity to leam from experience by 

carrying out a volunteering activity. Thus service-leaming researchers look to 

experiential learning theory to help them understand, analyse and evaluate the service end 

of service-leaming.

Many such specialists are interested in Kolb’s experiential work and embrace his model 

of the leaming cycle because it is ‘intuitive and easy to remember and apply’ to teaching

However, even this som ewhat clearer categorisation has flaws. For example, is a training novice sitting 
in on his boss giving a training session to clients partaking in OJT or off-the-job training?
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practice (Eyler and Giles, 1999: 194).’̂ ' We now consider some o f the points made by 

Kolb on experiential learning.

3.10.1 Kolb

Kolb defines learning as an active, self-directed process involving transactions between 

individuals and their environment (Kolb, 2000: 34, 36). He also defines it as the central 

process of human adaptation to the social and physical environment (1984: 31). In 

defining learning as an adaptive process rather than an outcome driven activity he views 

the learning as outcomes approach negatively in educational terms (2000: 319-320).

If the teacher transmits ideas then learning outcomes can be measured by how much o f 

the fixed ideas the student has acquired. Kolb argues however that ideas are not fixed 

elements o f thought but are formed and reformed through experience. In this way 

learning is an emergent process whose outcome represents an historical record, rather 

than some sort of knowledge o f the future.

Kolb locates learning within a conceptual spectrum or framework. Here performance, 

learning, and development form a continuum of adaptive responses to the environment. 

Performance is a short term adaptive response to immediate circumstances. By contrast 

learning is a somewhat longer term adaptation to generic classes o f situations. Finally, 

development is seen as a set o f lifelong adaptations to a person’s total life situations 

(Kolb, 1984: 34).

3.10.2 Apprehension

In explaining learning as adaptation Kolb makes a distinction between apprehension and 

comprehension and links this to research on the left and right side o f the brain. This 

research indicates that left side functioning corresponds to comprehension and is abstract, 

analj^ical, symbolic and verbal. By contrast right side functioning corresponds to 

apprehension which is concrete, holistic, and spatial. He then goes on to say that the view 

that the concrete apprehension process is coequal with comprehension ‘represents a 

dramatic change from that o f 40 years ago’ (Kolb, 1984: 50). At that time concreteness 

was seen as a deficit whereas nowadays both functions are equally favoured.

Despite the simplicity o f  his model som e elements o f  his 1984 work suffers from a lack o f  simplicity  
and engaging logic. Even B ennis’s preface admits the book is ‘no piece o f  cake’ (K olb, 1984: x).
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Levi-Strauss indicates that our primitive ancestors leaned towards apprehension and 

placed a strong reliance on immediate sensations and apprehension. By contrast the 

modem tendency emphasises the comprehension function and views ‘with suspicion the 

intuitions of subjective experience’. H e  concludes here that the proper approach to the 

creation of knowledge is to have knowledge of comprehension provisionally tested 

against apprehension, and vice versa.

Lonergan also recognises the importance of apprehension in acquiring insight.

3.70.3 Holism

Kolb favours holism in learning and is suspicious of the progress o f specialisation which 

has taken the world apart and at no point put it together again (1984; 204-205). Here he 

feels that a central function of the larger university is to provide the integrative structures 

and programmes that ‘counterbalance the tendencies towards specialisation in student 

development and academic research’ (Kolb, 1984: 205).

He suggests that universities should provide experiential learning activities or 

components that allow students to be more balanced in their learning style preferences. 

When this happens graduates will be better prepared to enter the workforce having 

‘already experienced multiple learning modes’ (Kolb, 1984: 205). In this context the 

multiple learning modes o f service-learning complies with Kolb’s suggestion here.

3.10.4 Conflict

Kolb argues that learning from experience occurs in the interplay between expectation 

and experience. He quotes Hegel stating that ‘any experience that does not violate 

expectations is not worthy o f the name’ (Kolb, 2000: 320).

Kolb also suggests that all learning is relearning and that ones job as a teacher is not only 

to implant new ideas but to modify or dispose o f old ones. He feels that the difficulty 

with learning new theories of action relate to a tendency to hold on to the old theory-in- 

use (Kolb, 2000: 321-322). In this context Kolb argues that leaming by its nature is a 

‘tension- and conflict-filled process’ (2000: 323). This point reminds us of Aeschylus 

who said that to learn is to suffer (Banner and Cannon, 1997: 8).

See Levi-Strauss in Kolb (1984: 108).
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Illeris says that we control our learning and non-Ieaming in a way that can involve a 

massive defence o f our 'already acquired understandings and, in the final analysis, our 

very identity' (2003: 172). Learning he says can becomes a question o f what can or 

cannot penetrate a person’s 'defence mechanisms and under what conditions' (Illeris, 

2003: 172).

If Kolb and Illeris are correct, learning can sometimes be difficult. In addition, service- 

learning’s focus on improving values should not lead teachers to be over expectant here. 

Helping students to learn the rudiments o f any subject may be one thing but encouraging 

value changes may be more challenging.

Illeris feels that learning is a desire-based function and adults in particular are often 

sceptical about what others may want them to leam. Adults usually have relatively stable 

and long-term life projects such as family, work, and leisure. If the college subject or 

course does not fit in with a particular life project learning may be weakened (Illeris: 

2003: 173).

By contrast young students with less stable life projects may be more open to the 

unfamiliar learning territory o f service-leaming. In addition, they cannot in today’s world 

as easily draw on family and societal values as they might have been able to in previous 

times (Illeris, 2003: 176).

3.10.5 Learning Capacities

Kolb argues that new learning is achieved by confrontation among four modes of 

learning. He suggests that effective learners have four different learning capacities (1984: 

30).

First, they have a capacity to deal with concrete experiences. This means an ability to 

involve themselves fully, openly, and without bias in new experiences. Second, they have 

a reflective observational capacity. This means an ability to reflect on and observe their 

experiences from many different perspectives. Thirdly, they have a capacity to abstractly 

conceptualise experiences. This means an ability to create concepts that integrate their 

experiences and observations into logically sound frameworks or theories. Finally, they 

are able to use these frameworks or theories to make decisions and solve problems. 

According to Kolb these four abilities are difficult to achieve at once. How can anyone, 

he asks, act and reflect at the same time and be concrete and theoretical at once? In
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learning we move from activity to observation and from specific involvement to 

analytical detachment. Here he argues that the way we use or do not use the four different 

abilities ‘determines the level o f learning’ (Kolb: 1984: 31). If we resolve the differences 

between the four modes the learning can then end up concentrating itself around one or 

other ability which then becomes dominant.

3.10.6 Need to Learn

Kolb feels that learning is critical to civilisation and that civilisation is on the high wire, 

where one error can send us ‘cascading into oblivion’ (1984: 2). He feels we cannot go 

back to a simpler society because the processes and technologies we have produced have 

developed their own momentum. We can only go forward. This is because the safety net 

o f the natural order has been ‘tom and weakened by our aggressive creativity’. Therefore 

he argues our civilisation has cast its lot with learning, and ‘learning will pull us through’ 

(Kolb, 1984: 2). Consequently Kolb feels that we have an overwhelming need to leam 

just to survive and consequently learning is increasingly important to everyone (1984: 2). 

Vaill in similar vein discusses the social nature of the operating systems we rely on 

(1996). He vividly describes the various operating systems that support an ordinary 

business trip. This includes such systems as transport, traffic control, parking, ticketing, 

security, passenger convenience, airplane, meeting, and infrastructure. We often take 

these for granted until one or more fail. He argues that these complex, interdependent, 

and unstable systems continually require creative responses by those working them. Vaill 

argues that our continually creative and imaginative responses to operating these systems 

are a process of continual learning.

Kolb’s and Vaill’s particular approach to learning stems partially from their concerns for 

a world which has become increasingly complex and systematically interdependent on its 

myriad parts. They are concerned with what Vaill calls the world of permanent white 

water.

3.10.7 White Water

Vaill outlines the characteristics o f permanent white water (1996: 10-13). He feels our 

world is full of surprises and we continually have unexpected problems. Here our 

complex systems tend to produce novel problems. These problems tend to be ‘messy’ and 

ill-structured, are often costly, and can recur.
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Vaill argues that people also create white water for themselves as they aim for more and 

more ambitious goals. In addition, the increased decentralisation, deregulation, 

multiculturalism and service dominated world we live in tends to aggravate the situation. 

Service according to Vaill means a willingness to absorb the customer’s white water and 

he suggests that the ‘determination to be o f service is an extraordinary commitment’ 

(1996: 18).

Vaill’s research in all o f this indicates that people today fe e l  that the white water is 

intensifying. Since permanent white water puts people in the situation o f continually 

having to do things they have little or no experience with, they have to become extremely 

effective learners (Vaill, 1996; 19-20).

Therefore he suggests that learning should become a way of being -  an ongoing set of 

attitudes and actions that we use to try and keep abreast o f the ‘surprising, novel, messy, 

obtrusive, recurring events’ we must deal with (Vaill, 1996; 42).

3.10.8 Educational Adjunct

Learning by doing is critical to experiential learning. In spite o f this, learning by doing is 

normally translated across as ‘doing after learning’ in institutional learning (Vaill, 1996: 

66). Real learning by doing means doing real things and learning at the same time 

according to V a i l l . A c c o r d i n g  to him the institutional learning model subtly alters 

learning by doing to ‘application’ or ‘demonstration’ learning.

Institutional learning can incorporate learning by doing using, for example, 

experimentation. However, even here the science teacher anticipates the expected 

outcome of the experiment from the start. This then is not real learning by doing because 

it does not contain the unexpected.

The experiential learning approach normally puts the learner in various problem solving 

situations, often with other students and normally with the lecturer in a facilitating rather 

than controlling role. The assumption here is that learning will occur through these 

experiences.

However, in spite o f these efforts the experiential learning element is more an enrichment 

of the curriculum rather than a fundamental change in learning method (Vaill, 1996: 68). 

Institutional learning has according to some succeeded in diverting the original energy o f

See Vaill (1996: 65-69) for the material below.
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experiential learning and ‘converted it into a harmless adjunct to the main business of 

imparting content’ (Vaill, 1996: 69).

Here Vaill talks about how two of the great hopes of the experientialists -  leadership and 

management -  have not achieved their expected success. This is because we have broken 

these activities into elements with various experiential exercises in the hope that the 

student can integrate everything later. This integration or gestalt as he calls it does not 

happen this way. There is a learning leap from the parts to the whole that the learner has 

to make. However, the learner can really only make this leap ‘when he or she directly 

does the thing that has been taught’ (Vaill, 1996: 70).

Having discussed the various forms o f learning, learning in education, and experiential 

learning we now discuss some of the factors which encourage and support learning.

First, we consider individual responsibility and motivation. This is followed by a 

discussion of personal centring and a consideration of learning as a social process. 

Finally, we consider the education sector as a relatively supportive and tented space for 

learning to take place.

3.11 Responsibility

Individual students need to be responsible for their learning and motivated to leam. First, 

we look at responsibility.

The response o f students to the learning challenge is a critical part o f the process. 

Learners have responsibilities. Camell and Lodge say that effective learners are active, 

responsible and collaborative in their learning (2002: 7). Others refer to students having 

‘to take responsibility’ for their learning. This is ‘especially important’ for ‘project-based 

learning as it ‘can provide room for student agency’ (Barron, Schwartz, Vye, Moore, 

Petrosino, Zech and Bransford, 1998: 306). Finally, the Teachers Union o f Ireland states 

that the learning process is impoverished where there is excessive attention to individuals, 

‘rather than the community o f willing learners’ (Downes, 2005: 3).

Responsibility o f course exists on both sides. The individual learner must take personal 

responsibility for his or her own learning. The institution on its side must take 

responsibility for providing the most supportive learning environment it can o f f e r . W e

Both responsibilities exist however within the context o f  individual and institutional resources and 
capacities.
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continue looking at the student side o f the learning process by considering motivation 

below.

3.12 Motivation

Many consider motivation to be important for l e a r n i n g . F o r  example, Kinman and 

Russell feel that motivation is necessary for learning and that motivation theory has had a 

considerable influence on education practice (2001: 135, 140). We discuss the concept of 

interest, intrinsic and extrinsic motivation below.

3.12.1 Interest

The concept o f interest has received much attention in recent times (Katz, Assor, Kanat- 

Maymon and Bereby-Myer, 2006: 27). Interest is defined as a relatively enduring 

tendency to attend to certain objects and events and to engage in certain activities. It 

entails a positive and persistent approach that tends to result in increased learning 

(Ainley, Hidi and Bemdorff, 2002: 545). It is also associated with perseverance and 

effort and with a self perceived ability in the topic in hand (Katz, et al., 2006: 26-27).

A distinction is made between situational, topic, and individual types o f interest.

3.12.1.1 Situational interest

This is evoked by the immediate environment in which the learning takes place and 

therefore may or may not have a long-term effect on learning. Situational interest is a 

reaction to the environment in which the learning takes place. For example, a 

management student may prefer to learn project management through carrying out a real 

live project rather than through a classroom format. Situational interest can have two 

stages, first, where interest is triggered and then where interest is maintained. Situational 

interest may ultimately develop into individual interest (Hidi, 2001: 193-194).

3.12.1.2 Topic interest

This refers to the level o f interest triggered by certain topics and has elements o f 

individual and situational aspects. Some see topic interest as a form o f situational interest, 

others as a type o f individual interest.

3.12.1.3 Individual interest

Although this is normally the case som e in fact see otherwise. See ‘Learning Theory’ in Encyclopaedia 
Britannica Online http://search.eb.com/eb/article-7Q244 located on 21 June 2007.

The above benefited from A inley et al. (2002: 545), Jetton and Alexander (2001) and Hidi (2001: 194).
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This refers to how people can have a deep and enduring interest in certain things. For 

example, a student who has always been interested in listening to baroque music may 

have a strong individual interest in learning the related theory. Individual interest 

develops slowly, tends to be long lasting and is associated with increased knowledge, 

value and positive feelings.

Individual interest is an important factor in learning. Students with an individual interest 

in a topic persist at it for longer, enjoy it more, and learn more. Ideally, we should cater 

more to students’ individual interests in our courses. However, this ‘may be a very time 

consuming and effortful task’ (Hidi, 2001; 203). It might require us to provide 

individually tailored programmes for different students which might be very expensive. 

Therefore Hidi argues that the creation o f situational interest can make a significant 

contribution to student motivation. She says that ‘stimulating situational interest may be 

the one way ... to motivate those who do not have pre-existing individual interest’ (Hidi. 

2001: 203). Hidi’s point here in fact brings us back to the whole issue of the most 

appropriate teaching method.

3.12.2 Intrinsic and Extrinsic

The literature also distinguishes between intrinsic and extrinsic motivation.

3.12.2.1 Intrinsic motivation

This is similar to individual interest (Hidi, 2001: 203). It means carrying out an activity 

for the inherent satisfaction of the activity itself (Martens, Gulikers and Bastiaens, 2004: 

368). It is the labour o f love motivation which causes us to engage in something primarily 

for its own sake and because it is engaging, interesting, or in some way satisfying (Suh, 

2002: 137).

Intrinsic motivation has both affective and cognitive elements. The cognitive element 

relates to the self-determination and drive for competence and mastery. The affective 

element by contrast relates to the interest, curiosity, excitement, fun. enjoyment and 

happiness gained from the task (Kinman and Russell, 2001: 134). Research indicates that 

intrinsically motivated students indicate explorative, self-regulated, and reflective 

behaviour patterns that contain deep learning (Martens et al., 2004: 368).

3.12.2.2 Extrinsic motivation
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This means learning because it is a means to an end. Thus the learning is performed not 

for its own sake, but for its consequences. Extrinsic motivation is concerned with 

material, social or symbolic rewards, such as, money, status, or some other incentive. It 

can also be to avoid punishment or because o f instructions from others (Kinman and 

Russell, 2001: 134-135).

Some argue that intrinsic motivation in learning is a prerequisite for developing the 

higher-level cognitive skills valued by educationalists and employers. By contrast, a 

purely extrinsic motivation ‘will tend to hinder the development o f such abilities’ 

(Kinman and Russell, 2001: 136). It is also argued that extrinsic motivation reduces the 

likelihood of developing learner autonomy and may in fact encourage ‘learner 

helplessness’ (Kinman and Russell, 2001: 139). In this regard some argue that many 

organisations try to build a learning environment on top of a culture that is traditional, 

hierarchical and competitive and then wonder why they fail (Teare and Dealtry, 1998: 

54).

3.]2 .3  Enjoyment

Enjoyment has been classified as a type o f intrinsic motivation (Yi and Hwang, 2003: 

435). It has also been linked to learning. For example, Blunsdon, McEachem, McNeil 

and Reed suggest that ‘the educator’s challenge is to discover ways of teaching ... theory 

that stimulate student enjoyment, while fostering learning’ (2003: 14). They feel that 

whether or not this can be achieved ‘depends heavily on the extent to which enjoyment of 

a subject leads to improvement in learning’ (Blunsdon et al., 2003: 14). They admit that 

they ‘want students to enjoy and learn the subject matter’ (Blunsdon et al., 2003: 14). In 

the end they say ‘what we do not want is an entertaining experience that produces no 

learning or a semester’s worth o f boredom that ... [achieves] narrow educational goals, 

but turns students off further study’ (Blunsdon et al., 2003: 14). Others however are more 

forthright. For example Sibbald states clearly that ‘enjoyment enhances learning’ (2004:

7).

3.12.4 Management Students
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Ottewill argues that extrinsic (or what he calls instrumental) learning is ‘very much to the 

fore’ in business and management education (2003: 190).'^^ Indeed he feels that learning 

for its own sake is becoming the exception rather than the rule in higher education. 

Extrinsic learning means that the student’s interest in, and enthusiasm for, the topic in 

hand is likely to take second place to finding out what needs to be done to achieve the 

external goal.

Ottewill refers to expressive learning as intrinsically satisfying which matches our 

intrinsic motivation above. He refers to intrinsic and extrinsic learning as the opposite 

ends o f a spectrum with many learners ‘being located somewhere between the two 

extremes’ (Ottewill, 2003; 191). In this respect he feels that students appear to pursue a 

mixture of learning motives. However, he feels that management students tend to give a 

higher priority to economic motives than other subject areas such as sociology and 

history. In addition he feels extrinsic motivation is more prevalent today than in the past 

(Ottewill, 2003: 192).

He feels students have become more extrinsic partly because they are picking up their 

‘cues from the environment within which they learn’ and from the emergence o f a more 

dominant vocational discourse in higher education (Ottewill, 2003: 192). He also 

suggests that extrinsic learning is related to ‘instrumental teaching’ which sees teaching 

‘as a necessary evil’ which has ‘to be survived’ so as to undertake research which is 

‘perceived as far more rewarding’ (Ottewill, 2003; 192).

In order to help resolve some of the difficulties here Ottewill suggests that teaching and 

learning should be more passionate and engaging. He feels it is important to encourage a 

sense o f ‘joyfulness, risk and even playfulness’ (Ottewill, 2003; 194). His comment on 

playfulness here reminds us o f what Vygotsky said about play. In play he says ‘a child 

always behaves above his average age, above his daily behaviour’ (Barab, Thomas, 

Dodge, Carteaux and Tuzun, 2005: 89).

However, in all o f this it is important to clarify that Ottewill is not attacking the 

vocational objectives of higher education. What he is saying however, is that although the

Ottewill refers to instrumental learning as ‘not for its own sake but to achieve som e other goal’ (2003: 
190). This is the same for all extents and purposes as extrinsic learning.



economic motivators are important, they are insufficient on their own to ensure an 

‘effective, enjoyable and satisfying learning experience’ (Ottewill, 2003: 194-195).

3.12.5 Goals

We have considered motivation for learning in terms o f the type of motivation -  

individual, situational and topic interest, along with intrinsic and extrinsic. Motivation 

can also be considered by reflecting on learner’s goals.

A good deal o f motivational and educational research considers the influence o f 

individual goals on learning. Two important concepts here are task and ego orientations 

(Martin, Marsh, Williamson and Debus, 2003: 618). Task orientation has been linked to 

intrinsic motivation and ego orientation to extrinsic motivation (Schmidt: 2005).

Task oriented types find hard work satisfying and view effort as an effective way o f 

getting things done. Rather than obstacles threatening them, they tend to lead to increased 

effort or alternative strategies. Task oriented people are more likely to choose moderately 

hard tasks, put in maximum effort and persist longer at the tasks than ego orientated types 

(Givvin, 2001: 229-230).

By contrast ego oriented types have difficulties with effort. In addition, if they put in 

maximum effort and fail, their low abilities are established more clearly than if they had 

done nothing (Givvin, 2003: 230). Ego oriented types tend to be competitive, feel most 

successful when outperforming others and see outcomes as due mainly to ability rather 

than effort. Task oriented types, by contrast, are more concerned with the task itself than 

with outperforming others and see success as mainly due to effort rather than ability. 

They also feel failure is caused by insufficient effort and believe it can be avoided next 

time by simply putting in more effort (Martin et al., 2003: 618).

However, the literature is not conclusive on which of these goal types lead to better 

learning (He, 2005: 412).'^* We now consider the issue of personal centring and how this 

may impact on one’s ability to learn.

3.13 Centring Facilitates Learning

Individual responsibility and motivation for learning depends to some extent on the 

integrity and strength o f ones personality, character and values and the drive and

He (2005; 411) in fact discusses mastery (task) and performance (ego) goals.
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determination that go with these things. In this context, we consider the importance o f an 

integrated and centred personality.

O ’Shea’s concept o f centring helps us to reflect on this issue. He discusses the 

importance of centring through telling us how he learned pottery.

3.13.1 Pottery

He spent a long time on the potter’s wheel trying to prevent the clay flying all over the 

place. He struggled for days and then began to realise that it is not his hands alone that 

centre the clay.

Here he began to notice how he actually sat at the wheel. Slowly it dawned on him that 

the solution lay not in centring the clay but in centring him self The pottery began to draw 

him in -  first, his hands, arms and shoulders, then his trunk and feet. When there was ‘no 

more body to be drawn in’ it drew in his mind by which time he had mastered the task 

(O’Shea, 1992: 10). He is now a focused and centred potter and acts ‘as one force rather 

than as a cluster o f contradictory ones’ (O’Shea, 1992: 10).

3.13.2 Personal Centring

Much o f our energy is dissipated by conflicting purposes within us. Our main challenge is 

seldom in the outside world. It is within our self where there can often be lack o f clarity 

and integration. We need personal centring.

Personal centring for O ’Shea is also a spiritual thing. He feels that if we do not mature 

spiritually, virtue continues to mean ‘what the world wants me to do’ and vice ‘what I 

want’ (O ’Shea. 1992: 13).

Regardless o f what we think o f O ’Shea’s enthusiasm for an integrated spirituality or 

value system his general argument has important implications for behaviour and learning. 

It suggests that a student’s efficacy and capacity to learn is to some extent affected by 

whether or not he or she has a clear and integrated centre. Students who are not as centred 

and integrated as others may not be as effective at learning.

3.13.3 Centring and Interpretation

A centred person in O ’Shea’s sense can more effectively interpret a troubled world in 

general and individual experiences and challenges in particular. Centring in this sense 

facilitates greater meaning and this according to Kimble facilitates learning (2005). Thus
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centring, and the meaning and interpretation it offers, facilitates and supports our 

learning.

3.13.4 Energy

Ranson argues that learning is facilitated by motivation, confidence and a sense o f 

purpose and self-worth because it helps to generate the energy necessary for endless hard 

work. He suggests that we often presume young people will have these personal qualities 

even in the most difficult o f circumstances (Ranson, 1999; 55). We should not however 

take for granted the endless energy, sense of purpose and self-worth that enables learning. 

Mary in Green Dolphin Street watches her kids play and wonders ‘did strangers see them 

as just high-spirited kids, or did they know how provisional they were, and how gently 

they must therefore be treated?’ (Faulks, 2002: 31). And it is not just children whose high 

energy is provisional. All learners rely on a personal capacity and energy which can be 

weakened. Even high energy and well centred individuals must recognise their need for 

self-replenishment and work life balance.

Personal centring, a sense of purpose and self-worth, and energy is not an educational 

objective. Most educational institutions do not have the capacity for, or interest in, such 

factors. And yet it is useful for educators to be aware o f their importance for learning.

The above points indicate that learning can be enhanced through personal responsibility, 

motivation, and centring. The social environment in which students leam is also critical 

for learning.

3.14 Learning is Social

Learning is a social process. Mead’s concept of the self as a social phenomenon is 

important here.

3.14.1 Social S e lf

George Mead (1863-1931) argues that the development o f the self is pre-eminently 

s o c i a l . H e r e  the social process is prior to the processes and structures o f individual 

experience. For Mead, the communication process is a social act since it requires two

The material below  benefits from a useful summary o f  M ead’s ideas in the Internet Encyclopaedia o f  
Philosophy (2003).
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persons at least to interact. Mead goes so far as to argue that there is no meaning 

independent of the interactive participation of two or more individuals.

Society for Mead is not a collection of pre-existing atomic individuals, but a whole within 

which individuals define themselves through participation in social acts. He argues that 

the objects o f the social world such as clothes, shelter, and food are what they are as a 

result o f being socially defined and utilised. For example, clothes are deemed fashionable 

and a house comfortable within a socially defined context.

Mead suggests that the mind arises from the social act o f communication and the identity 

or self is something which socially emerges. Mead’s philosophy is something we need 

not fully accept to agree with Resnick’s earlier point that much cognitive activity is 

socially shared. For example, the economic classroom theory o f recession can not create 

the same type and level of understanding that arises from a community’s shared 

experience of recession. Therefore individual in-class cognition has certain limits in 

preparing students for a reality that strongly constructs cognition within a social process 

and framework.

3.14.2 Peers

In support o f Mead’s analysis, Boyte says sound knowledge is communally generated and 

public in nature. This is because science is itself a process o f trial and error, ambiguity, 

social interaction, and co-operation (Boyte, 2000: 10). This means that learning is in part 

at least a shared process and takes place within a society context.

In a similar vein, Chickering and Reisser argue that a student's most important teacher is 

often another student. Friends and reference groups can amplify, dampen, or distort the 

impact o f the curriculum. They feel that student encounters impact on their development. 

Here they refer to the importance of socialising agents - those whom the students 

encounter - as playing a critical role in identity and personal development (Chickering 

and Reisser, 1993: 392-393).

3.14.3 Relationship Facilitates

Classroom learning can also be facilitated by a positive relationship between the learner 

and teacher. Davis and Williams refers to pedagogy as sharing and refer to the shared and 

public nature of knowledge (2003: 263). They consider the teaching process as a sharing 

of knowledge and feel that much learning is ‘communicated within this context o f
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relationship’ (Davis and Williams, 2003: 262). They also talk about a relationship 

between teacher and student that makes possible the latter’s relationship with shared 

knowledge.

In one example they talk about a teacher who so obviously loves algebra that students in 

turn come to love the subject. Because of this the student saw algebra as a ‘gift’ (Davis 

and Williams, 2003; 264).'^*^ The novelist Roddy Doyle also writes about students who 

came to enjoy school because the teacher ‘made us think we were good’ (Davis and 

Williams, 2003: 265).

Learning is however, less productive where ‘relationship is absent’ (Davis and Williams, 

2003: 265). Here they talk about a student whose encounter with school leads her to get 

‘worse and worse’. The experience o f being shamed by the teacher and the indifference 

o f the teacher to her as a person and a learner weakens her capacity to leam.

3.14.4 Compassion

Banner and Cannon talk about compassion as an important emotion in teaching. This for 

them is the ‘profound concern for students that springs from both the heart as well as the 

head’ (Banner and Cannon, 1997: 81). Compassion indicates common experience. It also 

indicates ‘suffering w ith’ and teachers can sometimes feel its effects in the emotional and 

physical exhaustion that comes with teaching (Banner and Cannon, 1997: 82-83).

Having discussed the importance o f the social context o f learning, the impact o f peers, 

relationship and compassion we now reflect on the issue o f education as tenting. Here we 

consider education as a relatively supportive and tented space for learning to take place.

3.15 Education as Tenting

The institutional system, with all its faults, provides a kind o f soft and temporary tenting 

within which students can be temporarily shielded from, and better prepared for, the 

significant challenges o f the world o f white water. This does not mean that the world o f 

education is separate to life. Learning for Dewey is part o f life and not just preparation 

for it (Conner, 2004). However, education is still a soft tented phase which provides some 

shielding from the outside world and allows us time and space to leam.

Teaching is the ‘gift o f  one person to another’ not just o f  knowledge, but also o f ‘habits o f  mind and 
heart and powers o f thought’ (Banner and Cannon, 1997: 134).
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While Vaill, Kolb and others understandably criticise the excessive reverence that some 

have for institutional learning they should also recognise the significant role it can 

play.'^' Here one o f our earlier references to Dewey suggests that the curriculum and its 

subjects can be considered as forms of experience. In this context the classroom simply 

presents the experience in an organised and systematised way - one that has been 

reflectively formulated. This presentation embodies the cumulative outcome o f the efforts 

and successes o f people. According to Dewey this type o f experience is not a mere 

accumulation or a ‘miscellaneous heap o f separate bits of experience’ but an organised 

construct (1990: 190).

In fairness the experiential theorists may have difficulty with Dewey’s reformulated 

curriculum packages of experience that the school provides. They may argue instead that 

we should more effectively be enabled to leam from the ‘miscellaneous heap’ o f 

experience.

Bruner, in a similar vein to Dewey, argues that education is experience reorganised. He 

also feels that discovery through experience is necessary for ‘real possession of

knowledge’ (Kidd, 1973; 180-181). However, in spite o f this Bruner concludes that

discovery learning is not indispensable for learning and can be ‘too time consuming to be 

used efficiently’ in education (Kidd, 1973: 181).

3.15.1 Handling Experience

Apart from the above point that learning from the raw experience can be time consuming, 

it can also vary significantly from person to person. In other words, the experiential 

challenge facing two students on a particular course can vary through accidental factors 

outside the control of the student and teacher.

In this context Eyler and Giles suggest that students ‘leam and develop when they are

dealing with challenges they can manage’ (1999: 199). This indicates the need to try to 

match experiential challenges to the learner’s capacity. Experiential learning theory needs 

to take adequate account o f the learner’s capacity to grapple with the new challenges o f 

experience otherwise these may swamp the learner.

Vaill in fact acknowledges that learning as a way o f  being should supplement institutional learning 
( 1996: 42 ).
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Lewin’s concept o f life space can be used to throw light on this point. He is interested in 

what is actually happing to someone during a learning experience and argues that 

people’s life space can affect their learning capacity.

A person’s life space is where he or she lives psychologically, as viewed from his or her 

own viewpoint. Life space is the totality of facts that determine the behaviour of a person 

at a given time (Kidd, 1973: 175-176).

Take the example o f the actress and housewife memorising lines for an audition. The life 

space and capacity o f the housewife weakens her ability to compete against the actress. 

The housewife is beset with fears and anxieties which inhibit her learning. The actress by 

contrast has a well-developed technique for learning lines (Kidd, 1973; 175-176).

3.15.2 Standard Experience

Life space helps us understand the complexity o f setting experiential learning tasks. 

Students in institutional learning can be given relatively standard learning tasks. For 

example, analysing a particular poem in an ordinary poetry class is a relatively uniform 

task. The student’s life space will, to some extent, affect their ability to analyse the poem. 

However, this type of teaching can take some account of a student’s life space and 

learning capacity by requiring certain standards to be met before they enter the course. 

However, it is not at all as easy to provide students with a standard experiential learning 

task. For example, if students are required to help disadvantaged 10 year olds with their 

homework the student’s task can vary depending on the particular 10 year old in question. 

Similarly if students are required to run charity events the actual task can vary 

considerably from event to event.

Eyler, in a similar vein, contends that although most studies use ‘service-learning’ as the 

predictor variable this variable covers ‘dramatically different experiences’ (2000: 12). In 

addition, the student’s ability to handle the service tasks and leam from them can be 

significantly affected by their own life space. Even in the relatively organised sphere o f a 

well run service-learning course Marchel admits that student learning ultimately results 

from ‘a chaotic melange o f events ... in situations not entirely under my control’ (2003: 

16).

3.15.3 Integrating Pedagogy
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Therefore if  we have problems with the traditional method of education and now realise 

some o f the difficulties with experiential learning we might consider integrating both 

modes.

Service-learning provides an example o f  such an integrating pedagogy. Here the learning 

of the formal classroom is enhanced by the experiential learning o f the service activity. 

There is some support for integrating pedagogical models such as the traditional 

classroom and the experiential. Nadkami finds that those exposed to the hybrid model, 

combining the lecture-discussion and experiential mode, develop more complex mental 

models than those exposed to either one on its own (2003: 347).

Having reached this point in our discussion we return to service-leaming. Here we 

consider some learning outcomes o f the pedagogy.

3.16 Service-Learning Outcomes

Eyler (2000: 11) states that there has been a ‘flood’ o f research in the 1990’s on service- 

leaming. These identify certain learning outcomes.

3.16.1 Personal, Social and Subject Learning

According to Eyler the 1990’s research provides evidence of the personal and social 

development outcomes o f the pedagogy. Much of this research explores outcomes such as 

interpersonal skills, efficacy, social responsibility, and so on.

The research is however, relatively weak on intellectual outcomes such as cognitive 

development, knowledge, problem-solving skills, and transfer learning. This weakness 

exists in spite of the fact that these outcomes are at the centre of the educational mission 

(Eyler, 2000: 11). Eyler and Giles concur and state that many are doubtful about the value 

of service-leaming in an academic course, where the most important goal is leaming 

subject matter (1999; 58).

3.16.2 Citizenship

Service-leaming also provides the opportunity to learn about and practice being good 

citizens. Eyler and Giles state that citizenship is often cited as the ‘purpose o f education 

in general and service-leaming in particular’ (1999: 12). In addition they suggest that 

higher education reform advocates often single out service-leaming for its role in 

inculcating citizenship. This role is closely tied to social problem solving where students
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are provided with the opportunity to learn about social problems and how to help address
• 132them. This makes service-leaming somewhat similar to problem-based learning.

3.16.3 Altruism

Marchel (2003) argues that service-leaming encourages altmism. She refers to Rushton 

(1983) who states that altmism is primarily something we learn. As students’ motivations 

become more altmistic, they help people less because they get something out o f it and 

more without expecting something in return (Marchel, 2003: 15).

Altmism, Marchel argues, develops in stages. There is no short cut to leaming altmism 

and no substitute for ‘prolonged engagement at service sites’ (Marchel, 2003: 25). In her 

own service-leaming course she requires students to spend a minimum o f 15 hours at a 

service site, and requires that they visit their sites at least 8 times. Here she feels that 

altmistic leaming is related to the quality o f relationships students have at their sites and 

how meaningfiil they view their service work (Marchel, 2003: 25).

3.16.4 Charity

The discussion on service in chapter 4 also incorporates the possibility o f leaming values 

additional to citizenship and altmism. Here the revamped charity concept and the broader 

Christian ethos provided a service focus. Therefore the values outcome o f the leaming in 

service-leaming can incorporate citizenship, altmism, charity, and Christian behaviour in 

its remit.

3.16.5 Connected Learning

Service-leaming can help to connect the various dimensions o f college life. In this 

respect, few if any college courses involve such disparate activities as student affairs, 

local communities, teaching staff, college societies, and chaplaincy in a way that service- 

leaming can (Eyler and Giles: 1999, 10). In addition, few can as effectively integrate and 

connect the separate course subjects or disciplines as a suitably designed service-leaming 

p ro g ra m m e .F in a lly , most work and personal activities in the real world are replete 

with linkages and connections (Eyler and Giles, 1999: 10).

Gordon’s (2000) book on problem based service-leam ing is a useful contribution to the similarity 
between these two pedagogies.

Well designed capstone subjects such as business policy can also contribute to discipline integration as 
can case study in business programmes.
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3.16.5.1 Work Connectivity

Connectivity and interrelations is considered a key factor in the efficiency of the work 

organisation. Leonard-Barton for example, refers to the need for a tight coupling of 

complementary skills and an attention to the interface between them. She supports 

today’s trend towards eradicating internal boundaries within organisations and the move 

towards cross-functional teams. Although she feels we should not drain the knowledge 

pool embedded in particular skills she strongly supports the need for ‘boundary spanners’ 

to work across the interfaces (Leonard-Barton, 1995: 263).

Teaching methods that therefore rely solely on individual mentation, assessment, symbol 

analysis, theory, and so on inadequately prepare students for connected living and 

working. Therefore the traditional classroom approach has limits that a suitably 

integrated experiential learning component can help counterbalance.

3.17 Summary

We now review and summarise our chapter findings. First, we consider the varieties of 

learning.

3.17.1 Forms o f Learning

We interrogated the relatively large literature on learning and succeeded in developing an 

analytical framework that divides the varieties of learning into three groupings -  basic 

and advanced forms o f learning and development learning.

3.17.1.1 Basic Forms

These include such basic types as conditioning, chaining, habituation or learning to 

discriminate.

3.17.1.2 Advanced Forms

These include knowledge, behaviour or skills learning.

3.17.1.3 Development Learning

This includes the apprehension of insight or meaning, and the acquisition of values that 

help guide our judgement, actions or behaviour. The ability to make value judgements 

reflects both the development of personal responsibility and provides the opportunity for 

personal fulfilment. In addition, learning values and making value judgements can lead to 

self-discovery and the development o f the moral person.
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Finally, development learning at the high-water mark can mean a fundamental shift o f 

mind, conversion or what we called metanoia.

3.17.1.4 Framework

The learning framework developed provides us with a conceptual base against which to 

consider the learning in the CLP. Here, the main locus o f our interest is in the advanced 

and development forms of knowledge, skills and values. Although insight or meaning 

may have some slight relevance we do not anticipate any indications o f metanoia.

3.17.2 Learning in Education

Here we considered various aspects of learning in an educational context. First, we 

considered learning in the classroom situation.

3.17.2.1 Classroom Learning 

Learning can be viewed as a measurable phenomenon. In this context it can be viewed as 

the dependant variable or outcome of classroom activity or method. Although learning 

can and does have long-term effects, it is legitimate to measure the on-site and relatively 

immediate learning outcomes.

17.2.2 Learning Outcomes 

Here we discuss Bloom’s taxonomy of learning (cognitive, values and skills) to help us 

identify the learning outcomes in any educational programme. Bloom’s taxonomy tallies 

with our findings in chapter 5 which concludes that the role o f third level education is to 

enable learning that generates and/or enhances knowledge (both cognitive and skills) and 

values.

3.17.2.3 Mental Activity

Next we consider literature which argues that classroom learning is significantly based on 

individual learning and pure thought and is mainly an instrument free zone. It involves 

leaming through symbol manipulation and developing general and widely usable 

knowledge. However, the fruits o f classroom leaming are not as transferable to new 

problems and contexts as might be expected.

By contrast leaming outside the classroom tends to be more contextualised, shared, and 

intimately connected to real events, objects, and tools. It also tends to provide situation 

specific competencies.

3.17.2.4 A ndragogy
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We consider some of the shortcomings o f the traditional classroom method in our 

discussion o f andragogy. This suggests that the teacher should focus more on learner 

facilitation and support and less on content transmission. Here the teacher should become 

more o f a facilitator, consultant, and change agent rather than a transmitter o f course 

content.

However, we concluded that andragogy is really good pedagogy rather than something 

apart. We felt it is better to consider the concept o f learning maturity which suggests that 

learning occurs in stages. Here lower level introductory courses can focus on building 

strong subject understanding. As students develop they are more ready for connected 

learning.

3.17.2.5 Locations

We next consider locational aspects of learning. Here we discussed institutional, 

formal/informal learning, OJT, situated learning and community of practice. This 

discussion enriches our understanding of learning by contrasting the classroom or 

institutional learning with other locational contexts.

3.17.3 Learning from Experience

We discuss learning from experience. Experientialists disagree with the notion of 

learning as an outcome. Rather they see learning as an emergent process o f adaptation 

that is part of a spectrum going from performance to learning to development. Learning 

as adaptation is an active, self-directed process involving transactions between us and our 

environment.

Experientialists argue that apprehension is as important as comprehension in learning. 

They favour a more holistic approach to education and support more integrative 

programmes. They also advise that learning can involve tension and conflict and can in 

such circumstances create distinct challenges for the learner.

Some experientialists argue that our civilisation needs learning to survive. They suggest 

that learning should become a way o f being rather than something we do now and again. 

In this context they see education as an inadequate preparation for the world of white 

water we live in and have to deal with.
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In spite o f the volume of literature and weight o f their argument, experientialists still have 

a relatively limited impact on the curriculum and their methods play only a marginal role 

to that of the main business of transmitting content.

3.17.4 Learning Supports

Here we discussed factors that encourage and support learning.

3.17.4.1 Responsibility

Effective learning requires willing and responsible learners. This is particularly important 

for project based learning which requires significant action on the part o f the student. The 

CLP is significantly project based learning.

3.17.4.2 Motivation

Motivation can affect learning. If we have a strong interest in, or are intrinsically 

motivated by something, we are more likely to leam more effectively. Motivation can 

create a self-determined drive for competence and mastery that energises the learning 

process. In addition, it can encourage curiosity, excitement, interest, fun, enjoyment and 

happiness which can strengthen the process.

To strengthen the quality o f learning we found that teaching and learning should be more 

passionate and engaging and should encourage a greater sense o f joyftilness and 

playfulness. Enjoyment was considered a form o f intrinsic learning and some argue that it 

can strengthen learning. Others argue that extrinsic motivation can be strong in 

management courses where students can be influenced by the subject environment.

3.17.4.3 Centring

Individual responsibility and motivation for learning also depends on personal centring 

and a sense of purpose and self-worth. Centring can facilitate a greater personal capacity 

to interpret the world and find meaning and purpose therein. In doing so it helps to 

energise students in their efforts to leam.

Learning is Social: Learning is a social process. In this context learning is encouraged by 

a learning framework that promotes student learning interactions. It is also encouraged by 

a supportive relationship between student and teacher and by teacher enthusiasm and 

compassion. These supports can be constrained by resources limitations.

3.17.4.4 Education as Tenting
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Education provides a kind of soft shield or tent within which students can temporarily be 

provided with space and opportunity to better prepare for the world o f white water. 

Within this tented space the traditional transmission mode of learning tends to dominate 

and the experiential mode is often relegated to such areas as practicals, project work or 

internships.

For this reason we suggest that service-leaming can enhance the experiential component 

of education and can integrate some o f the benefits of both approaches. It is not perfect 

however, and service-leaming practitioners are advised that its experiential component 

continues to face the difficulty o f developing a standard service task. Nevertheless it 

provides one, potentially useful pedagogy for improving the breath and depth o f learning 

within the educational tent.

3.17.5 Service-Learning Outcomes

Service-leaming provides a curriculum based opportunity to leam personal, social and 

subject content, citizenship and altmism. As we see later in chapter 4 it may also 

encourage charity.

In addition, it can help connect various dimensions o f human development and provide 

some of the leaming holism that experientialists call for. It can help connect disparate 

leaming activities on campus and disparate course subjects. In addition, it can better 

prepare the graduate for the need to boundary span in the work world and elsewhere.

3.18 Answer

This chapter considers the leaming element o f the service-leaming duplex. It therefore 

deals with the second of our preliminary research questions:

Can we develop a clear description o f the learning component o f  service-learning fo r  the 

purpose o f this study?

The answer is yes. The leaming in service-leaming is best considered by reflecting on 

what we call the more advanced forms o f leaming such as knowledge and skills and what 

we call development leaming with improvements in insight, meaning, and values.

3.18.1 Contexts
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The learning in service-leaming generally and the CLP in particular include important 

contexts. These include the classroom and other learning locations, and the experiential 

context. In addition, it includes the learning support context.

We also discussed service-leaming outcomes. Finally, we decided that a study such as 

ours can, according to the literature, legitimately investigate the on-site and relatively 

immediate learning outcomes.

3.19 Conclusion

We have now considered both service-leaming and the learning component o f the 

pedagogy. We are now ready to consider the service component o f service-leaming.
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CHAPTER 4; SERVICE IN SERVICE-LEARNING

This chapter looks at the nature and meaning o f service in service-learning.

4.1 Question

It attempts to answer the third of our preliminary research questions by a review of the 

relevant literature:

Can we develop a clear description o f the service component o f  service-learning fo r the 

purpose o f this study?

Service is a complex concept not often visited by educationalists. However, an 

understanding of service is important to underpin our analysis o f service-learning. 

Therefore we consider the nature o f service from a number o f interlinked perspectives. 

These are as follows.

4.1.1 Chapter Outline

First, we introduce the area by considering some definitions o f service. Then we review 

the service-leaming literature on the meaning of service. We end this section by 

evaluating our conclusion that charity provides a useful concept to help us understand and 

evaluate the service component of service-leaming.

Second, we consider the nature of the volunteer and the meaning of community. Since 

those doing service can be seen as volunteers in the community we discuss the meaning 

of both volunteer and community. Then we ask where student service should take place. 

Should it be in the external or internal college community? The literature indicates that 

the location o f student service is mostly carried out in the college’s external community 

rather than its internal one. We conclude by suggesting that the internal college 

community can also provide a legitimate location for service-leaming projects.

Next, we consider the society wide context within which student service takes place. Here 

we consider the issues o f social capital, enterprise culture, markets, the entertainment 

economy and the pop art movement. These topics help to clarify certain tendencies in 

society that at worst weaken or at best fail to encourage the service impulse.
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This is followed by considering the idea that community involvement can play a role in 

encouraging personal growth and development. This leads us to consider the point that 

students who provide service in the community may benefit from individual growth and 

development.

The final section reviews our chapter findings and draws conclusions. In doing so it 

answers the research question above.

4.1.2 Importance

Some educators find this sort o f topic interesting. For example, Foos said she experienced 

a ‘tremendous sense o f empowerment’ after reading a particularly well known article on 

the area (1998: 20). Others, however, may find it less engaging and may prefer to get on 

with developing and offering service options rather than dissecting its nature.

However, a clear understanding of the nature of service is as important to the pedagogy 

as is clarity on the learning component. Sheffield says that ‘for service-leaming to 

survive, we must look for philosophical conceptions of service’ (2005: 53). In addition, 

Foos argues that the view we take of the nature and ultimate purpose o f service will 

influence the way we structure our service-leaming programmes and activities (1998: 

14).

Wherever we end up on service, it has to be ‘for real’ (Sheffield, 2005: 51). If it is not 

real, ‘it is merely posturing and politicking. If there is no problem, there is no need to 

serve’ (Sheffield, 2005: 51).

4.2 Definitions

Service has a variety o f meanings in everyday language. For example, it can mean giving 

assistance or benefit to others. It can also mean doing work for another person, 

community, etc.'^"^

To help develop our understanding of service we can consider its meaning in business.

A business service can be defined as an activity or benefit offered by one party to 

a n o t h e r . I t  consists o f human worth in the form of work or labour, advice or the

The Pocket Oxford Dictionary o f Current English, Oxford University Press (1996) located at 
http://www.xrefer.com accessed on the 26'*’ September 2002.

The material on business service below benefits from the Dictionary o f Business, Oxford University 
Press, Market House Books Ltd (1996) and the Dictionary o f  Accounting, Oxford University Press, Market 
House Books Ltd (1999) both located at http://www.xrefer.com accessed on the 26 September 2002.
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provision o f a skill or ability. Providing a business service is different to providing a 

physical good. It has the following characteristics:

- A service is intangible and experiential (rather than concrete and physical). It is 

therefore perishable and unlike wood or plastic cannot be stored. Most services are 

provided geographically near to the recipient.

- A service is heterogeneous and complex and its exact nature can be difficult to define. 

Its provision and use are normally simultaneous and the recipient participates in its 

provision.

- Because the interaction between the service provider and the recipient is a unique 

experience, the same service can be viewed differently by different recipients and by the 

same recipient on different occasions. Others not involved in the transaction can also 

affect the service experience - for example, by positive or negative commentary.

- The complex nature o f service makes its planning, delivery and quality evaluation a 

relatively intricate process.

Service therefore is intangible and service provision is a relatively complex phenomenon. 

It involves a beneficiary and because o f its complex nature is relatively difficult to plan 

and measure exactly. The earlier discussion of the principle that service-learning does not 

grade the service becomes all the wiser as we begin to understand the complexity o f the 

phenomenon.

The above introduces the service concept. We now extend our discussion by considering 

the service-leaming literature on service.

4.3 Contested Concept

The literature on the meaning and nature of service has not achieved a consensus. 

Consequently a number of writers state that service is both a complicated and contested 

concept (Morton, 1996: 280 and Pollock, 1999: 18). Notwithstanding this difficulty we 

consider the various service concepts to enlarge our understanding and develop a clear 

view of its meaning.

Geographical adjacency has becom e less dominant for som e services. For example, the Internet’s ability 
to provide a variety o f  retail services is well-known. Another for example, is Robo-doc, a remote controlled 
robot that can m ove from bed to bed visiting hospital patients (Ungar, 2007).
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The Wingspread Principles state that service-leaming engages people in responsible and 

challenging actions for the common good. They also state that an effective service 

programme must allow those with needs to define their needs. The service provided 

should therefore be usefijl to the recipients. It should also involve tasks that would 

otherwise go undone and not cause jobs to be taken from the local community so as to 

avoid what economists call labour market displacement.

4.3.1 Continuum

In 1994 Giles and Eyler ask if there is a development continuum of service-leaming 

experience. Following this they ask what types of experience is more likely to be 

educative in the early stages of a student’s development (1994: 82). This 1994 article 

dealt mainly with reviewing aspects of John Dewey’s work so as to help develop a theory 

o f service-leaming. Their continuum question above was only one o f nine different 

questions. However, it stirred up a significant debate and was followed in quick 

succession by M orton’s article in 1995, Varlotta in 1996, Morton and Saltmarsh in 1997 

and Foos in 1998. These and other works are used below to clarify the meaning o f 

service.

Morton’s 1995 article states that Giles and Eyler’s question about a service continuum 

implies that service activities might be stmctured to enhance the leaming from service 

(1995: 19). This means for example, that students would first be offered a basic service 

activity that would then be followed by a more advanced activity. Morton then goes on to 

consider the possibility o f a student service continuum starting with charity work, moving
137on to a service project and finally reaching the top with social change service.

In 1996 Varlotta gave an implied answer to Giles’s and Eyler’s question. According to 

Foos she indicates that an important aspect o f service-leaming was a social justice 

framework rather than a charitable one (Foos, 1998:14). Varlotta refers to Kendal's 

suggestion that one aspect of a ‘good’ programme is that it accentuates reciprocity and 

‘doing w ith’ others rather than ‘doing for’ others. This approach contrasts with the lower 

level charity model o f  ‘servant leader’ and ‘servee’ (Varlotta, 1996; 26).

4.3.2 Ladder

Morton prefers the term social change to advocacy (1995: 22).
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To develop our discussion we use the concept of a service ladder to discuss Morton's
• ■ ' 1 3 8conceptualisation of charity, project and social change activities. We use the ladder 

concept rather than M orton’s continuum because of its greater simplicity and clearer 

implication of p r o g r e s s . A  service ladder, according to this view, runs from charity at 

the bottom to social change at the top.

Social Change
  t

' Charity

Figure 4.1: Morton’s Service Ladder

4.3.3 Social Change

Social change service is seen as forming part of a larger strategy to bring about change 

and is an element of the redistribution process in society. Social change is viewed here as 

a more mature expression of compassion than charity.

Morton admits that the ladder view o f service has helped to inform his own work.’‘̂ ° This 

is because he feels that curiosity and compassion will lead some students to try to help 

change the circumstances that bring problems to those whom they have come to care 

about. Students may be encouraged into social change type activity by being upset by 

experiences o f others’ problems and this may lead them to help try to solve these 

problems through social change activities. He suggests that the educational cycle here 

goes from personal concern, to education, analysis and problem identification and then on 

to a cycle of reflection and action (Morton, 1995: 20).

Social change models usually focus on building links with different groups and creating a 

learning environment that eventually helps to clarify the causes of the problem and 

indicate actions to solve these. This model views power as the key issue and is about 

empowering those who have been disenfranchised.

M orton’s 1995 paper was considered ‘groundbreaking’ by M oely and Miron (2005: 62).
Continuum is often defined as som ething without a top or bottom. For example, Sykes (1976: 220) 

defines it as something w hose structure is continuous rather than discrete. In addition. Chambers defines it 
as that which is continuous (M icrosoft Corporation. 1999a). We need to discuss the idea o f  continuum as 
progress. For this reason w e use the more comm on concept o f  ladder.

A lw ays remembering that Morton uses continuum instead o f  ladder which is our preferred term.
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It is this empowerment ingredient that indicates the superiority o f social change over 

charity and project type activities (Morton, 1995: 21-22). The latter two only help people 

in the context o f the world as it is and not as we would wish it to be. In this context the 

ladder can be viewed as going from the personal to the political and from individual acts 

of caring to collective ones (Morton, 1995: 20).

Morton in the end however, disagrees with the ladder. He feels that charity and social 

change each have their own significance, ranging from ‘thin’, with low integrity, to 

‘thick’ with high integrity.

Charity Project Social Change

Figure 4.2: Morton’s Service Spectrum

Therefore charity, rather than being left at the bottom of the ladder, is now on a par with 

social change. He conceptualises service as a set of three distinct but related paradigms -  

charity, project and change (1995; 20-21). We can refer to these as a spectrum of service 

activity.

In support o f Morton's view, Foos argues that caring for others and justice are compatible 

and mutually supportive rather than different phenomenon at different ends o f a service 

ladder (1998: 18). Therefore charity and social change are o f equal importance.

4.3.4 Project

In Morton's project model o f service the student defines problems and their solutions and 

introduces plans for solving them (1995: 21). An example of a service project might be 

the planning, delivery and organisation o f a fundraising event for a charity. The project 

model determines the problem, identifies the solution and then plans the implementation 

o f the activities to deliver this solution.

However, Morton's approach is confused to the extent that it identifies the project model 

as a type of service. The project model is a service delivery model not a type o f service.
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4.3.4.1 Project Management 

Morton’s project model could be usefully linked to the discipline of project management. 

This provides a conceptualisation and methodology for providing any type o f project - 

from engineering to business, from fundraising to student service provision. Indeed a well 

run briefing on project management could, in certain circumstances, help students to 

carry out more effectively either a charity or a social change activity.

There can, however, be difficulties with using project management as a service delivery 

mechanism. First, having planned the activities there may be unintended consequences 

during project delivery. This may require that we build in an allowance for flexibility to 

facilitate change during the progress o f the project (Morton. 1995: 22).

Cooper suggests experience in public life is very often emergent, dialogical and relatively 

unpredictable. It requires cutting through layers o f self-interest, negotiating around 

conflict and carefully inching everyone towards common agreement and activity (Cooper, 

2000: 6). Project management should therefore be used with a light touch in such an 

organic environment.

Second, it can create a power divide between the project expert and the beneficiary. This 

difficulty needs to be considered in view of the fact that third level institutes are generally 

considered knowledge centres and often use tools that others may not understand 

(Morton, 1995: 22). To help counter this, the beneficiary could be involved in planning 

the project and the techniques could be translated down.

Now that we have excluded the project model from our service categories the service 

ladder, if  it exists, contains only two ends, charity at the bottom and change at the top.

4.3.5 M orton’s Charity

Morton sees charity as the giving of oneself or caring for another human being. He 

considers a variety o f views o f charity. For example, one view o f charity is that it 

anticipates nothing in return and has no expectation that a lasting impact will occur. 

Another view is that it provides a direct service but still retains control over resources. 

Also charity has been seen as being provided within a limited time frame and makes little 

claim about its impact.

Morton also talks about the view of charity that is seen as temporary, confined to 

particular, affected people and auxiliary to their ongoing life. In addition, it has been
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argued that the only suitable time for charity is during a catastrophe. Morton also refers to 

the fact that charity has been seen as focusing on identifying the problems o f others, 

rather than their strengths and can have the effect o f creating long-term dependency 

(1995: 21).

Morton discusses ‘thick charity’. This is where charity is deeply grounded in one's faith 

or personal view o f responsibility and can therefore lead to personal and systemic 

transformation (1996: 281).

Up to now charity and social change are on a par. However, our discussion continues 

below with a piece o f analysis that now puts charity under fire.

4.3.6 Charity under Fire

In 1997 Morton and Saltmarsh analysed the nature o f charity by considering the ideas and 

work o f Addams, Day and Dewey. These three had been faced with the task of redefining 

the ‘charitable relation’ in a particular phase o f history. Charity at that time, according to 

Lubove, was essentially a process o f character regimentation rather than social reform 

and involved the influence o f successful middle class people upon the charity 

dependent. In addition charity led, according to Addams, to a division o f society into 

philanthropists and recipients thereby creating two c l a s s e s . I n  fact Morton and 

Saltmarsh in a discussion o f Day’s ideas go so far as to state that charity distorts one's 

ability to know others and thereby endangers community (1997: 142).

As a consequence o f these and other difficulties with how charity was viewed, Morton 

and Saltmarsh concluded their piece by referring to the politics o f language. They argued 

that as the paradigm surrounding the language o f charity was challenged in the early part 

o f the twentieth century, a new language o f ‘service’ replaced it (Morton and Saltmarsh, 

1997: 146). The term service, they argue, is a phenomenon o f the cultural history o f the 

US and is ‘defined by an educated, middle-class seeking ways to live lives of integrity’ 

(1997: 147). They conclude by proposing that community service in fact contains an 

‘antidote to the crisis o f community’ (1997: 148).

4.3.7 Charity Reconsidered

See Lubove quoted in Morton and Saitmarsh (1997: 139-140). 
See Addams quoted in Morton and Saltmarsh (1997: 140).
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Morton and Saltmarsh's analysis above puts charity out of commission and replaces it 

with a call for service. This implies that students should be encouraged to do service, not 

charity. The negative view of charity developed here was, however, built on an 

interpretation of the practice of charity as it occurred at a certain phase in history. This 

concept of charity reflected how certain people viewed the charitable efforts of a great 

number o f different people at a particular time and phase o f history.

Their interpretation o f the historical practice of charity is important for our understanding 

of its nature. However, it is not the full story. What actually happened at the individual 

level o f charitable service is not easily aggregated, nor are people's intentions. In 

addition, charity providers must be considered as being on their own journey of personal 

development. Because they did not get as far as required, their individual efforts may still 

have personal integrity.

Therefore charity should not be excluded from helping to define what service means or 

should mean for two reasons. First, because the literature indicates that charity type 

service activities are popular with students.

For example, Kahne and Westheimer argue that the most broadly supported goal for 

service-learning activities is to convey to students the significance o f charity (1996; 

598).'’’  ̂ In addition. Moely and Miron (2005; 61) found that students, especially women 

and younger ones, prefer the charity end of service. By contrast they found that students 

with service experience in upper secondary school were more likely to prefer social 

change.

Bringle, Hatcher and McIntosh (2006; 10) also noted a ‘convergence’ among students for 

charity. They found that preferences for charity were associated with the ‘internal 

aspects’ of the student (Bringle et al., 2006; 12). These highlight the importance o f 

intrapersonal development and personal growth goals (Bringle et al., 2006; 12). In the 

end however, their findings ‘did not offer very convincing evidence’ for the ‘contention 

that students prefer only one paradigm’ o f service (Bringle et al., 2006; 12).

This Statement is important. However, when we closely  inspect the relevant article w e do not find as 
robust a rationale for this statement as w e would wish.
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Second, because the interpretation of charity above seems to be excessively based on an 

interpretation o f its practice we need to clarify its meaning so as to determine whether or 

not it can be used to help us clarify the meaning o f service.

4.4 Charity

Charity, according to one general definition, means doing good for others and donating 

things to those in need. It also means love o f others, kindness, affection or leniency in 

judging them.'" "̂* According to another source, charity in its ftillest context is the highest 

form of love. Here charity is a translation o f the Greek word agape, meaning love, and 

this form of charity is most eloquently shown in the life, teachings, and death of Christ. 

According to Christianity, charity means love and is the foundation or root virtue for all 

other ones. The classical Christian description of charity is neatly summarised by St. Paul 

in the New T e s t a m e n t . T h i s  view places charity at the centre of service and contradicts 

both the service ladder approach and the interpretation o f Morton and Saltmarsh above.

4.4.1 Christian Charity

If we take the Christian view of charity we may not need to encourage students to 

progress from charity to social change service. Indeed the advice, if any, may be in the 

opposite direction. Some may find social change activity less demanding than person to 

person charity. Loving your enemy, a difficult neighbour, cousin or boss may be a lot 

more trying than working for Amnesty International or a homeless charity.

Some argue that charity can also address ‘the social and political dimensions of ... 

poverty’ and refer to the ‘relationship between charity and justice’ (Libreria Editrice 

Vaticana, 2004: 72).’"’’ They talk about social and political charity and argue that ‘social 

charity makes us ... seek the good of all people’ where ‘the neighbour to be loved is 

found 'in society” (Libreria Editrice Vaticana, 2005: 81). They also say it is ‘an equally 

indispensable act of love to strive to organise and structure society so that one's 

neighbour will not find himself in poverty’ (Libreria Editrice Vaticana, 2004: 72).

M icrosoft Corporation (1999a) and Sykes (1976).
See Encyclopaedia Britannica (2007).
See ‘charity’ in Oxford English Dictionary (2007), Encyclopaedia Britannica (1999) and Jones (1969: 

368-369). In I Corinthians 13 St. Paul provides his well-known description o f  Christian love or charity.
The page numbers for this source are based on a down load o f  the document that is saved in a word

fonnat. This was located at h»D \ v u u  \ 3iican  \ a  rom an e m u  pon iil'ica l co im cils  lu stp o acc  do c iim entb  ic  pc lu s to eace  doc 2 (in6 ii526_C ('m D endio-don-

soc fn himi on 11 N ovem ber 2007.
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4.4.1.1 Reciprocity and Charity

Reciprocity can be seen to complement Christian charity. Reciprocity has been seen as a 

form o f social exchange, mutual responsibility or joint support and nourishment.’"'̂  In this 

sense it aims to help or at least mutually support the other.

However, Christian charity when viewed as the highest form of love expects no trade or 

return. Some argue that ‘to love is to give with no intention for, or calculation of, 

personal gain’ (Kane, 1997: 6).

One can get the impression that in the real and difficult world out there we can not 

realistically get beyond reciprocity as social exchange and that we are stuck talking about 

Christian love as some sort o f rare and extreme ideal of human behaviour.

However, the literature gives some support to the reality of Christian charity in ordinary 

life. In this context we can discuss what is sometimes called a ‘pure’ or a ‘free gift’ or 

what Kane in discussing love refers to as ‘pure giving’ (1997: 6).

Bhatnagar sees ‘pure gifts’ as transfers between people that ‘do not imply any exchange, 

reciprocity, or compensation’ and ‘pure giving’ as something which occurs ‘without the 

expectations of direct social exchange’ (1970: 210-211).'"’’̂

More recently Donati says that the free gift ‘after first having been placed on the margins 

of society in the modem period is now emerging increasingly as an indispensable 

element’ (2003: 243). He feels modem society has not allowed the free gift to be taken 

for granted and ‘there is always the suspicion’ that it was never really free (Donati, 2003: 

243-244).

He also says that free giving has been seen as an ‘irrational fact for a long time in the 

modem epoch’ and must now ‘become a task ... that is feasible in ordinary life’ (Donati, 

2003: 268). Finally, he seems to indicate that free given has been mistakenly viewed as a 

‘trick’ or ‘enigma’ when in fact it ‘is nothing other than life itse lf (Donati, 2003: 268).

4.4.1.2 Justice and Charity

'''* See reciprocity in chapter 2.
Bhatnagar however states that even with a pure gift ‘som e return ... may be experienced’ (1970: 211). 

He says that ‘the lack o f  social return does not mean that the giver receives no rewards’ and refers to what 
he calls ‘psychic return’ (Bhatnagar, 1970: 209, 211).
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Justice is also a commonly referred to concept in service-learning. Mitchell for example, 

refers to the ‘emerging body o f literature advocating a 'critical' approach to community 

service learning with an explicit social justice aim’ (2008: 50).

Rawls defines justice as fairness and says the central ideas and aims o f this view is 

constitutional democracy (Rawls, 1999; xi). He sees justice as an alternative to 

utilitarianism because he does not feel it can provide a satisfactory account o f the basic 

rights and liberties o f citizens. The first objective o f justice is to provide an account o f 

peoples basic rights and liberties. The second he says is to integrate this account with an 

understanding of democratic equality (Rawls, 1999: xii). He says everyone possesses an 

inviolability founded on justice ‘that even the welfare o f society as a whole cannot 

override’ and argues that the loss o f freedom for some is not made ‘right by a greater 

good shared by others’ (Rawls, 1999: 3).

Hartnett talks about ‘different 'paradigms o f justice” and refers to the liberal paradigm 

focussing on human rights and the need for legislative reforms (Hartnett, 2000: 3). He 

also mentions the socialist paradigm that emphasises the need for a ‘radical 

transformation o f the underlying structures o f our society insofar as these engender 

poverty and exclusion’ (Hartnett, 2000: 3). He then refers to ‘relational justice’ where 

justice is defined as ‘fidelity to the claims o f our relationships’ (Hartnett, 2000: 3). 

Finally, he refers to what a pragmatic type o f justice that identifies it with individual 

initiatives undertaken on behalf of those in need. This pragmatic concept allows us to 

imagine many opportunities for justice type service activities.

Although justice is important the conception of charity developed above provides in our 

opinion a clearer concept for helping us to understand the nature and potential of service. 

This is not to say that justice is not important for service-learning -  it is. However, 

reciprocity and more particularly charity is a clearer touchstone for understanding the 

nature and potential o f service in service-leaming.

4.4.1.2 Service-Learning and Charity 

Bowe argues that service-leaming is often promoted in secular institutions as an activity 

that fosters good citizenship (1998: 28). He states however, that service-leaming is much 

more than an exercise in good citizenship and proposes that it is a mandate for Christian 

living (Bowe, 1998: 26). Here he points out that colleges with Christian affiliations find it
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easier attracting students to service and enjoy a wider support among staff than other 

p l a c e s . H e  also suggests that it is impossible to engage with Christianity without 

talking about the call to service (Bowe: 1998: 28).

4.4.2 Varying Viewpoints

Our understanding o f service to now has varied significantly. From having three 

components in charity, project and change activities we went to two - charity and change. 

The relative importance o f these two then varied from social change being the best to 

their being of equal importance. Finally, taking the Christian view makes charity the core 

of service and the central virtue o f humanity. The Christian view o f charity was then 

extended to include social and political charity as an adjunct to individual acts of charity. 

In other words, people based charity is still the core value, the sine qua non.

We could spend a lot more time debating the nature of charity and service. This sort of 

discussion, helpful as it might be, would require a dedicated piece o f work. Even then 

however, the argument might not be won. People with different personal experiences of 

service and good works may come to different views of the same word. Words and their 

meaning stand on the stilts o f experience. For example, the Christian approach, which 

puts charity at the heart o f service, may be difficult to appreciate fully without having 

some direct experience o f the phenomenon.

In addition, people may view charity from a personal perspective. In this context a 

demanding view o f charity may be difficult to come to terms with. Therefore such 

concepts as charity and service are understood not only within the contexts of our own 

experiences but also our capacities.

4.5 Service Core

Whether we provide services for, or with others is not a distinguishing characteristic of
152charitable service. Working with others and encouraging them to grow and become 

independent is an important part of caring for them. By contrast, stimulating others to 

remain reliant on you is not in line with the charitable impulse.

For example, over 90% o f  undergraduate students in Niagara University participated in service-learning 
(B ow e, 1998: 28).

How would it look if  som eone was an excellent NGO organiser but a poor neighbour or colleague? 
Cooper says w e should enlarge our definition o f  service to include service with others rather than just 

service for others (2000; 6).
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This study takes the Christian concept o f charity as the core of service. This provides us 

with a standard or filter to help interpret student service.

Figure 4.3: Charity at the Centre of Service

4.5.1 Service Impulse

Students involved in one-to-one charity or one-to-many social change are both providing 

legitimate service as long as the charity impulse drives their activities.

Students helping the homeless or aged provide charitable service when they do so 

because they care about them. Similarly students provide service when they work to 

change the circumstances o f the homeless or aged because they are concerned for their 

welfare.

By contrast those helping others for purely grade or career motives are not involved in 

charitable service. There is nothing at all wrong with this. In fact their motives in 

educational terms are entirely praiseworthy. However, their intentions define them as 

being involved in grade enhancement and career development not charitable service.

This does not mean that those helping others for purely self-improvement reasons could 

not start to care and feel for them. They could indeed and this may be one of the more 

important effects o f doing the service in servdce-leaming. Likewise those doing it for 

weak charity reasons may find that their concern for others expands during their service 

activity. Here their service experience helps to improve their personal development and 

encourages them to become better people with better values.

This is where the potential for values enhancement in the service aspect of service- 

learning can occur. The student given an opportunity to experience service may become a 

somewhat better person, one more likely to help others in the future.

Therefore students who do service for a mixture o f self-improvement and charity reasons 

have what we can call mixed intentions. This is very often where the real world hangs out 

- the service and self-improvement impulses intermixed. People vary in their personal
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capacity to help others. Therefore finding a student who does service because they care 

deeply for others may be a rather uncommon occurrence. It may be more common for a 

developing student to have mixed intentions driving their service.

4.5.2 Service Impulse Spectrum

The service impulse can be seen to exist as a spectrum ranging from underdeveloped at 

one end. to developed at the other. At the underdeveloped end there is a large self- 

improvement element in the service impulse. By contrast at the developed end there is a 

large charity element in the service impulse. The service impulse spectrum therefore 

calibrates things on the basis o f student intentions and efforts.

We summarise these points using the service spectrum below. Here service activity can 

initially contain a significant component o f self-concem and progress ultimately to a deep 

concern for others. In between, we can have a mixture o f intentions varying from a large 

self-concem and low caring impulse to a low self-concem and a high caring impulse.

Figure 4.4: Service Impulse Spectrum

This spectmm implies that the student’s service values develops as they progress from 

self-concem as their sole motive to a mixture of self and other concem. This progress is 

complete when their sole service intention is concem for others.

Student service efforts may often fall short o f the ideal in charitable work. However, this 

is not a problem Christianity applauds all genuine efforts towards charity. In addition, 

service-leaming does not grade the service only the learning.

The Christian approach calls on people to keep their good work private (Dingle, 2001: 

12). However, service-leaming requires students to analyse and often broadcast their 

good work. This is however a pedagogical requirement rather than a vanity issue.

Some may have difficulties with a measure o f service that is based on student intentions. 

For example, Comte the sociologist argues that researchers should confine themselves to

Service Impulse Spectrum

S elf-concem Mixed ► Charity
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studying phenomena which can be observed. He feels we should not be concerned about 

people’s meanings, intentions and the like. He argues that since these mental states exist 

only in a person's mind they cannot be observed and measured in any objective way. 

Durkheim disagrees. He argues that researchers should confine themselves to studying 

social facts. However, these can include such things as meanings and intentions. For 

Durkheim social facts do not have to contain only things which can be observed 

(Haralambos and Holbom, 1995: 809). Therefore our analysis of student intentions and 

charitable impulse is for Durkheim a legitimate area o f analysis.

4.5.3 Evaluation

Service and its nature has been conceptualised in a variety o f ways in the service-leaming 

literature, some of which we considered. Having considered this, we arrive at a point 

where we decide to use the Christian view o f charity as the standard to help us interpret 

student service. This we do for the following reasons.

First, we use charity because of its relatively clear and robust meaning. Morton and 

Saltmarsh’s (1997) conceptualisation of the historical understanding o f charity, while 

important, in essence discusses people’s actual efforts to carry out charitable works. The 

fact that these efforts did not meet the full requirements of charity does not mean that 

charity as a goal should be discarded. Morton and Saltmarsh’s decision, however, is to 

dispense with charity and replace it with the modem concept o f service. Is it not strange 

that academics have, in this particular situation, dispensed with an ideal construct because 

of reality’s inability to match it?'^^

Second, we use charity because this study is based in Ireland where the Christian view 

has had some impact on our interpretation o f life. This is not a robust reason on its own 

since Ireland has also had strong cultural strands which in fact weaken or are in conflict 

with the charity i m p u l s e . H o w e v e r ,  many Irish people will have at least some 

understanding o f the concept.

Third, the concept will be familiar to many in North America where service-leaming has 

developed. Lipset says that with the exception o f such places as Ireland, ‘the United

However, in fairness to them they may also have preferred to use the word service because o f  its m odem  
context.

See the increasing hold o f  materialism and individualism on Ireland’s national psyche. See also its 
som etim es ambivalent view  on terrorism and the armed struggle in the North o f  Ireland.
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States has been the most God-believing and religion-adhering ... country in 

Christendom’.'^^ The data shows that over 85 per cent o f the United States population 

describe themselves as being Christian.

Fourth, using this concept does not imply we accept Christian thought. We are simply 

borrowing the concept from Christian thinking to help us analyse student service. 

However, people from other religious traditions will not find charity and the ethic of 

helping others strange or unknow'n. There are statistically four great religions -  

Christianity (33 per cent), Islam (20 per cent), Hinduism (13 per cent) and Buddhism (6 

per cent).'^^

4.5.3.1 Islam

Islam encourages a sense of brotherhood and has a strong interest in service. It teaches 

people not be selfish and to use one’s possessions to help others. Religious acts are 

considered a facade unless people actively assist the needy. Islam encourages the 

development of a close knit community of the faithful who view each other as brothers. 

The Koran is the chief text o f I s l a m . U n d e r  the section on alms this states ‘have you 

thought of him that denies the last judgement? It is he who turns away the orphan and 

does not urge others to feed the poor’.'^^

4 .53 .2  Hinduism

Hinduism is not really a religion but a congregation of religions and contains a variety o f 

doctrines, cults, and ways of life. Therefore efforts to specifically define it have proved 

unsatisfactory.'^' Although Hindus therefore are not in full agreement on how to be saved

See Lipset quoted in Putnam (2000: 65, 451).
See Table ‘Religious Adherents in the United States o f  America. AD 1900-2000’ in Encyclopaedia 

Britannica (1999).
See the statistics on world religions in the Table ‘W orldwide Adherents o f  A ll Religions by Six 

Continental Areas’ in Encyclopaedia Britannica 1999. Chinese folk religionists have in fact slightly greater 
numbers than Buddhism. Since, however, the latter is a relatively more uniform religion we consider it 
here.

Som e feel w e can not make many general statements on Islam. Although som e ideas are so widely  
accepted that they can be seen as distinguishing features yet there may be som e M uslim s who might 
disagree. In spite o f  this w e make the above general points. See Gerald Hawthing’s article on ‘Islam ’ in 
M icrosoft Corporation (1999b) and Fazlur Rahman on the ‘Doctrine o f  the Qur'an; Social Service’ in 
Encyclopaedia Britannica (1999).

See the article on the Koran in M icrosoft Corporation (1999b).
See the Koran sura 107, on Alm s. David Limond provided this example 28 August, 2003.
See the articles on both ‘H induism ’ and the ‘General nature and characteristic features o f  Hinduism ’ in 

Encyclopaedia Britannica (1999).
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one of their most influential religious texts suggest three ways to reach s a l v a t i o n . O n e  

of these proposes the way o f action. Here people are advised to carry out fully their 

religious and ethical duties and discharge their ritual and social obligations.’^̂  This 

reference to social obligations may be seen to have some links to our concept o f service 

to others.

4 .5 .3 3  Buddhism

Buddhists achieve nirvana by cultivating four virtuous attitudes: loving-kindness, 

compassion, sympathetic joy, and equanimity. In order to have a better rebirth, they must 

focus on fulfilling moral duties as members of a family or society. This involves acts of 

charity, along with observing the five principles that constitute the basic moral code of 

Buddhism. These prohibit killing, stealing, telling lies, sexual misbehaviour, and the use 

of intoxicants. Such principles can be seen to encourage a concern for others.

4.5.3.4 Judaism

Finally, Judaism encourages a concern for the vulnerable members o f the community and 

indicates the obligations people have towards others. It encourages people to walk in the 

ways o f God. Here God is described as nursing the sick, clothing the naked, comforting 

the bereaved and burying the dead, so that people may recognize their own obligations.'^^ 

The Hebrew word for charity is based on anger at injustice which in turn provokes one to 

remedy the injustice (Morton, 1995: 25).

4.5.3.5 Humanism

In addition, those with no religion may still find service attractive as long as they share a 

belief in helping others. For example, humanists emphasise the dignity and worth o f the 

individual. One o f its basic principles is that people possess a capacity for truth and 

goodness. The emphasis on virtuous action as the goal o f learning was a founding 

principle of humanism.

4.5.3.6 Utilitarianism

See ‘Song o f  the Lord’, (c. 200 BC).
Second, there is the way o f  knowledge, which involves the study o f  philosophic texts and contemplation. 

Finally, there is the way o f  devotion and self-surrender to God. (These are also referred to as the three 
yogas or ‘d isciplines’). See the article on the ‘Three Margas: Paths to Salvation’ in Encyclopaedia 
Britannica (1999).

See the material on Nirvana in the section on Buddhism in M icrosoft Corporation (1999b).
See the article on the ‘Ethical Emphasis o f  Judaism’ in Encyclopaedia Britannica (1999).
See ‘Hum anism’ and ‘Basic Principles and Attitudes; A ctive Virtue’ in Encyclopaedia Britannica 

(1999).
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In addition, some might assume that those of the utilitarian persuasion might not always 

disagree with charity and alms giving. The utilitarian philosopher Bentham argues that 

moral actions are measured by how much they achieve pleasure and avoid pain. This 

philosophy would seem, on first impressions, to recommend a selfish approach to life. 

However, nothing is further from the truth. Bentham himself once said that giving money 

to a beggar gave the beggar pleasure to receive the money but also gave him pleasure to 

give it.'^’ Thus charity can even gamer some support from utilitarianism.

4.5.3.7 Others

Those who do not believe in the ethic o f helping others will be left only with the learning 

benefits of service-learning. For these the service component will have vanished since 

helping others is not an attractive option. Here service-learning will have no additional 

benefit to any other type of experiential learning and will disappear and becomes 

absorbed within this broader pedagogy.

Therefore, this study is addressed at the service end to readers who at least share a belief 

in the benefits and ethic of helping others. Whether the reader goes for the service ladder, 

Morton's paradigms or charity will be decided by personal preference. For the moment 

however, we can do no better than refer to what Kendal said about arguments on meaning 

and definition. She said that despite the diversity o f language and meaning and the related 

disagreement that arises there is broad agreement that there is something ‘uniquely 

powerful about the combination o f service and learning’.'^*

We now develop our understanding of service by considering the meaning of 

volunteering.

4.6 Volunteering

Students taking a service-Ieaming course volunteer to provide service to others. 

Volunteer from the Latin word voluntas refers to a person's will, or inclination. A 

volunteer is someone who performs, or offers to perform, a service of their own free will 

and therefore renders aid or assumes an obligation voluntarily.'^^

David Limond provided this particular vignette on Bentham, 28 August, 2003.
Quoted in Varlotta (1996: 26).
See h ttD :/A vw w .b artleb v .com '61,■'48/VOi44800.html accessed on 12 N ovem ber 2007 (attributed to the 

American Heritage Dictionary o f  the English Language, 4* Edition, 2000, Houghton M ifflin).

122



Volunteering is the commitment o f time and energy, for the benefit of local communities, 

society and individuals outside ones immediate family, the environment or other causes 

(Department of Social, Community and Family Affairs, 2000: 37).

4.6.1 Free Will

Although it must be done freely, people who volunteer seldom do so entirely voluntarily 

(Dingle, 2001: 11). Some can be under pressure from their own conscience or peers 

(Dingle, 2001: 11). If we incorporate our conscience into our being we are left with peer 

pressure and since peers are not employers or teachers the pressure is generally much 

less. College peers can often form part o f a student’s reference group.

Reference group theory argues that people ‘take the standards of significant others as a 

basis for making self-appraisals, comparisons, and choices’ (Dawson and Chatman, 

2001). However, this does not deny the element o f free will in choice. This is because 

people can choose the reference group they join (Dawson and Chatman, 2001). In 

addition, Newcomb found that one’s reference group does not necessarily serve as a 

reference point for every decision.'™

Dingle refers to explicit coercion which breaks the free will rule -  for example, where a 

college requires students to take service-learning (2001). If a service-learning module is a 

compulsory part of a course this may breach the free will rule.

If however, the course is known to use service-leaming and it forms a significant and 

visible part of the curriculum then when students choose the course they are, in effect, 

choosing service-leaming. If however, it is a relatively small or unknown pan o f a course 

we may have problems. Here the student has chosen the course but not necessarily the 

service in service-leaming. The activity now becomes a compulsory course requirement 

rather than a voluntary service activity.

4.6.2 Pay

Volunteering is done for the benefit of others and is without payment other than 

expenses, honorarium or token payment (Larrragy, 2001). Dingle argues that volunteers 

should certainly have their legitimate expenses reimbursed by the organisation that

'™ See Theodore M. Newcomb referred to in ‘The Founders o f Reference Group Theory’ located at 
https://webspace.utexas.edu/bethanne/www/Reference Group Theory/Founders.html on 16 July 2003.
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involves them. This is important he argues since it prevents anyone being out o f pocket as 

a result o f doing service (Dingle, 2001; 11).

Students doing service in service-leaming should not therefore incur any costs other than 

those one would expect from any other subject. The college should require that the 

service be done at zero or little cost. If the students have to do service in a course that 

puts students out of pocket beyond the bounds o f ordinary subject expenses it might be 

best to have the beneficiary, voluntary organisation or college help cover the cost. 

Volunteering is not done for financial gain. Howard states that service-leaming is not 

internship (2001: 10). Nor is volunteering done for direct career purposes. If students 

provide free nursing services in order to strengthen their career prospects their motive is 

essentially not service or volunteering but job positioning. However, nothing is cut and 

dried. It depends also on their motive. For example, a student nurse may volunteer to help 

a poorly resourced hospital rather than a rich and well resourced one because o f a 

combination of volunteering and career motives.

4.6.3 Formal/Informal

Volunteering can be categorised as either formal or informal. Informal means work done 

by individuals on their own initiative and unrelated to an organisation. It is unpaid and is 

not carried out for a family member or relative. A UN paper classifies this as unmanaged 

volunteering and refers to its sporadic and spontaneous nature (Dingle, 2001: 9).

Formal or managed volunteering means voluntary work done with or through an 

organisation. A voluntary organisation operates for purposes other than making profits 

and is independent o f government (European Commission, 1997: 1-2). There are a 

variety o f terms referring to the voluntary sector according to Perotin. These include the 

third sector, independent sector, charities, non-profit sector, and non-governmental 

organisations (NGO). She argues that the third sector is a useful concept with which to 

start. Mixed economies contain a public and private sector and a third sector that is 

neither government agency nor private company (Perotin 2001: 329). Others define the 

voluntary sector as the charity, not-for-profit and NGO sector (National Committee on 

Volunteering, 2002: 6).

Volunteering can therefore take place in a school or college, private or public sector body 

as well as a voluntary organisation. In addition, people can volunteer to help a group
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without a particular physical location such as a virtual network. However, the most 

common setting for volunteering is in the voluntary and community sector (National 

Committee on Volunteering, 2002: 6).

Students doing service-learning can therefore volunteer to do service in a school, or in a 

private, public or voluntary body. The service in service-leaming is therefore managed or 

formal volunteering since it is part o f a formal course rather than spontaneous good work.

4.6.4 Relational

Volunteering is a relational activity since it creates and sustains a relationship between 

the volunteer and the ‘other’. '’ ’ This ‘other’ can be a person, group, organisation, 

community or indeed society. It can also be a cause or ideal as in the case o f doing 

something for the environment, world peace or animal welfare (National Committee on 

Volunteering, 2002: 7).

There are four types o f volunteering -  mutual aid or self-help; service to others; 

campaigning and advocacy and participation and self-govemance (Dingle 2001: 11-12). 

This cuts across our discussion o f service above. However, while these volunteering 

categories are interesting, here we use our own analysis o f service as the primary 

reference point in this regard.

Volunteering can be done for a variety o f reasons. These are fianctional (wanting to see 

something done), altruistic or socialising reasons (Donoghue, 2002: 72). She then goes on 

to discuss the meaning o f volunteering. Volunteering for socialising or functional reasons 

is not service under our definition unless they also contain charity elements in the mix of 

intentions.

4.6.5 Well Being

The volunteering in service-leaming should be healthy and safe. This is a primary 

concern for all concerned. Where the service is being provided with or for a voluntary 

organisation they also share some of this responsibility. Volunteering can also improve 

both student and society wellbeing.

This does not mean relational as socialising. If students volunteer purely to socialise they are not 
engaged in service as w e understand the term. W hen their activities contain elements o f  caring for others, 
however small, they are providing sei’vice as w e define it. In addition, i f  their caring impulse strengthens 
during their module the quality o f  their service improves.
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Donoghue argues here that it generates groups, social cohesion and strengthens society. It 

is therefore important to the individual, the group, the organisation and the society. Not 

only does society need volunteering, but so too does the individual (Donoghue, 2002: 73- 

75).

These points are echoed by others. For example, Baroukh and Kleiner state that the need 

to provide service is basic to the formation of the human spirit and is necessary for 

human growth and development (2002: 31). In addition, Dingle argues that volunteering 

promotes good health and emotional well-being (2001: 9).

4.6.6 Trends

Regarding trends in volunteering, Putnam found that young Americans have in recent 

times displayed a commitment to volunteering without parallel among their predecessors 

(2000: 133). Is this just an American development since volunteering is twice as common 

in America as elsewhere (Putnam, 2000: 177)? In Ireland, there has been a decline in 

volunteering but this has been smallest among young adults (Donoghue, 2001: 6). 

Volunteering therefore has been increasing among the main service-learning age cohort 

in America and falling somewhat in Ireland.

4.6. 7 Summary

We now summarise some o f our discussion on the volunteering aspect of service 

provision. Volunteering in service-learning has the following characteristics:

• It is a free will decision and not for payment (except to defray relevant costs).

■ It is formal or managed rather than informal;

• It is relational in nature;

■ It should be healthy and safe.

Providing service has been considered above in terms o f volunteering. We now place 

service in the context of society by considering aspects of the social fabric which may 

im.pinge on the service reflex. In doing so, we consider the social context of service. Here 

we consider the issue o f social capital, the culture of enterprise, entertainment and 

celebrity, and the pop art movement.

4.7 Society Context
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What type of society are students living in? Axe they part of a society that has become 

less relational and interpersonal and more individual? Society, according to some has 

become faster and more competitive, its religious, corporate and other hierarchies are 

weakening and its individuals are becoming increasingly empowered (Gaffney, 2001; 58- 

59).

4 .7.1 Social Capital

The literature on social capital provides a usefial perspective on the type o f society today's 

students operate within. Putnam describes the decline of social capital in a variety of 

spheres. For example, civic and political participation has declined in spite of the rapid 

increase in education that has given more people the skills and resources that once 

fostered it. In politics the decline in fact is greatest among the better educated (Putnam, 

2000: 46, 63-64).

4.7.1.1 Work

In the workplace, one would expect that the increased emphasis on teamwork and 

improved internal communications would encourage greater social connectivity. 

However, Putnam argues that the worker's weakened ties to the firm and the increased 

contingency of work counterbalance this. In addition, he suggests that the most common 

reaction to the changing social contract with the firm was to put your head down and 

focus more narrowly on your own particular job. Even workers whose jobs were spared 

after layoffs often experienced what is called ‘survivor shock’ (2000: 88, 90).

4.7.1.2 Leisure

Outside work, Putnam suggests, we spend less time visiting and in conversation with 

others. We also spend less on leisure activities that involve social interaction. By contrast, 

we spend more time observing and watching things happen. Putnam refers to this as the 

silent withdrawal from social interaction. In addition, he finds that people go less 

frequently to church and the churches they still go to are less engaged with the wider 

community (2000: 79, 115).

4.7.1.3 Home

At home there has been a decline in the traditional family unit. This he suggests is related 

to the century long increase in divorce, the more recent increase in single-parent families.
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and the growth of one-person households. In addition, there has been a significant fall in 

the proportion married (Putnam, 2000: 276).

4.7.1.4 Criticism

Despite the significant interest Putnam's work received when published he has his 

detractors. Willis for example, denies that there is a social capital crisis and argues that 

society has never been as participative, interactive, or charitable. He suggests that while 

many o f the old ties and connections which Putnam refers to are weakened there are new 

ties to replace these (Willis, 2000: 13, 15). Old social capital has been replaced by new 

forms is the message here.

Others argue that after years of decline, civil society is staging a comeback (The 

Economist, 2005: 4).'^^ First, it argues that the spike in civic engagement following the 

September 11 2001 terrorist seems to have had an enduring impact on those in their late 

teens or early twenties at the time. This may be due to the creation of a ‘9/11’ generation 

similar in some respects to the post second World War one that consistently ‘volunteered 

m ore... than either their parents or children’ (2005: 4). Second, it argues that the Internet 

is now seeing the development of ‘virtual communities’ online (2005: 5). Third, it argues 

that civic life is being revived by religion in particular the ‘megachurch’ (2005: 6).

4.7.1.5 Conclusion

It is difficult to adjudicate between these contrasting viewpoints except to say the 

following. First, Putnam agrees that new forms o f social capital can appear but feels they 

do not compensate for the decline of the old ones. Second, Putnam's argument is 

supported by a sizeable amount of data and evidence. Finally, the ‘9/11’ generation and 

the ‘megachurch’ are both North American.

Other things are afoot however. One of the most important parallel developments is the 

noticeable growth o f the enterprise culture with its tendency to emphasise the individual.

4.7.2 Enterprise Culture

At the centre o f enterprise culture is the entrepreneur who has been elevated to the status 

o f cultural hero. Some in fact argue that the Western world is now in the middle of a love 

affair with the entrepreneur (Morrison, 1998: 4). Whether this is true or not we can say

The page references here and below are from the downloaded file and may not be the same as the page 
references in the print edition.
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that culturally, being an entrepreneur has become socially legitimate and entrepreneurship 

has become an important human and cultural phenomenon (Morrison, 1998: xiii). 

Enterprise culture has invaded many areas o f activity - personal, private, public and 

business (Carr, 2000: 68). A central part of this culture has been the application o f market
173forces and entrepreneurial principles to all activities in society. It emphasises self- 

reliance, personal responsibility and risk taking. It suggests we should live our lives by 

what Du Gay and Salaman refer to as an ‘enterprise of the se lf . It also refers to the rules 

of conduct for everyday life such as self-reliance, personal responsibility, calculation, and 

so on. In addition, it suggests that the ‘enterprising se lf  calculates about and works upon 

itself in order to self-improve. Finally, it encourages people to self-steer and self-actualise 

(Du Gay and Salaman 1992: 628-630). Enterprising individuals are, among other things, 

self-reliant and independent and are significantly driven by material reward.'^"*

Enterprise culture places the private sector and its language and methods in a privileged 

position in society. This means that a range of different organisations in the public and 

voluntaiy sector have been encouraged to reconstruct themselves to match the best of 

private enterprise. Government departments, schools, hospitals, charities and so on have 

seen the language o f enterprise been integrated into their vocabulary. Such phrases as 

‘market forces’, ‘operating in a competitive world’, ‘the customer and client’ ‘labour 

market factors’, ‘customer care’, and so on have become more common in these 

organisations.

This has also affected education where a business-style philosophy has been gaining 

ground. In the teaching profession, efficiency-related pay and fast-tracking o f high 

performers has become more common. It has also entered the classroom. Here enterprise 

education and enterprise course components have become more common (Carr, 2000: 9, 

13, 17, 49) The emphasis on enterprise has been connected to the search for management 

e x c e l l e n c e . T h i s  exhorts individuals to reconstruct themselves as winners and 

champions (Du Gay and Salaman 1992: 616 and passim).

4.7.3 Markets

See Du Gay and Salaman (1992: 619) and Carr (2000: 71).
See ‘Introduction’ in Keat and Abercrombie (1991) referred to in Carr (2000: 14).
Rather than using patient, student, applicant and so on.
This is something which Peters and Waterman (1982) have been associated with.
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According to some, the market is the co-ordinating device whereby strangers come and 

go and engage in limited relationships. This view argues that economic transactions are 

not characterised by social obligation and the more important thing here is the rational 

calculation o f individual gain. This paradigm denies the existence o f society or 

community in favour o f its individual e l e m e n t s . I f  this is so the market economy and 

the related enterprise culture that has evolved in recent times is a contrast to community 

and a source o f some fragmentation in society.

However, this atomistic view of the market may not be the full story. Carr argues that this 

view is at odds with the need to deal with the reality o f significant uncertainty and limited 

information through networking and co-operation mechanisms (2000: 177, 188). For 

example, her discussion of the small firm district in Italy refers to it being based on the 

notion o f community. In other countries where small firms are encouraged to grow and 

expand and, by default, beat their competitors the Italian approach encourages them to 

remain small and become involved in collaborative relationships (Carr, 2000: 150, 152- 

153).

In addition, Granovetter discusses how economic actions are embedded in social 

relations. He feels that economic behaviour is to some extent embedded in social 

relations. Economists he argues, see the economic arena as almost a separate zone of 

activity. Therefore people behave economically like individual atoms and without many 

social links. Also many other social scientists feel that although economic behaviour was 

more embedded in previous times it is less so today.

However, Granovetter says that economic behaviour is more socially embedded than both 

these points of view (1985: 483).’’* He argues that social relations are responsible for 

bringing order and trust to economic life (1985: 491, 501). In addition, a high level of 

order can be found in the marketplace across firm boundaries. He also feels that order or 

disorder, honesty or dishonesty has more to do with the structure and quality of these 

relations than with its market nature (Granovetter, 1985: 502-503)

If we take Granovetter’s view we could conclude that the growing marketisation of our 

society need not necessarily make us less communal. However, the market paradigm does

Carr (2000: 177) references this material from Cohen and Granovetter.
Granovetter (1985: 481-483) is in fact fighting a case against both under socialised and over socialised  

accounts o f  econom ic action. This particular debate is not our concern here.
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not support communal life and social integration. In this context Lord Young summarises 

well when he refers to enterprise culture as the ‘restoration of the age of the individual’ 

(Bridge, O'Neill and Cromie, 1998: 41). Therefore even where there is some gain from 

co-operation, it’s starting and finishing point is individual need and not community or 

human reciprocity. The growth therefore o f individualism through the culture of 

enterprise has noticeably affected the type o f society today’s student operates within.

The culture o f enterprise helps us to better understand society. A more recent issue has 

been the culture o f celebrity and entertainment. We briefly review these topics to help us 

better understand the society within which the student operates and does service.

4.7.4 Entertainment Economy

According to Brandweek consumers are changing from coveting ‘real’ goods to 

demanding 'feel goods'. This means they are beginning to demand that their purchases 

also make them feel better, less stressed, and so on.'^^ Experience is becoming a 

commodity.

Thirty years or so ago the service sector emerged as the dominant part o f the economy. At 

first critics found it difficult to get to grips with the intangible nature of output. Now 

businesses have for the main part successfully turned services into well-structured 

commodities that are relatively easy to produce, market and buy. In this context 

successful companies realise that the best way to differentiate ordinary products such as 

clothes, cars, computers and food, is by adding high quality service to their provision. 

According to Pine and Gilmore, the service economy is now going to be superseded by 

the experience economy (1999). They argue that businesses that rely on producing just 

goods and services will become exposed to more effective competitors. To avoid this 

possibility they must leam to incorporate rich, compelling experiences into the provision 

o f their product or service. He mentions the humble coffee bean as incorporating any of 

three economic offerings -  commodity, good or service. However, they now suggest that 

if  you buy it in a very trendy restaurant the premium price you pay is for the experience -  

giving us our fourth economic offering (Pine and Gilmore, 1999; 1).

See Brandweek quote located at http:/7theenteitainmenteconomv.com/quotes.html accessed on the 13 
December 2002.

131



Elsewhere Wolf talks about the entertainment economy, which he suggests has become a 

driving force in the economy. For Wolf business is becoming synonymous with 

entertainment (1999). Although the quality and price of the product is still critical, people 

have come to expect that they will be amused or entertained by their purchases. For 

example, some consumer brands are trendy because they are linked to well known 

celebrities. This view suggests that businesses should consider the possibility that they 

can more effectively market their product or service by creating an entertainment aspect 

to its purchase and use.

Gray suggests that the culture of celebrity and the need for entertainment has become an 

important ingredient not just of our economy but also o f our culture (2002). One of the 

inherent risks facing our rich and privileged economies is that consumer fatigue will lead 

to stagnant or falling demand. Since affluence is the normal condition for many in rich 

countries, continued economic growth requires the creation of new consumer needs, ones 

that go beyond affluence and being satisfied with material goods.

He also suggests that an increasing number of people work in order to keep others 

amused. Today commonplace items such as cars, originally sold to get someone from A 

to B in comfort and safety, are now sold partly for the new experiences they promise. In 

addition, Gray argues that the growing markets in certain therapies and spiritualities, the 

proliferation of designer drugs and religions, all illustrate the great need to resist boredom 

and to do so in ways that illustrate some semblance o f individuality.

Gray suggests that celebrities have become significant social indicators o f personal 

fulfilment (2000).'**’ In this respect he argues that one of the most striking features in TV 

programmes such as Big Brother is the idleness o f the participants. Apart from relating to 

each other, they have little else to do.'*'

4.7.5 Pop Art‘^^

Our discussion o f the culture of celebrity and the social context for service can be
183enriched by a brief consideration of the pop art movement o f the sixties. This

Gray's exact words here are 'in this carnival o f illusions, celebrities are at once alluring ciphers o f  
personal fulfilment and the most fungible o f  comm odities ...'

However, watching such programmes may help som e people to better interpret the world in which they 
live.

An abbreviation o f  ‘popular art’.
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movement's glorified aspects of the commercial culture o f the US and held sway mainly 

in North America and Britain. Some o f its artists used objects such as soup cans, beer 

bottles, road signs, and comic strips in their paintings, collages, and sculptures. This art 

movement tried to encourage the viewer to respond directly to the object, rather than to 

the skill and personality of the artist.

Andy Warhol was an initiator and leading exponent o f this movement. He was a skilful 

self-publicist and gave the image o f the artist as an impersonal, even vacuous, figure who 

nevertheless was a successful celebrity, businessperson, and social climber. Warhol 

received a lot o f attention for his print exhibitions of essentially ordinary objects. The 

significance of his images lay in the fact that they were of everyday, mass-produced 

objects or celebrities, and that, being prints they could be endlessly reproduced for 

everyone's sitting room.

This movement encourages people to view what are essentially banal consumer products 

as verging on the iconic. In addition, it reflects today's interest not just in celebrities but 

also in those few ordinary people who without doing anything special become celebrities. 

Simple road signs or Coca-Cola bottles becoming celebrity images has parallels with how 

certain ordinary people become famous. Indeed it was Warhol himself who said that in 

the future everyone would be famous for 15 minutes. Gray argues that in saying this he 

projected his own narcissism onto the larger world. In addition, and more importantly, he
184predicted an important aspect of today’s society (2000).

The focus on enterprise, entertainment and celebrity in our society carries a narcissistic 

core that is quite at odds with the service impulse. Enterprise culture’s focus on 

individuality and self-advancement is at odds with helping others. The culture of celebrity 

and entertainment has a voyeuristic element that encourages people to watch and be 

entertained by others. Even if a celebrity is famous for their good deeds, they are 

packaged, sold and watched more for their spectator benefit than for anything else. 

Finally, our brief discussion of the pop art movement indicates, how our culture often

Articles on pop art and Andy Warhol in M icrosoft Corporation (1999b) and Encyclopaedia Britannica 
(1999) were useful in preparing som e o f  the material below.

An analysis o f  other elem ents o f  popular culture such as pop music or advertising and the media might 
also be interesting for its impact on society and the service im pulse. This is work for another day.
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reveres ordinary consumer objects and can take the technical skill and effort of the artist 

for granted.

What does all o f this mean for the student? First what is the situation inside the college 

itself?

4 .7.6 College

In a report providing the student perspective UNESCO states that there has been an 

increasing fragmentation o f community within the university. It argues that the new 

principles underpinning tertiary education instil individualism, materialism and 

competition as controlling values. The report also suggests that the staff community and 

in particular the community o f scholars is giving way to the ‘service station’ or ‘cafeteria 

model’ o f higher education (UNESCO, 1996; 5-6, 34).

If society in general has become more fragmented and the paradigms that interpret it 

more based on individualism and ease rather than effort and community what then are 

we to do? If as UNESCO now indicates, the internal college community is also 

becoming more fragmented what next?

4.7.7 Students

Students today inhabit a society where other watching has become a recreational pastime 

and where people are increasingly encouraged to pay for experiences rather than work to 

gain them or wait to meet them. We are often encouraged to admire objects and take the 

production skill and effort for granted. They also operate within a growing enterprise 

culture that offers support and encouragement to enterprising winners and champions 

rather than to groups and community.

The balance therefore has moved towards expecting ease rather than effort and 

encouraging individual capacity and a singular paradigm rather than connectivity and 

integration. Added to this is the weakness o f traditional integrating mechanisms such as 

religion and the family. This helps us to understand the increasing indifference and 

individualism among some young people (European Commission, 2002: 6, 41).

These developing aspects o f our modem society offer little or no encouragement to 

service. Students therefore live in a world where the service motive has a weak support 

base.
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We continue our discussion of service by analysing the term community because students 

provide service in and for the community.

4.8 Community

Community, according to Charon, is a confusing concept (1992: 122). As long ago as the 

mid-1950's an American sociologist counted over ninety definitions and concluded, that
185the only common element was that they were all ‘about people’ (Worsley, 1987; 239). 

Peck says that things had got so bad that the term itself has lapsed into obsolete 

meaningless (Peck, 1993: 4). We therefore need to clarify the meaning o f community.

4.8.1 Territory

Community has a variety o f meanings. For example sociologists have discussed a number 

of meanings, two o f which can be considered central. First, we have community as 

territory, which can be located on a map. In this sense community is spatially defined, for 

example, the Carlow or Clontarf communities. In this conception o f community it would 

make little difference if the word community were replaced by a geographical or 

territorial identifier.

4.8.2 Relational

Second, we have community as relational where the community can be understood as a 

web o f connections, friendship or mutual support (Griswold, 1994: 139). This type o f 

community shares common experiences and meanings, ways of thinking and acting, 

beliefs and cultural objects. The relationships within such a community are informal and 

multidimensional rather than the formal and one dimensional ones o f a work 

organisation.

This type o f community depends on people having considerable knowledge about each 

other's lives. It also depends on its members being able to take for granted that the 

attitudes, beliefs and experiences o f others are probably very like their own (Tovey and 

Share 2000: 337). A relational community is small enough both for people to know 

something about each other and for the community to be a source of identity. Tovey and 

Share suggest that it is sometimes easy to slip from on the one hand, calling a particular

W orsley’s irritation brings to mind a long session interviewing applicants for course places. Having 
heard everyone state they wanted a place because they w ished to work ‘with people’ a tired colleague 
eventually said that this goal was particular to every career except zoo keeping.
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locality a community into attributing to its inhabitants a particular identity and set of 

relations (2000: 336). A clearly defined spatial grouping such as a small village however, 

does not necessarily form a community in this sense.

Other sociologists have subdivided the relational definition into two sub-components 

(Worsley, 1987: 239-240). First, there is a community as a local social system where 

there is a set o f relationships that occur mainly or mostly within a spatial locality. Then 

there is a relational community with a sense of identity. Those who share this identity 

may be scattered geographically and some may in fact have never met.

A group has been defined as a collection of people who see themselves as belonging to 

the same entity (Handy, 1999: 150-151). They have a sense o f ‘w e’ or ‘us’. Likewise a 

community has a sense o f identity although the sense may not be as palpable as in a small 

well-knit group.

4.8.3 Device

Community is a popular word in Ireland and many consider its society to be composed of 

communities and permeated with a community spirit. Community is part o f the Irish 

image and references to it are to be found in its literature, politics and media.

The word community and its use took on a particular meaning during the development of 

the new Irish state. The main task o f the new state, according to O'Carroll was to solve 

the problem of integration and solidarity. For this reason the Irish nation was portrayed as 

a community and Irish society was popularly seen as community writ large. Thus 

community was used as a mobilising device for building the nation since it implied unity, 

wholeness and belonging. He then argues that this particular use of community has sown 

seeds of confusion and doubt among people and thereby weakened Irish community life 

(O'Carroll, 2002: 13-15, 17).

4.8.4 Government

Collins discusses the state's relationship with community (2002). He argues that the 

emergence o f community based organisations was not a rolling back o f the state, nor was 

it a community driven innovation. Rather it was a state innovation to expand the frontiers

See Tovey and Share (2000: 334).
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of state support and activity in areas where its presence was weak such as housing, social 

welfare or policing (Collins, 2002: 100).

Perotin, in a similar vein, refers to the community or voluntary sector in the context of 

stagnating public finances and privatisation. She suggests that the increased visibility of 

the voluntary sector has inspired suggestions that community organisations can play a 

role in providing social and community services (Perotin, 2001: 327, 357-358). This is 

exactly what has happened according to the European Commission who states that there 

is an increasing delegation o f public service provision to community organisations (1997: 

16).

4.8.5 Conclusion

We have now conceptualised community in three ways. First, there was community as
* • 187territory or space. Second, we discussed community as relational.

Third, we discussed community as a device, for example for political or mobilising 

purposes or for the use o f a service-leaming course. Community as a device however, is 

not really a definition of community per se but a purpose or function. However, exploring 

the function of community as device enriches our understanding o f the term. We now
^  O

develop our understanding o f community as function by looking at its possible impact on 

personal growth and development. This also extends our analysis o f community as 

relational because it considers its contribution to personal growth and development.

4.9 Community for Growth

We discuss this by reviewing the ideas o f Vanier and others. This considers the 

possibility that student service in and with a community can enhance personal growth and 

development and act as a counterpoise to social trends that encourage fragmentation and 

excessive individualism.

4.9.1 Vanier

Vanier began L'Arche in France in 1964. He felt at the time that there was a need for 

homes and workshops for people with mental handicaps. Today L'Arche is a federation of

W e did not however, discuss here the quality o f  the relations which could be good, bad or indifferent.
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131 communities in 34 countries containing 5000 people with and without an intellectual 

disability.

L’Arche contains faith communities set up to provide service to those with intellectual 

disabilities. At its centre is the relationship between the helper and the handicapped 

which is seen as mutually beneficial (L'Arche, 2002). Community for Vanier refers to 

groups of people who leave their own milieu to live with others (1989: 10). This therefore 

is a particular concept of community. However, his analysis of community here provides 

a useful insight into the meaning o f community in general and its impact on personal 

development.

Vanier’s states that people today are nourished on independence and individualism and 

the desire to win and climb the social ladder (1989: 74). Community, he feels, is no 

longer found in the marketplace, neighbourhood or village. His point here echoes our 

earlier discussion on fragmentation of society and the decline o f social capital. The lack 

of community, he argues, pushes people into individualism. This increases the loneliness 

that is offered only slight relief in hard work, money and success. He suggests that people 

who lack community can suffer deep insecurity and proposes that children nourished on 

TV and the mass media can lack a sense of values and become rootless (Vanier, 1989: I-

4).

4.9.2 Personal Growth

Vanier sees community as a place for people and for their growth. People join a 

community to be happy and stay when they find that happiness comes in making others 

happy (Vanier, 1989: 54, 78). Community leads to openness and acceptance o f others. It 

is the place of belonging, caring, acceptance and growth in love. Without community 

people’s hearts close up and die (Vanier, 1989: 8).

Members of different groups, clubs and associations can find a sense o f security in being 

with others like th e m s e lv e s .T h e y  feel comfort and encouragement from one another. 

But frequently there is a sense of elitism in such groups (Vanier, 1989: 17).

See http://www.larche.org^home.en-gb. 1.0.index.htm located on the 13 N ovem ber 2007. 
For example professional, political, social and leisure clubs, associations and groups.
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A community must be open to others. Sects, by contrast, put up walls and barriers out o f 

fear. A group o f friends can become a community when little by little its members begin 

to become responsible for one another (Vanier, 1989: 18-19).

In this context Varlotta, refers to the borders o f a democratic progressive community as 

mutable and with ‘loose ends’ that neither confines nor defines a homogeneous group o f 

people. The elasticity o f the border operates for discourse and exchange (Varlotta, 1996: 

24-25). Such a community welcomes and encourages discourse with others. Bettelheim 

supports this view when he states that community can only flourish if it operates for an 

aim outside itself.

A community however, should not be a thoroughfare. Unless it is integrated and well 

formed it may find that an elastic border weakens it. Therefore, encouraging communities 

to be open to others should go hand in hand with advising them to become strong and 

well integrated so they can effectively welcome and if necessary support the stranger.

4.9.3 Care

Those who enter community to acquire something (for example to leam) are in fact not 

joining a community (Vanier, 1989: 20). A community is not for getting or producing 

things, although this may happen. Joining a community means being in a place where 

people care for each other and are cared for by others, a place where people can be 

vulnerable but safe.

Dietrich Bonhoeffer says he who loves the community, destroys it, but he who loves the 

members builds it.'^’ This refers to some in contemporary life who may find it easier to 

care for people en bloc rather than for individuals in particular.

4.9.4 Vulnerability

People can be vulnerable. For example, students can be vulnerable when it comes to 

exams and staff when it comes to renewing contracts or assessing progress. Vulnerability 

is not part of the standard lexicon of modem life and can be an awkward term to use in 

today’s workplace. Senge is an exception in the management literature. When discussing

Quoted m Vanier (1989: 90).
Esther de Waal (1984) referred to in Vanier (1989; 20)
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team learning he says that seeing others as colleagues is critical to establishing a positive 

atmosphere to ‘offset the vulnerability that dialogue brings’ (1993: 245).'^^

When vulnerability is identified it can have often reached its more difficult forms by 

which time it may best be an issue for the counselling, chaplaincy, medical or other 

support systems in a college. Therefore, rather than being a normal if awkward part of 

daily reality it often only becomes an issue when its effect reaches severe levels. 

Although colleges provide counselling and other supports for such types o f vulnerability 

they have not widely incorporated it into the normal lexicon of working life. In Vanier's 

community, vulnerability and dealing with it becomes a normal part o f a fuller life and he 

suggests that we may over ‘psychiatrise’ people and their problems (1989: 54).

4.9.5 Limitations

Vanier is sanguine about the capacity of society to develop community. Nevertheless, he 

is conscious of the limitations and weakness of human energy, the forces o f individualism 

and the levels of fear, aggression and self-assertion that influence human life and create 

barriers between people (Vanier, 1989: 133).

He also feels that in spite of the fact that community is a place o f trust, healing, growth 

and forgiveness and something that people want, they may still refuse its demands. 

Although therefore they want community they may also want the freedom to do just what 

they want. In this context he says community requires co-operation and a clear 

organisation and discipline (Vanier, 1989: 24-25, 35, 41, 111).

4.9.6 Celebration

Vanier argues that celebration lies at the heart o f community and that forgiveness and 

celebration are the two faces o f love. Celebration is the communal experience of joy  and 

thanksgiving. It nourishes, restores and gives us the strength to live.

He makes a distinction here between going to parties, theatres, cinema and a celebration 

(Vanier, 1989: 312). In the former we are often spectators but in a celebration we are with 

our family, friends or colleagues and are strengthened and renewed. Vanier's celebration 

has some parallels in service-leaming.

4.9.6.1 Service-Learning

It is however a normal topic in the mental health literature. For example see Hing and Breen (2007: 348, 
352, 357 and 359).
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Payne states that celebration is an important part o f service-learning in that it recognises 

students for their contribution and provides closure. He feels that society needs to let 

young people know that their contributions are valued (2000: 11).

Bucco and Busch refer to the importance o f creating opportunities for celebrating and 

reflecting on the accomplishments of the academic year (1996: 243). Rubin goes further 

and suggests that celebration is a characteristic of an effective learning organisation 

(1996: 313). Finally, some argue that celebration is an essential element of service- 

leaming (Laroder, Tippins, Handa and Morano, 2007: 32).

However, while one may note the linkage between celebration in Vanier and service- 

leaming, there are some differences. For example, the Bucco, Busch and Rubin 

references relate the celebration component o f the pedagogy to the recognition of 

excellence. Vanier’s conception o f celebration however, is imbued with a rather specific 

view of individual worth.

To clarify this we consider the principles o f L'Arche. This states that whatever their gifts 

or limitations, people are bound together in a common humanity. Everyone is of unique 

value and has the same dignity and rights (L'Arche: 2002). This perspective does not sit 

easily with an exam result sheet going from top to bottom. This is neither to criticise the 

service-leaming support for celebration nor to query such a result sheet. The point here is 

to clarify the possibilities for developing greater community in college and celebrating it 

in such a way that all genuine efforts at service in a service-leaming course are fully 

recognised.

4.9.7 Community as Growth

Our earlier understanding of community as territory, relational or device is now 

broadened by Vanier’s insight that community can support personal growth and 

development. This extends our relational description o f community. By providing service 

in the community the student can grow and develop.

This understanding of community also parallels our earlier definition o f service as 

charity. Offering students the opportunity to provide and be involved in charitable 

service can provide an opportunity for personal growth and development.

However, using Vanier to discuss community may trouble those who have difficulties 

with faith issues. Zijderveld feels it is unfashionable to deal with social philosophy, social
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ethics and theology issues (1970: 171). His reference to what he calls the death of God is 

relevant today. Therefore our consideration o f a faith element in our analysis of 

community may be open to criticism. However, Zijderveld's answer to this issue is also 

relevant. He says people should liberate themselves from everything fashionable by 

remembering that what counts is the accuracy or otherwise o f the analysis.

4.9.8 Need

Others have referred to the need for community. For example, Buber argues that there is a 

great longing for community in Western c u l t u r e . L i k e  Vanier, but coming from a 

different faith tradition, he feels that community is essential for the individual and society 

at large. He also states that the true place of realisation is the community (Friedman, 

1976: 43, 46). Individual growth is for Buber enlivened, deepened and fulfilled by 

engaging in relationships. Interestingly he also suggests that the main function of 

education is nurturing relational capacities (Murphy, 1988: 92).

The sociologist Durkheim also refers to society’s need for community. Because o f this 

need, he argues, community is something that constantly reappears, although not always 

in immediately recognisable forms (Tovey and Share, 2000: 337).

4.10 Implications

There are a number of implications we can take from our discussion o f community. We 

consider these under the different types o f community.

4.10.1 Territory and Relational

The territorial and relational meanings have implications for service-leaming. First, 

students providing service in a territorial community with a weak relational component 

may find their work made difficult by the absence of a relational network.

Second, students providing service to a relational community that lacks a clear 

geographical locus may come up against contact and linkage problems. They may also 

experience comprehension difficulties unless they are familiar with the community's 

culture and systems o f meaning and are well prepared for the engagement. This issue may 

become even more difficult if the community identity is built around what has been

Martin Buber (1878-1965) was a German-Jewish philosopher w hose ideas centred on the dialogue o f  
man with others. Although not around now to witness the most recent manifestations o f  W estern culture he 
lived through two World Wars and all that went with them.
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called a ‘tyranny o f consensus’. Here the community is framed around principles o f 

exclusion, homogeneity and the reduction o f difference (Meade and O'Donovan, 2002:

7).

4.10.2 Device

Community as a device is also relevant to service-learning. Where service-learning treats 

the community as purely a learning resource or device it views it as an object rather than 

a partner. In so doing it may weaken community.

The service-learning literature has considered the issue o f reciprocity between the 

leamer/college and community. For example, Vemon and Ward suggests that service- 

learning research tends to emphasise student learning outcomes and pedagogical issues 

and de-emphasise community voice. They argue that research should include both 

campus and community viewpoints (Vemon and Ward, 1999: 30). Porter and Monard 

state that fostering understanding and reciprocity is a central aim o f service-leaming. 

This, they say, makes it more than a pedestrian pedagogy so that it becomes a 

fundamental worldview (2001: 5). Finally, Pigza and Troppe emphatically state that 

service-leaming must be grounded in reciprocal, authentic partnerships with the 

community (2003: 106-107).

4.10.3 Government

Community as govemment activity has implications for service-leaming as the service 

component may be indirectly supporting govemment activity. This linkage between 

service activity and govemment may not however, be as troublesome as it might appear. 

The Green and White papers on voluntary activity and the community and voluntary 

sector are relevant here (Department of Social Community and Family Affairs, 1997 and 

2000).

The earlier Green Paper took a rather instmmental view o f the community sector whereas 

the later White Paper indicates a more balanced role for both the state and the community 

sector. The emphasis shifted from a view that saw the state as a monolith attended by the 

community sector to one with a more dynamic view o f reciprocal roles and a new shared 

understanding (Broderick, 2000: 105).

The National Committee on Volunteering states that a policy must maintain a balance 

between the state, the voluntary organisation and the individual nature of volunteering
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(2002: 104). This more balanced approach o f the state contrasts with the earlier view o f 

community as state device.

One way or the other the student seeking a service site outside the college walls may end 

up providing service with or for a voluntary organisation that is partly at least funded by 

the government.

4.10.4 Community fo r  Growth

This view of community as a support for personal growth and development ties in with 

our research questions which look at the knowledge and values outcome of service- 

learning and which we consider in our findings section. It also fits comfortably with the 

OECD’s scenario below that views education as a core social centre and a bulwark 

against society’s fragmentation (2002).

Next we consider the location of service and reflect on the issue of internal and external 

service.

4.11 Location of Service

Students are involved in serving others. The question is: where do they provide this 

service? Must the recipient, individual or community, be outside the campus walls, in the 

nearby town, or somewhere else? Can the service benefit those within the internal college 

community? Alternatively, are not college students an elite who should be encouraged to 

help others?

We find below that most of the work in service-learning encourages students to provide 

service to the external community. We argue, however, that students can also help the 

college’s internal community where they can find plenty of good work to do. In 

considering the construct of the internal and external community we are expanding our 

understanding o f the nature o f service.

4.11.1 External Community

One of Howard's good-practice principles discusses the criteria for selecting service 

placements. He suggests that the service in the community must comply with what both 

the community or community-based agency and lecturer define as important. He refers to 

the need for knowing the community/geographic area, the agency and its staff Finally, he 

refers to the community members or agency staff not having experience o f working with
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college students (Howard, 2001: 17, 23-24). In all o f this we get the impression that 

Howard is referring to providing service in the external community outside the walls of 

the college.

Many others likewise refer to the external community. For example, Battistoni refers to 

‘sending students out’ to do service and to community partners and service placement 

sites (2001: 7, 12). Others refer to the scholarship o f  engagement and pilot sites for 

service (Applegate and Moreale, 2001: 2, 3). According to one o f many manuals in the 

area, service-learning addresses the outreach mission o f  the university (Colorado State 

University, 2002: 3). Finally, Jacoby states that the term community in service-learning 

refers to local neighbourhood, state, nation and global community (2003: 4). There is 

nothing here about the internal community -  it’s all out there.

Some external communities are being ‘partnered’ to exhaustion (Ramaley, 2000: 3). This 

latter comment is important to bear in mind when one is considering the nature o f the 

community being served. First, one must not serve them to exhaustion and second, the 

recipient communities can be quite weak and involving service students may be a 

challenge. However, there is much discussion o f how effective partnership works.

4.11.2 Pyramid

Engagement with the external community is conceptualised in service-leaming in a 

number of ways. First, we consider the Campus Compact pyramid. This discusses the 

stage o f adoption o f service-leaming within a college by considering the existence or 

otherwise o f a service support centre.

At the introductory stage the third level institute has no service centre. At the 

intermediate stage a centre exists to help staff and students link with the community 

partners. This supports and administers the channelling o f  students and resources into the 

community.

See for example Sandy and H olland’s (2006) interesting article.
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A D V A N C E D :
•Strong S-L cen tre  
•Strategic pa rtne rsh ips 
•W idespread S-L

IN T E R M E D IA T E :
•V is ib le S-L cen tre  
•C om m unity  Networl<s 
•10-24%  sta ff involved

•No S-L centre
•Ad hoc com m unity
invo lvem ent
•A few  sta ff (in a few
areas)

IN T R O D U C T O R Y :

Figure 4.5: Stage of Adoption of Service-Learning: The Pyramid’^̂

At the advanced stage the college has developed a strong volunteering centre which has 

built up significant strategic partnerships with various community organisations. This 

pyramid implies that the service provided is aimed at the external community. Therefore 

this model would need to be modified to take account of circumstances where a college 

focuses some of its service projects on the internal college community.

4.11.3 Framework

The service framework for developing campus community partnerships by Enos and 

Morton is yet another example of the focus on the external community (2003: 26-31). 

Again the distinction between the college and the external partner is a significant 

component of the framework as we see below.

First, service activities can occur as one-off service events or projects. Then they can 

occur as short-term placements. Here service-leaming programmes provide direct labour 

to a community partner for long enough to justify relevant training and support. Next we 

can have ongoing placement and mutual dependence between the community partner and 

the college. This happens when short-term placements are sustained over time. Then we 

move to core partnership and interdependence where the two partners extend and deepen 

the synergy o f ongoing placement. Here they are both able to represent accurately one 

another’s interests and greater risks can be taken. Finally, we have transformative 

partnerships where the joint activities of the college and the community partner help 

transform both.

Adapted from Campus Compact (2002).
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I One-off (Events/Projects)

Figure 4.6: College -  Community Partnership Framework'^^

Here again the main service focus in service-leaming is the external community as 

distinct from the internal one. This framework peaks when the joint work of the college 

and the external partner allow the possibility o f organisational transformation for both. 

This is similar to the Campus Compact pyramid which reaches its advanced stage when 

there is a significant service centre to support the college in providing service to its 

external community.

The dichotomy we make between the internal and external community is not a significant 

feature o f the literature. However, it is used here as an analytical device to further our 

understanding of the meaning of service.

Service-leaming supports the external community because it provides plenty of scope for 

student service activities. However, we argue below that the internal community can also 

be an important service location.

4.12 Internal Community

The potential of the internal college community for service projects becomes somewhat 

clearer when we consider some of the difficulties within its boundary.

4.12.1 Difficulties

The college community is not always a happy place for its students or staff. Students in 

particular can have difficulties, not least being the inability to learn, achieve adequate 

grades and stay the pace.

4.12.1.1 Non-Completion

Adapted from Enos and Morton (2003).

147



Non-completion rates have become an issue both internationally and in Ireland. Student 

failure and drop-out are now o f concern everywhere, regardless of the type o f institution, 

programme or country. In addition, failure and drop-out rates are the subject of 

considerable debate internationally and the OECD argues that there is a legitimate cause 

for concern on these issues (1998: 69-70).

Non-completion rates vary widely across the OECD where, on average, about a third of 

all university entrants leave without graduating. Ireland is located at the lower end o f the
! 97international scale at 23 per cent.

4.12.1.2 Socialising

Newman worries about certain aspects o f student socialisation. He suggests for example, 

that many students are socialised on campus to such antisocial activities as heavy 

drinking and gambling. On gambling he says students are three times more likely to 

‘exhibit pathological and problem gambling' than others (Newman, 2000: 5). Student 

drinking, gambling and for that matter drug taking however is part of an overall youth 

problem in society.

On drinking the Minister for Health and Children states that Ireland has moved to the top 

of the European league when it comes to young people drinking alcohol (Department of 

Health and Children, 2001). He also refers to the growing problem of excessive alcohol 

consumption or ‘binge drinking’ in the 18-29 year age group (Department of Health and 

Children. 2002). The HEA also expresses its ‘concern at the relatively high proportion of
1 QO

expenditure on (student) socialising’.

4.12.1.3 Two Nations

It has also been argued that Irish third level students constitute ‘two nations’. The first or 

majority group ‘are not over-worked’ and often supplement generous parental support 

with term-time jobs that support ‘enviable lifestyles centring on bars, socialising (and) 

clubbing’ (Ryan and O ’Kelly, 2001: 78). There is also concern at the relatively high 

proportion o f spending on socialising -  almost a third of the total with 52 per cent o f this 

figure on alcohol and tobacco (Ryan and O'Kelly, 2001: 8, 78). The second and smaller 

less privileged group contains those with financial, accommodation and workload

OECD findings quoted in Morgan, Flanagan and Kellaghan (2001: 16). 
Don Thornhill, former HEA chairman in Ryan and O ’K elly (2001).
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difficulties. Research here shows that 23 per cent o f female and 15 per cent o f male 

students choose to forgo a main meal most days o f the week.

4.12.1.4 Drugs

On drugs a United Nations Office on Drugs and Crime survey found that young Irish 

people in general are the biggest abusers o f amphetamines and ecstasy in Europe, and the 

fourth highest in the world. Amphetamine abuse is five times higher in Ireland than in 

most other European countries and is only exceeded by Thailand, Australia and the 

Philippines. Irish people are also the world’s second biggest abusers o f ecstasy after 

Australia. Although the extent o f Irish drug abuse recorded in this survey was disputed by 

some a more recently reported survey found that young Irish people have the highest rate 

of solvent abuse in the

The increased concern with student experience o f college life has encouraged a greater 

interest in its operation and an effort to expose its nature. For this reason the internal 

college community has in recent times become a focus of interest.

4.12.2 Encounters

Students spend time in the geographical or relational community that is the college and 

engage in a variety of encounters within its boundaries. Skilbeck's report on Irish 

university education contains a section on encounters. This refers to the interactions and 

interrelationships of teachers and researchers with students and a variety o f other 

organisational processes. He argues that we need to understand these complex encounters 

and the related complexities if sound judgements are to be made about the future o f the 

Irish university (Skilbeck, 2001: 73).

He then goes on to say that these encounters are in danger o f being fractured and 

trivialised by the effects o f massification. Here he refers to the arrival o f the mass lecture 

and crowded t u t o r i a l . H e  says that the most pervasive student encounters are with the 

activities o f formal study and the social and cultural life o f the university. Skilbeck deals 

with some of the issues related to encounters such as teaching standards, curricula

See the Irish Times 17, 21 and 22 October 2003. See also http://www.drugsprevention.net accessed on 
31 October 2003. This site is supported by the Northern Ireland Health Promotion Agency.

This may in fact get worse if  Barrett is correct. He predicts that areas ‘with large numbers o f  
undergraduates and high student staff ratios face reduced expenditure allocations’ (Barrett, 2006; 46).
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relevance, campus life and so on and then refers to the growing concern with low 

performance, failure and dropout (2001; 73, 75).

Skilbeck's concept of student encounters is provided a useftil context in Chickering and 

Reisser's Education and Identity. Things have changed since was this was first published 

in 1969. Then, according to the authors, educational institutions were not supposed to be 

social service agencies, churches or surrogate parents. It therefore did not matter much if 

students worked all night, drank heavily or spent a lot on the bookies. Looking after the 

full person was not a college responsibility. Instead they argued that the goal was to 

provide students with a range o f knowledge, skills and insights that would somehow help 

them attain a good living standard in the job market (1993: xi).

4.12.3 Student Development

In the intervening years Chickering and Reisser argue that the student development 

perspective has gained substantial acceptance. There is growing awareness that third level 

education must now contribute more than just skill and discipline transfer, though this 

still retains the main focus (Chickering and Reisser, 1993: xii).

The college community can be viewed as a self-contained unit consisting o f a variety o f 

communities such as reference groups, informal circle of friends and student residences. 

It can also include student organisations and classes that emphasise and encourage 

student connections to each other and to content and process. They argue that once a 

student identifies with a particular group, it becomes both an anchor and a reference point 

(Chickering and Reisser, 1993: 275-277, 394).

The concept o f the internal community can be seen as a way o f conceptualising student 

life within the college. A community, as we saw earlier, is not an association of people 

organised for a specific purpose in accordance with certain rules. Thus a formal class is 

not necessarily a community. It may simply be a number o f students with nothing in 

common except the same curriculum, timetable and lectures. A class as a community has 

more than this. It has a relational core as evidenced by the development o f relationships 

among the students. It has also a sense o f identity.

4.12.4 College as Community

A school is a community according to UNESCO (2000a: 5). In addition, Dewey argues 

that schools should contain social processes which help form a community (1963: 58).
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Students providing service in the internal or external college community leam about 

community and being part of one and this can enhance their personal development. This 

is different to students feeling they are the centre o f things. In community they are a 

recognised part o f something inclusive. Here they can operate normally, serve others, be 

vulnerable and, when necessary, be forgiven.

Students watch how they are dealt with in and around class. If the service-learning class 

is a battleground where they must fight their place and where exam results and other 

factors determine the pecking order, the course is talking community and doing 

something else.

4.12.4.1 OECD

The OECD offers an interesting range of scenarios for schooling to the year 2020.^®' 

These are clustered into three main scenarios: One attempts to maintain the status quo, 

two focuses on ‘re-schooling’ and three on ‘de-schooling’.

Scenario two on re-schooling contains two components. The first sees schools as learning 

organisations and concentrates on their knowledge rather than their social or community 

role. Here service-leaming would be offered only if it provides a robust learning 

pedagogy and a contribution to knowledge acquisition and development.

The second component sees schools as core social centres. Here the school enjoys 

widespread recognition as the most effective bulwark against social, family and 

community fragmentation and is constructed to compensate for such problems. This 

school is significantly defined by collective and community tasks. These tasks lead to 

extensive shared responsibilities between schools and other community groups, bodies 

and institutions. Here the learning focus is broadened to pay more attention to non- 

cognitive outcomes, values and citizenship and a variety of organisational forms emerge, 

with a strong emphasis on non-formal learning.

If we relate scenario two to third level we may have an element o f a response to the 

fragmentation difficulties o f society. As part o f such a scenario service-leaming could 

encourage community and collective tasks. It could also help develop non-cognitive 

outcomes, values and citizenship. This scenario might also help provide an antidote to the

The scenario details below are taken from OECD (2002). This work was carried out by the O EC D ’s 
Centre for Educational Research and Innovation (CERI).
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increasing fragmentation within the university which we referred to earlier (UNESCO, 

1996; 5-6, 34).

4.12.5 Service Projects

The internal college population offers plenty of scope for service projects. Those who are 

part of the college population are indeed part of an elite. However, this elite, as we saw 

above, may not always be a happy one. Not everyone stays the pace and there are many 

internal community issues or concerns that provide ripe soil for suitably run service 

projects. Students wishing to carry out service projects for the internal community should 

be encouraged. Charity begins at home is an old adage. In fact some students may prefer 

to carry out an internal community project before they venture out into the external one. 

When we look at the literature we find that not all the service projects in service-learning 

goes outside the college boundary. For example. Rice refers to a number o f service 

projects aimed at helping students within the campus. Among these were projects on 

breast cancer, student depression, nutrition, and the date rape drug (Rice, 2000; 84-93). 

The CLP also encourages service projects for the internal community. Recent examples 

here include student projects designed to improve class atmosphere and reduce exam 

stress. In addition, there were projects aimed at advising and supporting students on 

topics such as drink driving, cardiac arrest in the young, rape, depression, suicide, alcohol 

and drugs.

4.13 Summary

We now summarise our chapter findings on service by considering the meaning o f 

service, volunteering, the society context for service and the meaning and location o f 

community.

4.13.1 Meaning o f Service

First, we discussed the meaning o f service. Here we discussed some general definitions 

which indicate that service is intangible, experiential, heterogeneous, complex and 

interactive in nature. We then considered the service-leaming literature on service and 

discovered early on that it was a highly contested concept. Having analysed the literature 

we found that service could best be considered either a charity or social change activity. 

4.13.1.1 Service Core
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Finally, building on this literature we developed our own understanding o f service by 

using the Christian concept of charity. We decided here that the defining ingredient of 

service is the impulse or intentions which drive it and not the technical quality o f its 

provision. On this basis we developed a service spectrum going from a deep caring 

impulse, to a mixed motive impulse, to one which has a large self-concern element with a 

relatively small caring element.

4.13.2 Volunteering

Second, we continued our consideration o f service by considering the meaning of 

volunteering. Students taking a service-learning course volunteer to provide service to 

others. Volunteering has the following characteristics:

■ It is a free will and unpaid activity.

■ It is formal or managed rather than informal;

• It is relational in nature;

• It should be healthy and safe.
^02• It can be carried out in the internal or external community.-

4.13.3 Society Context

Third, we considered the social context within which the service in service-learning takes 

place. Here we found indications that civic, political and religious involvement and 

connectivity in general have declined. We also found that the culture of enterprise and the 

market encourages people to reconstruct themselves as competitors rather than members 

of society with communal values and responsibilities.

This culture also encourages students to see themselves increasingly as customers rather 

than members o f a college community. Increasingly they are encouraged to link their 

activities to an economic approach and their identity is increasingly being directed 

towards an enterprise o f the self. This culture discourages social obligation and for the 

most part ignores community life.

In the entertainment and experience economy we found that demand is increasingly being 

stimulated by encouraging people’s narcissistic tendencies. Our discussion o f the pop art 

indicates how some o f our modem images provide little or no encouragement to serve

This arises from our discussion o f  the locational aspect o f  service.
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others and little or no indication of the skill and work that went into producing them. On 

the contrary we are encouraged to treat some of these often banal images as verging on 

the iconic.

4.13.4 Community

Fourth, we defined community as territory, relational, or device. We also developed the 

relational nature o f community by considering community as a place o f personal growth 

and development.

4.13.5 Location

Finally, we made a distinction between the internal and external community and 

suggested that the internal college community can also offer a rich source for student 

service activity.

4.14 Answer

This chapter considers the meaning and purpose o f service in service-learning. It deals 

w'ith the third of our preliminary research questions:

Can we develop a clear description o f the senice component o f service-learning fo r  the 

purpose o f this study?

The answer is yes. We found that the defining ingredient of service is the impulse which 

drives it. This impulse can extend from an underdeveloped form with a large self-concern 

component to a developed form where there is a large charity element.

We can evaluate this by forming an opinion o f a person’s position on this service 

spectrum. This provides us with an important insight on the service end of service- 

learning. To help analyse the values elements o f these learning outcomes we can make 

use of our service spectrum.

We also found that students volunteer for service and do so of their own free will. Service 

in this sense is managed rather than informal. Service is an activity which is not 

encouraged by certain developments in today’s society and its encouragement through 

service-leaming is to be welcomed.

Service is a relational activity in a community and can provide students with the 

opportunity to grown and develop. Finally, service can be located in either the internal or
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external community and can provide the student with the opportunity to grow and 

develop in their community.

4,15 Conclusion

We have now considered both service-learning and its two components learning and 

service. Having done this we have a clearer understanding o f the pedagogy itself and its 

infrastructural components, learning and service. We are now ready to consider a purpose 

for service-learning in our next chapter. We do this by reflecting on the role o f third level 

education in the literature and apply our findings here to service-learning.
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CHAPTER 5: THIRD LEVEL ROLE

Having discussed service-leaming and its two elements learning and service we now 

consider the third level context of the pedagogy. This chapter therefore discusses the role 

of third level education in order to provide a context and purpose for service-leaming.

5.1 Question

This chapter attempts to answer our final preliminary research question by reviewing the 

relevant literature:

What is the role o f  third level education and how does this impaet on the purpose o f 

service-learning in general and the CLP in particular?

Clarifying this role is not an easy task because o f the diversity o f opinions and the range 

of perspectives. Our discussion o f the literature considers a variety o f national and 

international policy documents along with the ideas and opinions of a number o f highly 

regarded writers. Although the material provides a number of sometimes contradictory 

approaches we analyse these in order to develop a coherent view of the role and purpose 

of tertiary education. This then provides us with a contextual platform for investigating 

service-leaming and its possibilities.

5.1.1 Two Roles

The role of third level education can, we find below, be discussed under two headings. 

First, we consider what we call the currently dominant view o f third level. This argues 

that its chief role is economic and its purpose is to prepare the student for the work world. 

Within this role its main activity is considered to be working with, developing and 

providing usefiil knowledge.

Second, we consider what we call the ancillary role. This proposes a broader purpose for 

third level and concems itself with the wider needs of the individual and society. This 

helps individuals to be better prepared to live with themselves and others in the world of 

today. This role can refer to a variety o f concems such as people’s ability to live within 

the family, neighbourhood, community, society and world. It deals with such issues as 

personal development, capacity and integrity, ethical and citizenship values, community
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and concern and respect for others. These two objectives are often placed in stark 

contrast to one another and this dichotomy is evident in the international and domestic 

literature.

Having clarified these two viewpoints we then draw the strands together. This allows us 

to develop a composite role for third level. This model provides us with a component of 

the conceptual base for our primary research.

5.2 Dominant View

This view is most clearly seen in the reports and documents o f government agencies and 

international bodies such as the OECD and the European Commission. We discuss this 

view by considering the commentary at different levels. First, we consider the 

international and European level. Then we consider the UK and Irish commentary.

5.2.1 International

At the international level the OECD’s report Universities Under Scrutiny refers to an 

internal crisis o f purpose within higher education (1987: 7). It argues that international 

competition between economies has come increasingly to influence the educational 

agenda o f policy makers. It suggests that governments are increasingly o f a mind to 

advise educators that since universities must live in the real world they cannot therefore 

be ‘all praises and hallelujahs, and perpetually in the vision o f things above’ (1987: 16). 

The report also criticises what it refers to as those radical groups who embrace a nostalgic 

image o f a society where economic considerations take second place to issues such as the 

quality of life (1987: 12).

This type o f report is not always dry reading and sometimes one finds tiny sparkles of 

humour inadvertently hidden in the material. One such reference refers to Musgrove who 

argues that the increased emphasis within society on the usefulness of knowledge and 

skills served to domesticate the university (OECD, 1987: 15). In this essential utilitarian 

role the college can now be considered more like a factory chicken than a wild duck.

In similar vein a World Bank report argues that increased responsiveness to labour 

market demands is a major element of a strategy to improve the performance o f higher
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203education (World Bank, 1994: 66). The other objective mentioned is to improve equity. 

Here the report’s rationale for improving equity relates to increasing national integration 

for economic and political reasons. There are definitely no praises or hallelujahs in this 

particular analysis o f higher education. Nor indeed is there any stated interest in issues of 

personal development or integrity, community, values, ethics or citizenship. In fact a 

close search o f the document indicates that none o f these terms are to be found anywhere 

in the text. '̂*'' The only link to these areas might possibly be through the need for equity 

to improve integration for political reasons mentioned above. However this possibility is 

not identified. Higher education in this analysis is predominately for the work world.

5.2.2 European and UK

At European level a Commission report summarising the literature, states that education 

is a primary determinant of one’s income and labour market status. Here an extra year in 

education increases wages by around six and a half per cent across Europe and by as 

much as nine per cent in European Union (EU) countries with less regulated labour 

markets. In addition, an extra year in education increases aggregate productivity in the 

economy by around five per cent on impact and by an extra five per cent in the long run 

(European Commission, 2003a: 3).

UK: In the UK the Dearing Report develops a view of the learning society which can be 

seen as moving higher education nearer to the needs o f the economy. In a learning 

society, according to Dearing, everyone is encouraged to continue ‘in education and 

training throughout their working lives’ so the UK can ‘sustain a competitive economy’ 

(1997: 9). The report’s discussion of the learning society refers to the changing context in 

the global economy, where goods and services providers can locate their units wherever it 

is most competitive to do so. In this new global economy, Dearing argues, the ‘only 

stable source of competitive advantage ... is a nation’s people’ (1997: 9). Although to be 

fair to Dearing he also links the learning society to personal fulfilment, his main concern 

and the bulk o f his report’s focus is on the needs of the economy.

The third item mentioned -  improved quality o f  teaching and research -  is really a means rather than an 
end.

Confirmed by a reading o f  the text follow ed by an Acrobat reader search o f  the electronic (pdf) edition 
o f  the document.

158



Smith argues that Dearing must be read within the context of a society transformed by 

globalisation. On this he feels that Dearing’s concept o f the learning society is one which 

reflects the development o f further education as a form of economic instrumentalism 

(Smith, 1998: 112-113).^'’̂

5.2.3 National

At national level the Higher Education Authority’s (HEA) report on the future of third 

level notes its role in Irish economic development (1995: In this context it endorses

the sector’s involvement in such endeavours as campus companies and technology 

transfer to industry'. It also recommends that the state development agency Forbairt, the 

Irish Business Employers Confederation (IBEC), the HEA, and the third level sector 

together reach agreement on funding issues for contract research. In this context it argues 

for the co-operation and complementarity in research and development across the system. 

In addition, it commends higher education’s efforts in job creation in association with 

industry (HEA, 1995: 13-14).

Following the Irish 1995 Whiter Paper on education there was a variety of reports and 

initiatives indicating a ferment of ideas and proposals for moving education rapidly 

towards an ‘advanced knowledge-based society/economy’ (Skilbeck, 2001: 139). This 

activity encouraged Irish policy makers to focus their efforts on the knowledge 

economy/society role for education and indicated, according to Skilbeck, a need and a 

readiness to undertake far-reaching reforms. Ireland, having been encouraged by a decade 

of fast growth and European membership success, is he argues ‘clearly seeking to 

position itself among the leading OECD countries’, through educational and other means 

(2001: 133).

More recently the HEA says that ‘higher education plays a central role in developing and 

sustaining an advanced society’ and that it ‘supports both personal development and 

national, social, cultural and economic development’ (HEA, 2004: 6). It also says that ‘if 

Ireland as a society and an economy is to continue to develop, we must urgently adopt the

Smith in fact does not use the word ‘econom ic’ here but im plies it both here and throughout his article. 
The HEA is the statutory planning and developm ent body for higher education and research in Ireland. 

It has wide advisory powers throughout the third-level sector. It is also the funding authority for the 
universities and a number o f  designated higher education institutions (Higher Education Authority, 2004). 
See also http://www.hea.ie/index.cfm /page/categorv/id/133 located on 20 N ovem ber 2007.
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strategies necessary to create a dynamic, knowledge-based, innovative and inclusive 

society’ (HEA. 2004: 6).

Finally, it says that it has an important role to play in developing ‘knowledge workers of 

the future ... in creating the innovation capacity to develop new businesses, services and 

products; in cultural development; and in enhancing social cohesion and understanding in 

our society, not least by improving the level and sophistication of analysis and debate’ 

(HEA, 2004: 6).

This more recent strategy document takes a broader view of the role of higher education 

than the simple economic one and provides us with material to extend our analysis.

5.2.3.1 OECD Review

The OECD review o f Irish higher education states that Ireland was ‘one of the first 

European countries to grasp the economic importance o f education’ and recognises that 

tertiary education is a ‘key driver for the economy’ (OECD, 2004: 7, 60). The review also 

states that it was ‘struck by the consensus’ on this fact (OECD, 2004: 61).

The review itself provides fifty two recommendations. However, not a single one 

supports or encourages in any direct way the ancillary role of higher education. This 

review sticks to the economic position and the various recommendations either directly or 

indirectly support this approach.

The report for example, recommends that the Institutes of Technology should concentrate 

on applied research. It then states that this research should be supported by Enterprise 

Ireland to ensure it ‘is targeted against clear... economic priorities’ (OECD, 2004: 35, 

40). It also recommends that a National Council for Tertiary Education, Research and 

Innovation should bring together relevant government departments with an interest or 

involvement in tertiary education. This council should determine a strategic agenda for 

tertiary education and its ‘relation to innovation, skilled labour force and the economy’ 

(OECD, 2004: 52).

Even when the report refers to the need to recruit and retain students from disadvantaged 

backgrounds its rationale is economic. Here it states that the time is ripe for a further 

attack on this problem because, ‘there is a risk o f a national shortfall o f qualified new 

entrants to the labour market’ (OECD, 2004: 30, 32).
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In fairness the report states that the economic role ‘should not obscure’ the artistic, 

intellectual, citizenship and civil society role o f tertiary education (OECD, 2004: 8). 

However, having made this important statement the report fails to provide it with any 

tangible substance in either its analysis or recommendations.^^^ Thus the complete focus 

of this important national report is the economic role of higher education.

Therefore, the central argument o f the above national and international literature is that 

higher education should focus significantly on its economic role. Clark captures the 

essence o f this approach with his concept o f the entrepreneurial university (1998: 4).

5.2.4 Supporting the Economy

When the national and international policy literature considers other roles for tertiary 

education it often discusses these in the context o f supporting the economy. For example, 

the OECD’s Making the Curriculum Work, repeats the basic economic argument. Here it 

refers to education preparing us for constant adaptability, the tapping o f talent pools and 

the need to acquire novel skills and competencies (1998a: 7-8). This study, however, also 

refers to other educational concerns.

Here it states that growth slowdown and ecological issues provide a role for education. In 

addition, it refers to drug taking and extremist activities that threaten peace and harmony 

and link these to materialistic values which lead some young people to ‘lose sight of 

existential landmarks’ (OECD, 1998a: 8). It also discusses the implications o f 

unemployment for tertiary education and states that the conventional approach that 

rewards the mastery o f traditional bodies o f knowledge looks increasingly untenable. In 

this context it argues that we should reorganise our curricula to enable students in danger 

o f social exclusion to ‘situate their learning experiences in positive visions of the future’ 

(OECD, 1998a: 52). Therefore, if the university does not always succeed in having its 

graduates enjoy gainful activity it should ensure that they are supportive members of 

society rather than negative malingerers.

In all o f this however, the educator’s primary role remains focused on preparing the 

student for the work world and where unemployment, drug taking, extremism or 

ecological problems threaten this world the education system should help out. The report

The Royal Irish Academ y states that having made this important statement the report then goes on to 
‘obscure precisely this role by ignoring it’ (2004: 8).
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also considers whether schools should teach and examine moral education. Here it refers 

to the possibility o f providing students with a broad understanding o f their duties as 

citizens and the development o f their attitudes to both their school work and their lives as 

a whole (OECD, 1998a: 12).

In addition, the report suggests that education should help students take more control of 

the construction of their own society and should foster their personal qualities along with 

transmitting traditional bodies of knowledge. Here the curriculum should take a more 

student-centred approach to enable students discover their talents and take responsibility 

for their own learning and personal development (OECD, 1998a: 52).

Regardless o f its discussion of these other educational concerns this report retains its 

primary focus on the economic imperative. Therefore social cohesion, moral education 

and the fostering o f personal qualities are important in so far as they support the needs 

and safety o f the economy.

5.2.5 Twin Pillar

Skilbeck classifies what he terms the twin pillars o f the OECD model. Here education is 

an investment in both economic growth and social cohesion (Skilbeck, 2001: 136). The 

consideration o f this issue above, however, indicates that the economy remains the 

central focus o f the university in this literature with social cohesion playing an important 

but essentially supportive role. Under this approach social cohesion becomes really 

important when the economy is weak or unable to supply adequate work or is endangered 

by social problems.

However, let us accept for the moment Skilbeck’s twin pillar approach without having to 

agree on the relative importance of either pillar. Skilbeck then goes on to argue that the 

universities themselves can be expected to propose a third pillar.

5.2.6 Third Pillar

The third pillar refers to the development of knowledge in a culture o f disinterested study 

and the dissemination o f intellectual values. Here he suggests that higher education must 

retain its traditional roles o f independent inquiry, knowledge pursuit and the full 

development of the individual (2001: 137). He also argues that it should function as the 

primary agency for creating, interpreting, applying and communicating advanced
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knowledge (2001: 147). Thus Skilbeck’s line o f reasoning here is that the university 

operates as the primary agency for knowledge.

He also suggests, however, that it should become more fully engaged with its 

environment including its regional and community hinterland (2001; 147). This leads to 

the question: how and in what way? Skilbeck does not answer this question directly. 

Therefore, in the absence o f an alternative rationale, the answer must be as a knowledge 

provider to the university’s regional and community hinterland.

The third pillar also includes a role for critical and creative moral concerns which has 

become important, he argues, as the growth o f knowledge brings significant social and 

ethical issues (2001: 136). He repeats this ethical role later by saying that the university 

should address the great social and ethical issues o f the day (Skilbeck, 2001: 147). 

However, how can the university perform an ethical role without having some sort of 

uniform ethical platform informing its decisions? Skilbeck does not offer an answer to 

this question. This issue is important to consider because the various ethical views one 

can find in a university may make it difficult to offer either consistent or coherent ethical 

leadership except o f a very general type.

5.2.7 Knowledge Role

Clark, in contrast to Skilbeck, is very clear on the university’s role and Skilbeck 

acknowledges this (2001: 40). According to Clark ‘universities are based on knowledge’ 

and are ‘caught in the swell of knowledge production’ (1998: xiii). He argues that 

although civic, economic, or nationalistic roles have often prevailed in practice, the core 

role o f a university is knowledge. Clark suggests that even the long-term move from 

simple to complex forms o f knowledge is probably more important than the fundamental 

move within universities from elite to mass forms o f education.

Innovative universities, he argues are involved in the knowledge game and therefore a 

better awareness o f knowledge developments will improve the university (Clark, 1996: 

417). Part of the rationale for Clark’s approach is his belief that we live in what he calls 

an ‘enquiring society’. To help graduates live in an enquiring society, one where 

‘information becomes knowledge and knowledge occasionally becomes wisdom’, we 

need to provide them with knowledge and its tools (Clark, 1997: 253).
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An OECD report on redefining tertiary education supports this knowledge approach. It 

states that ‘all can agree’ that tertiary education can provide societal benefits such as a 

more informed citizen, greater tolerance and understanding, a better overall quality o f life 

and a more competent workforce (OECD, 1998a: 43). However, these benefits and this 

type of role are not provided with a central rationale in the text. This report’s main 

interest is in considering the two knowledge roles that are most frequently advanced for 

third level education. Here it contrasts the traditional knowledge role with the more 

recent approach.

The university traditionally saw its knowledge role as one that creates in its graduate a 

capacity for critical intellectualism. This stresses reason, evidence, proof and unfettered 

inquiry and is structured by the concepts and methods of the knowledge disciplines. This 

particular knowledge role requires a measure o f distance, a kind of separation from 

society and the relevance and application o f this knowledge is seen as only a secondary 

issue (OECD, 1998a: 43). This role views the university as the creator and disseminator 

of knowledge and does not adopt a starting position of either economic or social utility. 

Here the academic community contains students and scholars and not customers and 

suppliers (OECD, 1998a: 45). This view considers knowledge and critical intellectualism 

as much an end in itself as a means for something else.

5.2.8 Useful Knowledge

The second knowledge role requires tertiary education to become much more responsive 

to the market and puts greater emphasis on immediately useful and applicable knowledge 

(OECD, 1998a: 44). These two knowledge approaches are often seen as mutually 

exclusive argues the report. The useful knowledge approach increasingly sees students as 

customers who want marketable skills and ‘expect to acquire them with minimum effort, 

cost and time’ (OECD, 1998a: 45). Here employers concur and policy makers respond. 

As a result many universities in Australia, New Zealand, the UK and the US, increasingly 

fit this useful knowledge model. According to the OECD other countries have not gone as 

far in this respect. Nevertheless, the report argues that the policy discourse in all 

countries ‘is moving steadily in this directi on’. T h e r e f o r e  after journeying around the

See OECD, 1998a: 45.
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issues we are back to the economy and jobs as the fundamental role o f a university but 

can now add that knowledge is seen as its central activity.

The European Commission’s report on the role o f  the university also supports this 

particular knowledge approach.^^^ It states that the university has a unique role to play in 

developing knowledge. It argues that Europe needs ‘excellence in its universities, to 

optimise the processes which underpin the knowledge society’ so that Europe becomes 

‘the most competitive and dynamic knowledge-based economy in the world’ (European 

Commission, 2003b; 2). The Commission’s role for the economy here is to sustain 

growth and employment and strengthen social cohesion. A close reading o f this report 

tells us that we are back to the role o f preparing graduates for the economy or, when the 

economy is weak, for social cohesion.

This is evident in various parts of the report. For example, it states that the knowledge 

society has four elements. These are the production of knowledge through scientific 

research; its transmission though education and training; its dissemination through 

information and communication technologies; and its use in technological innovation. 

There is no reference in this document to encouraging a role for the university that leads 

to the development of knowledge based on disinterested research. This lack of 

enthusiasm for such activity is not unexpected in this age of pragmatism. However, 

neither is there any significant reference to a role that encourages personal and communal 

values, caring for others, fairness and personal development.

5.2.9 Knowledge Delivery

The implications o f the above discussion indicate that the main content focus o f third 

level education should be useful knowledge development and provision so as to prepare 

our students for the work world. If, therefore, the substantive product o f tertiary 

education is useful knowledge how then do we ensure this is effectively delivered?

In this context the European Commission advises that we can increase educational 

outcomes by both increasing expenditure and by improving teaching programmes and 

methods. In the context o f fiscal restraint the Commission’s comments on teaching 

methods is interesting. Here it states that education can contribute to the economy by

The C om m ission uses the term university to refer to all higher education institutions (European 
Com m ission, 2003b; 2).
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raising student achievement through ‘improved curricula and teaching practices at least as 

much as from increased expenditure’ (European Commission, 2003a: v, 5).

If this is so we should then consider how to improve our teaching methods and pedagogy. 

For example, when teaching subjects like marketing, economics, chemistry or hotel 

management we should concentrate on the knowledge content we provide and its utility 

in preparing students for the work world. In addition, we should concern ourselves, on the 

basis o f the Commission’s paper, with the effectiveness o f our teaching methods. This 

argument encourages us to develop more appropriate teaching pedagogies. The present 

study’s consideration o f service-1 earning is therefore timely in this regard.

5.2.10 Behaviour

The implication of the advice so far is that we need not unduly concern ourselves with 

how our graduates behave. We do a good job when we help students build a capacity to 

handle, understand and develop usefial knowledge for the work world.

Therefore our course content and teaching methods should concentrate on preparing 

graduates to operate effectively in the knowledge economy. This dominant third level 

paradigm does not centrally concern itself with what graduates eventually use their 

knowledge for as long as they are gainfully employed and contribute to this economy. As 

the OECD states ‘personal development is the acceptable face of individual ambition and 

striving to succeed even at the expense o f others’ (OECD, 1998a: 47).

Therefore when we teach our courses we normally cross our fingers and hope our 

graduates never embezzle others. We may, however, provide an ethics or professional 

practice module but sometimes we must wonder if  such efforts have much impact on 

graduate values and behaviour. Even with such modules is there not something else we 

can do as educators? In our present context for example can service-leaming be used to 

assist, inter alia, the development o f values?

5.2.11 Scandals

In recent times corporate scandals lead us to question what some well educated people 

have done with their highly sought qualifications. There have been general concerns in 

the public realm about activities such as price fixing, insider trading, theft and 

environmental concerns (Khan and McCleary, 1996: 7). Such scandals create difficulties
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for shareholders, employees and others and indicate problems with the values system that 

inform their decision making.

The hospitality sector which forms an important part o f this study has long had its own 

problems. The famous chef Escoffier and manager Cesar Ritz were both fired for stealing 

from London’s Savoy Hotel. According to Stevens theft in the hospitality sector is 

rampant and extremely costly. Here she refers to findings which state that 44 per cent o f 

restaurant workers have stolen merchandise or cash from their employers (1999; 50). In 

addition, news stories referring to restaurant sanitation, food safety, hotel security and 

overbooking have led to calls for introducing ways to inspire students to assume more 

social responsibility (Partlow and Woods, 1996: 4). A study o f 45 general managers in 

the hospitality sector found indications that owners routinely lie and deceive staff and 

many junior managers want rewards without accountability (Vallen and Casado, 2000: 

48-49). However, the same study quoted Aristotle saying that bad character is not likely 

to be reformed by lectures and then went on to suggest that case studies using real-life 

problems was a more effective way to teach ethics (2000: 44, 51).

The third pillar approach discussed above by Skilbeck included a suggestion that we 

integrate an ethical role for the university (2001: 136, 147). However, sending a fresh 

request to the university to provide an ethical graduate may cause some to baulk and 

argue that it should first improve its knowledge economy role. After all it can be argued 

that graduates first and foremost want at least a well-paid job. One cannot easily argue 

with this. Many might indeed prefer a well-paid niche and limited scruples to being a 

good living person o f limited or very limited means. Few aspire to become a new Gandhi 

or Mother Theresa. It is not for this type o f life that the average student appears to sign 

up.

Notwithstanding these points Khan and McCleary state that nearly all decision-making 

issues in the hospitality sector ‘are based on ethical considerations’ (1996: 8).^'° So even 

those who are concerned about the economy end o f the university’s mission should also 

concern themselves about the values they have especially if  these can damage the 

enterprise. Thus we could now have a call for an additional role for tertiary education.

It could be said that all decisions in all sectors are similarly based and this indeed is to som e extent true. 
However, the hospitality sector is part o f  the relatively labour intensive services sector. In addition, it has a 
relatively high level o f  worker to worker and worker to customer level o f  interaction.
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This might require the encouragement in students of values that will help sustain the 

enterprise and the wider economy.

Is there any other reason for encouraging us as educators to concern ourselves more 

effectively with the value system of our graduates? After all many misdemeanours 

carried out after college often become associated with the general issue of human frailty 

and rarely become linked to the nature and content of third level education.

5.2.12 Crises

A crisis can expose fundamental weaknesses in how we do things. As educators we 

exhaust ourselves daily with teaching, research, assessment and administration duties. 

And this is as it should be. Life is busy and our students deserve our best effort. And then 

along comes a crisis that forces us to refocus.

Many such events are personal and do not have a shared impact. These become 

significant parts of our evolving self and affect us as individual educators. Important as 

these are, they do not provide the force and synergy of shared events. The experience of 

shared events such as a dramatic increase in social tension or crime, or unexpected civil 

disorder may force us as a society to reflect on such things as the quality of family, 

school or college life. For example, it took two world wars to encourage Europe to 

develop the trading bonds that helped eradicate inter-country tensions. In this the 

European Community has to date been entirely successful. Social scientists as a result 

give a special place to crises in their explanations of developments (Hall, Land, Parker 

and Webb, 1975: 492).

When, on the other hand, developments, either personal or communal, evolve 

incrementally we may behave like frogs sitting in water that is slowly being raised to 

boiling point. Dramatic events, by contrast, can lead to significant changes.

5.2.13 Terrorism

In this context the September 11, 2001 terrorist attack for example has had a dramatic 

effect. This has led, and may for some time continue to lead, to various developments -  

some welcome and some maybe less so. Koi'chiro Matsuura, the Director-General o f 

UNESCO made an interesting point following the attack. He stated that education must, 

as always, provide knowledge. This knowledge is not just for career purposes, as we 

discussed above, but should, he felt, help us understand our society and culture. He then
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suggests that education that provides only knowledge does not provide enough -  many 

terrorists, after all, are educated by our third level sector. Therefore, he argues for an 

education system that also fosters values that support tolerance, respect for others and 

openness (UNESCO, 2001: 5).

Not everyone supports this sort of analysis. For example, the European Commission’s 

White Paper on Teaching and Learning argues that knowledge dissemination itself can 

resolve an irrational climate. This does not refer to the September 11 event but to the 

dramatic technological developments that are emerging. The White Paper suggests that 

some people are uneasy and tense about such developments. This anxiety it argues has 

some parallels with the apprehension surrounding the transition from the Middle Ages to 

the Renaissance period (European Commission, 1995: 8).

The White Paper then proposes that such a fearful and irrational climate can be overcome 

by disseminating knowledge. If the White Paper approach was to be taken with terrorists 

it would simply be a matter o f providing them with better and clearer knowledge at the 

outset. However, what type o f knowledge? How for example, will more physics, 

architecture or engineering change their attitude? Even if  we use the general knowledge 

approach o f the Commission above we must surely conclude in this case that we are 

talking about ethical knowledge for personal development rather than for the economy. 

The Commission’s argument that knowledge itself can drive attitude and resolve unease 

is not however the full story. Providing students with ethical knowledge may not solve 

everything. For example, many Christians know the Ten Commandments and still do bad 

deeds. Therefore, knowing a subject such as physics or even for example, business ethics 

is not necessarily enough to encourage or ensure good decisions. Knowing must be 

supported by ethical values and attitudes. If people wish to do bad deeds, knowledge may 

not change things until values and attitudes change.

Knowledge and values are both important and changes in one can generally encourage or 

sustain changes in the other where there is some kind o f balance between both. If, 

however, firmly held values convince us to harm someone, knowledge to the contrary 

may not help. More knowledge therefore is not always the answer and many a bright 

person has done a dreadful deed.
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Lonergan here argues that it is important to distinguish between the decision tc do 

something and its different manifestations such as knowledge, or the expression o f  such 

knowledge. Decision he says is an act o f willing. As a result people he states can fal to 

fulfil their known obligations (Lonergan, 1958: 612-614).

This study takes as one o f its reference points Matsuura’s comment that values are 

separate and not necessarily consequent to knowledge. Providing students with nore 

knowledge and information does not necessarily make for a better world. It may makt for 

a wealthier one but not necessarily a safer or happier one.

However, a significant event such as September 11 followed by the Director-Genera o f 

UNESCO’s comments may itself not lead to change unless there is clarity on the gromd; 

clarity that gives educators a strong nudge and a simple and clear focus to move n a 

particular direction. The horror of such an event may help change people’s attitudi to 

education -  an attitude that may now say education should also encourage the 

development of suitable values in graduates.

However, research since then on graduate values indicates there is a lot to do. Lansdovne 

Market Research found that graduates have less respect for the rule of law, disflay 

greater tolerance for tax evasion, speeding and purchasing stolen goods than others vith 

lower levels of general education (Hennessy, 2005, 1). Here toleration for law-breakirg is 

greater among graduates than among those with only second level or primary educaton. 

With only one exception (falsely claiming benefits) graduates were ‘significantly nore 

ambivalent towards the law’ than others.^"

5.2.14 Insecure Society

Clark’s focus on knowledge as the central role o f university was, partly at least, basec on 

the assumption that we live in an ‘enquiring society’ (1997: 253). A more commcnly 

used concept is the ‘knowledge society’ which many now argue has arrived. Sometines 

in the twentieth century according to de Geus Western nations moved from the age o f 

capital to that o f knowledge. Here knowledge replaced capital as the scarce produc ion 

factor (de Geus, 1997: 24). According to Jarvis the debate about the arrival o f the 

knowledge society began in the 1960’s. Here a key role in this type of societv is

See Clancy, Hughes and Brannick quoted in Hennessy (2005, 1).
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knowledge workers who are the ‘creators, manipulators, and purveyors of the stream of
212information that makes up the post-industrial, post-service global economy’.

Events such as corporate scandals, crime and terrorism indicate that we may live not just 

in a knowledge economy but also in an insecure society. Ours is a sometimes dangerous 

and often uncertain world where university graduates have sometimes done dreadful 

deeds. These events tell us a lot about the nature of our society. This is because such 

events are not just one-off incidents. They can also reflect a systemic change in the 

condition of our society. According to Bayada et al. no given event -  small or large -  

begins on the day it hits the headline. They argue that it builds up over time and develops 

slowly underground. When a big event occurs those in the communications field often 

have a tendency to ignore or underestimate the real change. This is that a slow but 

systemic development has taken place in the nature of society. This development is 

reflected in a long string of small but telling incidents that are symptomatic of an
213underlying problem that should have been dealt with long before it became serious.

5.2.15 Conclusion

We are indeed a knowledge society but to leave it at that is inadequate. We are also a 

society with issues which go well beyond enquiry and knowledge enhancement. In the 

wider society we have misdemeanours, theft, corporate scandals, security problems and 

terrorism. Among young people and within our colleges we have certain behavioural 

challenges that go beyond the issue o f knowledge and enquiry as we saw in our 

discussion o f the internal community in chapter 4.

Therefore if we limit third level to preparing students for a knowledge role in the 

economy we ignore an important opportunity. We now consider another role for tertiary 

education -  the ancillary one. This tends to be viewed as subordinate to the dominant 

paradigm and it only seems to get a significant airing in the literature when serious 

difficulties arise.

5.3 Ancillary View

Quote from Rifkin, see Jarvis (2001: 38-39).
See Bernadette Bayada et al. quoted in UNESCO (2000: 24).
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A UNESCO Commission on education suggests that learning contains four 

com ponents.^F irst, there is learning to know. Here the rapid changes in science and the 

new forms of economic and social activity require the need for a whole range o f things 

students must know. Second, there is learning to do. This means doing a job of work well 

and entails the acquisition of competences in a variety of areas. Both of these can be 

related to the useful knowledge role o f third level education above.

Then the Commission suggests that students as individuals must learn to be. Here they 

should be helped to develop their personalities so as to be able to act with greater 

autonomy, judgement and personal responsibility. This type o f learning helps students 

develop talents which are sometimes ‘hidden like buried treasure’ (UNESCO, 1996: 21). 

These include memory, reasoning and communication capacity, imagination, aesthetic 

sense, physical ability and natural leadership charisma. Here the Commission argues that 

education can emphasise knowledge acquisition to the detriment of other types of 

learning and proposes we should take a broader view of its role. The learning to be 

category can strengthen a person’s capacity to operate in the work world. However, it can 

also be incorporated into our ancillary role.

5.3.1 Living Together

The fourth component is the most important one for the Commission and is central to our 

ancillary role for education. Here education should provide people with an ability to learn 

to live together. This requires students to develop an understanding and respect for others. 

It encourages people to develop an appreciation of interdependence by doing joint 

projects and learning to manage conflicts ‘in a spirit o f respect for the values of 

pluralism, mutual understanding and peace’ (UNESCO, 1996: 37).

Education, according to UNESCO, should be infused with the aims and purposes o f the 

UN Charter and the Universal Declaration o f Human Rights. It refers here to the 

Declaration which specifically states that education should be directed to the full 

development o f the human personality and should strengthen respect for human rights 

and fundamental freedoms. The Declaration also states that education should promote 

understanding, tolerance and friendship among people (UNESCO, 2000: 78). UNESCO

The points below are taken from UNESCO (1996: 20-21, 37). This report uses the term pillar and not 
component. However, because o f  our earlier use o f  pillar we now use component to avoid confusion.
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also states that education should encourage the ‘appropriate intellectual and emotional 

development of the individual’ and help develop a sense o f social responsibility (2000: 

78).

This broad educational role is supported by an earlier UNESCO report dealing 

specifically with higher education (UNESCO, 1995). This first argues for the dominant 

role. Here it states that the sector should improve its responsiveness to the needs of 

economic life and the world of work. In this context it must become more relevant to the 

specific problems o f a region, country or community. This it feels is important as the 

modem economy becomes increasing knowledge intensive and more reliant on graduates 

who constitute a ‘thinking work-force’ (UNESCO, 1995; 24).

The report then goes on to our ancillary role and suggests that higher education should 

also enhance ethical and moral values in society. In addition it proposes the development 

of an ‘active, participatory civic spirit among future graduates’ (UNESCO, 1995; 25-26). 

Finally, it emphasises the personal development of students ‘alongside preparation for 

professional life’ (UNESCO, 1995; 26).

5.3.2 World Conference

However, in spite o f the importance of the above material, UNESCO’s most sustained 

and important piece o f work on third level education was, and still is today, the 

preparation for and follow up to its first ever World Conference on Higher Education 

(WCHE) in October 1998. Here 4,000 representatives from 182 states came together to 

discuss and agree on the type o f higher education needed for the 21*̂  century (UNESCO, 

1998; 1). The volume o f work on this conference led to the production o f 600 documents 

which can be consulted on the WCHE website (UNESCO, 2001a; 15).^'^

This led to a World Declaration on Higher Education that contained 17 articles in all. We 

now briefly consider the preamble and some o f the articles.

5.3.2.1 Preamble

The preamble to the declaration states that the scope and pace of change has become 

increasingly knowledge-based and this presents higher education with a critically 

important role in society. As a result higher education has to make the ‘most radical

See httn: ix i r ta l.unesco .dr ii  ed u ca t io n  e n / e v .p h o - U R l .  l D = 4 1 9 7 4 & r R L  IX ) '  IX )  l O P K ' & l  R l.  S H C 1 K ) N - 2 0 1  htinl 

accessed on 20 November 2007.
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change ... it has ever been required to undertake’ (UNESCO, 1998; 20). This change is 

necessary because society is currently undergoing a profound crisis of values that 

‘transcend mere economic considerations and incorporate deeper dimensions of morality 

and spirituality’ (UNESCO, 1998; 20). We now consider the main articles relating to our 

present interests.

5.3.2.2 Article One

This refers to higher education’s mission to educate, train and do research. This also 

refers to the importance o f culture and societal values. In addition, it refers to the need for 

qualified graduates and responsible citizens and to the importance of advancing, creating 

and disseminating knowledge as part of its service to the community. On this latter point 

article five deals more fully with its knowledge role.

5.3.2.3 Article Two

This deals with its ethical role and its ability to speak out on ethical, cultural and social 

problems with an intellectual authority that helps society better reflect, understand and 

act.

5.3.2.4 Article Six

This refers to the need for higher education to have a relevant long term orientation. 

Relevance here refers to meeting society’s needs. This requires ethical standards, political 

impartiality, and a better articulation with the world of work and the problems o f society. 

In regards to the latter it advocates that higher education and its institutes should 

reinforce its role of service to society. This role relates to ‘eliminating poverty, 

intolerance, violence, illiteracy, hunger, environmental degradation and disease’. This is 

to be done ‘mainly through an interdisciplinary and transdisciplinary approach’ 

(UNESCO, 1998; 23, 31).

5.3.2.5 Articles Seven

This refers to strengthening cooperation with the world of work and analysing and 

anticipating societal concerns. Here it proposes that students be given the opportunity to 

develop fully their own abilities along with a sense of social responsibility.

5.3.2.6 Article Nine

This proposes a new higher education paradigm that is student-oriented and offers 

content, methods and practices based on ‘new types o f links and partnerships with the
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community’ (UNESCO, 1998: 24). Here it argues that higher education should educate 

students to become well informed and deeply motivated citizens. These students should 

be able to think critically, analyse social problems, provide and apply solutions and 

accept social responsibilities. To achieve these goals we may have to ‘recast curricula ... 

to go beyond cognitive mastery of disciplines’ (UNESCO, 1998: 24). This article then 

calls for new pedagogical approaches.

5.3.2.7 Vision and Action Document 

The WCHE Vision and Action Working Document refers to young people in wealthy 

environments whose adolescence is prolonged. These are full o f energy which they 

cannot turn to good account because o f their situation o f long term dependency. In spite 

of this they have an ‘existential anguish and a desire to progress in order to find more 

fulfilment in a wealthy environment’ (UNESCO, 1998a: 17). Faced with the effects o f 

unbridled capitalism and the rise o f selfish interests, tertiary education must offer these 

young people a set of values ‘where the universal 'We' takes precedence over the T ... in 

which solidarity comes before competition’(UNESCO, 1998a: 24). In this context the 

WCHE conference was itself offered a significant declaration from students’ 

organisations. This declaration expressed students’ awareness o f their responsibility for 

their studies, but also their ‘responsibility for society and in society’ (UNESCO, 1998: 5). 

This document also suggests that we must ‘change mindsets and habits that make 

lecturing almost the exclusive method o f teaching’. It states that tertiary education has too 

much teaching and not enough learning and students should build up knowledge rather 

than simply absorb and reproduce it (UNESCO, 1998a: 21). Its task is to change the 

educational paradigm from one based on knowledge transmission to one that offers the 

development o f transferable skills in different space and time contexts (UNESCO, 1998a: 

53).

In this context one o f the WCHE follow up reports refers to a number o f priority themes 

for the future. One o f the themes argues for an investigation of how the university could 

be a place where citizenship is nurtured. Later on in the same report a UNESCO sector 

representative requested that some consideration be given to service-learning (UNESCO, 

2001b: 6, 18). This is an interesting suggestion in terms o f the above material and may be
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a straw in the wind that leads to some international encouragement for developments in 

the area.

5.3.2.8 Follow-Up

In spite o f the WCHE material above, UNESCO in a follow-up to the WCHE says the 

21®* century is the ‘century o f knowledge’ and ‘one of the university’s main missions [is] 

to help in knowledge production and dissemination’ (UNESCO, 2005: 16). Therefore 

when push comes to shove and a salient summary is required the knowledge goal still 

survives the crush of detail and the variety o f goals and principles.

5.4 Economy and Society

The above literature on the purpose and importance o f third level refers to both its 

economic and social role. Before we summarise our literature findings we need to clarify 

the meaning of economy and society because we use both concepts in our discussion of 

the role o f third level education.

To clarify the meaning of both concepts we need a suitable conceptual base and this is 

best found by looking at the social sciences. The social sciences study human behaviour 

and the social world so as to simplify and improve our lives (Perry and Perry, 1988; 6). 

There are a number o f social sciences including economics, geography, sociology, 

political science and psychology.

5.4.1 Sociology

Some argue that sociology has become ‘the centre of reflection about the social sciences’ 

and has developed a tendency towards a ‘systematic theory of the nature of man and 

society’ (Mills, 1970: 29-30). Sociology can be described as the study o f society. It can 

also be described as the study o f human behaviour and social relationships and the social 

systems such behaviour creates (Perry and Perry, 1988: 9).

Because o f its broad remit we use sociology to help clarify our understanding of both the 

economy and society. This is not because it is in any way better than other social sciences 

such as say economics but because of its more encompassing focus. Some, possibly many 

sociologists would support this approach.

5.4.1.1 Economics
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Economics studies behaviour as a ‘relationship between ends and scarce means which 

have alternative uses’ (Robbins, 1935: 16). Reynolds feels that this definition limits 

economics to a decentralised exchange economy with private ownership. He refers to 

other economies such as less developed, socialist and primitive ones (Reynolds, 

1973:20). Here he feels the Robbins definition is too narrow and enlarges the scope of 

economics by adding in a number o f organisational elements and referring to behaviour 

in various types o f economy. However, despite his dispute with Robbins his conception 

still focuses on scarcity as the central issue o f economics (Reynolds, 1971: 328-329). 

Others say economics studies that aspect o f human behaviour that deals with the 

production, exchange, and use o f goods and services. Here however they still feel the 

central issue remains the scarcity problem (Begg, Fischer and Dombusch, 2001: 1).

One way or the other sociology has a broader perspective than economics which focuses 

on the scarcity element o f human. Therefore we clarify the meaning o f society and 

economy by using sociology.

5.4.2 Society

Society means the largest group o f people inhabiting a specific territory and sharing a 

common way o f life. These people share this common way o f life because they interact 

on a regular, continuous basis. In addition, they acquire behavioural patterns on which its 

members more or less agree (Perry and Perry, 1988: 60). A society also tends to be self- 

sufficient and has a substantial period o f existence (Stark, 1989: 40).

A society can also mean a system o f interrelationships which connects people together. 

Countries such as Ireland, England and France are societies in this sense with each 

containing millions o f inhabitants. Others like the earliest hunting and gathering societies 

can be as small as thirty or forty people (Giddens, 2001: 22).

All societies are united by their members being organised in structured social 

relationships and according to a particular culture. No culture could exist without society 

and similarly no society could exist without culture. Without culture and the society 

within which it operates we would ‘not be human at all’ (Giddens, 2001: 22). We would 

have no language to express ourselves, no sense o f self-consciousness, and ‘our ability to 

think and reason would be severely limited (Giddens, 2001: 22).
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Society contains five institutions or components -  the economy, family, education, 

government and religion (Stark, 1989: 98-99 and Perry and Perry, 1988: 84). These five 

are behavioural patterns that have developed around fundamental human needs. These 

needs must be fulfilled, according to Perry and Perry, in order for the individual to 

survive and society to prosper (1988: 50, 84).^'^

5.4.3 Economy

The economy arises out of the fundamental need to procure food, shelter, and clothing 

(Perry and Perry, 1988: 84). It is the system o f production and exchange that provides for 

the material needs of people and is a key component o f society because of how it can 

influence other areas (Giddens, 2001: 688). Despite its significance it is still only part of 

society and co-exists with four other institutions.

Therefore in analysing the role of third level education we must remember that there is 

more out there for our students than just the economy and the work world. When they 

leave us, and indeed when they are still here, they also inhabit a society with other 

significant institutions. Therefore when we say we have a role in preparing them for 

society we should think not only o f the economy -  that most dominant o f the species -  

but also of other spheres and challenges.

Having clarified the distinction between the economy and society we can now better 

discuss their relevance to the role o f third level education.

5.5 Roles

We now summarise the two perspectives on the role of tertiary education -  the dominant 

and ancillary. First, we consider the dominant one.

5.5.1 Dominant Role

This argues that tertiary education should prepare students to operate within and support 

the economy. It classifies students as customers who want marketable skills with 

minimum time, effort and cost. Graduates should be able to achieve economic outcomes 

such as:

Although religion has becom e less important over the years it remains a significant institution. Giddens 
argues that in spite o f  secularisation it still provides many with insights into questions on life and meaning 
that cannot be answered satisfactorily with rationalist approaches (2001: 552).
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° An attractive career or occupation or a capacity to successfully run their own 

business.

° A suitable living standard.

° An effective level of productivity and adaptability for the work and business 

environment.
217° A capacity to support the cohesion o f the economy.

Tertiary education fulfils its economic purpose through enabling students to learn 

knowledge.^'* In this sense it enables them to develop a capacity to become knowledge
, 219workers.

This knowledge should be:

° Economically useful 

° Advanced and marketable

° Ethical (students should be encouraged here to develop supportive attitudes towards 

the economy and positive visions o f the future).

Learning

Knowledge for Working
(Useful, Advanced 

& Marketable Knowledge)

Knowledge for Cohesion
(Ethical -  Also a Supportive 
Attitude & Positive Vision)

Economy

Figure 5.1: Dominant Role of Tertiary Education

5.5.2 Ancillary Role

Here students are enabled to develop a capacity to operate supportively within their work organisation 
and the broader economy. At a minimum this requires us to enable students to do no damage to the 
economy.

This means useful knowledge in the sense o f jobs, competition and the economy, not in the sense o f 
leisure, community or spiritual life.

Knowledge workers can turn information into knowledge; interpret, apply and communicate knowledge; 
inquire, create, manipulate and purvey knowledge and critique information and knowledge (through reason 
and evidence).
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The ancillary view argues that education has some responsibility for the graduate’s 

capacity and predisposition to affect the wellbeing of society. In this respect it should 

make some contribution to the student’s personal values and ethical development. 

Providing students with ethical knowledge and attitudes to support the economy under 

the dominant view is not the same as encouraging graduate values to strengthen the wider 

society.

5.5.2.1 Literature Support

The ancillary view finds support in the literature through a concern for difficulties in 

society. Here misdemeanours, theft, corporate scandals, security problems and terrorism 

indicate weaknesses in society that the dominant paradigm does not resolve. This view, 

for the most part, shares the underlying philosophy of the dominant one in that it holds 

that the nature and main concerns o f the person are economic and materialistic. It argues 

however that certain difficulties in the wider society may be ameliorated through a values 

role for tertiary education. However, these values are not called for because o f a different 

philosophy or view of humanity than the dominant view. This is also why this role is 

called ancillary.^^^

5.5.2.2 Role

Education fulfils its society role by contributing to the development o f a more tolerant, 

respectful and open society; a more secure, safer and crisis free society and a more 

communal one. Education therefore should better prepare the student to live in. and 

where possible help relieve the effects of, an insecure society.

To do this it should enable students to leam to live together with others by encouraging 

the development of values and capacities such as:

° An appreciation of the importance of interdependence, pluralism and peace.

° An understanding o f and respect for others.

° A participatory civic spirit.

° An interest in service on issues such as poverty, intolerance, violence, illiteracy, 

environmental degradation and disease.

° An acceptance of responsibility for others.

The main reason o f  course is because o f  the more extensive literature support for the dominant view .
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The ancillary role therefore calls on third level to contribute to strengthening society. 

Students should be encouraged to develop values that help them live more effectively 

with others. The student can be helped to develop these values through what a UNESCO 

Commission refers to as the most important component o f learning -  the capacity to live 

together.^^' This is achieved through developing an understanding o f others by creating a 

spirit that induces people to ‘implement common projects or ... manage the inevitable 

conflicts in an intelligent and peacefiil way’ (UNESCO, 1996: 20). This suggests that 

students can be encouraged to develop a capacity to live together through the process o f 

actually carrying out common activities or projects with others.

The figure below helps summarise the ancillary role.

Learning (Values^

  i .
Peace, Respect 
Civic, Service 

. R esponsible

Society

Figure 5.2: Ancillary Role o f Tertiary Education

The ancillary role arises in response to a concern for a society with a variety of 

behavioural challenges such as theft, terrorism and others. This role however, does not 

call for a significant improvement in the ethical socialisation and values development of 

our students. This at present is not a major concern o f third level education. In addition, 

there are no significant indicators that third level has the capacity to, or interest in, 

becoming involved in such socialisation. Under the ancillary role however, it now has 

some responsibility for contributing to the development o f a more ethical and moral 

student. However, building an operation that aims to ‘form the person’ through 

significant amendments to its nature and operation is not on the tertiary agenda nor is it 

required by the above literature.

We now consider a composite role for third level education.

5.5.3 Composite Role

O f the four components o f  learning - to know, do, be and live together -  UNESCO here refers to the 
latter one as the ‘foundation o f  education’ (1996: 20).
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The composite role requires third level to enable learning that generates and/or enhances 

student knowledge and values. This argues for students to be provided with a knowledge 

capacity that contributes to both their individual career needs and that of the broader 

economy. This role has both a cognitive and skill component.

The ancillary role argues for graduates to be provided with a values capacity that helps 

contribute to the strengthening and wellbeing of the economy and also the society. The 

ancillary role has both a values and skill component in that it provides support for some 

third level contribution to the development o f a more ethical and moral student.

In the composite role although the knowledge objective (including both cognitive and 

skill elements) is primary the values content can not be ignored. Therefore third level 

should concern itself with developing both a knowledge and values capacity in the 

student.

The figure below helps to summarise the composite role.

I  Knowledge ^
I (C ogn itive  & S k ills) I Economy

Learning

Society
Values

Figure 5.3: Composite Role of Tertiary Education

5.5.3.1 Implications

The composite role states that education should enable students to leam useful knowledge 

and values that enhance the economy in particular but also the society. This purpose has 

implications for each particular course and pedagogy in third level. Here we apply this 

finding to the purpose and role of service-learning in general and the CLP in particular. 

This means that service-leaming in general and the CLP in particular should be evaluated 

by how it enables learning that generates and/or enhances student knowledge and values.

5.6 Evaluation

We consider three aspects of our review and findings. First, we consider the nature of our 

literature. This covers mainly the literature of government, its agencies and international
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bodies along with some key writers and commentators. Most o f the public sector 

literature o f its nature is understandably concerned with the employment o f graduates and 

the needs o f the economy. An exception is UNESCO which offers support to both roles 

and a more developed understanding of the ancillary one. The UN’s role in conflicts may 

have facilitated the development o f a more rounded understanding o f things.

Second, we consider the composite role as a benchmark for service-learning in general 

and the CLP in particular. Using it to benchmark service-learning may be opposed by 

others. For example, some places may use service-learning mainly to develop student 

values. They may therefore use other subjects or pedagogies to prepare students for work 

and the economy. Alternatively service-learning may be used to fulfil mainly the work 

objectives of a course. Here, for example, it could be used to develop specific 

professional capacities and values on say social work, nursing or medicine courses.

These are important considerations in judging service-learning. However, to gather 

widespread support we feel the pedagogy in general and the CLP in particular must be 

judged against the composite role. It must therefore be measured on both its knowledge 

and values enhancement capacity.

Finally, chapter 3 identifies the developed forms o f learning -  cognitive, skills and values 

learning. These can be linked to our dominant and ancillary roles.

The dominant role requires students to learn knowledge for working life and thereby 

develop a knowledge capacity. This knowledge capacity has both a cognitive and skills 

elements in that the student must know things about the work world and be able to do 

things in or for it. In addition, the student must have knowledge for economic cohesion -  

ethical or values knowledge.

The ancillary role requires students to develop values and capacities that encourage and 

enable them to live together with others. This role has both a values and skill element.

5.7 Answer

This chapter considers the nature and purpose o f tertiary education as an overarching 

context within which to consider the role of service-learning in general and the CLP in 

particular. It deals with our final preliminary research question:
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What is the role o f  third level education and how does this impact on the purpose o f  

service-learning in general and the CLP in particular?

The answer is that third level education should enable learning that generates and/or 

enhances student knowledge and values.

On foot of this we can say that the purpose of service-learning in general and the CLP in 

particular is to enable learning that generates and/or enhances student knowledge and 

values.

5.8 Conclusion

This chapter provides us with a context and purpose for service-learning in third level. In 

doing so it provides us with a role or standard with which to measure its usefulness or 

otherwise in the CLP. We now evaluate our literature review and summarise and 

synthesise our literature findings.
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CHAPTER 6; METHODOLOGY. EVALUATION & FINDINGS

This study investigates the use o f service-learning in tertiary education and in hospitahty 

management, tourism, leisure and event management education in particular. The review 

o f the literature in chapters 2 to 5 above deals with preliminary aspects of the overall 

research problem.

In this chapter we evaluate our literature review and summarise our literature findings. 

These findings provide us with a conceptual basis for our CLP research in the next 

section. First, however, we discuss the nature and meaning o f a literature review and 

consider our particular review methodology.

6.1 Meaning of Literature Review

Literature, according to Hussey and Hussey, refers to all sources o f published 

information. The literature search is the process o f exploring the literature to see what has 

been published on a topic whereas the review itself is the written summary o f the findings 

from this search (Hussey and Hussey, 1997: 86-87).

The review contains three elements, according to Birley and Moreland. First, it is a 

comprehensive perusal of the relevant material. Second, it involves critical study and 

investigation and finally, it provides a comprehensive summary o f the findings (Birley 

and Moreland, 1998: 82).“ ^
"I

Sharp and Howard indicate two stages in reviewing the literature. First, the preliminary 

search helps generate and refine the research ideas. Second, the critical review becomes 

an integrated part o f the research project. The critical review is essential in spite o f the 

fact that the researcher may feel they know their area well. ‘Critical’ refers to the 

judgement exercised by the researcher. The critical review therefore provides a detailed 

analysis of, and commentary on, the pros and cons o f the literature being investigated 

(Saunders, et al. 2003: 47).

6.1.1 Purpose

This is a slight rework o f  Birley and M oreland’s points for purposes o f  clarification.
They in fact refer to two main reasons rather than stages. The latter use is clearer and more useful for 

our analysis. See Saunders, et al. (2003: 43).
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What is the purpose o f a literature review? According to Jankowicz, knowledge does not
224exist in a vacuum, and one’s research only has value in relation to that o f others. In 

addition, Birmingham argues that no one can advance knowledge in a particular field 

without first learning what has been achieved by others (2000: 26).

The more you read and write on a topic the more you enhance your knowledge and the 

clearer your research questions become (Saunders, et al. 2003; 44). Reading around a 

subject helps us distil the issues we want to concentrate on and can lead to a concise, 

detailed and distinct plan of action (Birmingham, 2000: 27). This was most definitely the 

case in this study. As the topic of the study became clearer it was easier to refine and 

improve the research questions. So much so that the while the literature review started out 

with discovery and adventure as the compelling factors this motivation eventually yielded 

in importance to a desire to clarify the research questions and plan the research 

methodology.

6.1.2 Opinions Vary

Opinions can vary enormously on the meaning and purpose o f a literature review 

(Birmingham, 2000: 26). Bruce’s study of research students discovered that they could 

hold any of six different views of the literature r e v i e w . S h e  found it could be seen as a 

list, a search and a survey. Then it could be seen as a vehicle for learning or knowledge 

enhancement. Next, she refers to its role as an instrument to support, influence, direct, 

shape or change the research activity. Finally, it could be viewed as synonymous with the 

end product o f the review, the actual report. Bruce suggests that these components can be 

considered as separate rungs of a ladder -  each helping you reach the final rung, the 

literature report.

The above points on the literature review fail to clearly identify an important opportunity 

it provides for the researcher, especially the novice. This refers to the possibility for 

developing researcher empowerment as engagement with the literature occurs.

6.1.3 Empowerment

See Saunders, Lewis and Thornhill (2003; 43).
The follow ing material on B ruce’s study is taken fi-om Birmingham (2000; 27-28) and Hussey and 

Hussey (1997; 109).
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Here Rudestam and Newton argue that a common error made by new researchers is to 

give away their authority especially at the literature review stage (1992: 48). They 

suggest that a better strategy is for them to use the work o f relevant authors to buttress 

their argument or provide counterexamples for balance. They synthesise their points 

rather well by stating that the researcher doing the review should build an argument, not a 

library (Rudestam and Newton, 1992; 49).

This position should not be overemphasised in case it leads one to think that the review 

should be the instrument o f a particular opinion. On the contrary researchers who engage 

the literature benefit from increased knowledge which can help them to better direct, 

shape or change their research activity.^^^

Through this process they become empowered and increasingly confident of their own 

capacity to assess even the most highly regarded writers. In this way they become better 

able to develop their own individual perspective. This perspective however, must not 

become a fixed and unyielding one, but one that allows for further evolution and 

improvement -  even to where it has to change dramatically due to new findings. When 

they then come to write up their literature review they are better able to arrange their 

material to more effectively brief the reader on their developed perspective.

In this respect Brannick and Roche suggest that successful research is not a logical or 

linear process. They argue that the literature review, the researcher’s ideas and the 

evidence are interwoven by the researcher through inner reflection that continues 

throughout a study (Brannick and Roche, 1997: 3). This has been the case in our own 

study particularly with the literature review.

6.1.4 Writing the Text

The text o f our literature review was structured and restructured both within and across 

chapters a number o f times as our engagement with it took place. This restructuring 

occurred because of our need to improve the quality of the various drafts. It also occurred 

because the mental processes involved in writing facilitated reflection. Here the actual 

typing activity itself provided an additional opportunity for further reflection and clarity.

W e com bine Bruce’s fourth and fifth points to clarify our argument here. See Saunders, Lewis and 
Thornhill (2003: 43).
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During the typing and text editing process therefore the level of understanding o f the
227material and the quality of the finished text improved.

Writing is normally seen as a way o f ‘telling’ readers about our research findings. 

Researchers often view the writing-up process as a mechanistic activity that does not 

enhance knowledge or understanding. This view, according to Richardson promulgates 

writing as an activity that shuts down the creativity and sensibilities of the individual 

(2000: 925). This she feels is one of the reasons why readers may sometimes find such 

texts boring. This is because our sense o f self is ‘diminished as we are homogenised 

through professional socialisation’ (Richardson, 200: 925).

By contrast she sees language as a constitutive force, one that creates a particular view of 

reality. For her writing is a method o f discovery and inquiry and an open space for 

analysis and learning. Writing therefore can be seen as a way o f finding out more about 

something, a way o f enhancing understanding. She states that when we view writing as a 

method o f inquiry, we experience ‘language-in-use’ (Richardson, 2000: 923).

6.1.5 Structure o f  Text

There are three common structures for the literature review according to Saunders et al. 

(2003: 47):

° A single chapter;

° A series of chapters;

° Throughout the study as we tackle different issues.

This study mainly takes the second approach and sub-divides the material into a number 

o f distinct chapters. This is because our topic is both broad and relatively new and a 

single literature chapter would have been very cumbersome. For the reader it would have 

been about as unwelcome as a four course meal served in one large bowl.

As important however as this multi-chapter approach is the internal chapter structure. 

Here each chapter is allotted a specific component o f the overall research problem to 

consider. In this process each chapter is given a specific task at the outset by stating a 

particular research question. Then having discussed the relevant literature we conclude 

the chapter by answering the question posed at the outset.

This process also improved the capacity to explain things -  as it became clearer to me I could make it 
clearer to you.
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This multi-chapter structure combined with the internal chapter layout of question and
228answer helps to clarify for the reader the underline ‘story line’ o f this part of the study. 

However, when we say above we mainly take a multi-chapter approach we should note 

that we also incorporate some literature material where necessary in other areas of the 

text.

6.1.6 Disciplines Used

We also had to decide whether to take a single or multidisciplinary approach to the 

study.^^^ A topic such as service-learning does not easily fit under any one of the 

traditional social science disciplines like sociology, economics, psychology, and so on. 

Therefore this review takes a multidisciplinary approach and relevant material from 

disciplines such as sociology, psychology, philosophy, business management and 

elsewhere are drawn upon in our analysis.

6.1.7 Search Strategy

Wilkinson refers to the importance o f having a literature search strategy -  ‘one that is 

well thought out, properly planned and well recorded’ (2000: 71). Hussey and Hussey 

suggest the following order for the literature search -  dictionaries and encyclopaedias, 

books, journal articles, newspaper articles, government publications, theses, conferences 

proceedings, and so on (1997; 89).

Our search approach incorporated all the above components and more. However, it did 

not follow their particular search order.

6.1.8 Sources

For a relatively new pedagogy service-learning is reasonably well served by published 

books in the area. However, as elsewhere the quality sometimes varies and some lack that 

most basic ingredient, the humble index. A wide variety o f books on related topics were 

also used.

Phillips and Pugh remind us that a PhD must argue a position. At a minimum this im plies it must have a 
‘story lin e’ or a coherent approach w hich pushes along the argument or explanation (1994: 42).

Hussey and Hussey refer to this issue as one o f  the parameters o f  the literature review (1997: 88).
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A large variety o f journals were used.^^° In addition, there is one major journal in service- 

learning, the Michigan Journal o f  Community Service Learning dating back to 1994. This 

was an important resource in this study.

The review also includes relevant reports and documents from a variety o f national and 

international bodies. In addition, and neglected by Husssey and Hussey above, it also 

uses material from a variety o f non-government organisations. Howard (2001: 5) 

provides a useful list of non-government organisations in North America. These include 

Campus Compact, the Corporation for National Service, the American Association of 

Higher Education, and the National Service-Learning Exchange and Clearinghouse. 

These were investigated for relevant material on the topic. Two worth mentioning here 

were Campus Compact and the National Service-Learning Exchange. Among others 

Campus Compact’s recommended service-leaming print and Web based resources list are 

helpful (2003: 4-7).

On occasion useful material was found in established newspapers and was used when it 

was linked to credible authorities, authors and/or established academic work. However, 

contrary to Hussey and Hussey newspapers were not specifically targeted because o f the 

massive volume of material they hold and the need to keep the search process tight and 

focused. Finally, conference proceedings did not provide the type o f return o f some o f the 

other sources.

6.2 Review Methodology

A relatively small portion o f the literature was accessed through visiting libraries. The 

vast proportion of library material used was accessed through the Web and in this context 

library web sites provided access to a large variety of material with Web based search 

facilities.^^’

These cover education (e.g. educational psychology, higher education, philosophy, educational 
research), business, (e.g. management, human resource management, organisation, marketing, tourism, 
hospitality management, leisure, industrial training), and other diverse topics (e.g. community 
development, sociology, econom ics, health areas, learning with new technologies).

The most frequently used here were Trinity C ollege D ublin’s (TCD) library site at www.tcd.ie/Librarv. 
and D IT’s library site at http://librarv.dit.ie. These provided access to a w hole host o f  information sources 
with many o f  these supported by a search mechanism.

190



Internet search engines provided a critical facility for identifying and sourcing material. 

These include general search engines?^^ In addition, the search engines on the Web sites
233of national and international organisations were important.

The bibliography at the end o f the study lists only the sources referred to in the text. A 

relatively large number o f other sources were reviewed but are not listed because they are 

not specifically used or referred to in the text.

6.2.1 Fashion Sector

Hannele Palmroth o f Hamken, the Finnish footwear fashion company, takes an eclectic 

approach to searching for information on the latest fashion t r e n d s . S h e  continuously
235watches for new fashion developments to help Hamken remain competitive. To do this 

she continues to observe what people buy in the shops and wear on the street. She also 

keeps a close eye on newspapers, magazines, TV and other media sources and is an 

enthusiastic traveller to fairs and exhibitions. Her office contains a mound o f newspaper 

and magazine cuttings on fashion and style. To an outsider this might look like clutter. 

However, her approach to finding and gathering information is one o f the essential tools 

of her very competitive trade.

Li Edelkoort says that those who are good at fashion prediction operate like an electrical 

cord that is linked to the flow o f relevant information. This cord however, must be more 

than just linked to the infoiTnation sources. It must, she says, be well plugged in to take 

down effectively the latest fashion message and identify the early trends.

The academic world, however, has a more structured search approach and information 

base to plug into than the fashion business. Nonetheless academics can still learn 

something from the trend watchers in fashion.

On occasion important ideas were generated outside the standard review methodology 

outlined by Hussey and Hussey (1997: 89). For example, certain ideas and literature were

G oogle Advanced Search at w ww .google.co.uk/advanced search and G oogle Advanced Scholar at 
http://scholar.google.com/advanced scholar search were used throughout the study. AlltheW eb Advanced  
Search at http://www.alltheweb.com/advanced and C opem ic A gent at w w w .copem ic.com  were also used 
early in the study.

For example, U N E SC O ’s search engine proved helpful in getting through its relatively enormous 
documentary base (See http://portai.unesco.org, search/en/search advanced.htmO. The OECD and EU 
C om m ission search engines were also helpful.

See Kerins (1999: 234-236) for a discussion o f  the material on both Hanelle Palmroth and Li Edelkoort 
referred to here.

Here she works closely with her husband Pertti, Hamken’s designer and managing director.
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located through such diverse activities as leisure reading, watching TV or coffee breaks 

with colleagues. Consequently we suggest that academics that restrict themselves to the 

standard review process may miss things.

6.2.2 Immersion

Mills in this context speaks of the importance of being ‘soaked in the literature’ (1971: 

236). He says that you do not really have to study a topic you are working on since ‘once 

you are into it, it is everywhere’ (Mills, 1971: 232). By becoming immersed in the 

literature you become sensitive to its themes and you hear and see them everywhere often 

in unrelated areas. Even the mass media, especially its movies, cheap novels, glossy 

magazines and radio he feels ‘are disclosed in fresh importance to you’ (Mills, 1971:

Mills exaggerates in saying that once you are into a topic it is everywhere. It is not 

everywhere. It does however, have the happy habit of popping up when you least expect 

it and you can sometimes find yourself making unexpected linkages.

6.2.5 Wide-Angle Strategy

The various strategies for doing a literature search and review can now be summarised as 

lying between two extremes. On the one hand is the standard academic approach of 

writers such as Hussey and Hussey. At the other extreme is the full immersion approach 

o f Mills which calls for being soaked in the literature. These we outline below.

Figure 6.1: Spectrum of Strategies for Conducting a Literature Review

However, the standard advice of Hussey and Hussey may be more than adequate for the 

busy world we live in. Telling researchers to become soaked in the literature may be a 

little off-putting for those who prefer a healthy work-life balance. Mills is also aware o f 

some o f the difficulties of this approach by cautioning against becoming ‘too soaked’ in 

case we drown in the literature (1973: 236).

232).

Literature Review

Standard ^ .............^  W ide-Angle Soaked
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Therefore, offering a middle strategy may be more acceptable. This we can call the 

‘wide-angle’ approach. Here researchers supplement the standard approach by 

developing a frame o f mind that facilitates them picking up information elsewhere.

In our own case we initially took a standard approach. However, as the review gathered 

apace we unknowingly began to take the wide-angle approach. This was because o f our 

growing interest in the topic as we became increasingly aware of its details. Because o f 

this interest such activities as leisure reading or coffee with colleagues sometimes became 

opportunities for useful leads, information, or realisations. Even watching films or 

reading novels periodically led to new angles or insights.

6.2.4 Sociological Imagination

Mills calls for the development o f a sociological imagination to help provide a quality o f 

mind that will help us develop a better understanding o f ourselves in relation to larger 

social realities. Information, he says, often dominates our attention and overwhelms our 

ability to assimilate it in what he calls our Age o f Facts. The skills o f reason he admits are 

important but we also need the qualities o f mind that helps us use information and 

develop reason in order to achieve lucid summaries of what is going on in our world.^^^ 

The sociological imagination is rather different to the Hussey and Hussey (1997) 

literature process we discussed above. They do not talk o f preparing the mind to more 

effectively deal with the literature review process.
237Mills proposes seven ways to stimulate the sociological imagination. Among these he 

suggests that general notions we come across may be cast into types as we think about 

them. Here he says a new classification can initiate a fruitful conceptual development and 

in this context refers to the skill o f thinking up types.

This study develops a small number o f new types to enlarge and improve our 

understanding of the material discussed. For example the concepts used in figure 6.1 

above helped summarise alternative approaches to the literature review. Other examples
^38are available elsewhere in the study."

Second, he suggests we can gain useful insights by considering extremes and that we 

should consider things in terms o f yes-or-no. He also advocates a comparative approach

The material above com es from M ills (1971: 11 and 22).
See M ills (1971: 233-238).
See figure 4.5 in chapter 4 on the service spectrum for example.
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to things. We also use what can be classified as a comparative approach when for 

example we discussed service. He we considered and compared service to the related 

concepts of volunteering and community.

He also advises us to develop themes when writing up our material. These are different to 

topics which he suggests can readily be covered in a chapter or chapter section. Themes 

by contrast are master conceptions, signal trends, or reflect key distinctions. Mills says 

that some books do not have themes -  just a string o f topics. He feels that topics on their 

own are ‘indispensable to the writing o f books by men without ideas’ (Mills, 1971: 238). 

Our major theme is learning and the type of learning a student undergoes when they take 

the CLP.

Mills also suggests we develop an attitude of playfulness towards our key words and 

phrases by looking up synonyms for them. We did not follow M ill’s advice here.

6.2.5 Fighting Chaos

Finally, he suggests we stimulate the sociological imagination by rearranging files. Here 

we dump out heretofore disconnected folders and having mixed them up then set about 

re-sorting them. We did not follow this advice especially in the context of the huge 

amount and variety and information available on the topics covered in this study. The 

significant effort that is put into organising ones files is more than enough work without 

having to resort to such an anarchic approach.

The inadvisability o f M ill’s advice here brings to mind a mechanic who finding the insect 

wing that caused such grief to his client’s motorbike becomes unexpectedly articulate 

about his work. As he merrily displays the tiny filament with his tweezers he waxes 

eloquently about his great task of fighting the chaos o f our highly cluttered world. The 

same gentleman would not at all appreciate Mill’s suggestion about file dumping.

6.2.6 Interest

In the above points Mills neglects something critical which can either hinder or help a 

literature review process. This relates to the importance of retaining an interest in, or 

excitement about, one’s research topic. And this, in our world o f endless information, is 

an important gap.

Goleman (1996) indicates that emotional considerations are important in any venture and 

can matter more than IQ. Veroff states that the energy needed to sustain effort, endure
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frustration and think creatively flows most readily from passion for the topic. This 

passion, she argues provides the energy necessary to propel a project forward (Veroff, 

1992: 156).

A literature review is strengthened when it is underpinned by an interesting topic. When 

this happens, as was the case here, the wide-angle approach becomes attractive. In our 

case much of the literature review was complete before we developed this concept. 

Therefore the wide-angle approach did not form part of our literature review strategy. 

Rather it reflects a realisation of the actual modus operandi which evolved.

Those who lack a real interest in their topic may need to stick to the standard approach if 

they are not to wear themselves out. Here their leisure time can help them gather the 

energy and resolve needed for their work task. This does not mean that they will forget 

about their topic when off duty. Rather their lack o f involvement may kill the excitement 

that can lead the interested off duty researcher to more effectively remain open to new 

ideas.

For this reason we suggest that researchers should allow their hearts have some say in 

their choice of a research topic. If this is not possible they should hope that the actual 

engagement with the topic generates an interest in it.

6.2.7 Conceptualising Service-Learning

Service-leaming is a relatively new topic. When researching a new topic some suggest 

that the researcher may have to look for contiguous sources to draw upon to construct the 

research question (Birley and Moreland: 1998: 1 4 9 ) . Contiguity is quite relevant to 

how we investigate and report on our literature topics.

For example, our understanding o f service-leaming would have been weakened had we 

just focused on the service-leaming literature and not additionally focused on the related 

concepts o f learning and service.

Similarly our analysis o f learning would have been rather limited had we simply focused 

on its meaning and disregarded closely related areas such as andragogy, mental activity in 

and out o f class, and so on.

Birley and Moreland in fact refer to going back in time to look at contiguous sources. W e exclude the 
time factor here but use the contiguous elem ent because it is more relevant for our purpose.
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Similarly, our understanding of service would have been rather limited had we focused 

solely on analysing its meaning. Instead we also considered contiguous concepts such as 

volunteer, community, and personal and community growth. In addition, we considered 

relevant developments in society such as social capital, enterprise culture, markets, 

entertainment economy and Pop Art movement. Thus we enriched our understanding of 

service by also reflecting on its general locality.

6.2.8 Analytical Mosaic

Through the above process we are in effect developing an analytical m o s a i c . T h e  

mosaic approach helps us to better understand the complex nature o f a concept such as 

service or learning by reflecting on the concept’s adjacent hinterland in order to enlarge 

our understanding of its central meaning.^"^’

The opposite can, for discussion purposes, be referred to as the focussed approach. Here 

we consider the particular concept in question and ignore any contiguous elements.

Mills while discussing intellectual craftsmanship states that many o f the general notions 

we come upon, as we reflect on them, will be cast into new types. Here he says these new 

classifications are usually the beginning o f fruitful intellectual developments (1973: 234). 

The mosaic and focussed concepts have assisted in our understanding and analysis of 

aspects of our particular approach to the literature review.

6.3 Evaluation of Review

Certain criticisms can be made o f our literature review. These are outlined below.

A literature review, as we saw above, must be a comprehensive perusal of the relevant 

material (Birley and Moreland 1998: 82). Our review was extensive in that it covers a 

large and complex literature. However, it has important gaps. It is limited, as noted in 

chapter 1, to using only English language sources. In addition, its service-learning 

component is significantly reliant on North American material.

6.3.1 Search Strategy

A m osaic fits a variety o f  small pieces together in a design. See M icrosoft Corporation, (1999a). 
Here w e considered the adjacent hinterland o f  service by discussing volunteer, community and its 

society context. W e also considered service by looking at its location in the internal and external 
community.
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We refer above to the importance o f having a literature search strategy that is ‘well 

thought out, properly planned and well recorded’ (Wilkinson, 2000: 71). Our literature 

review was well recorded. However, it did not contain as well thought out and planned a 

process as Wilkinson might have expected. As we said earlier there was an organic 

element in the literature review methodology. Although therefore we took Hussey and 

Hussey’s advice on the components of the search we did not follow their order (1997: 

89). This was because it was new territory for us and the safest strategy was to allow 

some time in the early stages for a relatively less structured exploration.

In defence of this organic element we can quote Birley and Moreland who state that 

although the planning is important one ‘cannot be completely clear about where the 

research will go’ (1998: 28). We did indeed plan but we were never quite sure where the 

literature findings would eventually lead us. This partially organic strategy is a safer 

approach to take than a completely planned one. Even business strategists, who probably 

spend more time considering strategy than anyone else, advise us that strategic planning 

should be a continuous process rather than just a one-off event (Dahlberg, Connell and 

Landrum, 1997: 362).

6.3.2 Multidisciplinary Approach

We take, as stated above, a multidisciplinary approach. This means that we draw from a 

variety of disciplines in an effort to understand our subject. However, this may cause 

difficulties for those readers who work mainly or solely in one discipline area. This is so 

for a number of reasons.

First, it can cause problems o f understanding when a reader is forced to reach outside 

their own familiar territory and may face unfamiliar concepts or theories.

Second, when the material is on the reader’s discipline area they may feel somewhat 

disappointed with our discussion. They could for example feel unhappy with a perceived 

lack o f theoretical thoroughness and intra-disciplinary connectivity when discussing 

particular discipline concepts. They may also feel that the treatment o f the topic in their 

discipline is superficial. Indeed they may sometimes feel their discipline has been used 

rather than respected for its coherence and elegance.

Third, one of the key judgements on any piece o f research is the question of originality. 

This subject is bound up with the issue o f theory (Birley and Moreland, 1998: 28). This is
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a rather delicate issue for anyone taking a multi-disciplinary approach since theory is 

most normally developed inside discipline boundaries. Indeed, stay safe within a 

particular discipline might be a useftil motto for the apprentice researcher.

We found however, that no one discipline had the capacity to effectively deal with the 

conceptualisation of service-learning and its hinterland. Although sociology was a 

significant help it had its limitations; so too had psychology. Economics, the queen o f the 

social sciences, although helpful in spots was wanting in many areas and so on with the 

other sciences. Therefore we were left with the choice of sticking to the most usefial one 

sociology or crossing the disciplinary divide which we did.

The mosaic approach was a way o f dealing with some of the complexities of a multi

disciplinary approach. However, it could also create difficulties. For example, how do we 

define the components of the mosaic and what are its borders?

We have taken a particular approach to our analytical use of the mosaic concept. For 

example, the content and borders o f our analytical mosaic of service is identified in 

chapter 4. Others may dispute our delineation of the components o f our service mosaic. 

However, we have at least brought clarity to our own thought processes and took our 

understanding of service further than had the service-leaming literature we used. 

Regardless of whether others find the mosaic process useful, the various social sciences 

need to find better ways to communicate with one another if they are not to suffer from 

the compartmentalisation that excessively independent republics can suffer from.

6.3.3 Objectivity

Certain scientists may be concerned about the research objectivity in this study.^"*  ̂ This 

would especially be the case if they are positivists. Lipsey and Chrystal advise that 

researchers should develop propositions that are positive and testable. They refer to a 

philosophy o f knowledge called logical positivism. This means that every single 

statement has to be positive and testable. This approach, even for Lipsey and Chrystal, is 

an urmecessary straightjacket (1995: 29). However, in all they say and do a positive 

approach is still their ideal. Others economists like Robinson, however, admit that it is 

impossible to describe a system without moral judgements creeping in (1962: 19).

For example, som e might disagree with my interest in the topic and prefer that I take a more detached 
approach.
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In this study personal interest in the topic is a welcome relief to the reality of dealing with 

the heavy work load involved. An interest in the subject is reasonable as long as we build 

in the necessary safeguards. In our literature review we analyse only the quality o f any 

argument and the nature of the supporting evidence. We do not search for material which 

supports our own point o f view, but read as objectively as possible what the literature 

search process provides. We therefore explore the literature unknown rather than path 

build in the wilderness.

In fact developing our findings during this study has some parallels with Michelangelo’s 

approach to sculpture. He conceived of his David for example, as being imprisoned in a 

block o f marble. By removing the excess stone, the form is released (Microsoft 

Corporation, 1999a). ‘N ow ... his tools tore into it, searching for elbows, thighs, chest’ 

(Stone, 1963: 169). We too try to find the truth about service-learning and the CLP in 

particular.

We do not know whether the CLP marble is sound until we dig into the block of 

multitudinous detail, fact and argument that surrounds it. Rather therefore than build a 

literature and research edifice to support a point of view, we dig continuously to find 

answers to our questions.

Veroff feels that the dangers of researching an interesting topic is small compared to the 

‘problems that arise’ when we try writing about something divorced from our own 

experience, concern, or interest (1992: 156). In addition, she argues that a passion for the 

work helps us to interact effectively with the materials and test them fully against the 

ideas and information o f others (Veroff, 1992: 156).

6.3.4 Quality o f Sources

Some o f our analysis may be queried because o f the nature o f certain sources we draw on. 

Some studies rely mainly on peer reviewed articles to inform their work. This standard 

and well-regarded approach is not always adhered to here.

For example, a criticism may be made of the use we occasionally make o f material from 

novels, stories and certain internet sites. For example, the ideas taken from novels such as 

Roddy Doyle’s and Irving Stone’s, Kemerling’s internet site on philosophy (2001) and 

O ’Shea’s book on meditation, may raise some eyebrows.
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This sort o f material however, was found useful in the context where it was used and the 

related reference and argument can be evaluated by the reader. For example, O’Shea’s 

pottery story is used because the standard literature accessed did not readily provide this 

complex but important point. Complex or novel points can sometimes be best dealt with 

through parables or stories. In addition, the material taken from Kemerling’s interesting 

philosophical site was where necessary cross checked with the more established 

sources.

We now summarise the findings from our literature review.

6.5 Literature Findings

The research problem focuses on service-leaming in tertiary education generally and in 

hospitality, tourism, leisure and event management education in particular. First, we 

concentrate on a number o f preliminary questions which we deal with in our literature 

review. These questions are devices to help focus our literature work. In answering them 

we are preparing the ground for dealing with the main questions being investigated in this 

study.

6.5.1 Preliminary Questions

The literature review analyses service-leaming through a discussion o f the following 

topics:

• The nature o f service-leaming. Chapter 2 deals with this issue by asking:

a) Can we develop a clear description o f service-leaming for the purpose o f this 

study?

The answer reached following our discussion o f the literature is that we can develop a 

clear description o f service-leaming and the chapter concludes with a list o f service- 

leaming characteristics.

• The nature o f leaming in service-leaming. Chapter 3 considers leaming by asking:

b) Can we develop a clear description of the leaming component o f service-leaming 

for the purpose o f this study?

Where this cross check was necessary the reference was for purpose o f  fairness still indicated as 
Kem erling’s.
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Here we develop a description of the learning in service-leaming by reflecting on the 

more advanced forms o f learning such as knowledge and what we call development 

learning such as insight, meaning and values.

Chapter 3 also indicates that our research can legitimately investigate the on-site and 

relatively immediate CLP student learning outcomes.

• The nature o f service in service-leaming. Chapter 4 deals with this issue by asking:

c) Can we develop a clear description o f the service component of service-leaming for 

the purpose o f this study?

The answer is yes and the chapter concludes by stating that the defining ingredient of 

service is the impulse which drives it. This impulse can extend from an underdeveloped 

form with a large self-concem component to a developed form where there is a large 

charity element. This impulse can be evaluated by forming an opinion o f ones position 

on the service spectmm. To help analyse the values elements of these learning outcomes 

we can make use o f our service spectmm.

We also found that students volunteer for service and do so o f their own free will. 

Service in this sense is managed rather than informal. Service is an activity which is not 

encouraged by certain developments in today’s society and its encouragement through 

service-leaming is to be welcomed.

Service is a relational activity in a community and can provide students with the 

opportunity to grow and develop. Finally, service can be located in either the intemal or 

extemal community and can provide the student with the opportunity to grow and 

develop in their community.

• The purpose of service-leaming. Chapter 5 deals with the role o f third level education 

and enables us to develop and clarify a purpose for service-leaming. It asks:

d) What is the role of third level education and how does this impact on the purpose of 

service-leaming in general and the CLP in particular?

The answer is that third level education should enable leaming that generates and/or 

enhances student knowledge and values.

On foot o f this we can say that the purpose of service-leaming in general and the CLP in 

particular is to enable leaming that generates and/or enhances student knowledge and 

values.
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6.6 Main Questions

Having completed our literature review, considered and evaluated our literature 

methodology and summarised our results we now prepare ourselves to answer our study's 

main questions through our primary research. The first task however, is to ask:

e) Is the CLP a service-leaming course within the meaning of this study?

The characteristics o f service-leaming identified in chapter 2 above provide us with a 

benchmark to support our investigation of this issue. The answer is reported on in chapter 

10 below.

Having dealt with this issue we can then deal with the two key questions of the study. 

These ask:

f) Does the CLP enable learning that generates and/or enhances student knowledge 

for work life and the economy?

g) Does the CLP enable learning that generates and/'or enhances student values for 

participating in society?

These questions are answered through our primary research and are reported on in 

chapters 11 to 14. The questions themselves arise partly at least from our literature review 

as follows:

Chapter 3 considers the learning component of service-leaming and concludes that 

knowledge and values are key leaming outcomes.

Chapter 4 considers the service component o f service-leaming and concludes with the 

service spectmm. This concept informs our consideration of the CLP’s possible role in 

providing students with an enhanced values outcome.

Chapter 5 discusses the role o f third level education in general and service-leaming in 

particular and concludes with the composite role. This provides us with that part o f the 

two questions that relates to the CLP’s possible role in preparing students for work life 

and the economy and for participation in society.

6.7 Conclusion

This chapter discusses the meaning of a literature review. It also considers the review 

methodology and evaluates our approach. It then summarises our literature findings.
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Finally, it refers to the main questions and indicates where they come from and how they 

link to our literature work. The main questions are answered in section 4 below where we 

discuss our research findings.

First, however we must deal with the issue o f research methodology which comes next in 

section 3 below. Here chapter 7 considers preliminary issues o f methodology by 

discussing the appropriate research philosophy. Chapter 8 discusses the case study 

method and the research design. Finally, chapter 9 clarifies the nature o f the CLP case 

unit so we can more effectively carry out our research which is reported on in section 4.
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SECTION 3: METHODOLOGY
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CHAPTER 7: RESEARCH PHILOSOPHY

Having clarified the meaning of service-leaming in previous chapters we now need to 

prepare for our research into the CLP. To do this we need a plan. This requires us to 

consider our methodology.

7.1 Methodology

There are different approaches to the meaning of methodology. For example, 

Anderson argues that the methodology section describes what the researcher actually 

does (1998: 86). He argues that it contains a number o f key components. First, it 

discusses the general research approach -  in our work case study is used. This is 

followed by a section on procedures which discusses how the research is carried out, 

who is contacted, what type o f data is collected and so on. Then it discusses the 

framework, research question, data sources, instruments, analysis and limitations 

(Anderson, 1998: 87-88).

Hussey and Hussey by contrast take a broader approach to methodology. They argue 

that methodology should also consider the overall approach to the research and 

include a discussion of its theoretical underpinnings. For this reason they use the term 

methods for referring to how the research is carried out and how the data are collected 

and/or analysed (Hussey and Hussey, 1997: 54).

These divergent approaches leave us with two contrasting options. If we follow 

Anderson we should confine our discussion here to more practical issues. If however 

we follow Hussey and Hussey we should incorporate some consideration of 

theoretical issues. We need to consider this issue in some more detail and to do so we 

discuss Saunders, Lewis and Thornhill’s advice.

7.1.1 Research ‘Onion ’

Many begin thinking about their research by wondering whether to conduct interviews 

or send out questionnaires. However Saunders et al. argue that we should first 

consider other issues before considering these questions. They argue that decisions on 

whether we should conduct interviews, etc., belong at the centre o f the research 

process ‘onion’ not on the outer skin (2003: 82).

They feel we should place our data collection methods in an overall context. Their 

research process ‘onion’ below provides a schema to help us identify and think about 

the various issues we should consider in preparing for our research.



This research process ‘onion’ suggests that our methodology section should first 

consider the question of research philosophy. Having discussed this it should then 

decide whether to take a deductive or inductive approach. Following this we 

determine our research strategy by deciding whether to use case study, survey, 

experiment or other method. Next we consider the time factor and whether to use a 

cross section or longitudinal approach. It is only when we arrive at the centre o f the 

‘onion’ that we are faced with the question o f data collection methods.

Research Philosophy 

Research Approach

Research Strategy 

Time Factor

Methods

Figure 7.1: Linking Elements of Methodology: The Research Process ‘Onion’ '̂̂ '̂

Although Saunders et al.’s research process ‘onion’ is interesting in clarifying and 

linking different elements of the research methodology it is not a perfect template for 

our work. From the very beginning we were interested in the CLP case and this 

interest led us to consider case study method of analysis. On this point we agree with 

Stake above who says that case study is defined by an interest in an individual case 

(Stake, 2000: 435).

We had to some extent therefore, decided on our research strategy before considering 

our research philosophy. Notwithstanding this we had not in any way finalised the 

case study method details. The consideration of these matters will be influenced 

somewhat by pragmatic factors such as resources, time constraints and ethical factors. 

However, it will also be influenced by the philosophical assumptions underlying our 

methodology. Therefore a reflection on these philosophical issues will help us better 

prepare for developing our detailed methodology. We now consider these issues.

7.2 Philosophy

A methodology is a ‘set of guidelines for conducting research’ and lies within a 

particular philosophical or paradigmatic view o f the world (Jennings, 2001: 34). A

Adapted from Saunders, et al. (2003: 83).
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paradigm is an overlying view o f how the world works. More specifically, it is a ‘set 

of linked assumptions about the world’ shared by a community of scientists carrying 

out their research (Desphande, 1983: 101)̂ "̂ .̂ Thus a research philosophy or paradigm 

is often a set o f unspoken or implicit assumptions that researchers holds about the 

nature of the world they investigate.

Each philosophical paradigm deals with three sets o f assumptions which relate to 

three different questions. First, what is the nature of the ‘reality’ that the researcher 

wishes to investigate? This is referred to as the ontological q u e s tio n .S e c o n d , what 

is the nature of the relationship between the researcher and the reality being
247investigated? This is the epistemological question. Finally, we must decide how the 

researcher should go about investigating the reality being researched. This is the 

methodological question."

These questions and assumptions will now be considered by investigating a number of 

philosophical paradigms. First, we consider positivism.

7.3 Positivism

This philosophy has its roots in the ideas of Rene Descartes (1596-1650) and Isaac 

Newton (1642-1727). Descartes’ pursuit of truth led him to reject the scholastic 

tradition in which he had been educated. He developed a plan for applying 

mathematical methods to achieving certainty in human knowledge. Here much of his 

efforts were directed at providing a secure foundation for advancing knowledge 

through s c i e n c e . N e w t o n  on the other hand introduced the Newtonian physics 

paradigm of scientific inquiry.

Caldwell refers to the ‘bundle o f doctrines’ than can loosely be referred to as 

positivism (1994: ix). Graham says that logical positivism for example, suggests that 

statements used in science be understood in terms of experimental conditions or 

observations that verify their truth. He refers to this doctrine as ‘verificationism’. In 

his discussion of behaviourism he says that one o f the main goals of positivism was to 

unify psychology with natural science (Graham, 2007).

Located in Healy and Perry (2000: 118).
Ontology deals with the nature and essence o f  things.
Epistemology is that part o f  philosophy that deals with how we know things. Part o f  its remit is to 

consider the relation between the knower and the object that is known.
A  number o f  sources were useful here including Jennings (2001: 33), Healy and Perry (2000: 118- 

119) and Microsoft Corporation (1999a).
See Descartes in Smith (2007) and Kemerling (2006).
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7.3.1 Ontology

Positivism is very clear on its ontology -  on its view o f the nature and essence of 

reality. It believes that there exists a very real world o f physical and social phenomena 

out there. In addition it assumes that this external world exists whether it is perceived 

or not by humans. Positivism therefore provides a unified triangle -  me the perceiver, 

the real world out there, and the ideas or concepts I form about this external world.

7.3.2 Epistemology

Epistemology deals with the nature o f the relationship between the researcher and the 

reality being investigated. Under positivism, the reality out there can be objectively 

analysed by researchers so they can improve our understanding o f its operation. 

Researchers in this view can succeed in identifying facts or patterns from which 

generalisations can be made and theories developed. These theories or explanations 

can then be used to explain or predict reality.

Over time positivism expanded its focus beyond the scientific world o f  physical and 

natural objects to that o f people. According to positivism the world o f people, the 

social world is organised just like the natural world with universal laws and truths. 

Therefore under positivism researchers can concern themselves with providing 

generalisable, causal explanations o f the social world (Bisman, 2002: 5). Human 

behaviour in this philosophy can be predicted. Consequently human behaviour can be 

shaped and controlled once causal relationships become known.

This research philosophy has become so dominant that some suggest we are socialised 

into its workings (Young, 2000: 206). Indeed others argue that its dominance of 

research is so complete that the word ‘positivist’ is not always recognised by those 

using the methodology (Bassey, 1999: 42).

7.3.3 Social Science

Many early social scientists felt it was possible to create a science o f society using the 

same principles and procedures as the physical science. For example, Auguste Comte 

(1798-1857) felt the application o f the methods and assumptions o f  the natural 

sciences would produce a ‘positive science o f society’ (Haralambos and Holbom, 

1995: 14). This type o f positivist approach assumes that human behaviour, like that o f 

physical matter, can be objectively measured. It suggests we concentrate on directly 

observed behaviour and ignore such things as feelings, values and meaning.
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Comte, for example felt researchers should confine themselves to collecting data or 

information that can be objectively observed and classified. Researchers he felt should
250not concern themselves with the internal feelings, values and meanings o f people. 

Comte suggested that we develop a unifying social science that would explain social 

organisations and inform social planning. He also felt that social phenomena could be 

reduced to social laws in the same way as the physical sciences could explain physical 

phenomena.

Although widely seen as a positivist, Emile Durkheim (1858-1917), is strictly 

speaking not according to Haralambos and Holbom (1995: 809). This, they argue, is 

because he did not agree with the notion that research should be confined to 

observable or directly measurable phenomena. In spite o f this Durkheim had a strong 

affinity with the scientific method and endeavoured to formulate a ‘positive science 

that might direct people’s behaviour’ to better things."

Durkheim, saw ‘social facts’ as objective phenomena (Haralambos and Holbom, 

1995: 809). Social facts refer to such things as customs, social systems and 

institutions which can be considered as objective phenomena for research purposes. 

Many such phenomena are not observable or measurable and customs, values and the 

like can be considered to exist mainly in the consciousness o f people. However, 

Durkheim felt that a social custom, for example, was in a way extemal to the 

individual and constrained individual behaviour. In this way people are influenced by 

collective customs, values and expectations, by ‘social facts’. In this respect 

Durkheim felt that ‘collective ways of acting or thinking have a reality outside the 

individuals’ (Haralambos and Holbom, 1995: 809).

Despite Haralambos and Holbom’s point that Durkheim was not strictly a positivist 

they admit that interpretive sociologists tend to attack his major work on suicide more 

so than positivists (1995: 821). This seems to place him between both paradigms but 

somewhat nearer to positivism.

7.3.4 Methodology

Because these inner phenomena exist only in som eone’s consciousness, this argument suggests that 
they cannot be observed and therefore cannot be measured in any objective way.

The material on Comte benefited from Harlambos and Holbom (1995) and an article on Comte by 
Heinz Eulau and Robert L. Faherty in Encyclopaedia Britannica (1999).

See Hermann Mannheim’s ‘Emile Durkheim’ in Encyclopaedia Britannica (1999).
Taylor in fact argues that Durkheim adopted a realist position (Haralambos and Holbom, 1995: 

820). We consider realist philosophy below.
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Here we consider the third issue in any research philosophy -  the question of 

methodology. This deals with how the researcher sets about investigating reality. The 

positivist researcher investigates reality by using the methodology o f  the objective 

scientist. Here the researcher normally starts by a hypothesis which has been 

deductively derived from theory.^^'^ This hypothesis is then tested in the empirical or 

objective world. Although positivists can collect both quantitative and qualitative data 

they tend to emphasise quantitative data which in turn lends itself to statistical 

analysis and manipulation.

The positivist researcher can not influence or impact on the findings and must use 

objective and value free methods. This type o f  research is conducted under strict rules 

that ensure objectivity and impartial interpretation. Where this methodology is used 

correctly in a study other researchers should be able to replicate the study and get the
255same results. This is because o f positivism’s assumption o f a unified single reality.

We now consider some o f  the criticisms o f positivism.

7.3.5 Criticism s

Positivism is very often an inappropriate philosophy for studying social phenomena. 

This is so for a number o f reasons. First, education, the subject o f this study, is a 

human practice and not a natural phenomenon or biological process. This practice 

cannot be conceptualised in the same way as can the objects o f the physical sciences 

(Hogan and Smith, 2003: 167). In addition, it is impossible to conduct experiments 

with students or teachers like we can with physical objects.

Positivism assumes that researchers are able to objectively research the social world. 

However, researchers, much as they wish, can never fully divorce themselves from 

the subjectively constructed social contexts o f which they are an integral part. This is 

because they carry the baggage o f their own beliefs and values even when researching 

something and this can affect their interpretation o f  reality (Clark et al., 1998: 13). 

Positivism believes in patterns o f human behaviour and the related generalisations and 

theories that predict this behaviour. This belief ignores the fact that people are 

independent beings and can reflect and act on situations (Healy and Perry: 2000: 119). 

This point can be developed further by discussing the concept o f free will.

Positivism takes a deductive approach in that it starts with the theory and sets about testing the 
theory in the real world.

The material on methodology above has benefited from a number o f  works including Jennings 
(2001: 35-36) and Clark, Riley, W ilkie and Wood (1998: 9-14).
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7.3.6 Free Will

The idea that people have free will has a long tradition. For example, Augustine (354-
256430) argues that humans have free will and free choice. Similarly, Immanuel Kant 

(1724-1804) suggests that all genuinely moral action flows from the freely chosen
'yc']

dictates o f an autonomous will.

Lonergan argues that will is the bare capacity to make decisions. Persuasion is 

unnecessary for deciding unless willingness is lacking. The will is the capacity to 

make decisions and has a habitual content which indicates inclinations to make 

decisions in certain directions. Thus the will contains a capacity to act, a habit element 

or inclination, and the willing o f the act itself (Lonergan, 1958: 598).

The will has been described as a faculty with a nature o f its own. In this respect it is 

neither a neutral or transient appetite nor a formal executive power under the control 

o f reason. Some also suggest that the will is constituted by the person caring about or 

loving others (Bonnett and Cuypers: 2003: 329).

The existence of free will contradicts positivism’s belief in its capactity to accurately 

predict human behaviour. Social scientists interested in decision making could enrich
T C O

their discussions by revisiting this concept.

7.3.7 Immaterialism

George Berkeley’s (1685-1753) philosophy of immaterialism contradicts positivism. 

He argues there are no material objects out there, no objective reality. Material things 

are mind-independent things or s u b s t a n c e s . H e  feels there are only two elements: 

me the perceiver, and the ideas I directly perceive. He therefore suggests that nothing 

exists but ‘conscious things’. In immaterialism everything is mental and ‘the stuff that 

dreams are made on’ and there is no objective reality. Berkley gradually revised this 

extreme view and later grew to know ‘intuitively the existence o f other things besides 

ourselves

See Augustine (426 or 427).
See Kemerling (2001) on Kant.
Management theory, for example, states that a frequent organisational weakness is a failure to 

design the decision process (Gadiesh and Olivet, 1997: 59). This type o f  interesting, though essentially 
one-dimensional analysis could be enriched by considering the concept o f  free will. According to 
Lonergan for example, willing is in fact the act o f  deciding (Morelli and Morelli, 1997: 282).

A mind-independent thing is something whose existence does not depend on thinking things, and 
therefore would exist whether or not any thinking things (minds) existed (Downing, 2004).

The quotes above are taken from ‘The Mind is Immaterial: Immaterialism’ and ‘George Berkeley’ 
in Encyclopaedia Brittancia (1999).This material also benefited from Downing (2004) and Kemerling 
(2001a).
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7.3.8 In Vogue

Despite its weaknesses positivism stands centre stage today. Nowadays the emphasis 

is on statistics and the countable, on testing and observation, on the useful and 

pragmatic (Blake et al., 2003: 8). In education positivism is ‘on the ascendancy’ and 

many researchers have become conscious o f their government’s encouragement for 

evidence-based research (Bassey, 1999: ix). It is interesting therefore to contrast this 

trend with the fact that some of the key texts that have shaped our modem conceptions 

of education are not based on positivism but are in fact literary or hybrid in form 

(Blake et al.,2003: 15).

Positivism seeks to respond to the need for social fixes. It attempts to meet our need 

for solutions to the many social challenges we face. Its ascendancy today reflects, to 

some extent, the expectations generated by the many technical fixes we have 

developed for our physical needs. As a result of this success, we expect and hope for 

similar answers and fixes to our deeper social and personal needs. We now consider 

another major research philosophy -  interpretivism.

7.4 Interpretivism

Interpretivism has its roots in the work of sociologist Max Weber (1864-1920). Weber 

defines sociology as the study of social action. People’s action is social when it takes 

account o f others. The social action approach to explaining human behaviour is 

different to positivism which emphasises the investigation of phenomena that are 

directly observable. Positivists therefore suggest that phenomena that are not directly 

observable such as what people think are not important in explaining behaviour. 

Weber’s social action approach suggests that social behaviour can best be explained 

by considering people’s internal states of mind. Here the understanding of human 

behaviour begins by observing and interpreting the subjective ‘states o f minds o f 

actors’. Knowledge of the state o f mind of people can be achieved through what 

Weber calls verstehen. He distinguishes two types of verstehen. First he refers to what 

can be called direct observational understanding. Here for example, we can 

understand someone is upset by directly observing their visible expressions. However, 

this is not for Weber an adequate level of understanding. To achieve this we need to 

attain a level o f understanding that informs us why the person is upset. To realise this
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we need empathetic understanding and must imagine ourselves in the mind o f the
261person we are trying to explain.

7.4.1 Ontology

Interpretivism has its view of the nature of reality -  its own ontology. Interpretivism 

views the natural and social world in a fiindamentally different way to positivism. The 

physical sciences deal with inert matter which has no consciousness. Therefore its 

behaviour can be explained by external stimuli or cause and effect. Inert matter is 

compelled to act in a certain way because its behaviour is essentially meaningless 

(Haralambos and Holbom, 1995: 815).

Interpretivism views the social world as being socially constructed on shared 

meanings that are subjectively held. This world is therefore prone to greater variations 

than its positivist equivalent. The interpretivist’s social world has multiple realities, 

rather than the single reality of positivism. Here each person has an individual 

consciousness with individual thoughts, values and feelings which are paramount. 

Individuals see, interpret, and experience things in terms of meaning and they 

‘actively construct their own social reality’ (Haralambos and Holbom, 1995: 815). 

These individual meanings do not have a separate and independent existence. Nor are 

they imposed by an external society that makes people act in certain ways. Rather the 

individual’s meanings are constructed and reconstructed by them in the course of their 

social engagement (Haralambos and Holbom, 1995: 815).

Within this paradigm, people’s perceptions by themselves are not reality. 

Interpretivism is not Berkeley’s immaterialism dressed up in modern day garb. Rather 

reality is a blend o f both the extemal reality and the individuals’ perceptions. 

Understanding perceptions is important for interpretivism because this helps to 

improve our understanding of the complex world we live in (Christie, Rowe, Perry 

and Chamard: 2000: 7).

7.4.2 Epistemology

Interpretivism has its own epistemology o f how the researcher relates to the reality 

being investigated. Interpretivism feels the social world is too complex to understand 

through laws, theories and models. Law-like generalisations fail to provide an 

adequate account o f its complexity. Reality in the social world is socially constmcted

Weber however was not simply content to understand people for its own sake. He also wished to 
explain social change and was interested in causality. The above material on Weber benefited from 
Haralambos and Holbom, (1995: 14-16, 815-816, 889).
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by its participants. People can have different interpretations of this reality and these 

interpretations very often affect their actions and therefore the nature of their society 

(Saunders et al., 2003: 84).

Interpretivist researchers investigate social reality ‘through sympathetic participation’ 

by which they attempt to ‘grasp the emotional context’ in which the action takes
')(>Dplace. Therefore successful interpretative researchers develop the ability to explain 

people when they succeed in imagining themselves in their position. Since it is 

impossible to observe what is inside someone’s mind, the ‘discovery of meaning must 

be based on interpretation and intuition’ (Haralambos and Holbom, 1995; 16). 

Therefore objective measures are not possible and the exactitude of the natural 

sciences is irrelevant here.

7.43 Methodology

To achieve verstehen, researchers must enter the social setting being investigated and 

become one of the actors performing there. To successfully understand the situation
263being studied the researcher must ‘take the role of the acting unit’ being studied. 

Although therefore researchers may try to be objective in the positivist sense they can 

never fully extract themselves from the subjectively constructed world of their 

investigation -  one of which they are part (Clark et al., 1998: 15).

To try and understand the situation by remaining objectively aloof, as positivism 

advises is ‘to risk the worst kind o f subjectivism’. Here the observer is likely to infill 

the description of the situation with their own surmises instead of ‘catching the 

process as it occurs

Since interpretivism assumes the world has multiple realities it takes an inductive 

approach. It begins its study in the empirical world so as to develop explanations and 

generate theory. In induction the exploration and analysis o f observations lead to the 

construction of concepts and theory that ‘systematically links such observations in a 

meaningful way’ (Clark et al., 1998: 13).

Interpretative research focuses on meanings rather than just facts and a central issue is 

how to access the meanings of those under investigation. Therefore an important 

concern of the researcher is to know when they have successfully tapped into this 

meaning (Clark et al., 1998: 15-17).

See Weber quoted in Jennings (2001: 38).
See Blumer quoted in Jennings (2001: 39).
The above two quotes are taken from Blumer in Jennings (2001: 39).
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The interpretative researcher uses a qualitative methodology to access meaning. This 

includes methodologies such as case study, in-depth interviews, focus groups, and so 

on (Jennings, 2001: 39).

7.5 Paradigm Wars

While positivism confines us to studying the observable, interpretivism concentrates 

on the opposite. These contrasting philosophies offer us a stark choice in planning our 

research work and leave us exposed to attack from either side depending on which we 

might choose. Indeed as we saw earlier Durkheim, not fully in either camp was also 

attacked, if  not in equal measure, by both sides.

Bisman refers to the disagreement between positivism and interpretivism. In her own 

area o f accounting she states that much of the research has become divisive and 

difficult to synthesise. She then discusses the philosophical battleground in the various 

disciplines and refers to what she calls ‘paradigm wars’ (Bisman, 2002: 7).

Bisman proposes realism as a compromise paradigm that draws on the strengths of 

both paradigms. She feels that such a compromise can help harmonise a presently 

dichotomous and schismatic research effort. A similar call for compromise paradigm 

is made by Laughlin." However, despite the Bisman and Laughlin compromise calls 

their own particular solutions are ‘completely different’ (Bisman, 2002: 7).

Therefore not only are the supporters of both major paradigms at loggerheads we now 

have Laughlin’s and Bisman’s reconciliation efforts in conflict. Thus in spite o f the 

human effort expended on this topic there remains fundamental disagreement even 

among those trying to provide a via media. In spite o f this, it is our task here to unpick 

the paradigms and arrive at our own reasoned approach.

7.6 Realism

Realism corresponds to the common sense view of reality. This is so much the case 

for Hjorland that she is ‘shocked’ that anti-realism seems to ‘dominate the discourse 

today’ and has brought so much confusion to certain areas (2004: 1).“

Boyd likewise refers to scientific realism as the common sense science (2002). 

Dolhenty agrees. However, he states that the common sense view of reality is often 

vague and lacking in an adequately argued position. Therefore since it uncrifically

See Laughlin in Bisman (2002; 7).
Hj0rland’s use o f  the term ‘shocking’ reminds us that even within philosophical debate one can find 

from time to time echoes o f  strong emotions. Hj0rland’s references here are not numbered because they 
are taken from the web edition where the draft article was located rather than the finished article.
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accepts its perspective on reality, it is often unable to defend itself against objections 

and can easily be led astray into non-realistic philosophies (Dolhenty, 2004).

7.6.1 Ontology

The core assumption o f  realism is that the world is a mind-independent reality that 

exists separate to any human awareness o f it (Connelly, 2000; 263). Thus the world 

out there exists independently o f our observation o f it, and the role o f science is to
267investigate this reality.

Realists argue that the world contains many phenomena that exist and operate 

regardless o f our thoughts or desires. However, by using our faculties, we can get to 

know something about them as they actually are. In addition, this knowledge is our 

best guide to human conduct (Dolhenty, 2004).

For some philosophies, laws and theories are constructs devised by the scientist to 

describe reality.^^* For realism however, the laws and theories o f science have real
'yf.Qi

counterparts in reality.

7.6.2 Schools

There are a number o f different schools o f realism such as naive, natural, new and 

critical realism.

Naive realism for example, believes that things in reality correspond exactly to human 

cognition o f them. Here the perception o f an object is a direct and exact awareness o f 

the object itself rather than a representation o f  it. This idea is challenged by the fact 

that people can experience perceptual and visual illusions. Even the person in the 

street is keenly interested in distinguishing critically between reality and figments o f
270cognition and continually does so in everyday life.

7.7 Critical Realism

Critical realism is a growing movement that is ‘transforming the intellectual scene’ 

(Tsang and Kwan, 1999: 2).^^' This philosophy tries to reconcile the real, independent 

and objective nature o f the world out there (i.e. the world o f realism) with how we 

know about this world (hence, critical). In critical, as opposed to naive realism, our 

mind knows the world only through the medium o f perception and thought. Therefore

See Encyclopaedia Britannica Online (2004).
For example, conventionalism.
See Encyclopasdia Britannica Online (2004a).
See Oxford Reference Online (2004a) and Encyclopaedia Britannica Online (2004b).
Tsang and Kwan’s page references here refer to the web edition (which starts at page I) rather than 

the actual journal edition.
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the challenge is how to explain the relationship between the mind as knower and the 

reality to be known.

The philosophy is associated with R. W. Sellars (1880-1973), whose Critical Realism 

(1916) was partly a reaction against the simplistic realism of others. In 1920 a group 

of philosophers contributed to Essays in Critical Realism, which served as a manifesto 

of the s c h o o l . T h e  philosophy was reinvigorated by Bhaskar in his 1975 publication 

A Realist Theory o f  Science.

7.7.1 Epistemology

What type of relationship is there between the researcher and the reality being 

investigated? What type of knowledge does this type o f realism allow?"

Realism holds that there is a real world out there to discover even though it is not 

perfectly knowable. Popper discusses realism using the notion of three different 

worlds. World one is the subjective world o f the mind. World two contains the 

abstractions that arise from people’s minds but exist independently of any single 

individual. World three is the world of the real object out there.

World two, the world o f social abstractions, relates to realism and reflects people’s 

efforts to interpret and know the world out there. By contrast world one relates to the 

interpret!vism and the objective phenomena of world three relates to positivism.^’"* 

Realism distinguishes three types of objects -  private, public and ontological. A 

private object is a sheer datum (e.g. a patch o f blue). This patch o f blue exists in the 

knower’s mind and has not been interpreted by it. This in some way parallels world 

one above -  the subjective world o f the mind. A public object is one that the mind has 

projected onto a conceptual space shared with others -  for example, the shared 

concept o f a blue sky. This parallels Popper’s second world above. Finally, the 

ontological object that Kant calls the ‘thing-in-itself -  i.e. the blue sky as it really is. 

This parallels the third world above.

In realism, the blue sky concept (public object) reflects, with some reasonable degree
275of accuracy, the real properties o f the actual blue sky (ontological object). Here the 

mind directly encounters only a counterpart of the external object and not the object

See Oxford Reference Online (2004b).
When using the word realism below we refer to critical realism unless otherwise stated.
See Healy and Perry (2000: 120) for the material on Popper. W e have changed the world numbers to 

cross tie, where possible, to the concepts o f  private, public, and ontological objects below.
On the above three objects see Encyclopaedia Britannica Online (2004a).
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itself. It directly encounters the private object (the patch o f blue) and the public object 

(the sky concept) but not the ‘thing-in-itself

In realism the mind only knows reality by means o f  a ‘medium or vehicle o f 

perception and thought’. W h i l e  positivism considers a single concrete reality out 

there, interpretivism deals with multiple internal realities. By contrast realism 

concerns itself with the multiple perceptions o f a ‘single, mind-independent reality’ 

(Bisman, 2002: 9). The important thing here is that realists assume that there is a 

single reality out there but that it ‘cannot be flilly or perfectly apprehended’ (Bisman, 

2002: 9).

Realism therefore concurs with positivism on there being a real world out there, 

independent o f it being known or observed by someone. However, contrary to 

positivism, it argues that we can only imperfectly apprehend this world.

Realism can be located under the umbrella o f  post-positivism, since it offers a 

modified objectivist viewpoint (Bisman, 2002: 9). It has however, some elements o f 

both positivism and interpretivism. To this extent it can be seen to lie outside, yet at 

the same time, somewhere between both philosophies.

7. 7.2 Scientific Investigation

Scientific investigation under realism can provide knowledge o f phenomena and this 

knowledge is possible even when the relevant phenomena are not observable (Boyd, 

2003). Science is correct here, subject to the recognition that scientific methods are 

fallible and that most scientific knowledge is approximate. We are therefore justified 

in accepting the most secure findings o f scientists at ‘face value’ (Boyd, 2003).

For example, when you read a chemistry textbook, you have good reason to believe 

the approximate truths o f  its laws, concepts and models. Also you have reason to 

believe that chemical phenomena have the properties attributed to them by such a 

book, independent o f the theoretical conceptions o f  chemistry.

To support this view, some have offered the ‘miracles’ argument. This states that 

unless scientific theory is at least approximately true, the application and predictive 

success o f science could be considered a miracle. With the experience o f scientific 

success in many fields we can make at least a reasonable argument that science 

appears to be on the right track to truth or at least to empirical success (Fine, 1998).

The above material on realism also benefited from the ‘Nature and Scope o f  Realism ’, ‘20* Centur>' 
Realism ’, and ‘Realism ’ in Encyclopaedia Britannica, (1999).

See Blackburn in Bisman (2000: 9).
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7.7. i  Social World

Bhaskar argues that the social world, like the natural one, is real and we should not 

collapse the social into the individual (Connelly, 2000: 264). His model of the social 

world involves four types of interactions—physical transactions with nature; direct 

interactions with other people; interactions with the social structure; and the 

subjectivity and personality of the individual (Mingers, 2004).

This view argues that the social world cannot be explained solely by the activities of 

individuals. We must also take account o f social structures or institutions (e.g. 

families and civil society), social facts (e.g. norms and stratification) and social 

objects (e.g. cars and trains).

The social world exists independently o f any individual’s human thoughts and values. 

However, it does not exist independently of everyone’s thoughts. The social world 

here refers to those large-scale social influences that affect individuals without them 

necessarily being aware of such influences.

Realism emphasises the importance of understanding the individual’s socially 

constructed subjective reality, within the broader social process context (Saunders et 

al., 2003: 84-85). Realism therefore provides a moderate objectivism in the social 

world. This is because the collective properties of social life emerge over time to form 

objective features.

These collective properties provide both the ‘wider background context and the 

immediate settings’ for social a c t i v i t i e s . Mo s t  importantly they are part and parcel 

o f the ‘ongoing ensemble of social institutions, cultural traditions and patterns of
279social relationships’ that we have to take into account in our daily lives.

7.7.4 Critical

However, realism can do more than just help us to understand the world. For Bisman, 

realists can participate in criticising and changing it (2002: 14). Reed likewise argues 

that realist analysis entails criticism. This is because it improves our understanding of 

the constraints placed on us by existing social structures. This knowledge helps us to 

become aware of alternative, less restrictive social structures which through 

innovative social action we may then be able to help introduce (Reed, 2001: 215).

7.7.5 Closed Systems

See Layder in Reed (2001: 222).
See Layder in Reed (2001: 222-3).
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980Bhaskar makes a distinction between open and closed systems. In an open system a 

multiplicity o f mechanisms co-determines events. Positivism, by contrast, uses a 

closed system to help it discover laws and patterns. Here you can find a constant 

combination (or conjunction) o f events where scientific causation can be established. 

This is because the assumptions o f the closed system in positivism facilitate the 

isolation and study o f particular causal mechanisms.

Positivism explains an event when it has formulated a law or theory about it -  for 

example, if  A happens then B occurs. Here both causal linkage and prediction are 

integrated into the law and the event B is explained by its causal factor A.

Positivism has to organise an experimental situation to achieve a closed system. This 

situation therefore, does not occur naturally but is the result o f a good deal o f work by 

the scientist.

Failure to create an experimental situation leaves positivism trying to mimic a closed 

system. Here it attempts to identify and analyse two or more phenomena separately 

which it then tries to causally link in some sort o f linear way.

How can such experiments or causal linkage explain the real world? The causal 

mechanisms o f positivism are only o f importance to the extent that they also operate 

in the open systems o f the real world. Here Bhaskar points out that the effort 

necessary to produce a closed system proves that the world is in fact open but 

receptive to some partial closures. In this context the causal mechanisms o f positivism 

are o f only some use in explaining the real world. This world is more usefully 

conceptualised using the concept o f a partially closed system which must operate 

within an open system.

7.7.6 Open System

In the open system o f the real world, a multiplicity o f  mechanisms co-determines 

events. This means that A is not just sitting around on its own waiting to cause B. In 

reality many factors are impinging on and interacting with A, often at the same time. 

Bhaskar states that it is impossible to produce a closed system in the social sciences. 

In this situation A may indeed tend to cause B but human agency and free will may 

significantly affect the outcome. Accordingly, the positivist hope o f having a social 

science law that states ‘if  A then B ’ is not possible in critical realism.

The material below on open and closed systems benefited from Tsang and Kwan (1999), Collier 
(1998), MacLennan (1999) and others.
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All o f this indicates the challenge facing scientists who investigate social phenomena. 

We now consider the structures and mechanisms.

7,8 Structures & Mechanisms

Realism does not limit itself to studying observable phenomena. It also considers 

unobservable phenomena.'*' Here research focuses on the structures and mechanisms 

of things rather than the unseen phenomena (Tsang and Kwan, 1999: 2).

For example, scientists can discuss the existence and nature o f the earth’s core without 

ever having observed it. Here they try to explain reality in terms o f ‘underlying and 

often unobservable structures, mechanisms and processes’ (Haralambos and Holbom, 

1995; 860). For realists, physical events take place in the context o f physical 

structures.’*" Likewise social events, our concern, occur in the context o f social 

structures.

7.8.1 Social Structures

Social structures are the system of relations between the various social positions or 

roles. They have their own internal causal tendencies or properties that shape events 

and developments. These causal tendencies are real phenomenon rather than 

inventions of the mmd (Hjorland, 2004).' These causal tendencies are the generative 

mechanisms of the social structure. The generative mechanisms have causal powers 

and tendencies (expressed or unexpressed) and give rise to patterns of observations 

that we live with, use, and change (Connelly, 2000: 265).

Social structures and their generative mechanisms are key concepts for analysing 

social phenomena. They are real phenomena and exist independently of any 

conception of them constructed by individual scientists. They do not however, operate 

mechanically beyond the influence o f people, as in positivism (Reed, 2001: 214).

7.8.2 Flux

Realism acknowledges the inherent flux, uncertainty and ambiguity o f social life. The 

researcher’s role therefore is to identify and analyse the social mechanisms that 

explain this flux."*"  ̂ In this respect the structures and mechanisms in society can be

See Keat and Urry’s comment in Haralambos and Holbom (1995: 860).
See Keat and Urry’s point in Haralambos and Holbom (1995: 861).
Hjorland’s exact statement is ‘unless the rootedness o f  cognition (the mind) in social stmcture and 

specific content is recognized, causal power is falsely accorded to cognition or mind’.
See Oxford Reference Online (2004).
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seen as the relatively enduring components underlying and generating the flux (Reed, 

2001: 214).

7.8.3 Causality

Realist causality does not refer to a relationship between discrete events in a closed 

system. Rather it refers to the causal powers o f social structures and their generative 

mechanisms. To ascribe a power or capacity to a social structure is to talk about what 

it can or will do, under certain circumstances, in ‘virtue o f its intrinsic nature’ (Tsang 

and Kwan, 2001: 2).

Causality is thus manifested in the ‘structured interests, resources, powers, constraints 

and predicaments’ that are built into each social position by the web o f  social 

relationships.^*^ These comprise the ‘material circumstances in which people must act 

and which motivate them to act in certain w ays’. Having said all o f  this however, 

people can respond to their structured conditions in innovative ways which can then 

cause change. This refers to our earlier point about the critical dimension o f  realism 

facilitating change.

Critical realism provides the tools for explaining the structural constraints and 

generative mechanisms that shape our increasingly ‘networked’ and ‘hybridised’ 

interactions (Reed, 2001: 222). Reed refers here to the ‘new forms o f expert pow er’ 

that our social organisations exhibit (2001: 222). He suggests that realism is one o f  the 

best ways to study organisations. This is because it helps rediscover the sense o f 

organisational hierarchy ‘within which we have our being’ without at the same time 

losing sight o f global ‘structuring’ and ‘local engagement’ (Reed, 2001: 222).

7.8.4 Criticisms

One o f the challenges facing realism is how to explain the relationship between the 

mind as knower and the reality to be known. This leads it to being criticised for failing 

to provide an adequate account o f  the perceiver-object relationship. As a result some 

feel the philosophy is not critical enough.

Another difficulty is that reality is socially constructed and there are as many realities 

as there are social constructions. This is the critique o f interpretivists who argue that 

each individual is in some way involved in creating social reality (Pring, 2000: 59). 

However, Pring responds that once we lose our hold on reality, question our

See Porpora in Reed (2001: 215).
See Porpora in Reed (2001: 215).
See Bisman (2002: 20).

222



objectivity, or treat facts as mere construction, then ‘the very concept o f research 

seems unintelHgible’ (2000: 159).

Finally, critical realism can be criticised because its assumptions about reality are not 

provable in any scientific way. This however, rather than being a criticism of its logic 

should be considered part of its assumption set -  its particular faith system. Each 

philosophical paradigm contains a set of assumptions which are foundational. 

Therefore after all the analysis and discussion we still have to make an informed jump 

o f faith to our preferred paradigm. Deciding our preference often comes down to 

which set o f assumptions we feels most comfortable with.

7.9 Options

We have considered three major paradigms -  positivism, interpretivism, and critical 

realism.^** All three are quite distinct. Which option do we choose?

Some feel we should decide on the basis of our situation. For example, Green and 

Griffiths argue that we should set about doing philosophy ‘fi-om the vantage point of 

situationality’ (2003: 74). Our situation here is that of teacher and our interest is to 

research an aspect o f our work.

On this point Hongladarom argues that a teacher, qua philosopher, can be a realist or 

an anti-realist. However, if  she is going to be an effective teacher, she may have to put 

aside her philosophy and get on with the practical task (Hongladarom, 2004).

Others feel we do not need to choose. Some for example suggest that the paradigms 

have become blurred at the edge and have begun to interbreed (Lincoln and Guba, 

2000: 164). Others argue that increasingly researchers ‘see the world with more 

pragmatic, ecumenical eyes’ (Miles and Huberman 1994: 5). Here no particular study 

conforms to a standard methodology and each study must mould its methodology to 

its own particular setting. In this respect we are advised to look behind ‘any apparent 

formalism’ and try and find what is useftal for our own work (Miles and Huberman 

1994: 5).

Certain writers discuss mixing qualitative and quantitative research methods 

(Jennings, 2001: 20-22). Where these two methods are mixed there is usually a 

predominance o f one over the other. The supporters of this approach suggest that the 

mixing allows the ‘deficiencies’ of both methodologies to be overcome. The

Others such as critical or chaos theory, post-modernism and feminism are not discussed here but can 
be read in a variety o f  standard texts such as Jennings (2001).
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detractors to this argue that mixed methods are based on mixing philosophies that can 

in fact contradict one another (Jennings, 2001: 133).

Should we therefore mix our paradigms? Lincoln and Guba argue that mixing across 

contrasting paradigms such as positivism and interpretivism is problematic. We 

should only mix paradigms that share certain elements and resonate strongly with one 

other (Lincoln and Guba, 2000: 174).

We now clarify our own approach.

7.10 Decision

The most suitable philosophy for our purpose is critical realism. This decision reflects 

some o f our hesitations with positivism and interpretivism and our agreement with 

many o f the tenets o f realism. It also reflects the fact that realism concurs with some 

o f the more useful tenets o f the other two paradigms.

Our support for critical realism does not indicate that it is the perfect paradigm. There 

is no such thing. Life is more complex than our capacity to understand it. The endless 

debate among reasonable people is evidence o f this.

Critical realism helps us prepare for our research task.

7.10.1 Research Task

Under realism reality exists independent o f the researcher. The research task therefore 

is to investigate reality and research is either right or wrong, depending on how it 

matches up to it (Pring, 2000: 58). Advancing knowledge in realism requires us to 

make new observations and reflect on these and previous ones.

What does critical realism offer our study o f the CLP? First, it suggests that 

organisations are real (Tsang and Kwan, 1999: 2). In this context the CLP is a real 

organisational entity. The CLP is a real social structure. A social structure has both a 

totality and component parts (Wright Mills, 1970: 149). As a result the researcher’s 

job is to identify both the totality and the components o f  the CLP. We now consider 

the CLP as a social structure.

7.10.2 CLP Structure

The CLP structure is a partially closed system operating within an open system where 

it is linked to other e n t i t i e s . T h i s  structure is a collection o f positioned practices and 

relationships which the individual teacher does not create, but can o f  course contribute

Pring (2000: 59-60) discusses the social reality o f  the family. The details o f  this were helpful in the 
preparation o f  what follows.
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to. The structure itself comprises of a set of interconnected concepts and roles with 

rights and responsibilities, such as teacher or s tu d e n t .T e a c h e rs  normally assume 

the role attached to teaching, and in so doing ‘everywhere reproduce and transform’ 

it.^^'

The various roles and structures, through which the individuals involved interpret and 

understand the CLP, are not their individual creation. They have evolved over time 

through a slow process of social interaction and evolution. No one individual can 

easily change such roles, because the reality is already shaped by people’s inherited 

perceptions.

However, the CLP, like any other social structure, is not set in stone. It can evolve and 

develop over time through deliberate amendments which can be speeded up by a 

critical tradition to which individual teachers and others can contribute. In addition, 

this critical tradition is energised by discoveries within or, new perceptions of, the 

‘social reality which we have inherited’ (Pring, 2000: 60).

Realism suggests that the CLP as a social structure has causal powers referred to as its 

generative mechanisms. To ascribe a power or capacity to a social structure like the 

CLP is to talk about what it can or will do, under certain circumstances, in ‘virtue of 

its intrinsic nature’ (Tsang and Kwan, 2001: 2).

7.10.3 CLP Mechanisms

The generative mechanisms lead to certain CLP patterns o f behaviour or outcomes. 

These patterns arise from the continuous interactions between the CLP’s structures, its 

generative mechanisms and its innovative activity. The innovation however, has to 

occur within, and take account of, the highly constraining parameters of the CLP’s 

structure and the ‘related resource-dependency distributions’ which have to be 

overcome (Reed, 2001: 16).

To explain something like the CLP we must find or imagine ‘plausible generative
29^mechanisms for the patterns’ among its events. “ This study tries to explain whether 

or not the CLP generates particular knowledge and/or values. The key research 

questions are:

Also student, course tutor and committee, heads o f  department and school.
See Bhaskar quoted in Pring (2000: 60). In an interesting aside Pring contrasts the social practice 

and reality o f  education as it evolves over time with attempts by those who manage the system to 
conceive o f  it mainly in managerial and business terms (2000: 60).

See Harre quoted in Tsang and Kwan (1999: 3).
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Does the CLP enable learning that generates and/or enhances students ’ knowledge 

for work life and the economy?

Does the CLP enable learning that generates and/or enhances students ’ values fo r  

participating in society?

Collier argues that laws are tendencies rather than absolutes in realism (1998). 

Therefore we ask does the CLP enable learning that generates particular knowledge or 

values outcomes. This is not the absolute question o f positivism. This study steers 

clear o f searching for absolute causes. Such a search is fruitless. If our research finds a 

strong and powerful generative mechanism at work we have found a lot.

7.11 Conclusion

We have decided on our research philosophy and related it to our CLP research
293questions. We must now discuss our research strategy or methodology. What does 

critical realism suggest? According to Bisman qualitative, quantitative and case study 

methodologies are all appropriate for our task (2002: 10). We use the case study 

method and discuss this in our next chapter.

See figure 7.1 and the related discussion above.
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CHAPTER 8: METHODOLOGY: CASE STUDY METHOD

This chapter considers case study methodology. It first discusses the two contrasting 

approaches to case study -  the quahtative and quantitative approach.

8.1 Case Study

Case study is used extensively in both social science research and practice-oriented 

fields such as education (Yin, 2003: xiii). Stake argues that case study is not a 

methodology choice but a choice as to w^hat is to be studied. Case study, he argues, is 

defined by an interest in a particular case or cases, ‘not by methods o f inquiry’ (Stake, 

2000: 435). This should not imply that case study is not a methodological choice. 

After all Stake has himself contributed to the discussion of case study methodology.^^'*
295In addition, a variety of authors have discussed Stake’s approach to methodology.

In line with Stake our own research relates firstly to our object o f study -  i.e. the 

phenomenon or case o f the CLP. Going beyond Stake, however, we assume that case 

study is also a methodology.

The literature does not provide us with a uniform approach to case study. A number of 

approaches are provided by different writers. One of the most noteworthy distinctions 

is between the quantitative and qualitative approach to case study. We consider both 

of these approaches here.

8.2 Qualitative

Stake’s case study approach draws fi"om naturalistic, phenomenological, and 

biographical methods and takes a qualitative approach to single case analysis (1995: 

xi-xii). He presents his ideas with a sense of advocacy and feels he has found an 

effective way to study and evaluate educational programmes. He contrasts his 

qualitative approach to Yin’s ‘more quantitative’ one (Stake, 1995: xii).

8.2.1 The Case

Stake defines the case as a bounded system, and invesfigates it as an object rather than 

a process. He uses the Greek character theta 0  to symbolise the case, since it too has a 

boundary and internal components. A case is a specific and complex fianctioning 

system with working parts. In the social sciences it is purposive and can have a

His major work here is Stake (1995).
For example, Bassey (1999) and Gall et al. (1996) both refer to Stake’s contribution to case study 

methodology.



296‘self. Its behaviour is also patterned and coherence and sequence are important 

characteristics (Stake, 2000; 436).

As well as being interested in the case, Stake argues that researchers are also 

interested in general phenomena beyond the case. Here he feels we cannot understand 

our own case without understanding others. However, while we research a particular 

case, our limited resources are concentrated on trying to understand its particular 

complexities. Even when we investigate more than one case, each case is a 

concentrated inquiry (Stake, 2000: 436).

Stake says that the search for particularity competes with the search for general 

themes. Each case has important atypical features and their pursuit robs time from the 

study of general themes (Stake, 2000: 439).

Stake talks about the instrumental case where the researcher tries to find material that 

helps to provide or redraw a generalisation or to offer some insight into an issue 

(Stake, 2000: 437).

8.2.2 Domains

Stake states that a case is complex, and the time to analyse it is short. Therefore 

simply to aggregate information on it can distract attention from the real issues (Stake, 

1995: 77). He talks about the contexts of a case -  physical, economic, ethical, and 

aesthetic. A case can also have subsections such as departments and sections. In 

addition, it can have groups such as students and teachers and occasions such as 

outings, lectures and one-to-one mentoring. In all of this it has what he calls a 

concatenation of domains -  many so complex that at best they can only be sampled 

(Stake, 2000: 439-440).

He says that since we cannot tell the whole story of a case we need criteria to select 

case content (2000: 441). Issues are important here.

8.2.3 Issues

Designing research requires a number of elements according to Stake. These include 

conceptual organisation, conceptual bridges, and cognitive structures to guide data 

gathering (Stake, 1995: 15).^^^

He says the standard way to conceptually organise research is to do so around 

hypotheses. He however, prefers to use issues (Stake: 1995: 16). He uses the Greek

It has a se lf for example when it is a person as in medical case research.
Stake’s discussion here seems to develop only the conceptual organisation element o f  design.
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symbol 3  for issues and says they are the fundamental components o f any case 

investigation.

Issues provide a conceptual structure that helps us to organise the case study and 

understand its complexity. They also provide good research questions (Stake: 1995:

Stake warns however that issues are not as simple as they might first appear. They are 

intricately linked to social, historical, political, and personal factors (Stake, 1995: 17). 

He says that one of the problems with case study is that an issue can grow and become 

more intriguing.

In addition, much of the information needed to round off the case study may be 

difficult to obtain. Here he argues there is an enduring tension between the case and 

the questions. They both demand more resources than is available (Stake, 1995: 24- 

25).

8.3 Quantitative

In contrast to Stake’s qualitative approach we can consider Yin’s ‘quantitative’ 

approach (McAdam and Brown, 2001: 85). Yin’s work is interesting. He offers what 

he calls a ‘comprehensive presentation of the case method’ (Yin, 2003: xiv). He feels 

the case study remains one of the most challenging of social science endeavours and 

its great strength is its ability to deal with the full range o f evidence -  documents, 

artefacts, interviews, and observations (Yin: 2003: 1, 8).

Yin outlines five components of a case study research design. These are the research 

questions; the propositions; the linking of information to questions; the criteria for 

interpreting the findings; and the clarification o f the unit of analysis (Yin, 2003: 21- 

28). We consider our research design using Yin’s five components.

8.3.1 Research Questions

This study has the following four preliminary questions:

Can we develop a clear description o f  service-learning for the purpose o f  this 

study?

Can we develop a clear description o f  the learning component o f  service-learning 

for the purpose o f  this study?

He also says that the most common way to evaluate a programme is to organise the research around 
the goal statement o f  the programme.
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Can we develop a clear description o f  the service component o f  service-learning 

fo r  the purpose o f  this study?

What is the role o f  third level education and how does this impact on the purpose 

o f service-learning in general and the CLP in particular?

These four questions are answered in the hterature review chapters 2 to 5. There are 

then the substantive questions o f the study as follows:

Is the CLP a service-learning course within the meaning o f  this study?

Does the CLP enable learning that generates and/or enhances students ’ knowledge 

fo r  work life and the economy?

Does the CLP enable learning that generates and/or enhances students ’ values for  

participating in society?

These three questions are answered in chapters 10 to 14.

8.3.2 Propositions

Yin argues that such questions do not fully tell us what to study. This is where a 

proposition helps out (Yin, 2003: 22). His propositions take the place of hypotheses in 

the standard methodology. If we turn the three main questions into propositions they 

would look as follows:

The CLP is a service-learning course within the meaning o f  this study.

The CLP can enable learning that generates and/or enhances students ’ knowledge 

fo r  work life and the economy.

The CLP can enable learning that generates and/or enhances students ’ values fo r  

participating in society.

These propositions can supplement our research question approach so as to allow us at 

a later stage to make a statement on the analj^ical generalisation of the findings.

8.3.3 Linking

In positivism, experimentation can link the hypothesis to the data. In case study 

however, several pieces o f information can be linked to propositions or clearly 

defined questions. This can be done through analytical techniques such as pattern 

matching, explanation building, fime-series analysis and logic models (Yin, 2003: 26, 

139).

See our discussion below on validity.
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Critical realism talks about generative mechanisms. Here we look at how a  is linked 

to and generates 9 . Not having the sureness o f  positivism we can not enquire as to 

whether a  causes 9  only that it generates it -  a lower level o f  causality and linkage. In 

critical realism we can use the analytical techniques o f Yin to help identify the 

generative mechanisms. For example, we use time-series analysis in chapter 13 when 

we consider exam data over a period o f time. We also use pattern-matching. This 

compares an empirical pattern with a predicted one (Tellis: 1997). For example our 

two main research questions suggest that we should find a pattern in the evidence that 

the CLP generates knowledge and values. We do not use explanation building or logic 

models.

8.3.4 Criteria

When we analyse our results we need to consider the criteria for interpreting the 

findings. When we use pattern-matching for example how close does a match have to 

be in order for it to be considered a match? Yin admits ‘there is no precise .., criteria’ 

for interpreting such findings. He simply says that ‘one hopes that the different 

patterns are sufficiently contrasting’ to make a judgem ent on a research question or 

proposition (Yin, 2003: 27).

8.3.5 Case Unit

Clarifying the unit o f analysis is Y in’s final task in the case study research design. 

This is something that plagues researchers at the outset o f any case study (Yin, 2003: 

22). How we define our case is related to our research questions (Yin, 2003: 23). 

However, Yin cautions that the choice o f unit o f analysis may have to be revisited 

following discoveries in the information collection phase (2003: 24).

Y in’s approach here is weak. He talks for example about case studies o f a patient, an 

exemplary student, or a politician and states that the individual is the primary unit o f 

analysis. This is somewhat simplistic. The case unit is in fact best considered to be 

certain aspects o f the individual -  those aspects relevant to the research questions.

For example, if  the research question asks why did the patient develop yellow fever it 

is advisable to focus only on particular aspects o f  the patient. This will also be the 

situation with the exemplary student or politician case. The research question and the

Explanation building is an iterative process where the initial theoretical statement is first compared 
with the findings, the statement is then revised, then compared again, and so on Alaranta (2007). Yin 
says that the logic model outlines the cause and effect steps that link interventions with expected 
outcomes. See www.gse.harvard.edu'hfrp/eval/issue7/Qanda.html accessed on 5 July 2007.
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relevant conceptual material along with some understanding of the general 

phenomenon of the average individual helps to narrow down the case unit.

This may seem a moot point. However, the concept of the individual is very broad and 

for analytical purposes hopelessly cumbersome. Similarly our study of the CLP needs 

to define not just the CLP (which is quite broad) but those aspects of it which contains 

our case unit. This we do in chapter 9.

We now consider our research design.

8.4 Research Design

Every piece of research has an implicit or explicit research design. Preparing a 

research design involves formulating a strategy that eventually leads us to answer the 

research questions. Such a strategy tells us how to collect, record and process the
301evidence, and how to analyse and interpret the results.

8.4.1 Plan

The research design is a plan that links the research questions to the information to be 

collected and the conclusions to be drawn. It takes us irom our questions to our data 

collection and analysis to our answers (or conclusions). It can therefore be seen as an 

action plan.^®^

Others see the research plan as a logical model of proof that allows the researcher to 

draw causal i n f e r e n c e s . O u r  study does not talk about absolute proof or causality. 

This is because critical realism advises us to identify generative mechanisms or causal 

tendencies rather than absolutes. Therefore our research plan does not provide a 

logical model of absolute proof, as realism tells us no such thing exists.

Yin suggests that developing a research design for a case study is problematic because 

a comprehensive ‘catalogue’ o f such designs does not yet exist (2003: 19). He 

suggests that researchers have ‘incorrectly thought’ that the case study was a tj^e  of 

quasi-experimental design (Yin, 2003: 20). Yet he does not discuss research 

philosophy although he seems fi-om time to time to hanker after the certitudes of 

positivism and experimentalism.^^'*

Some argue that the research design should also deal with the dissemination or publication o f  
results. See http://w w w . webref.org/anthropology/r/research desi gn.htm accessed on 4 June 2004. This 
element is excluded from our research design.

The ideas above are drawn mainly from Yin (2003: 19-21).
See Nachmias and Nachmias quoted in Yin (2003: 21).
Yin trained as a graduate in experimental psychology and his efforts seem to reflect a desire to make 

case study methodology more compatible with the dominant research paradigm.
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8.4.2 Data Sources

The information sources used in case study are called data sources by Stake (1996: 

54), data collection sources by Yin (2003: 76) and sources by Kane (1985: 39). The 

following data sources are used in this study:

Documentary: Research material from three previous studies o f 38 CLP students. 

School material (including CLP syllabi, report outline, assessment results, and 

relevant course documents);

Statistical: Exam grades.

Interviews: One-to-one interviews available as digital recordings and typed transcripts 

from 33 students and one key informant.

8.5 Data Collection

We use two data collection methods -  one-to-one interviews and documentary 

analysis. We now discuss the interviews and outline the necessary protocols for using 

this technique.

8.5.1 Intennew

An interview is a directed conversation between the interviewer and respondent to 

elicit certain information from the respondent. The interview is a complex situation 

and to avoid errors it needs to be well p l a n n e d . T h e r e  are a number o f conditions 

for a successful interview.

First, respondents must clearly know what is expected o f them. Second, they must be 

able to answer the questions. This requires that the information is accessible to them. 

Finally, they must be motivated to answer questions accurately. A one-to-one 

interview is a social process involving two people. Therefore we must take into 

account the interaction between both people.^®^ Interviews can be structured, 

unstructured or semi-structured.

8.5.1.1 Structured^

See Gao (2005), Guinan, (2004), and Kieran (2005).
306 Qf students interviewed had taken the CLP once with the remaining 27% having taken it twice. 
The key informant lectured on the CLP from September 2001 to January 2003.

We have added the word directed  to Moser and Kalton’s definition (1971: 271). The interviewer 
directs the conversation.

Error can be caused by such things as the interviewee’s attitudes, fears, and expectations or the 
interviewer's inadequate preparation. See Encyclopaedia Britannica Online, (2004d).

See Moser and Kalton (1971: 271-272) on the above points.
The material below benefited from Saunders et al. (2003: 246-247).
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These interviews use predetermined and standardised questions. Here the interview 

reads out each question and then records the response. The questions are read out in 

the same tone o f voice so as to avoid any bias between interviews.

8.5.1.2 Unstructured

These interviews are informal and are used to explore an area in depth. Some refer to 

these as in-depth interviews (Saunders et al., 2003: 247). There is no predetermined 

set o f questions although the researcher will be clear about the areas for investigation.

8.5.1.3 Semi-Structured

We use this method. The semi-structured interview contains a list o f question areas or 

themes. There may be some variation from the question topics depending on the 

context o f the interview or the type o f interviewee. The question order can vary 

depending on the flow o f the interview. Additional questions may also be asked if  

additional information is needed.^''

8.5.1.4 Non-Directive

Interviewers taking a non-directive approach refrain from indicating or offering 

opinions or leading by example. This means they do not in any way imply a 

preference as to how a question should be answered. A non-directive approach 

encourages respondents to answer the questions in their own way and without being 

led by the interviewer. At the outset the interviewer may chat informally with the 

interviewee. Once the interviewee feels he is not going to be criticised or judged, he 

can then speak freely (Haralambos and Halbom, 1995: 840).

However, some suggest that interviewers may be inhibited by adopting such a passive 

approach. In such circumstances they recommend that the interviewer should take a 

more active approach so as to elicit fuller information (Haralambos and Halbom, 

1995: 840).

We take a non-directive approach. To clarify this approach we state in the interviewee 

protocol that the interviewees are autonomous research participants and are respected 

for their opinions and insight on the questions asked.^'^ This is important in our study 

since the student interviewees have studied under the interviewer.

8.5.2 Informant

For example, Rantz's case study o f  higher education uses additional questions as ‘depth probes’ to 
improve clarity, explanation, description and evaluation o f  his study (2002: 459),

See appendix 2.
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We accept Yin’s point that the interviewee is a very valuable informant (2003; 90). 

The student interviewees have been through the CLP experience and can therefore 

offer a unique insight on their experience. We therefore regard them as important 

sources of information. We also regard the key informant as a significant source of 

information.

We also take Yin’s suggestion that our interviewees may be able to suggest 

corroboratory or contrary evidence, and may be able to help us access such sources 

(2003: 90). This allows them the opportunity to help us with the triangulation process. 

Although we take Stake’s point that most people are pleased to be listened to, we feel 

there is a need to be vigilant on two fronts (1996; 64). First, the interviewees may be 

less than enthusiastic about putting precious time by for someone else’s research. 

Second, the intervdewer will largely be directing the flow o f questions and will focus 

on specific aspects of their CLP experience rather than what the interviewee may wish 

to talk about.

8.5.3 Protocol

To provide a high quality result, interviews must be conducted in a consistent manner 

(McClelland, 1994; 27). For this reason we develop protocols for various elements of 

the process. First, we consider our approach to setting up the interviews.

8.5.3.1 Setup

This refers to the initial setup and interviewee agreement. Although an interview is 

more valuable than a survey questionnaire it is more intrusive for the interviewee 

(McClelland; 1994; 28, 31). For this reasons it is important that respondents are happy 

to participate and know what to expect. Interviewees are therefore ftilly informed in 

advance of their agreement to participate.

Each potential interviewee is first contacted informally. They are then formally 

written to by email. The request contains a short letter along with a number of 

explanatory items as follows;

• A short outline of the study;

• A question guide listing the main question topics;

• An outline of the interview process dealing with procedural issues and the approach 

to the write up and database;
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• The interview protocol. This outlines the study’s approach to the interviewee.^'^

• The statement o f agreement between the interviewee and interviewer.

A copy o f the above is included in Appendix 2. A copy o f each agreement is retained 

in the interview database.

Each participant is informed that the final account o f  the interview is held 

anonymously in the case study database. To retain confidentiality none o f  the 

interview accounts are linked to any particular interviewee.

Next we consider our approach to the interview location.

8.5.3.2 Location

The interviews are located suitably to take account o f the concerns expressed by 

McClelland (1994: 29). He suggests they should be conducted in a neutral location 

where they can take place without interruption. They should also be located where 

both people can meet on equal terms.

In general most people’s offices are not neutral (McClelland 1994: 29). In this study 

the researcher’s office is not suitable because student interviewees may associate it 

with a visit to their lecturer. Nor on this account is it considered suitable for the key 

informant interview. Every interviewee is encouraged to view the interview as a 

meeting between equals.

McClelland suggests that the planning o f each interview should be carried out well in 

advance. He advises that interviews should be located and timed to suit the 

interviewee and should begin on time (McClelland, 1994: 29).

8.5.3.3 Conduct

Interviewers should adopt a conversational and business-like tone and be neutral in 

the phrasing o f words. They should also refi’ain from sending any indication o f the 

type o f response they might prefer or expect (McClelland, 1994: 29). This is in line 

with the non-directive approach we referred to earlier.

Every interviewee should be made to feel comfortable. We therefore begin each 

interview by making interviewees feel relaxed and by thanking them for participating 

(Wilkinson, 2000: 48). When the interview draws to a close we ask if  they have 

anything to add. The interview is then concluded.^

8.5.3.4 Recording

This protocol is informed by and complies with TCD’s Good Research Practice Guide. This guide 
came into effect on October 2004. See TCD (2002; 2.2.4).

Here Wilkinson suggests it concludes with a ‘heartfelt message o f  thanks from the interviewer’ 
(2000: 49).
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Answers can be recorded by note-taking, or recording. A number of opinions and 

approaches exist here. Bucher, Fritz and QuaranteUi (2003) argue in favour of 

record ing .^T hey  suggest that no verbal productions are lost in a recorded interview 

and say that even a rapid shorthand taker may lose one-third to one-half of the total 

material in the interview. In addition, they argue that recording is a liberating 

influence on interviewers, because it allows them to pay full attention to the 

respondents (Bucher, et al., 2003: 4-5).

They consider whether recording influences the findings and conclude that it does not 

increase the refusal rate or decrease interviewer-respondent rapport. However, they do 

not answer as firmly whether recording alters interviewee response and suggest that 

this question should be considered case by case. They then suggest that recording is 

especially worthwhile in exploratory, pre-test, unstructured and nondirective 

interviewing (Bucher, et al., 2003: 5-7).

They feel that research which requires detailed content analysis o f interviews need the 

sound recording to be transcribed (Bucher, et al., 2003; 9). Although they feel 

recording is very resource heavy ‘the greatest expenditure o f time and money... is... 

the transcription process’ (Bucher, et al., 2003: 8).

8.5.3.5 Transcription

The transcription is not without its problems. Mishler for example suggests that there 

is no one best transcription model. He feels that different transcriptions ‘are 

constructions of different worlds, each designed to fit’ particular assumptions 

(Mishler, 2003; 24). He talks about the interview and transcription process as a 

struggle between two voices, the researcher and the interviewee. Here the researcher 

controls the interview and the interpretation o f the interviewee’s efforts ‘to say more 

than what was asked for’ can be seen as ‘interruptions’ in the smooth flow o f quesfion 

and answer (2003; 29).

To address this problem, Mishler re-examines medical interviews from the patient’s 

perspective and reformulates the ‘discourse in terms of the two voices’ rather than in 

terms of the medical researcher’s (2003: 29). This results in a different presentation 

and a second transcript. Mishler concludes by arguing that transcripts are researcher 

constructs and ‘making them is one of our central research practices’ (2003; 31).

Bucher et al. were referring to tape recording, the technology o f  the time. We use digital recording, 
the more convenient technology o f  today.
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Stake says that getting the exact words o f respondents is not usually that important 

He suggests that ‘it is what they m ean’ that counts (Stake, 1996: 64, 66). He proposes 

that rather than record or write furiously it is better to listen, take notes, and ask for 

clarification. He feels it is important to make ample time immediately afterwards to 

prepare a full account o f  the i n t e r v i e w . Y i n  in contrast to the above writers states 

that recording is partly ‘a matter o f  personal preference’ (2003; 92).

The interviews in this study were digitally recorded and professionally transcribed.^’ 

The interviews and transcription analysis is directed by our overall research problem 

and research questions. While the researcher is aware o f  M ishler’s two voices in the 

end the transcription process is based on the transcriber’s best interpretation o f  the 

material supported by the cross-checking o f the researcher.

8.5.3.6 Pilot

To improve our preparations we carry out a pilot interview. Stake supports this 

approach and says that we should pilot the questions, ‘at least in mental rehearsal’ 

(1996: 65). Yin supports the pilot interview (Yin, 2003: 78). This he suggests helps us 

refine the data collection plans. He says that the pilot helps the researcher ‘develop 

relevant lines o f  questions’ (Yin, 2003: 79).

We do not follow Yin here since the pilot does not help us ‘develop’ questions or 

lines o f enquiry. The pilot provided us with a practice run. In this respect it helped us 

check such things as the questions, the digital recording process and the general 

operation o f the interview.

The only amendment to the questions occurred in the twelfth interview where a 

question on volunteering was added. This occurred because some o f the early 

interviewees indicated an interest in volunteering without any prompting or 

encouragement. This is referred to and reported on in chapter 12 below.

8.5.3.7 Note Taking

This advice is confirm ed by a case study analysis o f  nine com panies. A lthough both m ethods were 
em ployed the more useful result proved to be note taking follow ed up w here necessary by fiirther 
questions (Kerins, 1999).

T hey were recorded on an Olympus D S 2200 fwuu oKmmjs.co ukm n m m a  ?s?8 ds-̂ joa him;> and transcribed by  
N ew ton  O ffice Support (ww« .iiewmnoiricc,suDD»n.co uk~). N ew ton was chosen on the basis o f  work quality and 
price after a relatively extensive search that included com panies in Ireland, North Am erica, the U K  and 
Australia. The earlier transcripts were checked in som e detail for quality. In addition, all the transcripts 
were checked during the analysis stage. Finally, where N ew ton w as unclear o f  som ething she identified  
the d ifficu lty on the transcript by marking the words in colour with their location denoted by time. The 
material was then easily  identified and checked.
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The researcher uses a standard note taking sheet for every interview. This contains the 

interviewee’s name, the date, location and start time. It then contains a space for note 

taking. It also contained a space for sundry comments at the end. Please see Appendix 

3 for a copy o f the note taking sheet.

As it turned out the sheet became a research prop rather than a note taking facility. 

Here, the occasional noting of key points helped the researcher concentrate on the 

process. It also gave interviewees space to think and talk and to some extent may have
318helped confirm the importance o f their opinions.

8.6 Quality of Data Sources

The quality o f our data sources need to be discussed. Much o f the data gathered and 

analysed are based on interviews and therefore rely on self-report. Some are grade 

data. The latter are discussed below under the course evaluation section. First, 

however, we discuss the benefits or otherwise on self-report sources.

8.6.1 Self-Report

Eyler suggests that service-learning research carried out on cognitive outcomes is 

mainly based on student self reports or teacher opinion (2000).^'^ She cautions that 

the student self-report method is a relatively weak measure of cognitive outcomes and 

it can confuse student satisfaction with learning (Eyler, 2000: 13). She suggests that 

we develop measures that require students to show evidence of their new learning, 

rather than tell us they have learned. In spite o f her suggestion to go beyond self- 

report measures Eyler admits that creative measurement of learning is something that 

cognitive scientists have been ‘struggling with for some time’ (2000; 13).

Here she refers to a handful of small studies that use measures that allow students to 

demonstrate learning. These indicate that service-learning has an impact on such 

things as complexity of problem analysis, identification of locus o f problem or 

solution, critical thinking, use of information to support arguments, creafion of 

practical strategies for community action, and so on. While these studies are 

interesting, Eyler feels that their limited scale, lack o f replication, and lack of finely 

differentiated treatment conditions, limit their usefulness (2000: 12).

The interviewees would have already spent time taking notes from the researcher in his lecturing 
role. The occasional note taking activity may have helped indicate the role reversal that had taken 
place.

For example, Cumbo and Vadeboncoeur find that service-learning helps to develop not only 
responsible, empowered students but also problem solvers and critical thinkers who can synthesise and 
apply content knowledge (1999: 95). Their finding is based on teachers’ opinions.
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Steinke and Buresh argue that self-report measures are the most widely used and tend 

to produce the most positive results on cognitive outcomes. Although it can be a valid 

measure of student beliefs, they feel it does not provide the most convincing evidence 

for teaching staff. Educators they argue want independent, objective confirmation cf 

learning outcomes that go beyond what students believe to be the case about their own 

learning.

They are also concerned about the impact of student motivation on the robustness of 

this measure. They feel a student’s ‘enjoyment’ of service-leaming may produce a 

‘halo effect’ that can distort the findings (Steinke and Buresh, 2002: 6). They suggest 

that course evaluation measures using grades can be similarly distorted by the impact 

of this factor. In this respect they argue that the motivational impact adds another 

element to the ‘unique pedagogical elements of service-leaming’ (Steinke and Buresh, 

2002; 7).

Steinke and Buresh are incorrect here. Student emotion, good or bad is a fact and is an 

integral part o f the pedagogical experience. To try and use an analytical scalpel to cut 

out the motivational element so as to investigate the impact o f the ‘unique’ elements 

of service-leaming is denying what actually happened.

Goleman’s work on emotional intelligence, which we looked at above, may be worth 

considering here (1996). Similarly, Greenleaf s point that emotion can be a powerful 

enhancer or inhibitor of learning is also relevant (2003).

We do not accept Steinke and Buresh’s point that a ‘halo effect’ distorts the findings. 

Rather than distort the findings we might more correctly say that this effect is part of 

the service-leaming outcome. We use self-report measures in our research.

8.6.2 Course Evaluation

Course evaluafion measures such as grades, attendance, and retention rates can help 

measure learning outcomes. Steinke and Buresh’s findings here offer mixed results. 

For example, indicators such as assessment grades show improved results with 

service-leaming while other indicators failed to replicate this. They argue that 

although such course evaluation measures go beyond student self-report measures 

they also have their own difficulties. For example, student grades are based on 

different assignments and this makes it more difficult to compare the learning 

outcomes fi-om different pedagogies. We use exam grades in our analysis.

8.6.3 Thinking Skills
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They also consider measures for evaluating thinking skills such as problem solving, 

critical thinking, and open-mindedness. In addition, they review the results for 

creativity measures.

The thinking skills results were positive in certain areas but mixed in others. The 

creativity outcomes were more positive overall. The main problem with these general 

measures is that they do not deal with the issue o f specific course content (Steinke and 

Buresh, 2002: 7-8). We do not use such measures in this study.

8.6.4 Open-Ended

Finally, they consider the literature on open-ended measures that code specific course 

content. An example here would be the coding and comparative analysis of the same 

essays written by both service-learning and other students. Steinke and Buresh 

suggest that while these measures are indeed specific to course content they yield 

variable results. Some results have been positive for examples on essays and others 

negative on multiple-choice exams. We do not use these measures here.

8.7 Validity

Validity is defined as the extent to which a measurement or finding is true or 

a p p r o p r i a t e . A  valid method, measure or instrument measures what it is supposed to 

measure and is accurate (Sitizia, 1999: 319, 326). To say ones research findings are 

valid is to say they are well founded and fully applicable to the research questions. It 

is also to say that they are sound and to the point and are something against which no 

objection can fairly be brought. “

Reliability however, is different. Reliability means ‘repeatability’ or ‘consistency’. A 

measure is considered to be reliable if it can give us the same result over and over 

a g a i n . A  valid measure must be accurate and reliable, but a reliable measure need 

not be valid.

This study sets out to measure whether or not the CLP generates knowledge and 

values. To do this we analyse student and key informant interviews, documentary 

transcripts and exam grades.

See http://websites.afar.orti site PageServer'?pagename=HC glossarv#v located on the 5 July 2007. 
See valid and validity in the Oxford English Dictionary (2007).
This assumes that what we are measuring is not changing. See 

http: 'www.socialresearchmethods.net/kb/reliablt.php located on 6 July 2007.
See http://www.fact-index.eom/v/va/validitv psychometric .html located on 6 July 2007.
We evaluate these measurements in chapter 14.
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The above sources and their analysis are valid to the extent that it is reasonable to 

assume they can help us accurately measure the CLP to knowledge/values 

relationship. Although their validity is ultimately a matter for judgement, there are 

certain techniques or criteria we can use to help strengthen our judgement.

8.7.1 Criteria

Healy and Perry suggest certain criteria for assessing the quality o f  research based on 

realism. They provide a number o f suggestions.

8.7.1.1 Complex Social Phenomena

First, realist researchers must assume their study deals with complex social 

phenomena involving reflective people. Therefore the first question a researcher 

should ask is whether they are actually investigating this world. This is the case in our 

CLP research.

8.7.1.2 Internal Validity
% ')f\Second, realism must deal with internal validity. This refers to the extent to which 

the conclusions o f a piece o f  research are valid within the limits o f our research
'I'yn

methods and the subjects or participants we use. An experiment is internally valid 

to the extent that it shows a cause-effect relationship between the independent and
328dependent variables. In critical realism however, we look for generative mechanism 

relationships rather than cause-effect ones.

Yin states that internal validity relates to what he calls a causal or explanatory type o f
329case study (2003; 36). Here the researcher tries to determine whether for example A 

leads to B. In our case we ask whether the CLP leads to or generates a particular 

knowledge or values outcome. Yin proposes, as we saw above, pattern matching, 

times series analysis and other techniques for such determination.

However, Yin admits here that there is ‘currently’ no precise way to determine when 

exactly we have a matching pattern (2003: 27). Our study seeks to identify pattern 

matching by for example, counting the number o f  times certain things are indicated 

and by providing percentage totals o f the outcomes as reported on in chapters 11 to 

13.

8.7.1.3 External validity 

See Healy and Perry (2000: 121-124).
Some call this ‘contingent validity’ (Healy and Perry 2001: 123).
See Oxford Reference Online (2004d).
See http://psvch.athahascau.ca'html/Validitv/concept.shtml located on 6 July 2007.
As distinct from what he calls a descriptive or exploratory case study (Yin 2003: 3)
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Third, we must consider external validity. This refers to the extent to which the 

conclusions o f a study remain true when different research methods, participants or 

subjects are used.^^° External validity has been a major barrier in doing case study.

This is because a single case such as ours can be seen to offer a poor basis for 

generalising to a larger domain. However, Yin states this point confuses case study 

with survey research (where a sample finding can generalise to a larger population). 

Case study he argues can use analytical generalisation (Yin, 2003; 37).

8.7.1.4 Analytical Generalisation 

By using analytical generalisation we strive to analytically link our CLP finding to a 

broader domain. We can do this when a previously developed theory is used as a 

template with which to compare the empirical results of a study (Yin, 2003; 32-33). If 

our study was working within a theory o f say service-leaming and knowledge and 

values output we could investigate if  we can analytically generalise our findings. 

However, this is not the case as we are not testing such a theory. Instead we are asking 

a set o f questions and making a related set of propositions. If our findings confirm our 

propositions we may then be able to make an analytical generalisation outlining a 

particular set of generative mechanisms.

Our single case has no antecedent or equivalent data for comparative purposes. It is 

but a single in-depth case with four triangulated data so u rc e s .S in g u la r ity  is not 

necessarily a weakness. A single case like ours can be analytically generalised to a 

broader domain. In this context we can analytically generalise when the generalisation 

made fi'om the accumulated evidence and discussion makes sense, rings true, and feel 

right.

As we saw earlier realism suggests that the CLP can be considered a social structure 

with causal powers referred to as its generative mechanisms. These powers or 

capacities refer to what the CLP can or will do, under certain circumstances, in ‘virtue 

of its intrinsic nature’ (Tsang and Kwan, 2001; 2).

See Oxford Reference Online (2004e).
The analysis and findings are based on a volume o f  primary and secondary material. This material 

includes an extensive literature review, material from 34 interviews, 38 documentary transcripts from 
three different studies and a volume o f  raw exam data. The 34 interviews provide 24 hours o f  
recordings. The 38 transcripts provide 153 pages for analysis. The 72 transcripts in total amount to 650 
pages (o f which 83% relate to the 34 originals and 17% to the documentary ones). There is also a 
significant volume o f  raw student exam data used in chapter 13. Finally, there is a variety o f  documents 
used to answer the research question in chapter 10. The findings are extracted following an extensive 
analysis o f  this material.
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An analytical generalisation bears some resemblance to a parable. The parable o f the 

Good Samaritan for example resonates as a lesson in human behaviour.^^^ This single 

story may tell us something about what we should be, can be or might be. We do not 

need to have a 1000 sample cases to make the point. It is the nature of the story and its 

ability to resonate with us that can give it its power to teach us about human 

behaviour and its possibilities.

8.7.1.5 Construct Validity

Fourth, Healy and Perry refer to construct validity (2000: 124). This establishes the 

correct operational measures for the concepts being studied. Yin says that a researcher 

can fail to develop a sufficiently operational set of measures for what they are 

investigating (2003: 35). Our study develops operational clarity for key concepts such 

as service-learning, learning, service, and knowledge and values learning.

8.7.1.6 Constructs

Chapter 2 sets the task of developing a clear description of service-leaming and 

having discussed the literature, defines it operationally by determining its main 

characteristics. We then use this operational definition to determine whether or not the 

CLP is service-leaming in chapter 10.

Chapter 3 sets itself the task of developing a clear description of the learning 

component of service-leaming and having discussed the literature on the topic defines 

it operationally by referring to the advanced forms of learning such as knowledge and 

development leaming such as values. Knowledge and values are discussed and 

defined in the chapter. However, there is a further clarification of both these concepts 

in chapter 9.

Chapter 4 sets itself the task o f developing a clear description of the service 

component of service-leaming and having discussed the literature on the topic 

concludes that the defining ingredient of service is the impulse which drives it. This 

impulse is discussed and operationally clarified using the service impulse spectmm. 

To help clarify the meaning and nature of service, we also consider the concepts o f 

volunteer and community and the social context within which it operates. Finally, we 

consider the issue of the location of service.

See http://en.wikipedia.org/wiki Parable o f  the Good Samaritan located on the 1 July 2008. 
A single fable can have a similar effect. (For example the Boy Who Cried W olf -  see 

http://en.wikipedia.org wiki/The Bov Who Cried W olf located on 1 July 2008.)
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Chapter 5 helps to clarify these concepts further. It does this by incorporating service- 

learning and the related outcomes within the mission and role of third level education.

8.7.1.7 Quotations

Fifth, methodological trustworthiness is improved by using direct quotations in the 

report (Healy and Perry, 2000: 123). We use direct quotations in our discussion of 

results.

8.7.1.8 Protocols

Trustworthiness is also encouraged by data collection protocols and a recording and 

coding schema (Bisman, 2002; 15).̂ "̂̂  We use a data collection protocol that we 

discuss earlier in the chapter. In addition, we use the thematic areas identified in 

chapter 11 and 12 for both analysis and reporting and in this respect they operate as a 

coding framework.

8.7.1.9 Triangulation

Finally, critical realism tells us that the real world can only be imperfectly understood. 

Therefore a participant’s perception of reality is only a window to reality through 

which a particular view of that reality can be ‘triangulated with other perceptions’ 

(Healy and Perry, 2000: 123).

There are a number of types of tr ia n g u la tio n .F irs t, we can triangulate between 

different research methods. Here for example we can use qualitative and quantitative 

methods or structured and unstructured questionnaire methods to triangulate. Then 

there is theory triangulation where we use different theories within a research project. 

There is also investigator and between studies triangulation.

We triangulate across different data sources within our case study method. These data 

sources are as follows:

• 38 interview transcripts from three previous s t u d i e s . T h i s  analysis is reported on 

in chapter 11.

• 33 one-to-one student interviews. The analysis o f this data is reported on in chapter 

12 .

• A key informant interview. The analysis o f this interview is reported on in chapter 

13.

These are discussed under the data collection section earlier in the chapter and detailed in the 
appendix.

See Bisman (2002: 14) for some o f  the material below.
These transcripts are part o f  the case study databases o f  Guinan (2004), Gao (2005), and Kieran 

(2005) and were kindly made available by the authors.
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Grades for CLP students and their equivalent cohorts. The analysis and discussion of
•3 - 3 7

this material is reported on in chapter 13.

38 Student Transcripts i  33 Student Interviews

Key Informant Interview . Grades

Figure 8.1: The Data Sources used for Triangulation

The internal triangulation of findings among these different data sources is externally 

supported by:

• Providing a case study database for cross-checking by other scholars. See appendix 

4 for an outline of the database contents and how it can be accessed.

• Peer review of this study (Healy and Perry, 2000; 123).^^*

8.8 Conclusion

We have now discussed case study methodology. While we consider both Stake’s 

more qualitative approach and Yin’s more quantitative one, we take relatively more 

guidance from the latter.

For example, we are happier with the research question and proposition approach 

rather than Stake’s issues approach. In addition, we have not allowed the issue or 

research question to grow in any substantive way as Stake indicates can happen. 

Stake’s more organic approach, while understandable in exploratory green field areas, 

is not our preference. This does not mean that the research process was not organic 

and intriguing -  rather it is to say that we start out with a particular job to do and 

during the discovery process we engaged in we kept to our original set of tasks.

We discussed research design, data sources and collection methods. We also 

considered the quality o f the data sources. Finally, we considered the important issue

The triangulation is done within the context that the CLP is a clear and identifiable phenomenon as 
reported on in chapter 9 and an example o f service-learning as reported on in chapter 10.

Dr. David Limond and Professor Mona O ’Moore o f the Department o f Education in Trinity College 
Dublin (TCD) have both reviewed this study.
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of validity and discussed the criteria used. The next chapter considers the nature and 

extent o f the CLP case unit.
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CHAPTER 9: THE CLP CASE UNIT

The purpose o f this chapter is to clarify the nature of the CLP case unit so we can 

more effectively carry out our research. To identify our case unit we first place the 

CLP in its context and locate it operationally. We then consider the nature of a case in 

general following which we clarify the nature of the CLP case unit.

9.1 Location

The CLP is offered to students in the School of Hospitality Management and 

Tourism. The school provides a range o f full-time undergraduate degrees in 

hospitality, tourism marketing, leisure, and event management. In addition it offers 

a one year bridging degree for graduates with ordinary degrees or their equivalent. 

At postgraduate level it offers two masters programmes -  one each for hospitality 

and tourism. It also offers a range of executive courses for the hospitality and 

services sector. Finally, it provides consultancy and research services through the 

Tourism Research Centre.

9.1.1 CLP Modules

The CLP was first introduced on a pilot basis as a single elective subject in semester 1 

of the 2001-2 academic year. Following the pilot’s success it was incorporated into 

the School’s programme fi'om the 2002-3 academic year onwards as three integrated 

subject modules on the School’s undergraduate curriculum.

The 2002-3 syllabus was amended in minor ways a number o f times up to 2005. In 

2006 the three modules were formally amended through the validation process. The 

numbers taking the CLP over the past 7 years are on average 34.^''°

9.1.2 Course

A subject or module becomes part of the curriculum when it is offered by a 

particular course. Each course is managed by a course team whose members are the 

lecturers on the course.^" '̂

These modules were formally validated by the DIT validation system. The CLP was also 
incorporated on the masters programme as two integrated module options. The masters modules are not 
investigated here.

Please see Table 1.1.
For example, the course team on the event management degree contains all the lecturers on the 

course.
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Each team is chaired by a course tutor or chairperson who is normally a well 

established lecturer. Course tutors are normally supported by year tutors who deal 

with individual year issues.

The course tutor tends to be a key person when it comes to making decisions on the 

core subjects and options on a particular course.

9.1.3 School

The School o f Hospitality Management and Tourism contains two departments, one 

each for hospitality management and tourism. The school contains a head o f school, 

two heads of department and over 37 full time and ten part time teaching staff. "̂^  ̂ It
“l A A

has 645 full time and 250 part time students.

9.1.4 Faculty

The CLP is located in the Faculty o f Tourism and Food. The faculty contains three 

schools -  Culinary Arts and Food Technology, Food Science and Environmental 

Health, and Hospitality Management and Tourism which offers the CLP.
345The faculty is located in the centre o f Dublin.

9.1.5 Institute

DIT is a third level degree awarding institute. Prior to 1993, it operated as six higher 

colleges o f education. On 1 January of that year DIT was established by legislation. 

According to the legislation its role is to provide vocational and technical education 

and training. This work is aimed at supporting the economic, technological, scientific, 

commercial, industrial, social and cultural development o f the state. "̂^^

The Institute has almost 21,000 students containing approximately 11,000 full-time, 

7,000 part-time and 3,000 apprentices (DIT, 2007a: 22). It contains six faculties each

Core subjects are compulsory. Options provide student choice and are normally a group o f  relevant 
subjects from which students pick. Students can also choose electives which may or may not relate to a 
course but which provide for student choice and subject variety.

My thanks to Fiona Collins and Ann-Marie Fidgeon for providing this data on the 30 November and 
the 19 December 2007.

The full time figure is composed o f  614 undergraduates, 15 postgraduates, 13 Erasmus students and 
3 full-time PhD students. The 25 Erasmus students come for one semester only (so we divide this by 
two to annualise the number and round it up). The part time figure is composed o f  221 undergraduates, 
23 postgraduates and 6 part-time PhD or M. Phil, students. M y thanks to Thomas Treacy and Ann- 
Marie Fidgeon for providing this data on the 30 November and the 19 December 2007.

The faculty’s main building is on Cathal Brugha Street just o ff  the city’s best know location -  
O ’Connell Street. There is a second entrance on Marlborough Street where the government’s 
Department o f  Education and Science is located. Two other faculty locations are nearby -  one each in 
Denmark Street and Sackville Place. DIT itself is located at different sites throughout the centre o f  
Dublin. There are plans to move it to a single campus in Grangegorman, Dublin (see 
http://www.dit.ie/DIT/news/erangegorman located on 27 November 2007).

See DIT Act 1992 referred to in Duff, Hegarty, and Hussey (2000: 93).

249



headed by a director. These are applied arts, built environment, business, engineering, 

science, and tourism and food.

Thus the three CLP modules are located on a range of courses in a particular school, 

which in turn is part of a particular faculty and institute. This is clarified in the 

diagram below.

^ School Facuhy DIT :
  ““̂ C ourse

M odule^
"  .

Figure 9,1: The Location of the CLP

We now consider why the CLP can be analysed as a case by reflecting briefly on the 

nature of a case.

9.2 Case

A case can refer to an instance or example of something.^'*’ A case can also be a 

variety of events, experiences, activities, etc that have a certain unity or commonality 

in that they are in someway linked. According to Stake a case can be regarded as a 

specific functioning phenomenon or integrated system with working parts. It is likely 

to be purposive and may even be regarded as ‘having a 'se lf’ (Stake, 1995: 2).

A case can also be a teaching programme, social structure, patient, or politician. 

However, the case unit as we saw earlier is best considered as an aspect of the 

phenomenon in question -  that which is relevant to the research questions.

This is because the individual phenomenon is always too broad for analytical 

purposes. Therefore our study needs to deflne not just the CLP phenomenon but those 

aspects of it which relate to our study. This we do below. The CLP is a teaching 

programme. In this context it can be analysed as a social structure with internal 

working parts and an outer boundary. It can therefore be viewed as a bounded system 

or object suitable for case inspection rather than a process which can be more difficult 

to pin down and inspect.

Miles and Huberman state that researchers often struggle with determining ‘what my 

case is’ and ‘where my case leaves o ff  (1994: 25). In this context they discuss the 

importance of defining or bounding the case.

See Oxford English Dictionary at http://dictionarv.oed.com located on the 27 November 2007.
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We now consider the nature of the CLP in more detail. This is important in order to 

clearly define our case unit and clarify its boundaries.

9.3 Nature of CLP

The CLP contains a group of three integrated undergraduate modules -  foundation, 

intermediate and a d v a n c e d . E a c h  module is available to students taking 

hospitality, tourism, leisure and event management courses in the school.

The foundation level teaches project management. In addition it teaches risk 

management, networking and n e g o t i a t i o n . T h e  intermediate teaches leadership. It 

also teaches coaching along with some stress management and business ethics.^^° 

Finally, the advanced teaches management consultancy along with some material on 

corporate responsibility.^^’

The CLP is all of the above. However, it is much more than module details such as 

these and to clarify this point we need to analyse its various components.

To do this we use depth perspective. This is a conceptual framework or heuristic
352device used to assist in the analysis o f any social structure such as the CLP. 

Depth perspective operates by grouping various component characteristics o f a 

social structure into different vertical levels.

9.3.1 Levels

Each level groups different characteristics o f the CLP phenomenon. First, we have the 

physical level dealing with its physical attributes. Then we consider its organisational 

structure and various activity patterns. Next we consider its symbols and emotions 

followed by its knowledge. Then we reach the level of meaning and values. Finally, 

we reach the level of identity.

Each module is a semester long. The CLP foundation is a prerequisite for doing intermediate which 
in turn is a prerequisite for the advanced module. Each module is worth 5 ECTS and is available from 
second year onwards as an option or elective. Each full-time student taking the module will have five 
other modules.

See d eta ils  at u ww.niagictouch.ie/asn iriodules/arvView.asD?MociulelD=3 lo ca ted  o n  6  May 2 0 0 8 .
See details at wvvw.iTiagictouch.ie/'asn/modules/QrvView.asp?ModulelD=4 located on 6  May 2 0 0 8 .
See details at w\vw.magictouch.ic/asr)/modules/Qp/View.asp?ModulelD=5 located on 6 May 2008.
The depth perspective is a development o f  one used to analyse company organisation (Kerins, 1999; 

chapter 12).
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CLP LEVELS

• Physical
k

•  Structure & Patterns

• Symbols & 
Emotions

T • Knowledge

Figure 9.2: Depth Perspective: A Conceptual Framework

In travelling from  its physical outer layer to its inner layers o f  know ledge, m eaning, 

values and identity  w e go from  the m ore visible characteristics to those which are not 

visible. This is w hy we classify the m ethod o f  analysis as depth perspective.

9.3.2 Physical

This refers to the physical characteristics o f  the CLP such as student, teachers and
•j C"!

classroom s. It also includes other locations such as m eeting, m entoring, and reading 

areas along w ith the volunteering sites.

In 2001 and 2002 CLP classes w ere held in the m ain faculty building in Cathal 

B rugha Street. Since then classes have been shared betw een here and the two other 

faculty buildings. The CLP classroom s are norm ally flat w ith loose tables and chairs 

to facilitate class interaction and discussion work.^^^

This level is not a central focus o f  our study. How ever, it m ay im pact slightly on the 

quality o f  the learning in that student num bers are relatively small. In addition, som e 

classroom s m ay be m ore suitable learning locations than others.

9.3.3 Structure

The structure level deals w ith the form al organisation o f  the CLP. It refers to the 

various positions and roles and elem ents o f  its structure can be described in the 

standard organisational chart o f  m anagem ent theory.^^^ As we saw above the CLP 

operates w ithin a particular school which itse lf is located w ithin a faculty and 

institute.

From  2001 to Septem ber 2006 the CLP was only available in sem ester 1. From  2001 

to 2003 the CLP was led by  two lecturers w orking together. Each had two CLP

The student numbers are detailed on Table 1.1.
Rather than tiered for lecture type delivery.
See Hunger and Wheelen (1996: 9), Ghoshal and Bartlett (2000: 184) and Hodge and Anthony 

(1988: 768) for different examples here.
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teaching hours per week in semester 1 amounting to 4 hours in total. This is 

equivalent to 25 per cent of a single lecturer’s teaching load.^^^

From September 2004 to September 2006 the CLP was led by one lecturer with 75 per 

cent o f his weekly teaching load allocated to the CLP in semester 1. This lecturer is 

responsible to the course committees, two heads of department and the Head of 

School for his work. The CLP student carries out a project for a beneficiary such as a 

charity, school, voluntary organisation, or community.

As we saw elsewhere the CLP is an optional or elective subject on a variety of 

undergraduate courses. Individual course committees must first choose the subject 

before it is offered on a programme.

Institute/Faculty
4
y

School/Department
4
▼

Course Committee 

♦

Lecturer(s)

1
(Beneficiary)  <  ■> Students < .......>  i  Beneficiary)

Figure 9.3: Structure of the CLP

Although the structure is useflil background to our research work it is not a central

focus of our study. The CLP’s structure relies for its strength and vitality on the

activity patterns that underpin its existence. These are dealt with now.

9.3.4 Patterns

There are two activity patterns worth identifjang here -  formal and informal.

• Formal; The CLP is part of the formal School curriculum. Each of the three syllabi 

describe the subject, outline its aims and objectives, its learning and teaching 

methods, the syllabus content and the assessment method. In addition, it describes

Each lecturer has a standard weekly teaching load o f 16 hours except where research, 
administrative, or other duties reduce this figure.
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some o f its operational features such as the nature o f the volunteering project and the
■3 C"7

related protocol.

The CLP uses a number o f  delivery methods. First, is the standard lecture format. 

Here the teacher delivers the course material and students take notes, listen, and when 

necessary, ask questions. Next is the tutorial format. Here the lecturer discusses such 

things as project progress with the class. Students are more involved in this type of 

activity. Finally, there is project mentoring. Here the lecturer meets project teams and 

individuals to discuss project developments and plans. This takes place in class time. 

Students also plan such things as volunteering activities, team meetings, and study or 

report preparation.

These delivery methods and planned activities can be seen as formal work patterns. 

They can from another perspective be considered skills in that they are a complex set 

o f movements with a multitude o f integrated parts which require practice. Thus the 

lecturing, tutorial, and mentoring work patterns require a lecturer with skills in those 

work areas. Using Koike’s skill classification we can also refer to these work patterns
■3 C O

as usual operations.

We now look at the CLP’s informal patterns.

• Informal Patterns; These relate to such activities as unplanned mentoring, meetings, 

and discussions between the lecturer and students. These can occur during unplanned 

visits to the lecture’s office, chance encounters in the faculty or unplanned phone 

calls. It also relates to unplanned student meetings, visits and activities. The lecturer’s 

ability or skill at handling such unplanned activities can be linked to Koike’s second 

skill element -  unusual operations (1989: 6).^^^

The patterns level is important to the study in that it gives the CLP its shape and
360form. This chapter asks whether or not the CLP is a service-leaming course within 

the meaning o f  the study. We answer this question below by analysing the formal 

patterns as indicated by such things as the CLP syllabi.

We now arrive at the symbol level.

The protocol refers to the etiquette or rules that must be observed in carrying out a project. This 
refers to issues such as risk, health, safety, finances and costs, and people’s well being.

See Koike (1989: 6) discussed above in chapter 3.
The patterned activities o f  skill are embedded in this level. This means the physical and observable 

skills in action. The cognitive element o f  skills (in particular as it relates to unusual activities) is 
embedded in the knowledge level below.

Aspects o f  such behaviour patterns can be studied by work study and design. See Gunnigle, Heraty 
and Morley (1997; 109).
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9.3.5 Symbols

Symbols can be defined as analogues or metaphors standing for some quality of 

reality that is enhanced in importance or value by the process o f symbolisation itself. 

They can also be seen as a device for transmitting ideas or meaning between people 

that are often too difficult, inconvenient, or unsafe to articulate in words. A symbol 

may include such things as a written or visual object.

Although a symbol may be a discrete object such as a totem pole or wedding ring, 

symbols can appear in clusters and depend upon each other for their accumulated 

meaning and value. The cross is an important symbol in the Christian world. By 

contrast the crescent moon is a significant Moslem symbol and the lotus flower an
361important Hindu one.

In the first two years the symbol below was used to represent the CLP. It was 

incorporated on notices, lecture notes, and elsewhere and became a short hand symbol 

for the CLP.

tl
Figure 9.4; CLP Symbol

Symbols are peripheral to our study. Emotions are our next level.

9.3.6 Emotions

Emotions have been defined as feelings such as sorrow, anger, fear, joy, or love, and 

can be associated with physical symptoms which we can often o b s e r v e . T h e y  have 

also been explained as a quality of consciousness or a distinct feeling, such as sadness 

or joy, which reflects the personal significance o f the emotion-arousing event. 

Emotions have been studied by various disciplines such as psychology, biology, and
363psychiatry.

Some talk about the role of positive emotion in learning (Goleman, 1996). A class’s 

ability to learn can be influenced by its emotions. Here we can talk about the

The material in httpV/www.religionfacts.com/'hinduism svmbols.htm accessed on the 19 September 
2006 and in particular Encyclopasdia Britannica Online (2006a & b) was useful in the preparation o f  
the above explanation o f  symbols.

Microsoft (1999a).
See Encyclopeedia Britannica (1999) on emotions.
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emotional and social harmony that facilitates the full realisation o f a group’s cognitive 

capacity. Emotion based experiences can facilitate leaming.^^"^

The emotional level is not central to our study. Emotional factors may however, affect 

how CLP students leam. However, we are centrally interested in the CLP knowledge 

outcomes.

9.3.7 Knowledge

Knowledge allows us to do our work. It informs and guides our activity patterns and 

can help us deal with the unexpected. We define knowledge in chapter 3 as the 

awareness and understanding of facts, truths or information gained through learning, 

experience or introspection and reasoning. In addition, knowledge is an understanding 

of the interconnections betweens such things. To allow for the possibility o f error in 

our commonly understood knowledge of things we also define knowledge as the set of 

beliefs held by people about causal phenomena.

We define learning as a flow that changes the stock o f individual or organisational 

knowledge. In this respect the CLP can be seen as a knowledge source. Leonard- 

Barton refers to the knowledge reservoirs or wellsprings of an organisation (1995: 

3).^^  ̂ In this context the CLP can be viewed as a knowledge pool which students can 

dip into for one or more semesters.

Bloom’s taxonomy identifies three learning domains -  knowledge, skills and values. 

We distinguish here between knowledge and values and for analytical convenience we 

subsume skills learning under the knowledge heading.

As we saw in chapter 3, Bloom’s taxonomy classifies the cognitive or knowledge 

domain into the following processes - understanding, applying, analysing, evaluating 

and creating (Krathwohl, 2002). However, we do not use this classification. Instead 

we classify knowledge learning into categories such as a better understanding o f 

teamwork, communication, management, organisation, event management, time 

management, and so on as referred to in chapter 11 to 14 below. This knowledge 

classification is more useful for our purposes than Bloom’s.

We also refer to Bloom’s skill domain and discussed a particular skill classification 

here. This refers to the following skill areas: reflex, fundamental movements,

See ' Contemporary Approaches to Emotion: Emotions and Adaptation' in Encyclopaedia 
Britannica Online at http: 7search.eb.com/eb/article-59214 located on 28 September 2006.

These she says are constantly being replenished with streams o f  new ideas which provide an ever- 
flowing source o f  organisational renewal.
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perceptual abilities, physical abilities, skilled movements, and non-discursive 

communication. Again we do not use this classification. Instead we use the above 

knowledge concepts as also indicating s k i l l s . T h u s  students could also indicate that
367they were more skilled in teamwork, communication and management.

The knowledge level deals with an important aspect o f our study. The next level is 

meaning.

9.3.8 Meaning

As we saw in chapter 3 meaning is important for learning in that people have a need 

for meaning to help them better organise their view o f the world. When something has 

meaning, it has a special significance or implication for us. The development of 

meaning is based on experience and our experiences are examined and filtered for 

meaning in order to help guide our future action.

Having plenty of experience does not necessarily cause learning. Experiences must be 

meaningful, if learning and development are to occur. When we extract meaning fi-om 

an experience, we are better able to understand it. Certain experiences such as those 

dealing with relationships, autonomy, vulnerability in others, conflict and monality 

have an important impact on meaning-making.

The CLP provides the opportunity to have new experiences and to gather meaningful 

learning and development from these experiences. First, students experience the 

running of a volunteering project and the meaning-making and decision making that 

comes with this. In addition, they have the opportunity to have their classroom theory 

take on deeper meaning as they work their way through and reflect upon their project 

activity.

The meaning level, although not central to our study, is considered because of its 

impact on learning in general and knowledge and values in particular. The next level 

is values which are a central focus of our study.

9.3.9 Values

Value as we saw in chapter 3 refers to the intrinsic or relative worth, importance or 

goodness o f things. Values are important because they provide a standard which we 

can use to formulate opinions and judgements. Values can therefore provide a general

We are referring here to the cognitive element o f  skills. The physical and visible element o f  skills 
can be viewed as being part o f  the patterns level.

However, as we mention later, we were often unable to distinguish from the transcripts and 
interviews whether it was more knowledge they learned, more skills, or some combination o f  both.
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standard for action and living. We also saw that values can refer to the efficacy or 

capacity of something.

In chapter 4 we saw how some feel that the university is being encouraged to instil 

values such as individualism, materialism and competition. It was argued by others 

that individualism can increase loneliness something which is offered only slight 

relief in hard work, money and success. It was also suggested that children over 

nourished on TV and the mass media can lack a sense of values and become rootless. 

In chapter 2 we saw that service-learning could encourage social justice, civic and 

social responsibility values which is completely different to the individualist, 

materialistic and competitive values referred to above.

In our research analysis we distinguish between what we call values of efficacy and 

values of service. Values of efficacy we define as referring to an improvement in 

personal efficacy through such developments as improved confidence, independence, 

and increased responsibility. Service values we define as relating to becoming aware 

o f others, appreciating others or caring for others. The approach to values adopted 

here therefore distinguishes between what we term the efficacy or capacity type and 

the altruistic or caring type.

This brings us to our final depth level the identity level.

9.3 .10 Identity

The CLP phenomenon can be viewed as the total volume of its characteristics or 

levels. This refers to the sum total of its physical, structure, patterns, symbols, 

emotions, knowledge, meanings and values.

It can more narrowly, however, be defined as its shared or common levels. Most o f 

those involved in the CLP have common or shared physical locations, structures, 

patterns, symbols and knowledge. They may also have shared values, meaning and 

emotions. This shared element can be defined as the CLP’s identity.

Alongside the total volume of patterns lie the shared ones. These shared patterns 

facilitate people working together. Alongside the total volume of knowledge lies the 

shared knowledge. Beneath the variety of individual values, meaning and emotions 

lie the shared ones.

Shared values for example, are considered by some as mainly the product of a 

common belief system. This forms the base and touchstone o f such things as a
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368common code of conduct or mission statement (De Geus, 1997: 115). Shared 

emotions for example, can become evident when some tragic or wonderful news 

touches a class.

Although the CLP identity is not a focus o f our study it helps to clarify the final depth 

level and rounds off our discussion of the CLP phenomenon. It also helps to better 

clarify the nature of the CLP case. Stake says that a case is a phenomenon or 

integrated system with working parts that may even be considered to have a 'self 

(Stake, 1995; 2). Stake however, does not clarify what he means by having a self. By 

contrast we explain what it means and places the self or identify within the context of 

the CLP structure and levels.

9.4 Case Unit

Is our case unit the total CLP phenomenon containing the sum total o f its 

characteristics and levels? Is it, alternatively, the narrower CLP identity with only its 

shared or common characteristics?

In chapter 8 we found that we define a study’s case unit by considering its research
•5 7  A

questions. Therefore we now delineate our case unit by reflecting on our research 

questions.

1. Is the CLP a serx’ice-learning course within the meaning o f  this study?

2. Does the CLP enable learning that generates and/or enhances students ’ 

knowledge fo r  participating in work life and the economy?

3. Does the CLP enable learning that generates and/or enhances students ’ values fo r  

participating in society?

To answer the first question we consider the CLP curriculum. This relates to the 

structure and formal CLP patterns and is documented and available for analysis. This 

we discuss in chapter 10.

To answer the second and third questions we consider the knowledge and values 

levels in chapters 11 to 14.

The DIT’s Vision for Developm ent 2001-2015  indicates certain values. This states, among other 
things, that the Institute must take account o f  the needs o f  society and the community it serves (DIT, 
2001: 7). This statement gives some encouragement to activities such as the CLP.

During a second year economics class a few years ago news broke that a class member had died in 
tragic circumstances the night before. The shared emotion that developed in that class from the tragedy 
created a special bond during their remaining time in college.

See Y in’s point here (2003: 23).
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CLP LEVELS
•  Physical

•  Structure & Patterns

CASE UNIT

•  Sym bols & Em otions 

>  •  K now iedee

•  M eaning & Values

Figure 9.5: CLP Case Unit Identity

Although the other levels can impact on our research questions we concentrate mainly 

on the structure, patterns, knowledge and values levels.

9.4.1 Evaluation

We use depth perspective as a heuristic device or framework to help us to more 

systematically conceptualise the CLP so we can better identify our case unit and 

clarify its boundaries. This analytical device has helped us to decide that our case unit 

should significantly focus on the programme’s structure and patterns, and the 

student’s knowledge, and values outcomes. It also however, places other elements of 

the CLP such as the physical and structural elements. In addition, it provides us with a 

framework for meaning, emotions, symbols and the overall phenomenon itself -  what 

we call the identity. This all helps to keep our research focussed and our boundaries 

clear while still allowing us to retain, where necessary, a perspective on other 

dimensions of the CLP.

This framework helps us to clarify our CLP case unit in a way that Stake’s or Miles 

and Huberman’s analysis does not. For example, Stake says that a case is a specific 

and complex bounded system (1996: 2). He also argues that a case has a 

concatenation o f domains -  many so complex that at best they can only be sampled 

(Stake, 2000; 440). He refers here to case contexts -  physical, economic, ethical, and 

aesthetic along with subsections, groups, and occasions (Stake, 2000; 439-440). 

However, he does not structure these contexts, nor explain them in a way that assists 

us to define our particular case.

Similarly Miles and Huberman (1994) talk about focusing and bounding the case. 

They refer to the heart of a case and give particular boundary examples. However, 

they too fail to provide a framework that helps us clarify our case unit or place our 

boundary.
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They do however state that the bounding of any case focuses and bounds the 

collection of data (Miles and Huberman, 1994: 17). The bounding of our case likewise 

supports the clarification and bounding of our own data collection process.

9.5 Conclusion

Having discussed the nature o f a case in general and the nature o f the CLP case unit in 

particular we are now ready to deal with the three main research questions o f the 

study. This we do in section 4.

In chapter 10 we deal with the first of these -  Is the CLP a service-learning course 

within the meaning o f this study? This we consider by carrying out a documentary 

analysis o f the formal syllabi. We then deal with the remaining two questions in 

chapters 11 to 14.
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CHAPTER 10: IS THE CLP SERVICE-LEARING?

Question

This chapter analyses the CLP in order to investigate the following question:

Is the CLP a service-learning course within the meaning o f  this study?

It is important to answer this question. Although we state at the outset that the CLP 

uses service-learning we need in fact to establish this point one way or the other. We 

therefore compare the CLP to the concept o f service-learning as defined by our 

literature review.

We do this by carrying out a documentary analysis o f the formal CLP curriculum. We 

first consider the 2001 elective syllabus.

2001 Syllabus

The CLP was first introduced in September 2001 as a pilot elective. Twelve 

students undertook the elective. Below we list the elective’s aims and expected 

learning outcomes.

Aims: The elective aims to:^^'

a. increase the students’ awareness, experience and empathy for the community 

within which they operate;

b. give students the opportunity to participate in and contribute to their community 

through project intervention;

c. cultivate in the student an ability to intellectualise the nature and significance of 

community life;

d. provide students with the opportunity to experience new forms of learning so as 

to better prepare them for today’s society and economy;

e. strengthen community life within the institute so as to improve the effectiveness 

and vitality of the organisational environment within which students learn and 

develop.

Learning Outcom^ On completing the elective the student should have:

i. contributed in a structured way to the community life of the institute and/or the 

wider community;

ii. developed an ability to intellectualise such activity;

See Faculty o f  Tourism and Food (2001) for the following points on this syllabus.
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iii. developed an appreciation o f the importance o f  community life to the work 

organisation, the wider society and individual development;

iv. cultivated an understanding o f the advantages o f interventions to strengthen the 

community life o f the work organisation and the wider society.

Course Content

The course plan requires the lecturer to discuss the following points:

Introduction to the CLP and how it operates; the concepts o f community and social 

capital; the contribution o f  social capital to the workplace and society; the meaning of 

service-learning and other areas o f experiential learning.

The remainder o f  the course plan outlines the operational elements o f the subject. This 

includes a discussion o f volunteering options and supports; arrangements on project 

proposals; project activities, meetings, log. Finally, it discusses assessment.

The volunteering project itself must benefit others and must have a clearly defined 

beneficiary. For example, it could benefit a charity, voluntary organisation, school or 

similar organisation. It can also benefit other identifiable groups with clear needs 

within or outside the Institute.

Students plan, implement and manage their volunteering p r o j e c t . O n  its completion 

each student submits a report on which he or she is a s s e s s e d . T h i s  report provides 

75 percent o f  the overall marks for the elective and individual student presentations 

provide 25 percent.

The elective had 2 hours per week class contact time allocated to it on the students’ 

and lecturers’ t i me t a b l e s . C l a s s e s  were defined in the syllabus as project meetings 

and allocated 1 hour per week. The two lecturers were then available for individual 

and group project support for the second hour (identified as elective support). In effect 

the lecturers spend the two hours o f  their formal timetable as follows. The first hour 

or part thereof was spent lecturing or tutoring and this was followed by mentoring 

where the lecturers met with individuals or groups to discuss their projects. This 

sometimes ran beyond the two hours when necessary.

There was no required reading for this elective. The syllabus states that this is a 

‘learning by doing, reflection and reporting elective - experiential learning’ (Faculty

Normally groups o f  two, three or four operate and manage a particular project.
Although most o f  the report is prepared by the individual, some elements could be prepared with 

ones group.
This was standard for third and final years o f  a course.
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of Tourism and Food, 2001). In addition, it states that the elective ‘differs from 

subjects that deal with learning new concepts, ideas, theories or paradigms’ (Faculty 

of Tourism and Food, 2001).

Notwithstanding this the syllabus encourages students ‘to reflect on some of the 

conceptual material they have learned elsewhere on their course’ (Faculty o f Tourism 

and Food, 2001). In this respect the syllabus states that the project experience can 

‘animate and deepen aspects of learning elsewhere’ and in so doing help integrate the 

learning within the overall course (Faculty o f Tourism and Food, 2001).

Analysis

We now consider whether or not the 2001 syllabus is service-leaming. We do this 

by comparing the service-leaming characteristics identified in chapter 2 with the 

2001 elective.

This analysis uses an enquiry format that converts the service-leaming 

characteristics in chapter 2 into direct questions. This method helps to focus our 

analysis.

a) Is the elective a component of the curriculum? Yes

b) Does it contain a balanced integration of classroom work and service activities. 

No

There is little subject theory provided by the elective except for the introduction to 

such concepts as social capital, community, experiential leaming and service- 

leaming.

c) Does it incoiporate both classroom and service activities into its teaching and 

leaming objectives. Yes

However, the leaming aims seem somewhat adrift o f what one might normally 

expect in a hospitality management, tourism marketing or other business type 

undergraduate degree. The aims and leaming outcomes are significantly focused 

on community.^^^

Having said this, aim number four refers to the need to better prepare the student 

for today’s society and economy. In addition leaming outcomes three and four 

refer to the importance of community life to the work organisation among other 

things.

See aims one to three and five, and leaming outcomes one and two in particular.
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d) Does the elective assess academic learning, not service quality, by using academic 

artefacts such as reports, essays and presentations? Yes

e) Does the elective integrate the experiential learning in the service activity with 

classroom learning by structured reflection? Y?.?

f) Does the elective encourage the development o f critical thinking, social and 

leadership skills, empowerment, social justice, and civic and social responsibility 

values? Y?s as explained below

None o f these concepts are specifically mentioned in the syllabus. However, the 

syllabus references to increasing students’ awareness, experience and empathy for 

the community, and the encouragement o f participation in and contribution to the 

community fits closely with developing civic and social responsibility values and
376social justice skills. Empowerment and social and leadership skills can be seen 

to be encouraged through the experience o f planning and managing the 

volunteering project.

Finally, running the volunteering project can also be seen to encourage critical 

thinking.^^^ This is because students had to become clear and purposeful in their 

thinking about their project and had to deal with real world problems some o f 

which were quite complex.

g) Does the elective’s service activity provide students with the opportunity to apply 

academic skills and knowledge to real-life needs? Partially

The elective does not have any substantive academic theory content. However, 

students are encouraged ‘to reflect on some o f  the conceptual material they have 

learned elsewhere on their course’ (Faculty o f  Tourism and Food, 2001). In 

addition, one element o f the report specifically requests them to analyse their 

projects experience in the context o f their other course subjects since first year. 

Therefore although the elective is not grounded in a dedicated theory component it 

requires students to reflect on their other subjects. In this respect it is to some 

extent like a capstone course that integrates different subjects.

Social justice is a citizenship skill that enables people to inspire, work with, and organise others to 
carry out activities for the good o f  others. Such activities are often explained as attempts to 'give 
something back' to society. Social justice often requires a broader range o f  social skills than acts o f  
individual justice. This explanation benefits from Novak (2000).

Critical thinking is the ability to be clear, precise, and purposefiil in ones thinking. It is often 
associated with ‘solving complex real world problems, generating multiple (or creative) solutions... 
drawing inferences, synthesizing and integrating information, distinguishing between fact and opinion, 
or estimating potential outcom es... ’ See the glossary item on critical thinking located at 
www.senate.psu.edu/curriculum resources/auide/alossarv.html on the 29 November 2007.
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h) Does it respond to their need to be in the world, learning from both experience and 

class and putting their education to the good of others? Yes

Answer

The 2001 syllabus does not perfectly match service-learning in that b) above indicates 

the lack o f a substantive theory element. In addition, the limited class theory material 

that does appear is well away from the business arena. However students are required 

to apply or utilise theory from elsewhere in the course.

2002 Syllabus

Following the pilot’s success the CLP was incorporated into the School’s programme 

and offered from the 2002-3 academic year onwards. Students could now choose it as 

an option or elective from semester three onwards at three different levels -  

foundation, intermediate and a d v a n c e d . I n  semester one of the 2002-3 academic 

year 20 students took the elective.

The new modules are substantially more subject based than the pilot. For example, the 

foundation module aims are as follows.

Aims: To give students the opportunity to do a foundation level project that benefits 

their community, enhances understanding of course material and provides new 

learning through project activity, reflection and specific module content.

Learning. Outcomes These are more focused on specific course content. Further they 

are more directly related to hospitality while still having the broader social, individual 

and community development elements as follows.

On completion the student should be able to;

■ indicate new learning, conceptualisation and abilities relevant to the hospitality 

sector and individual and social development;

■ contribute in a structured way to others in the community;

■ recognise and conceptualise the importance o f community and community 

intervention

Course Content

The foundation level course plan now has a substantial theory component in that it 

dealt with the following conceptual areas:

In calendar terms semester 3 normally takes place in the first part o f  year 2 o f  a full-time 
programme.
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■ Community, stress and organisational change, cultural values, individual power and 

social capital.

■ Social responsibility, stakeholder analysis, business ethics, corporate governance, 

whistleblowing, sustainable development, ethics and strategy.

■ Organisational theory.

■ Project and risk management.

Analysis

We now consider whether the 2002 syllabus is service-learning. The relevant 

questions that we need to focus on are b) and g) from above.

b) Does it contain a balanced integration of classroom work and service activities.

.Y.e.s.

g) Does the elective’s service activity provide students with the opportunity to apply 

academic skills and knowledge to real-life needs? Yes

Answer

The 2002 syllabus is a service-learning module.

2002-5 Developments

The three modules were now incrementally amended between 2002 and 2005 without 

the need for formal validation.

By semester 1 of 2005 the students were taking the foundation level CLP module to 

learn project and risk management, networking and negotiation. In the intermediate 

level students leam leadership, coaching, business ethics and related topics.

The subject content had now become more focused and relevant to the hospitality, 

tourism and general business area. In addition, the volume of theory had been reduced 

somewhat from the 2002 edition. The lecturers experience in 2002 and 2003 led to the 

realisation that a more balanced mix of service and course content required both to be 

trimmed back somewhat from earlier levels. This became particularly the case when 

the school became modular in 2004 and semester modules and assessment replaced 

year long subjects.

2006-8 Developments

This ability to update modules without going through the validation process provides a capacity for 
incremental improvement. Substantial module amendments, however, require validation.

The advanced level had not yet been taken because it requires a student to take it first in second year 
and then for three years in a row in semester 1. The advanced level module deals with consultancy and 
corporate responsibility.
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381In 2006 the modules were amended through the formal validation process. The 

amended modules were now more subject focussed than the 2002 edition. For 

example, the foundation level module details are as follows.

Aims: To introduce students to project management and related theory and give them 

the experience o f implementing and managing a volunteering project that benefits 

their community and enhances their understanding o f course material.

.Learning Outcomes: These are more focused on specific course content. For example 

the foundation module states that on completion the student should:

1. have developed an understanding of project management and the related module 

topics;

2. be able to idenfify the difference between project and other types of management;

3. plan, implement, and manage a real project;

4. reflect on the project, summarise it, explain its work phases, analyse and evaluate 

it, and provide recommendations;

5. produce a project report.

Course Content

The course plan now reflects a greater focus on management concepts. Gone are the 

references to community and social capital. For example the foundation level now 

deals with the following topics -  project management, risk management, 

networking and negotiation. The intermediate level deals with leadership, coaching, 

stress management, and business ethics. Students who had already run a 

volunteering project in level one could now benefit fi'om reflecting on leadership, 

coaching and so on. The advanced level now deals with consultancy management.

The CLP modules and the place of the modules in the School are being reviewed as 

part of a normal five year review process in 2007 and 2008. It is not expected that 

any great content changes will take place.

Answer

The 2006 CLP syllabi onwards are distinctly service-learning in nature.

Conclusion

See w w w .m a i2 ic lo u c h .ie /a s o  m o d u le s  urvV ievv.usn '.’M o d u lc lD =  3 (foundation). 
wA\w ii ia g ic lo u c h  ic  a s p  m o d u le s .a rv V ie w .a s D ? M o d u le lD ^ 4  (intermediate), and 
w w w  .m a g ic lo u c h .ic  a sn  m od u les-Q rv V iew .asp '.’M o d u le lD " 5  (advanced) located on 7 May 2008.
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The CLP is today an integrated group of service-learning modules. The 2001 pilot did 

not fully match the service-learning characteristics we developed in our literature 

review.

However, the three 2002 modules did. In addition, the module developments since 

then have become ever more focused on management concepts in general and on 

relevance to the hospitality, leisure, tourism and event sectors in particular. In 

addition, the balance between the service and the learning and the integration between 

both became more evidentially service-learning.

We now deal with the central question of the study on knowledge and values in the 

next two chapters.
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CHAPTER 11: DOES THE CLP ENABLE LEARNING? rPocumentarv

Analysis)

11.1 Introduction

This chapter analyses 38 interview transcripts from three dissertations to assist our 

investigation of the two key questions of the study.^*^ The 38 transcripts are from 

semi-structured one-to-one interviews carried out on CLP students by Guinan (2004), 

Shan (2005) and Kieran (2005). The transcripts were submitted with the studies as the 

main element of the case study databases. The transcripts can be classified as 

documentary material for our purposes.

11.2 Methodology

We use a particular set of methods to analyses and report on our transcripts. This 

includes using quotations, themed areas and outcome or findings concepts. We also 

use data to identify the relative size of a finding and tables to display our results. We 

consider each o f these reporting items below.

11.2.1 Quotations

Quotations are a key aspect of our reporting. Including quotations is a standard 

reporting practice and research indicates that they enhance the quality of the evidence 

provided (Corden and Sainsbury, 2005: 1). Some argue that a major advantage of 

using quotations fi’om interviews is that respondents ‘tell it like it is’ (Sandiford and 

Seymour, 2007; 740). Some points below are indicated by a single quotation. 

Although a single quotation will not, on its own, convince the critical reader, it may 

provide an important illustration o f a key point (Sandiford and Seymour, 2007: 740). 

However, many points are illustrated by a number of quotations.

The quotations used are provided to offer the reader a flavour o f what interviewees 

said and give some indication of the substance and richness of the findings.

However, we must remember Sam’s advice. She indicates that using quotations may 

allow the researcher to have a ‘subtle and intricate’ impact on the argument ‘while 

simultaneously appearing to simply reproduce [what has been said]’ (Sams, 2007:

These questions are as follows. Does the CLP enable learning that generates and/or enhances 
students’ knowledge for work life and the economy? Does the CLP enable learning that generates 
and/or enhances students’ values for their participation in society?



2).^*  ̂ This is something we safeguard against through being aware of this possibihty 

and through the triangulation process of different sources and methods.

11.2.2 Thematic Areas

We discuss and group our findings under the following thematic areas -  knowledge, 

values, teaching method and preparation. These thematic areas are based on our 

research questions and are used to organise our findings in ways that can be compared
384across transcripts and studies.

11.2.3 Outcomes/Findings Concepts

We analyse the transcripts and report our findings by using, where possible, concepts 

that explain the knowledge and values outcomes and the teaching and preparation 

findings. These concepts are grouped below under the knowledge, values and teaching 

method areas.

11.2.3.1 Knowledge

This refers to the knowledge impact of the CLP and relates to the first research 

question identified at the start of this chapter. Here we discuss knowledge outcome 

concepts such as communication, team work, organisation, time management and 

networking. We also consider for example the capacity for independent learning (self- 

leaming), management and interpersonal learning. Knowledge was discussed in our 

literature review in chapter 3 and in the clarification of the case unit using depth 

perspective in chapter 9.

11.2.3.2 Values

This refers to the values impact of the CLP and relates to the second research question 

identified at the start o f the chapter. Here we discuss below values outcome concepts 

such as acquiring confidence, care for others responsibility and understanding. We 

have defined an improvement in confidence as a value of efficacy or capacity and care 

for others as a service value in that it may encourage people to help others. Values 

were discussed in our literature review in chapters 2, 3 and 4 and in the clarification of 

the case unit using depth perspective in chapter 9.

11.2.3.3 Teaching Method

We analysed interviewee comments on the teaching method issue because o f its 

relevance to our knowledge and values questions. This area deals with comments on

Sams uses Holt (2000) to help her make this point.
The thematic areas also provided a conceptual basis for analysing the transcripts. Here the 

transcripts were read, reread and analysed using the themes to help organise the findings.
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the CLP method. Here we discuss such teaching method concepts as enjo>Tnent, 

practical learning, challenge, impact, freedom, and balance. The teaching method 

issue was discussed in chapter 2 when we reviewed the literature on service-learning. 

We also considered the issue when we analysed the CLP in chapter 10 and established 

that it was an example o f  service-leaming.

11.2.3.4 Preparation

This deals with the preparation for work life outcomes o f the CLP. As we see below 

Kieran’s study was the main source o f information here. We do not use concepts to 

summarise our findings here as we do in chapter 12.

11.2.4 Data and Tables

Where possible an approximate calculation is made o f the transcripts that mention the 

more frequent findings under the above conceptual outcomes. These data are then, 

where possible, displayed in summary tabular form.

It is important to note that this data and the related tables are not the calculated 

outputs o f  positivism, where a high degree o f accuracy is intended by the researcher 

and expected by the reader. This information reflects the lower data quality that can 

be expected from analysing semi-structured interview transcripts. Each datum 

therefore reflects a best approximation o f the results based on a best interpretation o f  

the transcripts.

The nature o f  the data fits with critical realism, which although not slavishly followed 

in this study, helps to inform the process. Here the researcher can be said to provide 

approximate calculations o f the learning outcomes generated by his analysis and best 

judgem ent o f what the interviewees’ transcripts indicate.

11.2.5 Interviewee Information

We provide very little information on the interviewees. This is mainly because Gao’s 

transcripts are classified by number rather than name and we are unable to identify 

who says what. However, we are usually able to identify simple items such as gender 

allowing us to say for example, ‘she said’ rather than the more cumbersome ‘she/he 

said’.̂ ^̂

11.2.6 Chapter Format

Kieran’s transcripts are classified by first name and Guinan’s by first and family name. However, 
because o f  the difficulty o f  identifying everyone we excluded all interviewee information except 
gender. We take a different approach in chapter 12.
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We report our findings by first discussing our analysis o f Guinan’s, Gao’s and 

Kieran’s transcripts. Each of these studies has a particular research purpose, none of 

which perfectly matches our own. Therefore, when we discuss a study we first 

identify its research purpose by considering its research questions, objectives or 

problem. Having done this we analyse the transcripts and identify points relevant to 

our own study under the knowledge, values, teaching methods and preparation 

themes.

We then summarise and analyse the findings from all three studies by using the four 

thematic areas.

11.3 Guinan

First, we consider the 10 transcripts from Guinan’s 2004 undergraduate dissertation. 

This study asks the following research questions:

Does hospitality and tourism management education meet the needs o f industry?

Does hospitality and tourism management education meet the development and career 

needs of students? (Guinan, 2004: 2)
'  386Guinan lists the following guide questions tor her interviews:

a) What have you learned from the CLP elective?^*’

b) What element o f CLP did you learn most from?

c) How do you feel CLP differs from other ways o f learning?^**

d) Has your CLP experience changed how you learn?

e) Do you feel the CLP has helped or will help in any way with your career or 

personal development?

f) Would or did CLP help you deal with certain situations differently -  in your 

community, family or with your fiiends? Did CLP give an insight into life outside 

college?

g) How would you feel if  given the chance to do CLP again?

We now consider the 10 transcripts under knowledge, values and teaching methods. 

Each transcript can indicate one or more knowledge, values or teaching method 

outcomes. Therefore when we say 60% of transcripts indicate a certain knowledge 

outcome, 50% could indicate another outcome and 40% a different one still.

See Guinan (2004: Appendix C, xix).
Further questions here concerned hospitahty and tourism management content, skills, attitudes and 

values.
Identified as lectures, tutorials, and work experience.
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11.3.1 Knowledge

G uinan’s study indicates various Icnowledge outcomes from the CLP. Six o f the ten 

transcripts (60%) indicate time management. Five (50%) indicate communication ani 

organisation, followed by team/group and project learning. Three also indicate 

improved self-knowledge. For example, one mentions that the project helped 

‘identify... who (and) what you are and how you cope and ... react’. The knowledge 

outcomes are shown in percentage format below.

Table 11.1; CLP Knowledge Outcomes (% of 10 Transcripts -  Guinan)

Time Met. Communication Organisation Team/GrouD Proiect M st Self-Knowledae

60 50 50 40 30 30

Other types o f learning mentioned were interpersonal, motivational, and networking 

which can be classified as ‘people skills’ and can be seen as relating directly to some 

o f the above categories such as team/group and communication s k i l l s . L e a r n i n g  

how to manage stress, and ethics were also mentioned. Finally, one said she learned 

‘how you manage to get to the end point’.

11.3.2 Values

Nine o f  the ten interviewees indicated that it affected their values. Four (40%) said it 

improved their confidence and one o f these said it strengthened her independence and 

helped her ‘grow up a little bit m ore’.

Three (30%) indicated it encouraged them to become more caring. One o f  these said it 

made her realise there were other people with problems. She felt that ‘you can’t 

always assume that it is just you in the world, you will have to give your time to 

others’. The same person indicated her project made her more patient. Another said 

that the CLP ‘is not just for yourself, [it is] for others as w ell’. She added that it is ‘not 

just for college... [it is] meaningful ... not that you can be graded on that but ... you 

can give yourself a grade’.

Three (30%) indicated its impact on their sense o f  responsibility and the same number 

indicated it gave them a greater understanding o f  people and their circumstances. For 

example, one who had done a homeless project said that ‘seeing... and talking to 

them... you realise these are people like you’. A homeless person could be a family

Morand (2001: 21) also refer to people skills as social skills.
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member, a friend ‘it can happen so easily’. Another said that meeting blind people in 

his project brought him ‘down to earth’ and helped him to ‘appreciate things m ore’. 

Yet another said it ‘makes you see you can do things to help people’.

Table 11.2: CLP Values Outcomes (% of 10 Transcripts -  Guinan)

Confidence Care for others ResDonsibilitv Understandin2

40 30 30 30

Interestingly, one student indicated that it did not change her values because she had 

been ‘involved in lots of things like that before’ and these ‘made me decide to do CLP 

as opposed to something else’.

11.3.3 Teaching Method

Because o f the variety o f comments on the teaching method area, the results here are 

grouped under subheadings for convenience. These can be considered as conceptual 

categories for reporting purposes as discussed above.

11.3.3.1 Practical Learning

Six referred positively to the practical learning in the CLP. One said that learning by 

doing allows you ‘to leam it for yourself rather than sitting in lectures and ‘trying to 

soak up the notes’. Another said it allows you to ‘apply your theoretical knowledge’. 

Another said CLP is ‘hands on ... it takes away from being bored in class’. Finally, 

one referred to the CLP as an ‘activity learning programme’ in contrast to a passive 

one ‘where you just sit and ... get the instructions and ... write the exam’.

11.3.3.2 Challenge

Some considered the CLP a challenging subject. One said it took ‘a lot of time’ and 

was ‘stressful’, however, she felt it was also ‘a break from the normal lectures’. 

Another said ‘a lot o f people see it a s... easy... and then when they get in they’re kind 

of shocked.’ Even in her own case, she said there were times ‘I’d say I’d never ever 

do it again’. However, she said that ‘when you’re finished... you look back [and] say 

well you know I did leam from it.’

11.3.3.3 Balance

Some compared the CLP to other methods. Two suggest that everyone needs a 

balance of CLP and more traditional learning methods. A third agreed with the need 

for balance saying that ‘it helps to break the monotony of ... normal lectures’. Finally,
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one felt a balance of methods suited her but it may not suit others because ‘it depends 

on the type o f person you are’.

11.3.3.4 Theory

A number talked about the theory learning in One mentioned that you ‘learn

much better’ in CLP because ‘you can apply’ what ‘you have learned [theoretically] 

maybe a half an hour ago or maybe two years ago .. .it’s always a good feeling’. This 

student has been ‘working in hotels a long time’ and prefers to ‘apply theoretical 

work’.̂ '̂

Another made a slightly different point. She says the CLP ‘covered a certain amount 

of theory ... and then we tried to follow that as far as possible but at the end of the 

day it worked out that when you look back and reflect on it that’s where you learned 

most’. Thus, although she learned some theory and tried to use that in her project she 

found the most important learning was in carrying out and reflecting back on her 

project.

Another refers to the experience o f group dynamics and the related learning. He says 

that ‘group dynamics is something that you see afterwards, you don’t see it as [it 

happens], it is a little bit like the wind, you can measure where it comes from and 

where it goes, but you know there is nothing else you can do’.

Another feels ‘the classes tended to be a bit tedious and I know it was background to 

what we were doing but CLP is all about hands on and I think its just that they 

weren’t too closely linked together’. She feels the classroom theory could have been 

more closely aligned to the project activity.

Finally, one criticised the theory. She felt that although the project mentoring and 

discussion was helpful, the theory was not ‘because it wasn’t very relevant to what we 

were doing’.

11.4 Gao

We now consider the 15 transcripts arising from Gao’s minor postgraduate study o f  

2005. This had the following research objective: to investigate the effectiveness of the 

CLP in undergraduate hospitality and tourism courses in the Faculty of Tourism and

Our concern here is to establish whether the student learned the CLP theory or came to a better 
understanding o f  theory from other parts o f  the course.

The same student in Gao’s study said it was a ‘good mixture o f  practical and theoretical’. When Gaio 
asked whether it helped his academic learning he replied ‘eh ... absolutely, now it is maybe not as 
theory based as other subjects such as finance, but it helps you to com bine... theory with practical 
experience.’
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Food, DIT (Gao, 2005: 9). In discussing her methodology, she reformulates her 

research objective as a direct question to guide her interview process as follows:

Is the CLP an effective teaching pedagogy for using in the education of hospitality 

management and tourism students (Gao, 2005: 38)?

11.4.1 Knowledge

The 15 transcripts indicate a range of knowledge outcomes from the CLP. 

Communication is the most common one mentioned in six transcripts (60%). This is 

followed by organisation, team/group skills and networking.

Table 1L3: CLP Knowledge Outcomes (% of 15 Transcripts -  Gao)

Communication Organisation Team/Group Networking

60 53 33 27

Management was also mentioned in 20% of transcripts. Also mentioned were time 

management, self-learning, self-knowledge, problem solving, decision making, 

dealing with stress, effectiveness and efficiency skills.

11.4.2 Values

Gao’s 15 transcripts indicated various outcomes for values. Confidence and care for 

others, are indicated by 7 (47%) each. Under confidence, one said it made her more 

outgoing and determined, ‘because we did three projects and only the third one 

lasted...it gives you confidence’. Another said it gave her ‘an opportunity to open up 

and be m yself... to stand up and say, I can do this ... it has had a big impact on who I 

am and what I am now’.

Under care for others, one student said that she did not realise how fragile and 

vulnerable old people were and said ‘you actually start to really care’. She indicated 

that she had gone back to the old people’s home several times since completing the 

CLP. Another mentioned its impact on her caring side and said she was now ‘very 

open to doing charity work’. Another referred to having done some voluntary work 

since the CLP and used ‘a lot of that I learned from the CLP’.

Four (27%) mentioned an increased willingness to take responsibility and two (13%) 

referred to an improvement in understanding o f others. Two however, saw things 

differently. One said she felt she did not think it changes values or attitudes but ‘it
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gives an outlet’. Another said ‘1 don’t think it creates values...but it can certainly 

enhance them if  you are interested in these things to begin w ith’.

Table 11.4: CLP Values Outcomes (Vo of 15 Transcripts -  Gao)

Confidence Care for others ResDonsibilitv Understandina

47 47 27 13

11.4.3 Teaching Method

G ao’s study focused on whether or not the CLP was an effective teaching method for 

hospitality and tourism students. Therefore, all interviewees had something to say on 

its method.

11.4.3.1 Practical Learning

Eight referred positively to the practical learning in CLP. One said ‘1 prefer practical 

work to theory work ... it gives you more control’. Another said she ‘got more from it 

because you leam for yourself. Another said ‘1 remember CLP because I had to do it. 

I remember the process... In marketing, you do a marketing plan, but it does not 

matter if  you get it w rong... I did event management but we didn’t actually organise 

an event’.

11.4.3.2 Challenge

Seven indicated it was a challenging subject. One said ‘actually it is quite time- 

consuming’. Another said that having done it ‘1 know it’s a lot harder now ’. Both 

seemed to indicate that they had expected something different. Another said that ‘if  

you are lazy, you w on’t do w ell... it takes up quite a lot o f tim e.’

Three who had taken it twice had interesting things to say here. The first cautioned 

that ‘it is very time consum ing... you have to be careful’. The second felt ‘it is 

[easier] to write 2000 words on the effectiveness o f management than it is to actually 

get up and organise it.’ The third said ‘if  you spent 20 minutes [on] any other 

subject... you could come out with a first.’ She felt ‘you had to spend about ten hours 

a week. It was never about getting a grade; it was always about the project.’ She said 

it was ‘all on your own back. You had to set your own time frames [and] targets ... 

[and] become very real about everything’.

Regarding its challenging nature, one said it should only be for those ‘mature enough 

for it’. She says here that it should be for those ‘who are a little more developed, a bit 

more serious than ... in first or second year’.
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11.4.3.3 Freedom

Eight indicated that the subject gave them more freedom. On being asked what 

impressed her most, one said ‘the freedom of it. Not being told what to do ... there is 

a timeframe for the lectures, but there is... flexibility’. Others said it gave ‘freedom 

to ... develop your own project under certain limits’ and it had ‘a lot more room than 

other courses...’

One explained freedom as being able to say, ‘look, I do not agree with that, and for 

some one to take on your opinion’. Another referred to the freedom ‘to go out and do 

something that you want to as long as it is not too radical...to get an idea and to 

mould it.’

In a similar vein, one said that ‘other courses spoon-feed you’ but here students have 

to think for themselves and ‘take control o f the situation... and you’re really out there, 

facing the real world.’ It was also said that ‘your project becomes very much your 

own thing’ while someone else referred to the fact that ‘you are actually living it’.

11.4.3.4 Balance

One o f Gao’s interviewees refers to the CLP providing a ‘good mixture o f practical 

and theoretical’.

11.4.3.5 Theory

Gao’s question to her interviewees ‘did it help with your academic learning’ is used to 

help us consider this issue. Some at least appear to misinterpret the question and see 

academic in the context of what they are familiar with in the traditional teaching 

method.

For example, one says ‘we didn’t take an exam, so I don’t think it was anything to do 

with our academic learning’. She also said that the lectures are ‘very long, very boring 

and completely unnecessary’. Another says ‘not really, it’s completely different’. 

Another comments ‘it didn’t hinder it. But I suppose it gave you a break’.

In a somewhat similar vein, three say it helped them with group skills and imply this 

would help them do academic group projects in the future. Another says it helped her 

with the academic element of her learning elsewhere because it gave her ‘something 

different in my week to look forward to ... so it definitely made me more motivated 

elsewhere’. She feels it ‘teaches you to learn that if  something has to be done you 

have to do it, it teaches you to carry that attitude into other subjects’.

Another says it helped her academically because it improved her ability ‘to talk about 

[and] ... display the skills you’ve learned’. One said ‘yes ... I’m definitely much more
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organised’ and another ‘yes, time management, learning how to prioritise... focus 

properly’.

One says ‘1 won’t say it helped a lot. It probably did in a different kind of way’. 

However, he then admits that he ‘didn’t get a chance to read’ the course document 

(which contains the theory).

Two provide an explanation of the theory learning element. One says it helped with 

the academic learning ‘because you learn things and then you put them into practice’. 

Another says the report integrates the theory with the practice. She says ‘it’s the only 

way to tie in the academic’.

Finally, one interviewee discussing the academic element of the CLP makes an 

interesting point. She said that since ‘the project was a big part o f it ... [it] took over. 

Although you ... learn the academic side, you don’t always remember it’. Thus, the 

memory o f the project dominates the CLP experience and may dislodge at least partly 

the memory of the theory learning.

11.5 Kieran

We now consider the 13 transcripts arising from Kieran’s minor postgraduate 

d is se rta tio n .T h is  study has the following general research problem:

What are the most effective methods of delivering education to third level hospitality 

management and tourism marketing students from the students’ perspective (Kieran, 

2005: 3)? Here she sets out to ‘determine hospitality management and tourism 

marketing students’ preferred ... methods of education from their experience of 

studying in DIT’ (Kieran, 2005: 5).

In this context, she sets herself the task of comparing three pedagogies -  lectures, 

small groups, and service-leaming. Her research objective is to ‘examine students’ 

opinions ... on the traditional lecture’ and see how it compares to ‘small groups and 

... CLP’ (Kieran, 2005: 4). Her small group objective is to ‘examine how small group 

methods differ from service-leaming and lectures, and to determine their effectiveness 

from a student’s point of view’ (Kieran, 2005: 4). On service-leaming, she explores 

students’ views on the ‘positive and negative aspects o f service-leaming through 

CLP’ and attempts ‘to determine its effectiveness ... from the student’s perspective’ 

(Kieran, 2005: 5).

Only 13 o f  Kieran’s 15 transcripts are used in this study. The remaining two deal with students who 
had taken the CLP at postgraduate level which is not the focus o f  this study.
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Her study, therefore, is mainly a comparative study of service-learning, small group 

and lecture methods. The interviewees are not directly asked to identify the 

knowledge and learning outcomes of the CLP. However, material relevant to these 

issues can still be gleaned from elements o f what the interviewees say and we identify 

some of the main findings below. We also identify material on the method issue as it 

relates to our study’s focus.

11.5.1 Knowledge

Again, the 13 transcripts indicated a range o f knowledge outcomes. Eleven (85%) 

indicated teamwork and/or group skills, followed by communication and self-learning 

both at 69%.

Table 11.5: CLP Knowledge Outcomes (% of 13 Transcripts -  Kieran)

T eam /

GroiiD

Com m unication Self- 

1.earn ing

Negotiation O rganisation Tim e

Mgl.

Event

Mgt.

In teroersonal N etw orking

85 69 69 46 46 38 38 38 38

These were followed by negotiation and organisation at 46% and time and event 

management, interpersonal, and networking skills at 38%. Other less fi'equently 

mentioned items were, for example, management skills, and professional and 

motivation learning.

11.5.2 Values

Eleven out of Kieran’s thirteen transcripts refer to it affecting their values. Eight of 

these (62%) mention its impact on their confidence. Five (38%) indicated that it 

influenced their caring reflex. One said that she was ‘actually very touched’ by her 

project and said ‘it is very rewarding to do something for the community.’ Another 

said that before the CLP he ‘never had the time’ to do charity work. Following his 

completion o f the CLP, he said he did some volunteering.

Table 11.6: CLP Values Outcomes (% of 13 Transcripts -  Kieran)

Confidence Care for others ResDonsibilitv Understanding

62 38 15 15
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Two (15%) indicated it promoted both personal responsibility and understanding. One 

o f  these said that it gave him some realisation as to ‘what is happening in the real 

w orld’. Another admitted that until she did her CLP project she ‘had no previous 

knowledge o f the run down schools in the city’.

Finally, others indicated that it affected their courage, initiative, decision-making or 

enthusiasm.

11.5.3 Teaching Method

K ieran’s study compares lectures, small groups and service-learning under the CLP. 

As a result, there is a significant amount o f  commentary on teaching methods in her 

transcripts.

11.5.3.1 Practical Learning

Eight referred positively to the practical learning in CLP. Two o f these said they 

learned better by doing than by reading or listening. Another said ‘it’s the best way to 

learn, get your hands dirty and get stuck in . . .you are then ten times better o ff and you 

don’t forget the good and the bad’. This interviewee also says it ‘took on your 

personality and the skills that you have learned through college in the basic classes’. 

One said it ‘had a practical element which allowed me to develop my management 

skills’. Another indicated that students do real things in CLP unlike, for example, the 

case study method where people ‘ju st... read... and talk about it’ but ‘never actually 

[get] to do anything about it.’

It was also argued that it ‘does what no other learning type can do’. It ‘takes students 

out o f the college and into the real world’ where they get ‘a taste o f the importance o f  

professionalism’.

11.5.3.2 Challenge

As in Guinan and Gao, seven indicated that it was a challenging method.

One felt that it was ‘a culture shock’ and had to ‘give it 100%’. She found it ‘very 

time-consuming’ but felt ‘this may have been because we were not used to having to 

do this kind o f thing on a regular basis’. Another said it was ‘very intensive’.

Some said the initial weeks were difficult. One felt this was because it can take ‘a 

while to figure out what it is all about’. Another said it was because students were 

trying to decide on their project proposals. The latter also said that although this 

period was ‘time w asting’ she ‘knew people had to make up their m inds’ on their 

proposals. She also felt the experience makes ‘you realise the importance o f  decision
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making skills’. Supporting this point, another said he ‘became more dependent and 

reliant’ on his own decision making ability during the CLP.

The challenge factor caused some students at least to baulk at the idea o f taking it. 

One said ‘a lot o f us ... were afraid to choose it ... because we didn’t know what it 

entailed’.’ He admits that he was ‘concerned about it being difficult.’ In spite of this, 

he indicates he was attracted to it because others ‘had got a lot out o f the course and 

were glad they had done it.’

Elsewhere the same student said that ‘the hardest part is to work out how you are 

going to get people involved’ as ‘you are just a student’ and you have to really ‘work 

on your ability to talk to people’.

Another said that in a lecture ‘all the work is [by] the lecturer, the student can just sit 

there, say nothing and just walk out again. In CLP, the student has to give 50% and 

the lecturer... 50%... it needs a strong lecturer, it’s challenging for both sides.’

11.5.3.2 Freedom

One referred to fact that ‘you have more freedom to do your own thing’ in the project 

part o f CLP. Another implied a certain freedom in the method in that ‘you get to go 

out [and] see new places, new faces’.

11.5.3.4 Balance

One said we need a balance o f teaching methods ‘in order to learn best’ and felt the 

balance produces the ‘best calibre of... students for the industry’. Another felt it 

‘offers a practical element to studies which can prove very valuable ... in the long 

run’.

Another said ‘lectures are excellent for some subjects but 1 find them a bit draining.’ 

By contrast, she felt you ‘absorb more information’ in CLP as it is ‘a self-leaming 

experience’.

One argued that you need lectures to ‘cover the vast amount o f learning material’ and 

small group teaching to enable you ‘to question, discuss and share experiences’. He 

said CLP achieves these two aims because ‘it brings together the theory with a real 

life situation/project.’ Realising this one day he said -  ‘Wow! This is where we use all 

the information from other subjects to put this plan in place...’

Finally, one said that although lectures can be boring they are still a ‘good means of 

collecting all the necessary information on a subject.’ By contrast, small group 

methods are useful because ‘they allow you to gain a better understanding o f what
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was taught in the lecture.’ She said however, that the CLP ‘combines the theory w iti 

the practical’ and ‘a combination o f  all three methods works best for m e.’

/ 1.5.3.5 Responsibility 

Six transcripts refer to how the CLP encourages personal responsibility for learning. 

One said it puts the ‘learning responsibility [on] to the student’. Another said th; 

lecturer changes his/her role from teaching to ‘facilitating us in ... learning that hai 

now become our responsibility’. Another mentioned that she gained a lot more fron  

CLP than other subjects because she took ‘responsibility for [her] own learning’. 

However, it was pointed out that taking responsibility for ones learning could create 

adjustment difficulties because ‘you are so used to having the lecturer responsible fcr 

your learning needs’. Another felt people ‘need to be mature enough for this type of 

learning otherwise they may not benefit as much as they should’.

Taking a different approach, another felt learning maturity could also be an issue fcr 

other methods. Even in lectures ‘students need to be mature about their learning’ since 

some can ‘drift o ff... text on their mobiles or sit up the back and doodle.’

Making a different but related point, another said she was at first ‘confused as to 

where the learning w as’ and ‘what it was I was learning.’ She said that ‘it was only 

when we had completed [the project]... when I was writing up the report and 

reflecting on what we had done... that I truly realised what I had learned.’ This 

comment indicates that people’s ability to adjust to becoming responsible for their 

own learning may be due not just to maturity and engagement issues but also due to 

the novelty o f the experience.

11.5.3.6 Theory

One clearly negative comment states that ‘there was too much useless information, it 

was time w asting’. This interviewee expanded her point by saying ‘that CLP is 

common sense; it’s a learning for yourself experience’. In a somewhat similar vein 

another says that although ‘most o f my other subjects are very theory based; CLP 

appeared to be more focused on developing practical skills’. Another says it ‘involves 

less theory’.

There is not the same confusion with the term academic as in Gao and Kieran’s 

transcripts offer a reasonably positive assessment o f the theory e l e m e n t . O n e  says 

she ‘got a lot out o f it... academically’ and sees it as being ‘similar to small group

Unlike Gao, Kieran did not ask any questions containing the term academic. However, some 
interviewees as we see here use the term themselves.
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teaching’. Another feels it ‘brings together the theory with a real life situation/project’ 

and a similar point notes that it is a ‘good method o f education ... in that it combines 

the theory with the practical aspects’.

One interviewee indicated a preference for useful theory and says ‘it is best to put 

[theory] into practice rather than to know [it] and not [be] able to do anything.’ 

Another refers to ‘all those skills and ideas you sit in class and discuss, we got the 

opportunity to... put them into play.’ She also says the ‘CLP was similar to small 

group teaching’ allowing her to gain her ‘theory and background information through 

tutorials’. In addition, she ‘felt ownership’ of her project, which itself is ‘practical 

with little theory involved’. Finally, one said it encourages students to ‘put the theory 

learned in to their community’.

11.5.4 Preparation

We also investigated the transcripts to see what information they would provide on 

the issue of work and society preparation.

11.5.4.1 Work Preparation 

Kieran asked about the relevance of the CLP for work preparation.^^"* Although 

Guinan and Gao asked related questions we could not use them here nor could we
395match them with Kieran’s question.

Table 11.7: CLP Work Relevance (% of 13 Transcripts -  Kieran)

YES Mixed Views NO

85 7.5 7.5

All o f Kieran’s responses except two were positive, resulting in thirteen positives or 

85% result of the total. These two were a negative and a cautious response. The 

negative one says that ‘students should be directed to complete projects more 

specifically linked to their industry’. The cautious one says it depends on the 

‘personality of the student. For others it may be quite a big help for them, as they get 

an opportunity to practice skills in a controlled situation’. The remainder are positive 

about its usefulness for work preparation.

Kieran asked ‘do you think young managers going into industry are better equipped for the 
challenges they face ... after being taught through the CLP method? Why?’ (Kieran, 2005: 59).

Guinan asked ‘do you feel CLP has/or will help you in any way with your career development’ 
(2005: Appendix C: xix). Gao asked ‘do you think the experience in CLP will help you in your future 
career?’ (2005: 38). The answers here varied and some o f  them did not get a response because the 
interviewee had no career plan yet.

287 (Ch. 12 - A nte Kerins)



For example, one says it ‘gives you an insight in to some vital skills ... if  you are 

going to be a manager in a hospitality or tourism business’. She feels ‘it is good to 

have on your CV, to let employers know that you have been an organiser o f  a 

particular event’.

In a similar way, another explains ‘I had five interviews before I started the job I am 

in now ... 1 mentioned that I had organised events and had completed a lot o f practical 

work and this led the interview. Future employees could see that I could organise, 

manage, delegate and 1 could be a manager ... I could be successful. This was a huge 

bonus’.

Another says it ‘brings you from a classroom situation to a real life situation, it acts as 

a good stepping stone into industry’. Another still says it helps ‘students going out in 

to management positions. It gives them more confidence and a better understanding 

o f working in a group towards the same goals’. She feels ‘it will help them where 

deadlines are expected to be met. CLP had a time frame and I did feel under pressure 

trying to stick to it and meet it, a valuable learning experience, one which is better 

learned in college’.

Another says it is ‘the only elective that can offer you a sense o f feeling about what it 

is like working in the industry apart from the work experience part o f the course’. 

Finally one says ‘if  students can bring something from a class room and make it work 

in a real life situation through the process o f  objective setting, planning, organising, 

following up and executing the project within 8-10 weeks and making money for 

charity then they can apply the same principles in business to make money. I think 

CLP offers a practical element to studies which can prove very valuable for students 

in the long run’.

11.6 Summary of Three Studies

We now summarise and analyse the findings from the three studies using the 

knowledge, values, teaching method and preparation categories. We do this by 

calculating the total and relative proportion o f outcomes from each o f  the three 

studies. In doing so we must remember that these are three different studies and the 

outcomes are only indications and nothing more.

11.6.1 Knowledge

Communication is consistently the most common outcome mentioned with 23 in total 

or 61% overall. Next come team/group with 20 overall or 53% of the total. This is
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followed by organisation in 19 case or 50% of the total. Time-management with 12 or 

32% comes next.

Table 11.8: CLP Knowledge Outcomes - 3 Study Summary (% of 38 Transcripts)

C om m unication Team

GrouD

O rcan isa tion Tim e

Mgt.

Self-

L earning

N etw ork ins Event

M et

M et.. N egotiation. 

In teroersonal

61 53 50 32 29 26 18 16

Then we have self-leaming with 11 cases (29%). This refers to autonomous self

directed learning. For example, one student said that ‘CLP was ... a self-leaming 

experience ... [where] you were responsible for your project and for what you learned 

from the experience’.

Networking comes next with 26%. This is then followed by event management at
39718% and management, negotiation and interpersonal all at 16%.

To enlarge our understanding of these results we group the findings under three 

general categories -  people skills, subject learning and other learning.

11.6.1.1 People Skills '̂^̂

Knowledge categories that indicate a strong people skills element are 

communications, team/group, organisation, networking, interpersonal, and negotiation 

skills. These six categories have a 37% result overall.

11.6.1.2 Subject Learning

Knowledge categories that link to an identifiable subject or subject component are 

communications, team work, organisation, time management, networking, event 

management, management, negotiation, project and risk m a n a g e m e n t.T h e se  nine 

categories have a 29% result overall.

One student uses the term self-leaming to indicate learning about se lf  This particular finding is 
identified under our classification o f  self-knowledge.

Project management and self-knowledge follow at four findings each or 13%. All except one o f  the 
self-knowledge references were found in Guinan. The one in Kieran said that ‘it was the one course 
where I learned most about m yself as a manager.’ Finally, we have risk management with only one 
finding in Kieran.

As we saw earlier, some refer to people skills as social skills (see Morand, 2001: 21).
CLP Foundation teaches project and risk management, networking and negotiation. 

Communications and event management are significant subjects. Organisation and team work are all 
elements o f  the subject management.
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Although this finding may be o f  some small interest we must be cautious about it. 

This is because the people skills and subject learning categories listed above are 

relatively crude.

11.6.1.3 Other Learning 

The remaining two categories o f self-learning and self-knowledge have a 20% result 

overall. Therefore, when we group the findings under these three headings we find 

that knowledge categories indicating people skill learning are somewhat greater than 

those that relate to subject learning."^®'

11.6.2 Values

Confidence is consistently the most common value or attribute indicated in all three 

studies -  with 19 transcripts or 50% o f the overall total. Next come care for others 

with 15 transcripts or 39% o f the overall total. This is followed by an increase in 

responsibility and a greater understanding o f others with findings o f 9 (24%) and 7 

(18%) respectively.

Table 11.9: CLP Values Outcomes -  3 Study Summary (% of 38 Transcripts)

Confidence Care for others ResDonsibilit\- Understanding

50 39 24 18

11.6.3 Teaching Method

The most fi-equent remark on teaching method refers to the enjoyment that students 

get from it. This was followed by comments on its practical and challenging nature 

and by references to its impact and the fi'eedom and balance it provides. There is also 

commentary on how it introduces students to a different world and how it encourages 

learner responsibility. Finally, there are some observations on the theory aspect.

Table 11.10: CLP Method Outcomes -  3 Study Summary {Vo of 38 Transcripts)

Enlovm ent Practical

L earn ins

Challenge/

Failure

Im oact Freedom Balance Different

W orld

L earn ins

ResDonsibilitv

T heory

74 58 50 37 26 24 21 16 11

For example, event and project management can sometimes be done at a technical distance or can he 
done in a way that requires important people skills,

Interesting and all as this finding is, we must remember that it is based on a relatively cmde 
categorisation o f  knowledge outcomes.
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11.6.3.1 Enjoy men

In spite of the challenges mentioned below, 28 or 74% of the total said they enjoyed 

it, had fun, got satisfaction, had a great time, or similar c o m m e n t s . O v e r  half of 

these used the term enjoy to help explain themselves. In addition, a CLP chronicler 

said ‘90% of people that do it enjoy it’."̂'*'̂  Others feel ‘you’re not just getting 

management experience, you are also getting a good time’ and ‘it’s exciting, the 

outcome is fun’, whereas another said ‘there is so much enjoyment in it, it keeps you 

motivated for the whole day’.

Some relate the enjoyment to the challenge of the method. For example, one says ‘we 

just had really good fun and everyone learned loads ... sometimes there [are] ups and 

downs but I can say that it was a really good experience’. Another says ‘1 loved doing 

it, although it was hard work’ whereas another said ‘at the time I was getting very 

miserable with it, but when it was all over I felt great about it’. Others say ‘I learned a 

lot from it, it was a really good experience’, and ‘we were really happy at the end’.

Finally, one says ‘1 loved doing it although it was hard work it was a great

experience’. In some of these comments, one may detect that part of the enjoyment 

came from the relief at having survived some o f the ordeals faced.

11.6.3.2 Practical Learning

In total 22 or 58% of transcripts refer positively to the practical learning in

The project is an important element of the CLP and it is not surprising so many

comment on this topic.

The CLP is not the only experiential method these students come across. Some have 

already spent much longer periods in work placement and others have taken food and 

beverage practicals."^®  ̂ Two interviewees make interesting comments here. One said 

CLP was a ‘proper learning experience’ and the learning in work placement was ‘on 

someone else’s terms’ whereas here it was ‘on your own terms’. Another explained 

that in a restaurant practical, ‘you’re very much protected; you’re told what to do

The enjoyment finding was unexpected. It was only when the three studies were being reviewed for 
summarising that its significance became obvious. Consequently, the enjoyment result is reported here 
rather than in the individual studies earlier.

This average arises from 8 (80%) o f  Guinan’s, 12 (80%) o f  Gao’s, and 8 (67%) o f  Kieran’s.
As we saw earlier, chroniclers support the CLP. They analyse and record the developments in other 

student’s projects. Because o f  this, they have sometimes been able to offer support and advice to other 
students and on occasion the CLP lecturers. They can sometimes have a unique insight into other 
students learning outcomes.

One o f  Gao’s are excluded as she was already included in Guinan’s result.
Food and beverage practicals take place in a classroom kitchen or restaurant whereas work 

placement or internship takes place in a company for a period o f  weeks or months.

291 (Ch. 12 - A nte Kerins)



every step o f the w ay’. In work placement you ‘have a few friends around you and 

everyone is doing the same thing’. By contrast, in CLP ‘no one else is doing the same 

as you’ and ‘no one is making decisions without you’.

The CLP was regarded as different. One o f G uinan’s interviewees says it is ‘totally 

different from anything I did before’ the ‘way you have to go and organise ... it 

yourself. However, one o f Kieran’s cautioned that although the ‘CLP is a good 

teaching m ethod’ one must be ‘disciplined to ensure you do actually learn from the 

process’. Echoing this theme, another refers to its ‘set time frame’ and the fact that 

‘our tasks and objectives were set at the beginning’. As a result, she said, ‘we always 

had something to work towards and it was regimental [sic]’. Finally, one says the CLP 

student is ‘an ambassador for the college’ and implies that he or she has a 

responsibility for its reputation.

Some refer to how they learned in the CLP. One said students learn a lot from it 

because it is rewarding and they are ‘working with the community instead o f just 

sitting in a class ...and your opinion is taken into consideration’. On this, another 

suggests ‘students should be directed to complete projects more specifically linked to 

their industry’.

11.6.3.3 Challenge

A  significant theme in all three sets o f transcripts is how challenging some 

interviewees found the CLP method. Seven o f both Gao’s and Kieran’s transcripts and 

five o f Guinan’s indicate that this is challenging or can lead to failure. This amounts 

to 19 transcripts or 50% o f the total. One referred to it as a ‘daunting learning 

experience’ and another to its being a ‘culture shock’.

Two o f G uinan’s interviewees refer to the possibility that all or part o f the project can 

fail. Two o f G ao’s indicate likewise and one refers to how her group went through 

two failed projects before they succeeded with their third one. Two o f Kieran’s refers 

to project failure and one said that ‘we had three failed projects before we actually got 

to proceed with our final choice’.

11.6.3.4 Impact/M eaning

In addition to those who found it enjoyable and challenging, 14 transcripts or 36% o f 

the total indicated that it had an impact on them or was m e a n i n g f u l . F o r  example.

Students are encouraged to choose their own projects and are only pointed in a particular direction if  
their original one fails.

This breaks down as 5 each in both Guinan and Gao and 4 in Kieran.
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one says ‘it certainly gave me more insight ... it means more’. Others say such things 

as ‘it really did something to me’, ‘it opened my eyes, made me realise’, it was an 

‘eye opener’, and ‘it had a personal ... hold on us ... people I met I would never 

forget’. Other comments were ‘it’s meaningful’, ‘it took over everything else ... it 

was really important we did it’ and ‘it’s so much fulfilment’. Another says ‘it gives 

you a sense of achievement, because you got more than a mark out o f it’. Another 

comments that ‘it was only when we had completed our [project] ... that I truly 

realised what I had learned ... it was skills for life’. Finally, one states it ‘was a total 

life changing experience’.

11.6.3.5 Freedom

Eight of Gao’s students feel it provides more freedom than other teaching methods 

with one sa>dng it offers a ‘lot more room than other courses’. None of Guinan’s 

transcripts refers to this issue. However, two o f Kieran’s group imply or refer to this 

issue providing a 26% result overall.

11.6.3.6 Balance

The CLP is seen as distinctly different and some suggest it should be part o f a 

balanced provision of teaching methods. Four of Guinan’s interviewees indicate the 

need for a balance of CLP and lecture type teaching methods and one felt the two 

methods ‘complement each other’. F i v e  o f Kieran’s transcripts support this idea 

and one feels it ‘is the next step in the learning processes’. In total 24%, support this 

idea.

11.6.3.7 Different World

Next, we found that 21% of transcripts indicated that it brought them to a different 

world than that with which they were familiar. Three o f Guinan’s indicated this. One 

says it was ‘definitely outside the box’. Another says ‘it was totally outside college 

[and] ... really broadened your learning experience’. Two of Gao’s and three of 

Kieman’s refer to it being a ‘real world’ experience. One also says ‘you will be 

mainly dealing with complete strangers’ and feels that ‘life isn’t about being in a 

classroom surrounded by four walls’.

11.6.3.8 Learning Responsibility

Responsibility for one’s learning was encouraged by the CLP according to six of 

Kieran’s group or 16% overall. However, some of Kieran’s transcripts indicate that

One o f  Gao’s interviewees supports the balance issue. However, to avoid double counting this result 
is excluded as he was already interviewed by Guinan and his opinion is incorporated in her result.
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learning responsibility in CLP requires maturity and some adjustment to the this 

responsibility.

11.6.3.9 Theory

Although many comment on the practical element of the CLP, some refer to the 

theory component. This is a key concern of third level teaching. The results here are 

mixed.

Two each of Guinan’s and Gao’s subjects refer positively to the application o f theory 

whereas another two see otherwise. Five of Kieran’s refer positively to the theory 

element with one negative result.

Overall, nine are positive on theory learning, and five are negative indicating a 

positive result overall. This gives us a net result o f 4 or 11% overall. However, a 

sizeable minority indicate a lack o f theory engagement. One o f Gao’s interviewees 

comments on how the project responsibilities and challenges can overshadow the 

theory learning element. In spite o f this, management education is expected to teach 

management theory and the minority result here needs noting.

11.6.4 Preparation

We also interrogated the transcripts for any indication o f its relevance or not for work 

preparation. We could only use Kieran’s responses here for reasons previously 

explained. As we saw, all of her responses, except two, were positive, resulting in an 

85% result.

11.7 Conclusion

We can now summarise our findings. According to our analysis of the 38 transcripts 

from the three dissertations the CLP can enable learning that generates and/or 

enhances students’ knowledge and values as follows.

The main types o f knowledge learning indicated are communication, team, 

organisation, time management, self-learning, networking, event management, 

management, negotiation, interpersonal, project management, self-knowledge, and 

risk management. When we analyse these findings we discovered that the knowledge 

categories that relate to people or social skills learning is slightly greater than those 

relating to particular subjects."” *̂

The main types of values learning indicated are confidence, care for others, 

responsibility and understanding in that order.

Again we must mention that this categorisation is only a crude one.
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We also analyse comments on the teaching method issue because of its relevance to 

the above knowledge and values questions. The main result here is the relatively large 

proportion that found it both challenging and enjoyable with some finding that it had 

an impact on them. A significant proportion also referred to its practical nature and 

some referred to the freedom, balance and experience o f a different world it provided, 

and the learning responsibility it encouraged. In addition, a small number referred 

positively to the theory learning element of the method.

Finally, we found that 85% of Kieran’s responses indicated its relevance to 

preparation for the world o f work.
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CHAPTER 12: DOES THE CLP ENABLE LEARNING? rStudent Interview

Analysis) 

12.1 Introduction

This chapter analyses 33 original interviews to assist our investigation of the two key 

questions of the study.^" These semi-structured, one-to-one interviews were carried 

out on CLP students and the related transcripts are original material in that they are 

‘purpose built’ for this particular study.

12.2 Methodology

The methodology used to analyse and report on the transcripts is similar to chapter 11. 

As before, we use quotations, thematic groupings, outcome or findings concepts, data 

and tables. In this chapter, we also provide information on the interviewees.

12.2.1 Quotations

As in chapter 11, we provide quotations to offer a flavour of what the interviewees 

said and to provide some indication o f the substance and richness of the findings. As 

before, these are edited to ensure the text flows smoothly and the relevant points are 

identified. The volume, variety and content of quotations are much greater in this 

chapter and although single quotations are sometimes used to make key points, more 

often than not a number o f quotations are provided on any particular point.

12.2.2 Thematic Areas

We use the same thematic areas as in chapter 11 (knowledge, values, teaching method 

and preparation) to help organise, analyse and report on our findings.

12.2.3 Outcomes/Findings Concepts

As in chapter 11, we analyse the transcripts and report our findings by using concepts 

that explain the knowledge and values outcomes and the teaching and preparation

These questions are as follows. Does the CLP enable learning that generates and/or enhances 
students’ knowledge for work life and the economy? Does the CLP enable learning that generates 
and/or enhances students’ values for their participation in society?

As before, the thematic areas provided a conceptual base for analysing the transcripts. Here the 
transcripts were read, reread and analysed using the themes to help organise the findings. These 
transcripts as before were marked for ease o f  reference. Each transcript was also summarised on 
thematic lines. These summaries were used to help locate relevant quotations and to assist the writing 
up process. The original transcripts and digital recordings however, remained the basic checking point 
for all quotations.



findings. The concepts are grouped under the knowledge, values, teaching method and 

preparation areas.

12.2.3.1 Knowledge

This refers to the knowledge impact o f the CLP and relates to the first research 

question identified at the start o f the chapter. The knowledge concepts discussed 

below include team work, communications, management, organisation, event 

management and interpersonal learning. They also include negotiation, project 

management, and time and risk management.

12.2.3.2 Values

This refers to the values impact of the CLP and relates to the second research 

question. Here we discuss values outcomes such as understanding, confidence, care 

for others and responsibility.

12.2.3.3 Teaching Method

We also analysed comments on teaching methods because o f their relevance to the 

knowledge and values questions. Here we discuss concepts such as challenge, 

enjoyment, practical learning, impact and theory.

12.2.3.4 Preparation

This chapter deals with the preparation for work life outcomes o f the CLP, as was the 

case in chapter 11. However, unlike chapter 11, this chapter also deals with the 

preparation of society outcomes.

In addition, it analyses and discusses the work preparation results by using concepts 

such as sector preparation, and personality and skills development. It also analyses 

and discusses the society preparation results by using concepts such as maturity, 

awareness, tolerance and ethics or volunteering. Finally, its analysis of the 

volunteering component o f society uses such concepts as knowledge, confidence and 

enjoyment.

12.2.4 Data and Tables

As in chapter 11, an approximate calculation is made o f the numbers indicating the 

different knowledge, values, teaching method and preparation outcomes. As before, 

these findings can be based on simple and unadorned responses to questions. 

However, they are often based on discursive comments made in response to questions. 

At times, some of them are based on comments made elsewhere in an interview even 

though the relevant question had not yet being asked or had been asked earlier and
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only responded to later. The results o f the calculation o f  the various indications o f the 

different outcomes are summarised in the tables and discussed below.

12.2.5 Interviewee Information

We identify each o f the 33 interviewees by a pseudonym and mention the project 

topics. This information is provided in Appendix 5 or referred to below.

12.2.6 Chapter Format

As in chapter 11, we report on our analysis o f the transcripts below by grouping our 

comments under the knowledge, values, teaching method and preparation themes.

12.3 Knowledge

The most common learning outcome indicated was team/group with 28 interviewees 

or 85% o f the total. This was followed by communication and management followed 

by organisation, event management and interpersonal learning. This was followed by 

negotiation, project management, and time and risk management. Finally, we have 

planning, self-knowledge, networking, leadership and life skills learning. These are 

identified in the following two tables and discussed below.

Table 12.1: CLP Knowledge Outcomes (% of 33 Interviews: 1** -  6"' Position)

Team/

GrouD

Communications Management Oraanisation Event

Management

Interoersonal

85 79 64 58 45 42

Table 12.2: CLP Knowledge Outcomes (% of 33 Interviews: 7**' -  lO'*’position)

Negotiation & 

Project Met

Time & 

Risk Met

Planning & Self- 

Knowledge

Networking, Leadership 

& Life Skills

36 33 21 15

The overall findings here tally with those in chapter 11. In particular, the relatively 

high results for team/group, communication and organisafion tally between both 

chapters. In addition, many o f the other learning outcomes are found again such as 

event management, interpersonal, negotiation, and fime management.
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There are however, some differences worth noting. First, the overall percentage 

indications for the top six knowledge outcomes is 49% greater here than in chapter 

1 Second,  there is a significantly larger result here for management learning and a 

somewhat larger result for event management.

These differences may be the result of longer interviews. These may also be due to 

this study having a clearer focus and/or a more tenacious approach to extracting the 

information. It may also be due to the different cohorts involved. Finally, it may be 

due to the different project and module experiences and the related learning.

We now consider the results outcome by outcome.

12.3.1 Team/Group

The interviews indicate that students learned more about team/group learning than
414anything else. At 85%, it is the largest knowledge outcome. Some interviewees also

made interesting comments mentioned below which we now discuss.

Ellen feels her CLP team operated for an ‘awful long time’ and says ‘we were 

constantly meeting up’ and ‘building on ... each other’s ideas’. S h e  discovered that 

to be an effective team member you had to be ‘very calm [and] ... keep control’.

Amy says that her team skill improvement in CLP paid dividends elsewhere.'^*^ For 

example, it helped with an important group assignment where she was, for the first 

time, ‘the person to step up and give them a call and go listen why aren’t you in, this 

is our mark [sic]’.

Asdis says she joined the CLP determined to avoid teamwork and had in fact 

originally proposed a project that she would manage on her own." '̂^ She explains ‘I 

don’t like working in groups’. Working on her own gets ‘rid of all the hassle of

having to find an appropriate time to meet up [with others]’.

The aggregate data for the first six knowledge outcomes in table 11.8 was 251 whereas in table 12.1 
above it is 373, thereby giving a 49% increase.

Up from second at 53% in chapter 11.
She did a project with Nora and Sinead for a city centre primary school. This was a four person 

project, three o f  whom were interviewed. The project supported the learning and swimming activities 
o f  pupils in the Central Model Infant School. It also ran a football and music event for the pupils.

She did a project with Mary and Theresa on drug awareness. This included a drug awareness day in 
the faculty incorporating both an information stand and seminar. It also included visits to two drug 
rehabilitation centres -  Merchants Quay Dublin (www.mai.ie/Home.shtmn and Ballymun Youth 
Action Project (www.ncge.ie/ser\'ice.asp?id=CG031005~).

Asdis did an alcohol awareness project with Cormac and Bridget. This entailed the planning and 
implementation o f  an alcohol awareness seminar and two information stands in the faculty. Her 
original project was turned down.
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As it turned out she ‘had to work in a group and it was a positive experience’. She 

found to her surprise that in spite of ‘being busy’ there are ways of accommodating 

the time pressures related to working in a group. Finally, she says her teamwork skills 

improved quite significantly because of her experience.

Anne says she ‘learned how to work as part of a team’ although she admits this was a 

difficult p r o c e s s . T h i s  was partly because her team mate held strong views. 

However, she found the experience ‘taught me ... to be stronger’.

Her team mate Susan confirms Anne’s point by admitting to being ‘very independent’ 

and says she ‘wanted to do everything’ herself However, by the end of the project, 

she found she became better at team working and acknowledged that she became 

more reliant on Anne.

Elena says she normally tended to ‘take the back seat’ in a group.'*'’ However, she 

found the CLP group experience ‘more active’ and says ‘the feel of it was different ... 

it was more alive and we had more ... deadlines’.

During the project she became aware that she could affect someone else’s 

performance unless she did her share of the work. She also came to realise that ‘in a 

group project you ... don’t think of ... individuals you think of the outcome of the 

group’. As a result, she says ‘1 stepped it up a gear’.

On a related point, Eoin says ‘you should be able to trust the people you work with’ 

and admits his group ‘could have done a lot more as a team’.**̂® In a similar vein, 

Lucy says she found that people must ‘learn to be fair ... working so closely 

together’.

Cormac says his project would have continued to exist only as an idea had each of
422them not contributed to it. The project he says was originally ‘out there and you had 

to suddenly take it from out there and ... make it real ... you had to ... create it’. In

She did a charity makeup workshop with Susan for the Children’s Sunshine Home (see 
www.sunshinehome.ie~).

Elena organised a 5k charity walk for the Irish Cancer Society with Cathy and one other. This 
included an information stand in the faculty, fundraising activities, and a 5K walk in the Phoenix Park 
for the Irish Cancer Society (see www.cancer.ie~).

Eoin, with two other colleagues, ran an all day soccer tournament in aid o f  the Irish Heart 
foundation (see www.irishheart.ieV

Lucy had taken CLP twice. Her first project with three others, including Bridget below, was a 
fundraising event for Temple Street Children’s Hospital. This entailed organising a fiindraising day in 
the student’s common room for the kidney unit in Temple Street Children’s Hospital (see 
www.childrenshosDital.ie). Her second project was organised with two others, including Mandy 
below. This included a series o f  planned activities with children in Our Lady’s Hospital for Sick 
Children (see www.olhsc.ie~).

Cormac, as we saw above, did an alcohol awareness project with Asdis and Bridget.
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doing this, he ‘learned how to work well in a team’ and came to realise that ‘you

couldn’t all sit back and ... hope that someone [else] ... organised it’. Cormac feels

that his ‘biggest’ learning in CLP related to the team working element.

Mary says she found the CLP team experience rather different to what she was 

familiar with elsewhere.**^  ̂ Even though you were given guidelines, you ‘were pretty 

much left’ up to your own devices. Therefore, when there was group conflict, they

had to ‘work out things ... and put our ideas together’.

Some compare the CLP team experience with group assignments. Deirdre says that 

with a group assignment you ‘meet up, divide the work, then go off, ... meet up the 

day before it’s due and have it all done’.'̂ *'̂  By contrast, CLP teamwork ‘is on a 

different scale ... we were continuously doing it ... together’. She explains ‘we both 

backed each other up and ... one wouldn’t have been able to do it without the other’. 

She says that in the end ‘we both just went for it together’.

Grace says group assessments are ‘so easy’.**̂  ̂ She says you just ‘do your bit the night 

before ... hand it in, and have it done’. With this however, ‘we were constantly on 

the phone trying to arrange things ... trying to get the whole thing stuck together, so 

... we really had to ... gel together’.

Grace’s team mate Tracy, supports her point here. She found that her other group 

experiences would not be ‘as constant’ as the CLP one. Here she says they had to 

‘meet up and do something everyday’ and had to ‘go and meet organisations face-to- 

face ... a good few times’.
426Lucy says the team aspect is ‘a lot more involved’ than a normal team assignment. 

With a team assignment, ‘you decide who’s going to research what, and you tjqje it 

out’. By contrast, in the CLP, ‘you actually have to get involved with each other’ and 

you must ‘keep constant contact’ and ‘work together on getting things done’. She 

feels CLP team working is ‘a bigger process’ where you learn ‘how to deal with 

people’s personalities’ and to ‘work through’ problems. She says for example, you 

must ‘learn how to deal with other people’s attitudes and personalities and how to get

Mary, as we saw above, did a drug awareness project with Amy and Theresa.
Deirdre did a nursing home project with another student. The project included weeWy visits to a 

nursing home. (Note: the home can not be identified because o f  a negative comment later in the text.)
Grace ran a rape awareness project with Tracy and one other. This included information stands and 

a seminar in the main faculty building in liaison with the Dublin Rape Crisis Centre (see w'ww.drcc.ie).
Lucy had taken CLP twice. Her first project was a fundraising ‘swimathon’ for the Special 

Olympics with Aileen and one other. This was held in the National Aquatics Centre (see 
www.niitiniialaauaticcciitre.ie). Her second was a charity breakfast with Aileen and Dusan. This was held 
in the student cafeteria for Childline (see www.ispcc.ie/childline.htm).
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through it as opposed to shouting your opinions across at them ’. In the end, they 

resolved things ‘otherwise the project would have just collapsed beneath u s’.

Aileen confirms some o f Lucy’s points."^^^ She says her group ‘learned a lot in the first 

[project] because we had a lot o f conflict’. She explains that they had eventually to 

‘sit down and talk about things’ rather than ‘shout at each other’. We then ‘knew what 

to avoid the second tim e’. In the second project, they decided ‘to prevent any 

problems or confusion’ by talking about things and sorting them out and this worked 

‘a lot better’.

Finally, Joan in discussing the team work nature o f CLP, referred to her project as an 

‘action’ one."*̂ *

12.3.2 Communication

At 79%, communication is the second largest result.^^^ Some interviewees made 

interesting comments referred to below.

Nora says that communication and management are the two main things learned in 

CLP and feels they are ‘hugely important in everyday businesses 

Anne says it ‘really helped me in communications because [the] communications 

[class] we did . .. was all theory based [with] just . . . one presentation at the end’.

Lynn says she ‘had done communication class in first year’ and felt that it was ‘not 

very relevant’.'*̂ ' However, ‘when you were out there and you had to talk to people 

everyday and you had to communicate with them ’ she says ‘little things’ came ‘back 

to you like picking up on body language or ... the way people are presenting 

themselves to you’.

She explains ‘you have to listen to people’ and argues that ‘good communication is ... 

the key to a successful m anager’. Here she says ‘listening was the biggest skill I 

learnt’.

In her primary school project she found you have to ‘listen to the child’ when they 

need you. In her homeless project, she had to listen ‘from the heart’ when they were

Aileen had taken the CLP twice and did both her projects, as explained above, with Lucy.
Joan ran a fundraising and awareness project for sick children with two others, one o f  whom was 

Holly who we meet later. This entailed planning and implementing a raffle and awareness seminar for 
Make a Wish Foundation (see www.makeawish.ie).

This came first in chapter 11 with 61%.
Nora, as we saw above, did her project with Ellen and Sinead for a city centre primary school.
Lyrm took the CLP twice. The first one supported the learning and swimming activities o f  pupils in 

the Central Model Infant School. This was carried out with Bill and another student. Her second one on 
homelessness entailed volunteering in a day centre for young homeless people and running an 
awareness seminar on the topic (see www.pmvtrust.ie'). This was done with Bill.
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talking even thought it ‘got to you some days’. She found when she sat down with 

someone ‘on a one-to-one basis and asked them a few questions ... it could be 

upsetting’. However, although she ‘might be getting upset’ listening, she found ‘they 

weren’t getting upset ... they’d turn around and they’d make a little joke’ or they 

would ‘lighten the mood a little b it’. Finally, she found ‘you have to integrate with 

your team well and communicate well and learn how to work in a team’.

Bridget says she learned a lot from the group communications difficulties that beset 

her first project so she was keen to avoid these the second time."^^  ̂ Therefore, she 

encouraged her team members, who were both doing it for the first time, to meet more 

often to ensure good communications.

Holly found that ‘to be a good manager’ one must ‘be able to communicate’ and 

‘understand’ people."^^  ̂ She says she was ‘communicating with real people’ in her 

project and found ‘you’re not going to get that just from studying’. She admits being 

‘a shy person’ and found it ‘hard to talk to adults’.

She also ‘hated going in’ to shops looking for sponsorship because they always 

seemed to be ‘busy’. Then she says ‘hang on a second ... we need to help [the 

charity]... it only takes two minutes out of their day’. Following this, she found ‘the 

more I talked to the public the more confidence I got’.

Hao admits to being ‘shy’ communicating with strangers and felt that the chance to 

practice this skill on the project was useful. Lei, his compatriot, made a similar 

point."*̂ "*

Joan says ‘it made you use what you’d learned from ... other subjects’. In this 

context, she ‘took out’ her old ‘communications notes and reread them to make sure 

that I was actually communicating right with people’. Finally, Lucy says it brought 

her skills as a manager ‘together’. This was ‘because you have to constantly 

communicate... when you’re in management’.

12.3.3 Management

Bridget took the CLP twice. First, she organised a fundraising event for Temple Street Children’s 
Hospital with Lucy and two others. Second, she did the alcohol awareness project with Cormac and 
Asdis above.

Holly, as we saw above, ran the fundraising and awareness project for sick children with Joan and 
one other. This planned and implemented a raffle and awareness seminar for Make a Wish Foundation 
(see www.makeawish.ie).

Hao, Lei and Zhu ran a day long Chinese culture festival for staff and students in the faculty. This 
included information on such things as Chinese tourism, food, and the city o f  Beijing. It also included a 
Chinese movie and a table with some Chinese food and tea for tasting.
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Management at 64% is the third largest category.'*^^ Asdis says she came to college to 

apply theory to practice as she comes from a family business where ‘it’s your whole 

life ... you live and breathe it’. She found she could link her CLP experience to 

management theory by reflecting on the different management styles. She also found 

she could better understand her team working and leadership experiences through 

reflecting on the theory. Finally, she found that management theory provided 

‘guidelines’ on motivating and working with her team mates.

Andy found that CLP is ‘good practice’ for preparing people for management.'*^^ 

Anne by contrast, found it brings management theory to life. She says it was her ‘first 

taste o f management’ where ‘instead o f having to write it all down, you actually get to 

live it’.

Lynn says that management theories ‘give you the ideal situation’. However, she 

found that ‘they don’t give you ... the reality, because there’s no feeling there’.

Lucy says ‘it brought my skills as a manager together’. She also says she leaned  

‘more managerial skills’ in the CLP than in her internship. Amy says she leaned  

‘how to put the management theories that w e’d learned in the last couple o f years :nto 

practise’.

Asdis said that ‘management one was a lot about theory, a lot o f boring s tu ff. She felt 

it did not teach her how to ‘work in a hotel [or] how to manage front line staff, it was 

more M aslow’s hierarchy o f  needs, you know all the different theories, which 1 found 

a load o f rubbish, who cares’. She felt however that the CLP ‘taught us hov to 

manage per se an event or do you know ’.

Cathy had some interesting comments to make on management leaming."^^^ She says 

the CLP experience helps you ‘leam  how to manage people’. Other teaching methods 

did not help her here and without the CLP she felt she would still be ‘im mature’ and 

‘would not know how to deal with people’.

This was joint eight in chapter 11 with 16%. Although the statistical variation is sizeable, the reel 
difference may not be as remarkable as the raw data indicates. This is because interviewees sometines 
used management learning as a catchall for other outcomes. For example, Joan says it helps 
‘management skills in the sense o f  team work ... communicating ... marketing skills and ... 
accounting’.

Andy did a project with Lucy for the Larkin Community College. This supported the physical 
education teachers and students (see www.larkincommunitvcollege.ie/about.html~).

Cathy had taken the CLP twice. Her first project was with three others including Mandy. This 
organised a four day cancer awareness project in the faculty. It also included a seminar and fundraising 
activities for the Irish Cancer Society (see www.cancer.ie~). The second involved a five kilometre wilk  
for the same charity with Elena and one other. This was held in the Phoenix Park.
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She says it ‘helps you manage everything better’ including ‘your time ... your life’ 

and your staff. She says ‘when you are a manager and something goes wrong you 

need skills to be able to assess the situation’ so as to ‘come up with ... solutions’. She 

continues ‘everything is not going to go perfect ... and the CLP prepares you for that 

because you’ve got to look at your project and you’ve got to assess what could go 

wrong ... [and] come up with possible solutions ... in the same way a manager has 

[to]’.

She says strategic management theory does not prepare you for management ‘because 

it is just airy-fairy and you are falling asleep ... you should be there doing [it] and 

understanding why you are doing it’. Finally, she says you ‘learn from your mistakes, 

because then you can see how it benefits you’.

In agreement with this last point, Bridget says it helps your management learning 

because ‘you remember what worked for you and what didn’t ’. In a similar vein, 

Sinead says you learn about what ‘you are responsible for’ not what you are told. 

Aileen by contrast was lukewarm about how CLP helps improve a student’s 

understanding of management theory. She says you leam ‘a little bit ... but not 

much’. She felt it helped to enliven the management theory on ‘leading, controlling, 

[and] organising’ along with ‘some of the newer theories’. She also feels that the 

learning impact here depends on whether or not ‘you actually realise it’.

12.3.4 Organisation
438Learning how to organise things at 58% is fourth largest.

Tracy says she ‘would be more confident ... next time’ in ‘organising something from 

scratch’. She admits she was ‘nervous ... in the beginning’ in case it ‘just flopped’. 

She says that to ‘organise it from scratch ourselves’ was ‘different’. She says ‘it was 

actually a lot o f hard work and that much I’d never really realised before, it [was] 

always ... done [by someone else]’. She was surprised ‘how hard ... it was to get 

started ... just to pick our topic and ... organise someone to come in and talk ... was a 

lot o f work’.

Her team mate Grace says her CLP project ‘was such a big ... project for us to do, we 

hadn’t done anything this size before’. Therefore, ‘we all really had to ... pull our 

fingers out and actually work’.

This came third at 50% in chapter 11.

305



Elena said ‘it was definitely a course that I will remember ... so much organisation 

and then it (did) not ... completely materialise’. She says ‘we recruited eighty people 

... everybody gave us their w ord’ and ‘only seven ... appeared’ on the day. In a 

similar vein, Sinead in referring to the organisation element suggests that students 

possibly ‘don’t expect that it’s going to be so much w ork’.

Eoin refers to the organisational challenge faced as follows: ‘you have to go out on 

the road ... meet ... different people and [try] to get something off the ground’. He 

admits to feeling he was ‘winging it sometimes’. Aileen says simply that she is ‘more 

organised now because o f  it’.

12.3.5 Event Management

Event management learning at 45% is the fifth highest r e s u l t . T h i s  amounts to 65% 

o f those who ran event based projects.

Tracy found that ‘there’s a lot o f work’ in organising an event and ‘a lot o f 

preparation’. Eoin says he learned ‘how to organise an event properly’.

Zhu had worked in marketing in China for two years and already had experience in 

event management. He says, however, that this is the first time he had the opportunity 

to be responsible for a full event. In a similar vein, Cathy says ‘whatever problems 

happen within your event ... are your problems ... and that’s the whole thing about 

it’.

Amy says ‘we planned a big event and it was something that I really loved’. However, 

she ‘did not like it at the tim e’. This was ‘because o f the pressure ... was it just all 

going to fall through’. However, she ‘really loved it when the day went o ff ... 

without a hitch it was just a great ... experience’. She seemed relieved it all worked 

out.

Cathy says ‘I never thought I could have ever done an event and I never thought the 

[charity] would take ... us seriously’. Her surprise seemed to stem from the fact that 

she ‘always thought students were looked at ... as dossers [sic]’.'̂ '*'

This came seventh at 18% in chapter 11.
Interviewees who indicated event management learning had all carried out an event type project 

(70% o f interviewees). Examples of an event type project were awareness seminars or fundraising 
events. The other 30% carried out projects that included scheduled visits to a nursing home, school, or 
homeless shelter. Although these may contain a small closure event, they rely mainly on structured 
weekly activities.

Kearns, the North American academic, says that dossers mean homeless people in Dublin (1984:
218). However, this is not correct. Dossers refer to lazy people or malingerers in Dublin. When 
someone is said to be ‘on the doss' they mean they have taken time off without permission. See B. 
Ryan’s use o f ‘dossers’, ‘on the doss’ and ‘dossing’, in Seanad Eireann (1982).
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Bridget says ‘at the beginning ... we are ... thinking 'oh God we’ll never get it done' 

but once you get into it ... it’s better’. Finally, Cormac mentions that he learned to 

understand that events ‘don’t come together by chance ... you can’t hope for it ... 

you’ve got to be professional in your approach to it’.

12.3.6 Interpersonal

Improved interpersonal skills came sixth at 42%.' '̂*  ̂Three members of the same group 

who indicated interpersonal skill learning had some interesting and related things to 

say. Theresa admits that although she has always preferred ‘doing projects on my 

own’ she now realises the benefits o f doing certain activities v/ith others.'*"*̂

Mary says she used to look at things ‘from my point of view’ instead of from the 

‘other person’s.’ Following her drug awareness project, she now tries to ‘look at it 

more from their point of view’.

Amy, the third member, says she has always ‘sat in the background’. However ‘now I 

am much better able to deal with [things]’ because the ‘project really brought me out 

o f m yself. She feels she is now ‘a lot more opinionated’. She also says that by the 

end of the project ‘you weren’t looking at ... your group anymore as friends, you 

were looking at them as people doing a project and you had to get it done, so you had 

to be as happy or nasty with them as needs be’.

Bill indicates that his interpersonal skills have improved.'*'*'* He says he has ‘strong 

views’ on how ‘to deal with things’ and may have ‘come across as a bit ... cocky and 

know-it-air. However, ‘to organise your project you have to talk to people and get on 

with them, you can’t be too shy or you’ll never do it’. He felt his group had to leani to 

‘work around ... and understand each other’.

Cathy says ‘I ... had problems with myself ... in my career. CLP helped me to get 

over them’. She admits ‘I haven’t got patience ... I cannot deal with people ... the 

pressure of the hospitality industry’. She then said that the two experiences on the 

CLP helped her to ‘develop patience ... and learn how to ... conduct myself and be 

more professional’. She says that ‘when I [speak] to my managers, rather than

This came joint eight at 16% in chapter 11.
Theresa did CLP twice. She did her first project on her own. This entailed planning and managing a 

fun and education day in a rural primary school. Her second one was with Mary and Am y on the drug 
awareness project discussed earlier.

Bill as we saw earlier had taken CLP twice. His first project, with Lynn and one other supported the 
learning and swimming activities o f  primary school pupils. The second entailed volunteering in a day 
centre for young homeless people and rurming an awareness seminar on homelessness in the faculty.
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screaming at them now, I talk to them. And that was basically from CLP because I 

got benefits when I spoke to people nicely ... I got benefits when I was patient’.

Lei said she learned ‘how to deal with people’ even thought she was ‘scared’ and 

‘shy’ at the outset. Susan said ‘it teaches you to be able to deal with other people’ and 

felt that in the ‘tourism industry, or any industry [you are] going to come across 

[disabled] people’. In this type o f  situation, she says ‘you do not want to be ... 

disrespectful’ or ‘uncaring’. In addition, she says ‘minority people could walk into 

your hotel ... restaurant or visit your attraction’ and ‘being able to deal with that is a 

huge skill’.

Deirdre says she learned ‘how to deal with people who are ... terminally ill ... it was 

very hard dealing with people like that’. She also says she ‘learned a lot’ about herself 

‘and what I can cope w ith’.

On getting people’s support, Eoin says you have to ‘get people on your side’ and 

convince them ‘you are doing them a favour’. He says it takes a while to get the 

‘confidence to do that and be articulate enough to say ... we are doing you a favour 

really ... would you like to give us a hand ... we could be promoting your company 

... it’s helping out the community’.

Finally, Lucy says she learned ‘how to manage m yself better with people’ and ‘how to 

deal with conflict’. She advises future CLP students to be aware that ‘things can 

change in a second, your plans ... [can] be destroyed and you have to come up with 

something else. ... you have to be calm ... you cannot just go 'ok. I’m going to give 

up” .

We now consider the less common learning outcomes. Negotiation and project 

management comes next followed by risk and time management. Then we have self- 

knowledge and planning followed by networking, leadership, self-management and 

life skills.

12.3.7 Negotiation & Project Management

Learning negotiation and project management are joint seventh at 3 6 % . On 

negotiation, Lucy says she learned how to negotiate with team members ‘manage 

m yself better with people’ be ‘approachable ... fair’. In a similar vein, Susan says she 

‘learned how to negotiate ... to take on board other people’s opinions’.

Negotiation took eight position (16% ) and project managem ent jo in t ninth (11%) in chapter 11.
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Amy did not realise she had learned negotiation skills until she was writing her report. 

Up until that, she says ‘I just thought I was talking to people’. Lynn felt negotiation 

played an important part in both her projects. She says when you were dealing with 

people, you ‘had to get them to come around to ... your way of thinking’.

It helped Cathy ‘understand how to negotiate with people’ and ‘go out into the 

business world and act as a mature adult rather than a student and work with people 

out there who aren’t part of college and aren’t going to protect you’.

She says that when you go looking for prizes, sponsorship or event speakers you may 

feel ‘I’d love this to happen, this is my ideal situation’. However, she feels you need 

to negotiate and know your ‘bottom line’. She also mentions that she was doing a 

module on negotiation where ‘some people in my class don’t get it, but 1 get it more 

because I did CLP’.

Aileen explains how her team got the National Aquatics Centre to support their 

Special Olympics project. She says the manager said ‘he doesn’t ... mind giving us 

the lane for free but he’d like some publicity’. As a result, she says ‘we had to 

negotiate around that’. She admits to being ‘very shy’ but having done the CLP is 

now ‘more confident ... negotiating with people’.

Eoin says that when you negotiate ‘you’re trying to convince people that you’re doing 

them a favour’. He says ‘it takes a while to ... get the confidence to do that and be 

articulate enough ... you had to be charming’. Finally, Lucy says her team negotiated 

‘how to get each other’s points across’ and how to ‘put them all together’ and resolve 

difficulties and ‘keep going’.

12.3.7.1 Project Management 

On project management, Zhu said that the most important thing he learned was ‘how 

to run a project from the beginning to the end’. Lucy explains that you are the ‘general 

manager’ of your project ‘so you decide ... how it goes and what you want to do’. 

Therefore, ‘you have a lot more responsibility to make it work’.

Matt says ‘you learn project management’ in the CLP.' '̂^  ̂ He elaborates as follows: 

‘you learn how to take an idea’ and identify the ‘steps that we need to take to make 

this work, to manage it, to keep it under control, [and to] make sure it doesn’t get too 

big’.

Matt did a project on homelessness in the centre o f  Dublin with two others. This involved weekly 
visits to help in the Capuchin Day Centre, Bow Street, Dublin 7.
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Amy says her project ‘was so big’ that if her group had ‘sat back ... it would have al 

unravelled’. She found ‘you had to really keep on top of it and write down exacts 

what you needed to do and when you had ... [to] have it done by and who was goir^ 

to do it’. She says that ‘we had to keep on top of it all of the time, so project 

management was a big thing, a really big thing’.

12.3.8 Time & Risk Management

Time management at 33% is joint eight with risk m a n a g e m e n t . O n  tirre 

management, Grace says ‘the biggest thing I learned’ was about ‘managing your tirru 

correctly ... returning phone calls’ and keeping appointments. She admits to missini 

an important appointment early on in the project and having to wait ‘weeks to gtt 

another one’.

Lin mentions that her time management skills improved after the CLP and relates it t) 

the management of s t r e s s . S h e  says ‘when you deal with stress you deal with tirre 

management’.

Asdis says her time management improved. She admitted she had been ‘a last minuC 

person’ and one that works ‘best under ... pressure’. Therefore, she has ‘a tendenc}’ 

to do assessments just before they are due. However, she confesses that staying ut 

‘for forty hours’ to get an assessment done on time ‘is no fun’.

Having experienced doing things in an organised sequence in the CLP and ‘breaking 

it down into ... achievable sections’ she realises this ‘is a much easier way t) 

approach [tasks]’. She says the experience helped her with other time sensiti\e 

activities such as her ‘monstrous’ thesis which she broke into ‘many mini deadlints 

instead o f one massive one’.

Finally, Eoin says when you manage time, money, or people ‘your failure WcS 

measured on time’. Therefore, he says you have to be ‘very economic with your tim e.

12.3.8.1 Risk Management 

On risk management, Amy explains that her group had to ‘assess the risks that we 

were going to undertake’. Consequently, they ‘sat down and discussed was ths

Time management takes fourth position at 35% in the documentary analysis, whereas risk 
management at 3%, barely makes an appearance. The 35% finding for time management includes one 
interviewee who mentions that it helps with timekeeping but excludes another who says it helps with 
making deadlines.

Lin did a project for the Harcourt Nursing Home, Harcourt Terrace, Adelaide Road, Dublin with 
two other. This involved weekly visits to nursing home and a small event at the end on Chinese culture 
for the residents. Her interview was the pilot. Lin had taken the CLP two years prior to the interview. 
The other 32 had completed their CLP at the end o f  December 5 or so months prior to the interviews.

310



something we wanted to do, how risky is this going to be’. Aileen says ‘you have to 

look at all the risks’ and mentions that ‘planning and risk assessm ent... go together.’ 

Lucy says she ‘definitely’ learned risk management. Although she ‘knew about it’ she 

‘never really understood it until’ she was ‘in a situation where something’s gone 

wrong’. She then says you ‘have to find a way ... out o f it’.

12.3.9 Self-Knowledge & Planning

Self-knowledge and planning are joint ninth at 21%.'*'*  ̂ Those indicating planning 

mainly just make the point without adding much commentary except for Aileen. She 

says that ‘it makes you think around things ... think forward’ and ‘think ... what 

could happen ... figure ... out [things]’.

However, there were a few interesting points on self-knowledge. For example, Amy 

says ‘I learned more about myself More about ... what I was capable of doing and 

definitely things I was not capable of doing and that I had to work on’. She also 

discovered that she is ‘very determined’.

Andy explains how he came to learn ‘a lot about’ himself He talks about the 

‘disadvantaged school’ he volunteered in with ‘every kind of race and religion in it’. 

He admits ‘I wouldn’t have been used to that at all’ but says he became ‘more 

understanding’. He admits that a ‘lot’ o f his fiiends ‘would have just [said] 'no way, 

get away from me” . He found that he learned ‘a lot’ about himself during the project. 

Susan admits she was ‘very scared about going into’ the children’s home where 

‘children [were] dying’ and one of the kids was ‘screaming’ when she arrived. 

However, she ‘didn’t break down’ and said at the time ‘no I can deal with this’. She 

explains how she ‘had to kneel down’ and ‘touch them because they only ... respond 

to touch’. She confesses that she would not ‘have been able to do that before’. Her 

experiences made her realise ‘life’s not all about you ... going out at the weekend, 

money, drink ... there’s other things’.

12.3.10 Networking, Leadership & Life Skills

Networking, leadership, and life skills are joint tenth at 15%.'^^  ̂ Those indicating 

networking and leadership simply noted the information without adding any 

commentary worth quoting. However, two interviewees made some interesting 

comments on life skills learning.

Self-knowledge comes joint ninth at 11% in chapter 11 but planning fails to register.
Networking is sixth at 26% in chapter 11 but leadership and life skills do not register.
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Cathy says ‘you can go into an accountancy ... [or] economics exam and you’re 

regurgitating stuff that you read over the night before’. She feels ‘that’s not going to 

help you in your life because the minute you leave that exam that’s gone’. However, 

she believes ‘CLP it was much more like stuff you [are] going to remember and skills 

you are actually going to ... use when you’re older’.

She elaborates by saying ‘I don’t think exams are going to benefit you ... learning a 

lot o f  stuff, regurgitating it, forgetting it the next day, whereas if  you do something 

like CLP you’re going to learn ... life long skills that are going to be with you for the 

rest o f  your life’. She then says ‘I can deal with a lot o f things now that I couldn’t, 

because o f CLP... it prepares you for the work place from a hands on point o f view ... 

but also there’s a lot o f skills in yourself that it teaches you’.

Susan says her boyfriend goes to college where he is ‘one o f five hundred people’. If 

he misses classes, ‘it’s grand’ because ‘he gets notes o ff the internet. Oh happy days’. 

However, she does not feel this type o f college education ‘teaches you any kind o f life 

skills [whereas] CLP is a project that teaches so much, even about yourself. She says 

she does management and HRM but ‘they’re boring ... you can’t relate them to life, 

whereas this [you can]’.

12.3.11 Other

Other types o f learning indicated were self-management, marketing/advertising, 

research, strategic management and motivation, all at 12%. This was followed by 

accounting, dealing with stress, report writing, decision making, people skill, 

presentations skills, problem solving, and starting your own business at 6%. Finally, 

we have one reference each for business ethics, fitness instruction, personal training, 

listening, telephone, and thinking skills and the skill o f dealing with terminally ill 

people.

12.3.12 Overx'iew

To enhance our understanding o f these results we again group the findings under three 

general categories -  people skills, subject learning, and other learning.

12.3.12.1 People Skills

Knowledge categories that indicate a strong people skill element are team/group, 

communications, organisation, interpersonal, negotiation, networking, and leadership. 

These seven categories have a 47% result overall.

12.3.12.2 Subject Learning
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Knowledge categories that link to an identifiable subject or subject component are 

team work, communications, management, organisation, time management, event 

management, negotiation, project management, risk management, planning, 

networking and leadership. These eleven categories have a 43% result overall which 

is slightly below the people skills result."^ '̂

12.3.12.3 Other Learning 

The remaining two categories of self-knowledge and life skills have an 18% result 

overall.

Therefore, when we group the findings under these three headings we find, as in 

chapter 11, that the knowledge categories indicating people skill learning is greater 

than those relating to subject leaming."*^^

12.4 Values

Understanding with 23 interviewees (70%>) and confidence with 22 (67%) are the two 

most commonly indicated values or attributes. These are followed by care for others 

with 20 interviewees (61%) and responsibility with 15 (45%>).

Table 12.3: CLP Values Outcomes (% of 33 Interviews)

Understandins Confidence Care for others Responsibility

70 67 61 48

12.4.1 Understanding

Improved understanding at 70% comes first.^^^ Some of the interesting comments 

here are as follows.

Mandy indicates that her ability to understand others improved during the project.'^ '̂* 

She says ‘you don’t really understand unless you have had a personal experience of 

your own ... until you go in and see them children [sic] ... and what they have to go 

through’.

The distinction made between people skills and subject learning although useful is, as mentioned in 
chapter 11, a rather crude one.

The differential is smaller here at 4% than the 8% gap in chapter 11. As before, we again caution 
that this finding is based on a rudimentary categorisation o f  the knowledge outcomes.

This came fourth at 18% in chapter 11.
Mandy had taken CLP twice. Her first project with Cathy and two others was on the four day cancer 

awareness project for the Irish Cancer Society. Her second one, with Lucy and two others carried out a 
series o f  planned activities with children in the playroom o f  Our Lady’s Hospital for Sick Children.
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Lucy on the other hand says that when you do the CLP you get to understand other 

people differently ‘you realise that they may not [have] had your opportunities but 

they have different opportunities that ... may ... seem ... trivial to you [but] mean a 

hell o f a lot to them ’.

After two cancer projects Cathy says she did not ‘expect the male population in the 

college to really care about cancer ... 1 didn’t actually think it was a major deal in 

Ireland ... [it] made me ... think’.

Dusan says he was already quite familiar with disabled p e o p le .H o w e v e r ,  he ‘didn’t 

know the stuff that they go through’ until he took the CLP. In relation to his second 

project, he says he did not realise that so many phoned Childline and asks ‘why are so 

many children ... distressed?’

Cormac, who did the alcohol project, says he became aware that ‘people don’t take 

the thing serious enough’. By contrast, one o f his team mates, Asdis from abroad, says 

the project helped her ‘make sense’ o f  the difference ‘between me as a foreigner and 

the Irish’. She says ‘I was very hard on the Irish’. Now she says ‘I understand their 

perception’ o f drink. She feels that in terms o f what she is used to at home in her own 

country ‘they’re still alcoholics but here they’re not ... and I’m not going to change 

that’. She now has a group o f friends, who would be considered ‘alcoholics’ in her 

own country.

Some did their project on sick children. Lucy, who was one o f  these, admits that ‘just 

seeing’ the sick children in the hospital ‘changes your perspective on a lot o f  things’. 

Anne says ‘it’s made me more aware o f how other people live and ... how putting a 

bit o f effort into something like that ... can help people’.

Mary who did the drugs project says people often look at those on drugs and ‘all they 

see is the drugs’ She feels they do not realise that someone is ‘a different person on 

drugs’. Theresa, one o f her teammates, says she was ‘very judgem ental’ before the 

project and would say ‘Oh! It’s only a druggie’. Now however, she would say ‘look 

they have their own problem s’.

Amy says it made her look back at her friends who were doing drugs and made her 

‘stop and think that God that was obviously a really big problem that they had’. She 

says ‘now I know that it’s not just as easy as that [to give up drugs]. So ... I don’t

Dusan had taken CLP twice. His first project, with a colleague, was a charity dinner in the faculty’s 
main training restaurant for the Central Remedial Clinic (see www.crc.ie~). His second one with Lucy 
and Aileen was a charity breakfast. This was held in the student cafeteria for Childline.
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look at it any more as 'oh they’re kind of stupid for doing it” . She now realises ‘it’s a 

problem’. She says ‘it gives me a better understanding [of] why they were taking 

them, why some of them ended up ... having ... an overdose and dying and ... it’s let 

me accept it in myself, I’m easier in myself now’.

Lucy’s secondary school project increased her understanding of inner city school 

children. She was surprised to find ‘they’d always say please and thank you and offer 

to help you with the equipment, which I hadn’t come across before even when I was 

in school’.

Sinead’s primary school project led her to realise that the standard o f teaching and 

learning ‘isn’t up to scratch’. She was surprised ‘how much they differed from the 

children in ... the school I went to’. She found ‘the focus wasn’t on learning’. Instead, 

she found that the focus was on ‘getting the stuff done ... discipline, and trying to 

[keep] the kids quiet’. She says primary education forms the ‘basis for your life’ and 

asks if  that is ‘not adequate what type of human being are you going to turn into?’

She says teachers should inspire children because ‘when I was in primary school 

everybody loved our teacher ... it was really engaging ... we learned so much’. She 

feels the ‘teacher should be correcting them and helping them ... to speak’. She says 

they are ‘growing into little people now and they should [not] be speaking like 

toddlers’. She noticed that the children in her project would not know ‘how to [put] a 

sentence together’ and ‘their lack of vocabulary ... amazed me’. However, they had 

‘no problem saying curse words’ and knew ‘exactly how to ... insult somebody’.

Some interviewees had homeless projects. Lynn says it ‘changed my opinion a lot on 

homeless people ... I have more understanding’. She was surprised to find that the 

homeless centre was ‘very happy’. She says ‘everyone got on really well and there 

was always lots of chat and ... laughing’. She also found ‘they weren’t embarrassed to 

talk about it, but I think that’s the way the centre’s run’. She became ‘more tolerant 

and less judgemental of people and their situations’ during her project.

When Matt originally saw homeless people on the street, he would have been inclined 

to ‘cross the road’. However, his project gave him ‘a better understanding ... o f life 

and how cruel it can be’.

Following her nursing home project Lin says ‘we are in our early twenties ... and we 

just don’t have the right to say 'oh my God, my life is a mess; I got to give up, I can’t 

do this anymore'’. She says ‘you just don’t have the right to say that’. This is because 

there are people in a much worse situation than we are ‘and they’re still happy’. She
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says her project showed her ‘how to respect old people’. It also helped her understand 

that ‘however stressful your life is somebody out there might be ... in a worst 

situation. It’s never give up’.

12.4.2 Confidence

Improved confidence at 67% was s e c o n d . S o m e  were quite blunt in what they said 

on this issue.

Theresa admits she was nervous ‘in the beginning’ although she got a ‘huge 

confidence boost’ when her project finished successfully. Elena became ‘more 

confident’ where ‘normally’ she would ‘feel intimidated’.

In explaining how things went, Lynn admits she was ‘right down’ during her project 

and ‘didn’t know what to do’. However, the experience of bringing ‘ourselves back 

up’ strengthened her confidence. Bridget says she is ‘definitely more confident and 

more assertive’ because her project required her to ‘go out there’.

Susan, who was already ‘a very confident person ... very out there’, says it gave her 

‘a different type of confidence’. She explains that it helped her approach ‘people in 

situations that I didn’t feel comfortable in’ and admits to being ‘very scared about 

going into the home’. She says ‘I didn’t break down and start crying’ but decided ‘no 

I can deal with this’.

In more colourfiil language, Andy admits he would normally be ‘laid back’ and ‘let 

someone else do it’. Here however, he was ‘more raring to go’ and says he now has 

‘more self-belief.

Amy says ‘it made me a lot more determined... it made me believe in m yself and 

helped her in her part-time job. She was ‘shy’ and ‘always wanted people to think the 

best of me’. Consequently, she ‘was always striving for perfection ... so much so that 

I ... got walked over’. However, ‘after doing CLP ... and ... getfing ... more 

confidence in myself, and learning how to ... get my point across without ... thinking, 

'did that sound cheeky?' ... I went into my new job and sat there and ... went 'yes 

that’s fine I’ll do my ten hours ... but ... is it alright if  I have the weekend off?'’. She 

says ‘you have to be courteous to people, and ... still be strong in getfing your point 

across’.

This was first at 50% in chapter 11.
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Amy also found it ‘helped me with family life’ and says ‘1 can now talk to my parents 

as equals’. She thought at one stage that she would be ‘about thirty before, I got to 

that stage’.

12.4.3 Care

Care for others came in third at 61%."^ ’̂ A number made interesting comments here, 

some of which are mentioned below.

Some commented on their experiences with school children. For example, Nora says 

she ‘felt sorry’ for the children when she saw some of the ‘parents coming to collect 

them ... the way they treated them ... the state of the parents’. Although she felt ‘it 

was sad ... at least they were having ftin in school’.

One of her team members, Ellen, described it as ‘sad’ because the families were 

‘completely different’ from what she was used to. She found the children were ‘very 

open ... they’d tell you anything’.

Sinead admits she ‘was indifferent’ about such children prior to her project. She now 

feels however, that some children in disadvantaged schools are ‘being brushed under 

the carpet’ and says the experience ‘changed me’.

Others made interesting comments on children in hospital. Lucy for example, says 

seeing very sick children ‘changes your perspective on a lot o f things’. She says ‘it’s 

very sad, but at the same time’ she says ‘they’re trying to be happy and ... keep 

smiling’. She found that her first day ‘was really hard’ and ‘the first appearance of 

everything was ... really terrible’. However, ‘the more we went in the more we 

wanted to continue going in’.

Lucy feels the CLP is ‘rewarding ... in lots of different ways’. She says ‘you’re happy 

with yourself for starters, you’re helping somebody else and you see how happy they 

are’. She also says ‘you have fun at the same time ... you have to enjoy it’. Susan 

refers to the importance o f being compassionate and empathising with sick children 

but at the same time still trying ‘not let it affect you, because you can’t’.

Anne who visited sick children in a home says ‘it definitely makes you more caring’. 

She explains the process as follows. In ‘the first week you might ... 'oh whatever' you 

know, but ... by the end of it ... your opinion completely changes’. This she feels is 

because you ‘experience something different [from] any other subject’. She also says 

students ‘do care about it if  [they] carry out the project effectively’. If, however, they

This was second at 39% in chapter 11.
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do the project by ‘half m easures’ she feels it ‘might affect’ them but she did not thiric 

they would ‘care about it’.

Deirdre was surprised by her experience in the nursing home. She ‘didn’t know what 

to expect’ when she first went to the home, but thought it might be ‘a nice 

experience’. However, she found it was ‘a horrible experience for the people that ar; 

there’. Following her project, she decided she would ‘never ever put any o f mv 

family members in a home. I’d rather take them in and look after them twenty-four- 

seven [sic]’.

She and her team mate also visited the home for Halloween and Christmas. They p\:t 

up Halloween and Christmas decorations ‘because they only had this little tree in the 

com er’. The senior citizens seemed to appreciate what they did ‘because no-one else 

was making an effort for them ’.

Cathy took the CLP a second time because it ‘changed’ her, ‘because I came ... to 

care’. She says it made her ‘aware that I can do stuff like this’. She elaborates, ‘I 

could have done any other module and just sat and relaxed through it and did 

whatever, but this’ was important to her, this is ‘something that I value’.

Bridget says ‘it was great helping out’. She adds ‘not a lot o f us would have the 

opportunity to help out ... it wouldn’t even come into your mind ... all that you were 

thinking about was college and what we were doing at the w eekend’.

Her team member, Cormac says it gives students ‘an opportunity’ to do something 

‘for somebody ... less fortunate’. He says ‘it’s good to do a project and ... think of 

other people rather than thinking about yourself. He feels it would ‘be great if 

everyone could go out with that frame o f mind ... because a lot o f people leave 

college and ... it’s all about m e’ and ‘what can I get for m yself. He also says that if 

they had this frame o f mind ‘in their own job ... they’d be thinking about other people 

as w ell’. He then says ‘the world is a lot bigger than yourself ... there’s always people 

less fortunate than you’ and ‘you can make a difference’.

Some interviewees linked their comments to college life. Holly said her experience 

‘was so fulfilling’. She says when you pass a subject, you can say ‘well done’. 

However, she feels you do not get the ‘personal fulfilment ... 1 did from the CLP’. 

She then says that maybe later in life ‘you’ll need help from other people ... it all 

works round in a ... circle’.

Lucy says ‘students are very consumed with their college work’. She feels ‘they don’t 

really think about anything else’ because ‘as soon as you have your assignments

318



finished you’ve got your exams to worry about’ so they ‘focus on themselves’. She 

says ‘you’re always worrying about the ... degree and how you’re going to do’.

She says it is ‘good’ to ‘focus on ... something else’. The CLP ‘helps ... you look at 

other people in different ways ... their needs’. She feels the experience was 

‘worthwhile because it was for somebody else ... for people that really needed it’. In 

the end, she discovered ‘it felt good to help other people’.

Joan says ‘everybody is really selfish in our society today’. However, she feels that 

‘CLP has (a) role ... in the sense that it opens your eyes to what else is going on’. She 

says you are ‘still thinking about yourself... and your project but you’re also thinking 

. . . o f  wanting to raise as much money as you can for a certain organisation’. She also 

says that it makes you aware o f ‘what other people are doing ftill time for ... little ... 

money’.

Finally, Amy who became passionate about her project said she did it ‘to help 

people’. However, in the end she says ‘the only person that I really and truly helped 

... was m yself.

12.4.4 Responsibility
458Finally, fourth at 48% is an increased willingness to take responsibility. A number 

of interesting points are made here, some of which are mentioned below.

Elena admits that she might not have been as reliable normally as she was in the CLP. 

For example, if  she had to telephone someone ‘traditionally I would have stuck that 

number in the bottom of my bag and [lost] it’. However, she made a point of doing 

her share of the work in the CLP project where she ‘felt responsible’ for her actions. 

Eoin says the project ‘gives a person responsibility’ and as you go through it, you 

‘become more responsible for what you’re doing’. He found here that ‘you’re as 

strong as your weakest link’ and ‘if you mess up that’s your problem’.

In a similar vein, Nora refers to taking ‘charge’ o f her project and feeling more ‘in 

charge as the weeks grew on’. She says ‘you have to be mature about it. There will be 

set backs and there will be things that won’t work out ... which you have to deal with 

professionally and maturely’.

Andy says he was the ‘main man’*̂^̂ rather than being the person ‘just ... standing 

there’. In an ordinary class, you ‘sit there in the back and scratch your head’.

This came in third at 24% in chapter 11.
‘Main man’ is the important, influential, or admired person, or hero. See the Merriam-Webster 

dictionary at http://search.eh.com/dictionarv or the Oxford English Dictionary at
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However, in the CLP ‘when you have to go out and do it ... it has to be done and 

that’s it’.

Lynn’s original project failed to get off the ground. However, instead of saying ‘oh 

we’ll forget about it’ they decided ‘we had to ... pick ourselves back up straight away 

and say 'right we’re going to find something else to do” . Therefore, ‘instead o f letting 

it get to you’ and ‘being knocked back ... you just have to get on with it’.

Bridget says ‘it was the first chance we got to have any responsibility really for 

anything’ and ‘in the end it was on your own neck if it didn’t go through’. In a similar 

vein, Tracy says you become ‘a lot more responsible for your own actions’. She says 

the ‘project was one thing where we actually had to take responsibility’ and felt ‘if  it 

fails ... it’s on your back ... not on someone else’s’.

Tracy points out that it is different to placement or food and beverage practicals where 

students are ‘told what to do’. In the CLP however, they ‘did it all’ themselves ‘from 

scratch’. She says ‘we came up with the idea’ and were not ‘spoon fed’ and ‘were a 

lot more independent’.

In placement, Lucy says the company decides ‘what you do ... when you can do it and 

how you can do it’. However, in CLP ‘you’re the general manager of this project, so 

you decide really how it goes and what you want to do’ and ‘you have a lot more 

responsibility to make it work’.

In a similar vein, Cathy says ‘you have to overcome’ the CLP problems, ‘you have to 

solve’ them, no one else will ‘take the blame’. By contrast internship problems ‘are 

not your fault, you do not deal with problems, you give them to your manager’. 

However, CLP problems are yours, ‘no one else is going to ... take the blame’. She 

says internship is a ‘protected environment ... because your college are watching the 

firm [and] the firm are making sure nothing happens to you’. For example, ‘if  you go 

back to college and say ... 'I was not treated nicely' they [say] 'it is ok ... we will not 

take on board what they said'. But, CLP is real life, there’s no protections’.

Dusan says ‘in work, hey sometimes you have a hangover and you’re kind of 'oh I 

don’t want to go in'; not that it’s happened to me’. However, in the CLP you cannot 

call your group members and say 'oh I’m sick I can’t do it” because if you do ‘the 

whole armoury ... is weakened ... and the links are broken’.

http://dictionarv.oed.com both located on the 6 December 2007. It is clear from the context that the 
interviewee sees him self as the important or responsible person in his project.
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Susan says students do not have kids, or anybody to mind, and in general ‘have very 

little ... responsibility’. So, when people hear you are a student they may say ‘oh 

college, yeah sure, that’s for dossers [sic], they don’t do anything in there’. However, 

she could reply, ‘no, I’m actually running an event for college ... I’m helping [a 

charity]’ and they respond ‘Janey Mack! That’s brilliant!

Sinead admits she could not say ‘'oh 1 won’t go back after lunch, I’ll go off into town 

shopping or something and I’ll miss that lecture' but this you couldn’t miss’. She 

explains that CLP ‘invoked a bigger sense of responsibility, I suppose because it was 

for ... a good cause and you couldn’t really l e t ... people down’.

She feels ‘the beauty of the thing [is that] you aren’t assigned a project ... you find 

[one] for yourself that is the ‘advantage’. She says CLP is not ‘something ... you’re 

told, it’s something ... you are responsible for’.

We now consider the findings in the teaching method area.

12.5 Teaching Method

The most frequently mentioned comments here refer to the challenging and enjoyable 

nature of the method followed by those on its practical nature and references to its 

impact. A number of points are also made on the theoretical element o f the method -  

some o f which are mixed. Finally, some refer to the CLP bringing them into contact 

with a different world to that to which they were accustomed.

Table 12.4: CLP Method Outcomes (% of 33 Interviews)

Challenge Eniovment Practical

Learning

Imoact Theory Different World

76 76 67 52 45 36

12.5.1 Challenge

The CLP is a challenging method according to 25 interviewees (76%).'*^' Lin says it 

was ‘very time consuming [and] stressful’. Cathy says it was more stressful ‘than 

anything I did’, whereas other subjects ‘were only stressfiil at one point, [the exam]’.

Writing for an American audience Lasky says 'Janey Mack’ is sometimes used instead o f  ‘w ow ’ 
( ‘Business Travel Report: Irish Have Gift o f  Gab’ D aily Herald, Arlington Heights, Illinois, 27 
November 2005 p. 9). However, it may be better to translate it as ‘G osh!’ in England or Ireland. 

This came third at 50% in chapter 11.
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She says it is stressful because you have ‘to organise things’ just like ‘when you go 

out into your career

Nora explains its stressful nature as follows. She says things ‘cropped up that we 

hadn’t planned for, that we had to deal with ... on the spot’. She feels that ‘even 

though there’s no exam ... it’s still a very busy few weeks ... because you have to be 

there and alert and ready to work’.

Amy says that if  she ‘sat back’ at all her ‘b ig’ project would have ‘unravelled around’ 

her. She therefore ‘had to really keep on top o f it all the tim e’. In spite o f this, she 

feels it is not the ‘most pressurised’ module because ‘anybody could get their head 

around [it]’. This is partly because she was involved in picking and working on a 

project that she was interested in and understood. Although she felt ‘pressurised trying 

to get things done’ she found subjects like accounting ‘a lot more pressurised, because 

I haven’t a clue’. For her it ‘was a pressure in a good way ... a motivational pressure’. 

Mary says her group were ‘calm and collected at the start’. However, ‘when it came 

round to doing it, it was so much more difficult’ and ‘the fmal few weeks’ were ‘so 

stressful’. Part o f the stress is because ‘if  it goes wrong there’s people there to see it. 

Whereas if  you go into an exam and you bomb at it, there’s no one there looking at 

you’. Although she says she ‘probably worked more on CLP’ than on ‘a lot o f other 

subjects’ she says she was not being told ‘what you have to do’ and concludes that 

although ‘it was stressful ... it wasn’t like you couldn’t cope’.

Lucy felt that the ‘getting out and about and ... getting started is the toughest part’ 

and ‘is the biggest learning part’. Although she found it difficult, she still prefers the 

‘type o f  stress’ where you have to come up ‘with your own solutions to problems’. 

Although Lynn says it is a ‘huge amount o f  w ork’, she feels it was only ‘hassle if  you 

made it hassle’. This happened ‘if  you didn’t pull your weight’ or if  you let other team 

members ‘drift o ff and you were left on your ow n’.

Bill says it was ‘hard w ork’ and stressful and feels ‘you need to be very motivated to 

get it done’. In addition, he found it ‘hectic’ trying ‘to fit it in’ to his life. Finally, he 

points out that ‘you can cut here and there’ with other modules but with this ‘you had 

to be there and you had to do it’.

By comparison, she feels college generally ‘is such a doss [sic], you go around, you have a laugh for 
four years and then you get stressed for your finals’.
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Susan says she found some of it ‘worrying because I was putting myself in a situation 

where I haven’t been before’. She says however, that the worry helped her in that ‘it 

actually gave me a lot of adrenaline’.

Holly says it was ‘a huge project’ and ‘took up most of our time’. She found it ‘hard 

getting knocked back so much ... especially [since] it was for such a good cause’. She 

says ‘a lot of days’ were spent doing things for the project. For example, ‘it would 

take a fiill day to walk around town ... asking the managers to donate prizes ... then 

ringing around because people weren’t getting back to us’. She says it was ‘the little 

things that you don’t even think of ... it’s not necessarily the project itself, it’s the 

actual getting out there, walking around ... trying to convince people’.

Aileen says it is ‘very time consuming’. She says that after other classes ‘you go 

home’ and ‘you don’t really do an>1hing, unless you have an assessment’. However, 

with the CLP ‘the minute you leave class you have to go and organise something ... 

it’s on going’.

Eoin says it was ‘hassle’ at the start because ‘we kept on coming up with these 

proposals’ that ‘just didn’t work’ He found it was ‘a worry’ because for example he 

would be ‘at home on a Sunday night thinking .. .1 have to get this proposal written up 

for the fourth time’. He says you have ‘three hours in the class every week but you 

have about ten hours outside o f the class doing stuff.

Lucy says ‘it is very, very involved and it does take up a lot o f time’. She says ‘you 

have to be doing something every single day ... to keep it going’. She says her group 

would even ‘be in contact at the weekend talking about what we were going to do’.

In retrospect, Lucy feels her group ‘took on too much’ in her first project and ‘it 

became a lot bigger than we anticipated’. In addition, ‘one of the run ins’ she had here 

with a group member ‘was that I was still trying to focus on ... other subjects whereas 

she was ... very much focused on this’.

In the end, she decided ‘you have to have a balance’. As a result, she ‘kept it a bit 

smaller for the second one so it was a lot easier to manage’. This helped ensure that 

the second one was ‘more managed because we knew what we were doing’.

Grace ‘hadn’t done anything this size before’. Consequently, her group had to ‘pull 

our fingers out and actually work’. By comparison other assessments are ‘easy’ 

because you just ‘do your bit the night before’. However, with this ‘we were 

constantly ... trying to arrange things ... trying to get the whole thing stuck together’.
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Tracy was ‘enthusiastic’ to get started ‘because I wanted to do something different’. 

However, ‘once I got into it, I was surprised how hard ... it was ... it’s on your back’. 

She says it was ‘an absolute nightmare ... trying to get started’. In addition, she says it 

was ‘a complete nightmare’ trying to arrange meetings with the charity, ‘every time 

we wanted to meet them they weren’t there’.

She feels that her group did not put in ‘as much effort as we actually should have in 

the very beginning’. Overall, she found that the CLP was ‘constant [work] which was 

something that we hadn’t done before’.

At the start, of Matt’s project his group, he feels, was ‘messing a bit too much’ and 

because ‘we were getting along so well, we didn’t get stressed about [it]’."̂ ^̂  

Consequently, ‘our proposal was late’.

In addition, his ‘group possibly didn’t take the classes as seriously as we possibly 

should have’. As a result, ‘I don’t think I took too much away from the actual lectures 

... but certainly ... I took a greater experience and understanding away [from the 

project]’. However, once he got going on his homeless project he found it ‘was very 

daunting’. Overall, he feels the CLP is ‘a lot of work’ but does not complain because 

he believes ‘you don’t get a degree for nothing’.

Sinead found ‘it wasn’t a lot of stress’. She feels however, that some may choose it 

‘thinking it’s going to be ... easy’ and may not ‘expect that it’s going to be so much 

work’.

Finally, some expressed mixed opinions on this issue. Hao says it is ‘less work’ 

because ‘we don’t have an exam’ and because ‘it’s doing something’ and ‘you don’t 

need to write a lot’. However, he also says he was ‘worried’ about being able to finish 

the project. In the end, he feels ‘it was hard work’.̂ "̂̂  Cormac says it had an ‘average’ 

workload but feels that ‘if  you want to achieve something ... it’s hard graft’."*̂^

12.5.2 Enjoyment

M essing arises here from the particular meaning o f  the word mess -  to make a mess of, to cause to 
be spoiled by inept handling; to muddle or mishandle (Oxford English Dictionary, draft edition 2002), 
located at http:/dictionarv.oed.com on 17 September 2007.

This interviewee was not included in the calculation o f  those indicating that the CLP was a 
challenge because o f  the mixed result.

This interviewee was likewise excluded.
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In spite of the challenges faced, 76% indicated they enjoyed the option."*^  ̂ Ellen says 

that despite the difficulties faced ‘it was enjoyable’. Lin says it was a ‘really simple 

and enjoyable time’. Nora says you ‘feel better as a person’ having done the project. 

Amy was ‘doing the project because it was something 1 wanted to do’ and ‘enjoyed’, 

and therefore ‘wanted to get in and get it done, and ... do it really well’.

She found she ‘was ‘really keen to leam’ and her attitude ‘was to go out, get the work 

done’ and ‘be really positive about it’. Consequently, the course material ‘didn’t 

become something that you [just] read, it became something that you discussed and 

that you talked about’. She ‘found it a great way of learning’ and in the end, her grade 

‘was irrelevant’.

Mary says it was ‘fun’, ‘enjoyable’ and ‘stressful’ all at the same time. She says it was 

‘fun because you get to do something that you are interested in and something that ... 

you might be passionate about or have views upon ... and want to leam more about’. 

She feels ‘people are more interested in what’s going on in day-to-day life’ and feels 

this type of thing ‘keeps you grounded’ and ‘makes you look ... outside the college’. 

She says ‘CLP is relevant to everyone’.

Theresa says ‘I love the CLP... it was about helping people’ and sees it as ‘a brilliant 

adventure’. She says she was so interested in both projects that ‘I was inspired the 

whole time to go at them’. She however, like others laced her positive commentary 

with the challenges and difficulties of the method. She says for example, that it was 

time consuming ‘because I was so interested in it’. She also says her log ‘was the bane 

o f my life’.

In a somewhat different vein, Lucy says she benefited because ‘I was giving back to 

the community as well as going through a process of learning’. She also ‘felt better’ 

about herself ‘going out and helping’. Overall, she ‘didn’t find it hugely stressful, 

because I enjoyed doing it’.

Asdis says she liked ‘this type of stress’ and says she enjoys organising things. She 

found it satisfying having to come up with solutions to problems, ones that were not 

‘in any guide books or any text books’.

Anne says it was ‘really enjoyable’ and added that ‘even doing the report was 

enjoyable’. She also says she was ‘gripped’ by ‘what went on in the ... hospice’ and 

‘talked about it loads at home’.

This came first in chapter 11 with 74%.
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Bill says it was ‘more enjoyable’ than the standard option and added that ‘you get 

more out o f it and you see the benefits o f what you’re doing’. When asked why he 

took it a second time having found it so challenging the first time he says ‘I couldn’t 

really imagine m yself doing anything else’.

Lynn says that although ‘it was a huge amount o f  work’ she ‘really enjoyed’ it. This 

was ‘because it was d iffe ren t... it wasn’t just a classroom and you were being told ... 

this is the way it’s going to b e’. Instead, she says ‘you got out there and you got to 

experience things for yourself. She ‘loved that it was hands on ... w ork’.

Karen, who was significantly challenged by her project on both occasions, says it 

‘takes you away from ... being a student and puts you more into being an adult’. She 

says ‘if  college life was all fun and gam es’ this is ‘serious’. In spite o f this, she refers 

to the ‘buzz’ she got ‘after you do it’ when she stood back and realised, ‘I actually did 

something valuable in society’. She says ‘I don’t care what people say about students 

in newspapers ... I’m actually going out and doing something proper with my life'. 

Finally, she says ‘it was the best course’ she did and feels ‘it should have been 

compulsory’.

Susan who was surprised by the amount o f work involved says ‘I loved doing it, it 

was brilliant ... best thing I’ve ever done in college, by far.’ She then says ‘I’d make 

it compulsory in all colleges, especially for men ... definitely ... sorry, I just wanted 

to say that to som eone’.

Cormac, who took it in final year for the first time, says ‘there should be more ... CLP 

... it’s a refreshing change’. He felt ‘a sense o f achievement’ because he ‘made it 

happen’ and feels ‘inspired by thinking I could do a project’.

Holly refers to the ‘fulfilment’ she got from it. She says ‘I found I grew as a person’. 

She says ‘you don’t know until ... you’ve actually done volunteering w ork’ whether 

or not it is possible, she says ‘it’s so fulfilling’.

Aileen, who took it twice, says she ‘enjoyed it’ although ‘it was time consuming’. She 

says ‘it’s nice to actually organise an event and do something good ... for an 

organisation ... and to have got a good m ark’.

In a similar vein, Lucy says ‘it was different’ fi'om anything else she had done and 

‘was a lot ... more worthwhile because it was for somebody else and for people that 

really needed it’. She says ‘it was very satisfying to be able to help them ’.

Joan says ‘it makes you feel better that you’re helping somebody’. Lucy says ‘it’s 

rewarding ... in lots o f different w ays’. She says ‘you’re happy with yourself for
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starters, you’re helping somebody else and you see how happy they are ... what they 

get out o f it’ and finally she says ‘you have ... fun at the same time’.

12.5.3 Impact

In addition, to those who found it enjoyable, 52% indicate it had an impact on 

them.'*^  ̂ Where Bridget says it ‘brought a lot of things home ... it does hit you’ Lucy 

says ‘it does change you a b it’, Cathy says she ‘realised a lot more after CLP, I think I 

matured’.

Mary mentions ‘realisation’ and being able to ‘see things when you’re walking down 

the street’ that previously she had not noticed. After she had been to the drug centre, 

she said ‘when we walked out of there we saw so much more’. She says ‘I always 

thought I was a very observ'ant person, b u t ... it strengthened by ... a million’.

Theresa says it ‘taught me to make the most of life’ and not to ‘sit back or ... ruin 

your life’. On her drugs project she says she ‘didn’t realise things were that bad’. Here 

she came to realise that ‘things are really, really bad ... what they have to deal with, 

so, so bad ... it’s terrible’.

Asdis refers to writing her report ‘maybe eight times’ and says she ‘wasn’t sure how 

honest to be ... 1 was on this journey’. She says her project ‘made me realise ... you 

have to also adapt’. She says her experience helped her address certain issues in her 

life and helped her make ‘sense of the whole journey since my first arrival here’.

Anne says her first visit to the children’s home ‘shocked me a bit’ because she ‘came 

face to face’ with kids who ‘are going to die really young’. She found the experience 

‘really does ... bring things home for you’.

Bill says some of the school children ‘were crazy’ and ‘was completely taken aback 

by it’. He also says that some o f what he came across in his homeless project was 

‘fairly extreme’.

Seven use the term ‘eye opener’ to explain their experience. Nora says it was ‘an eye 

opener’ and made her ‘appreciate what I have’. She says she ‘grew from the 

experience’. Cormac refers to it as ‘a big eye opener’ while Joan comments that it 

‘opens your eyes to what else is happening [in] the world’. Sinead refers to how it 

opened her eyes and says her project experience was ‘completely outside the box’ and
468led her to realise she had been living in a ‘goldfish bowl’ .

This came in at fourth in the documentary analysis at 34%.
A gold-fish bowl means a place or situation with little or no privacy (Oxford English Dictionary, 

2007). However, the interviewee here was metaphorically referring to it as a relatively protected place.
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Matt found it was a ‘bit o f an eye opener’. He came to realise that homeless ‘are eal 

people’ with ‘serious problem s’. For example, that ‘guy over there in the comer. I-e’s 

here ... everyday ... he has that bag which he’s very protective about, you know .eez 

[sic] what's that all about’? He was surprise to find that if  he missed a week tiey 

would notice and say ‘'you weren’t here last week, took the day o ff did you?' .., ind 

you’d be like 'Jesus these guys noticed that 1 w asn’t here'’.

On his first week ‘one guy walked up to me and ... said, 'I find it hard walking up the 

hill because every time I walk up ... I slip and 1 fall down to the bottom, that’s wiy I 

wear these boots” . Matt did not ‘have the faintest clue what he was talking about,the 

only thing I could think o f  to say to him was 'nice boots' ... I never got my head roand 

him, but ... he was there every week and I actually see him around town the )dd 

tim e’. He was ‘a real character, probably not ... all with it upstairs [sic]”̂^̂ , bu ... 

that’s the sad reality o f  some o f  these people ... Y ou’re living on the streets all ofthe 

time, you’re lonely, you have no one to look after you, care for you and you know /ou 

might go a bit odd’.

He feels ‘a lot o f them are on the streets’ because ‘they’ve been on their own fo‘ so 

long ... they’ve lost the social skills ... to ... be reintegrated with society’. On the 

streets he says, ‘you don’t exist’.

In the middle o f this, he says he is ‘absolutely’ exhausted and refers to work and 

personal pressures that he has to deal with. However, ‘it could be worse 1 could be ... 

in a cardboard box .... I know things are tough for me but they could alway; be 

tougher. You know ... somebody could come along and throw a real spanner in the 

works and things could get real tough’. He says we are ‘balancing on a knife edgeand 

... if  you fall one way you can fall into homelessness, if  you fall the other way you 

can ... have a happy life but you’re always tinkering on that knife edge [sic]’"̂ '̂. '"his 

is especially the case ‘at m y age, my time o f life, 1 think that whole experience heped 

mature m e’ and ‘made me ... more ... grateful’.

He says, ‘I have a roo f over my head ... a job, I go to college ... most o f  my college is 

paid for ... at the end o f  the day, I’m a very lucky individual’. He then says homdess

‘Upstairs’ in slang can refer to how one is mentally and is mainly used in phrases indicating weik 
(or abundant) mental capacity (Oxford English Dictionary, 2007).

To elaborate the point he says ‘if you don’t have a bank account... you don’t exist and you cant get 
a bank account unless you have a billing address ... it’s actually scary how hard it is to open a banl 
account’.

Tinkering means working at something clumsily or imperfectly or doing something in a trifling Dr 
aimless way (Oxford English Dictionary, 2007).
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people ‘have real problems and ... just need a helping hand ... [and] people to talk 

to’.

Finally, Amy says ‘about half way through the project’ she ‘began to be passionate 

about it’ and ‘wanted to get the most out of it’. She says her ‘attitude towards it 

changed’ because ‘it wasn’t just ... a college project’ and ‘started to love doing’ it. At 

one point, ‘my mum turned around and said ... 'are you actually doing this for college 

anymore or is this something that’s a little bigger to you?” and she admitted that it 

was ‘more important than college at this stage’.

She says ‘it made me believe in m yself and ‘it was a really great experience’. She 

wanted to ‘do it really well because it was something ... I was really interested in’ and 

in the end came to the point where ‘the value I had for it was really ... a devotion’.

12.5.4 Practical

We now look at comments on the practical element of the method. Although Deirdre 

favours ‘more practical courses’ she would have preferred to have used her CLP time 

in extra internship and says she ‘learned more in placement, than ... in the CLP’. 

Despite this negative finding, 67% refer positively to the practical element o f the
47^method. “ First, we will look at four brief comments. Theresa says she is ‘better at 

getting things done’, Lucy says ‘you’re not going to fully understand things’ until you 

practise them, and Mandy says ‘practical learning txom other people is better than 

learning from a book’. Finally, Amy says ‘it was an excellent way o f learning 

because it was taking theory and applying it’.

Three talk about the practical aspect of being ‘out there’. First, Lynn refers to ‘the 

benefits o f being out there’ and ‘experiencing things yourself. These benefits ‘totally 

outweigh’ the process o f the lecturer ‘telling you the way things should be’. Second, 

Bill found it useful going ‘out there meeting people and talking ... and working with 

them and trying to understand what they’re doing. Rather than just being in a 

classroom and ... maybe not learning anything, you know just falling asleep’. He says 

‘the research and organising was the best ...you’re out doing it, making mistakes, 

learning from it’.

Third, Cormac says it starts irom ‘an idea you come up with ... something that 

inspires you or ... that you really want to do’. Then he says ‘it’s out there and you’re 

not quite sure how you’re going to make it happen’. He admits that during the project

This came in second with 58% in chapter 11.

329



‘I think we started being out there as w ell’. However, in the end they pulled it together 

and ‘suddenly ... when you see the result for yourself it’s real, you know you’ve seen 

it’.

Aileen feels ‘you learn a lot more from it, because in a lecture you ... sometimes ... 

daydream if  you’re not interested in the topic’. However, you are interested in 

learning here ‘because you picked the organisation ... and you want to do well for ii. 

So you’re going to listen to everything that you need to know for it and you keep 

doing whatever you need to do ’. By contrast, during internship she ‘felt like a robot’ 

because ‘they told me what to do ... it gets very boring ... it becomes a routine’.

In a similar vein, Hao says ‘we actually got to do something, it’s more exciting’. In 

addition, Susan feels this ‘taught us how' to manage’ and if  her boss says ‘I want you 

to put on a seminar, all the colleagues are coming over from England, do it’ it ‘helps 

you to do that’.

Lucy says ‘it depends on what kind o f a person you are’. She says ‘I’m not the type of 

person that just sits down ... all day and ... works. I have to be out and doing things 

... It gives you scope’. In internship she says you do ‘the crappy jobs ... whereas the 

CLP [is] your idea’. She feels you learn ‘more managerial skills’ in CLP than 

internship which is ‘very straight forward and ... I don’t like sitting at a desk and 

being straight forward ... It w asn’t ... real responsibility there was always somebody 

checking up on you’.

Lucy says it prepares you ‘for learning to manage something’. She feels ‘theory can 

only take you so far ... but you do need the practical as w ell’. She compares it to her 

restaurant practical where she had two days’ management experience ‘one in the 

kitchen as head chef and one in the restaurant as m anager’. She says it is ‘very limited 

as to what you can do and ... you always have the lecturer ... [with the] final say on 

what you do’. By contrast, here ‘you’re dealing with it, you’re managing it ... it’s 

your project’.

She also compares it to internship. Here ‘you’re working for a company and they 

decide what you do ... when you can do it and how you can do it’. By contrast, here 

you are like ‘the general manager o f  this project, so you decide really how it goes and 

what you want to do ’.

Finally, she says ‘the report isn’t just all about the project, it’s about what you learned 

from CLP and how did you include these things in your project’. This is ‘because you 

have to apply them to what you’re doing in the practical work ... I had to apply the
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negotiation, conflict resolution [theory] to mine’. This interaction between the theory 

and the practical makes ‘it clearer in your head’.

12.5.5 Theory

In total 22 interviewees (67%) discuss the theory element o f the CLP and 45% 

indicate a reasonable level of engagement with it.*̂ ^̂  There is a variety of responses 

here. These vary quite significantly and for purposes of analysis, we summarise the 

outcomes under different headings.

12.5.5.1 Class Only

First, three o f the interviewees indicate they did not read the theory outside class. 

Two of these made additional comments. Deirdre says the theory ‘didn’t mean 

anything ... I didn’t need it’. Instead, she says ‘I put my own skills ... into ... the 

project’. Matt says ‘what theory did I take away... Not a whole lot’.

12.5.5.2 No Exam

Three others indicated they did not pay as much attention to theory, as they would 

have, had they faced an exam. Two o f these made additional comments. First, Lin 

said CLP ‘is a combination between theory and practice’ and admitted that she did not 

read the course document ‘from the start to the end’, because ‘there’s no exam’. 

Second, Dusan says he did not ‘focus’ on the theory ‘because there was no exam’. 

Instead, he got the ‘bones of it, the main bits’ and worked off these. He feels it is best 

to use the course document flexibly. For example, if  you are ‘having problems in 

networking ... you could relate back to the document’ for advice. Dusan feels you 

leani more effectively when you get the opportunity to put theory into practise. By 

contrast if ‘you learn it in class, like law for example ... I learned a lot o f legislation, a 

lot, a lot o f legislation, you just try and learn it for that ... test and then you kind of 

'phew!' [sic]’ ’̂^

12.5.5.3 Report Preparation

Five refer to using the theory to help them prepare their reports. Some of the points 

made are as follows. First, Grace admits that her ‘project just ... happened’ indicating 

that she did not use theory to guide or manage her project. Second, Hao says he 

‘found some mistakes’ that could have been avoided had he paid more attention to 

theory daring his project.

See the summary at the end o f  this section. Theory came ninth in chapter 11 with 11%.
To exclaim ‘phew!’ is to express weariness, relief, etc. See Oxford English Dictionary (2007).
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Third, Aileen says she used her class slides to help prepare her report during level onj 

CLP. In level two however, she also read the theory to ‘see what part I could put intj 

... the report’.

Fourth, Mary says she used the theory ‘mainly when I was doing the report’ and feeh 

it is important to review the theory when doing the report so ‘you can relate’ the 

project to the theory. She feels the mix between the ‘academic and practical is very 

good in CLP’. However, she found she was relatively ‘disconnected’ from the theor/ 

because she ‘was so focused’ on her project. Because it was ‘completely’ different to 

other subjects ‘when I got to the classroom ... I wasn’t as focused as I should have 

been’. However, she ‘sat exams where CLP has popped into my mind ... and I’d 

reference it as an experience’. For example, she says ‘I remember sitting in a few 

[management] exams and being able to relate back’ to the CLP.

Finally, M andy says she read the theory and ‘tried to take out ... the bits that are 

useful’ to her project. She feels ‘you can integrate ... things that you learned in class’ 

with the project activity.

12.5.5.4 Project & Report 

Six refer to using the theory for both their projects and reports. In addition, they often 

elaborate or make related points. For example, Ellen says you need to spend most of 

the time on the project and feels ‘too much tim e’ spent on theory ‘could be a waste'. 

Second, Theresa says she found some o f the leadership theory difficult to 

understand."*’^

Third, Lucy read the theory while doing her project because she needed to know 

‘how ’ to do things. She says you ‘have to apply’ theory to the ‘practical w ork’. In her 

case, she ‘had to apply the negotiation, conflict resolution’ to her project. She feels it 

makes it ‘clearer in your head’. This is because ‘you’re applying it to something that 

you’re doing as opposed to writing out an essay’ that she says ‘you’re going to forget 

... as soon as you’ve handed it in ’. By contrast, ‘you always remember doing 

something, when you did it and the things that you did’. She feels you need to 

‘incorporate’ the theory with the project and says ‘theory can only take you so far ... 

you do need the practical as w ell’.

Fourth, Joan says the CLP ‘made you want to go out and learn’ the theory. She also 

says ‘there was a link’ with other subjects ‘because it made you use what you’d

This difficulty was also mentioned by another interviewee.
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learned from the other subjects and if you hadn’t learned it, it [made] you go and look 

for it’. For example, she says ‘I couldn’t really remember a lot from marketing and it 

really made me root out the notes and then go and research it all over again ... [to] 

find out what we had to do’.

Fifth, Lucy says one can learn theories but one cannot really understand them ‘unless 

you ... practise them’. She says there was theory, practical work, and ‘time ... to 

discuss it’ in CLP. In an ordinary class, she says, ‘you rarely get to do th a t ... because 

you come in, the lecturer starts, you take your notes ... it’s finished’. She feels it is a 

‘better way of learning’. This is because ‘you’re working directly with ... the theory’ 

and ‘you’re doing it yourself.

Lucy feels the CLP theory was ‘substantial’ and felt she ‘wouldn’t be able to read it 

all in one night’. Therefore she ‘split it up into sections’. She found the theory 

‘useful’ because if she had no theory she would not ‘have been able to approach the 

actual project as well as’ she did. She found the theory ‘was quite specific to the 

project we were doing’.

Finally, Amy says the CLP applied theory to ‘exactly what you were doing’. The 

theory did not just ‘become something that you read, it became something that you ... 

talked about’. When writing her report the theory ‘made me look back ... and think 

'oh well God that actually was negotiation'. Whereas, while I was actually doing it 1 

just thought I was talking to people’. The risk management theory helped her ‘assess 

the risks’ in her group project. Here she says they considered ‘was this something we 

wanted to do, how risky is this going to be’. She says it was ‘a 'giggly' experience ... 

sitting there going 'oh God this is something I’d never do on a normal basis', but we’ll 

do it anyway, it’s for the project and we soldiered on’.

She also says ‘I knew everyday when I was going into my CLP class, that yes I was 

going to learn something that I probably never would have heard of before’. She also 

says ‘I knew that when I left the class that I would leam something new, but I 

wouldn’t have even realised, because I applied it to something I already knew’.

She says if  she were only doing the theory on its own ‘it probably would have went 

completely over my head’. However, ‘because I was sitting there and I was actually 

going 'oh I did that', and 'oh I need to do that'. I was actually putting it into action and 

... going 'yes this is the best way o f going about it” .

12.5.5.5 Comparison
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Sinead compares her CLP learning with other modules. Talking about her course 

generally she says ‘I don’t remember learning much last year ... I forgot it all after the 

exams’. She feels she ‘wouldn’t be able to talk for this [length of time]’ if  she was 

being asked about another subject. She lists a number of things she learned fi-om the 

module and says ‘it’s something that’s stuck with me’.

12.5.5.6 Sundry

We have three sundry points on theory. First, Holly says she only ‘skimmed over’ the 

theory as she had ‘enough to be doing with my other exams’. Second, Nora mentions 

she did not spend a lot o f time on the theory, except for risk management, which she 

found important for her project. She says CLP is ‘more project based’ and the ‘theory 

is the minor side’. She feels ‘a lot of stuff in other lectures or books ‘goes over your 

head’ and concludes by saying that ‘being practical with something, you’ll always 

remember it’.

Third, Asdis says it links ‘theory and practise’. She says that ‘instead of just reading 

about how to do project management ... we did it as well’. She feels that when you 

learn theory in class ‘it doesn’t necessarily mean that you’ve fully registered it’ and 

says you learn more effectively when you are ‘putting it in practice’.

12.5.5.7 Summary

In total 22 interviewees (67%) discuss theory. The three each in both the class only 

and no exam sub-sections quoted above took either a limited or a very limited 

approach to theory engagement. If we add in Holly’s comment above about the fact 

that she only ‘skimmed over’ her material, we have a limited theory engagement 

indicated by seven interviewees in total. This figure can then be used to reduce the 22 

total to 15 (45%) who indicate a reasonable level of engagement with the theory. 

Although this is only a very primitive indicator, it gives us something to reflect on."*’^

12.5.6 Different World

Finally, 36% of interviewees refer unbidden to how it brought them into contact with 

a different world. For example, Theresa says it takes you ‘out of college’ to a 

‘different kind of world’ although ‘we had a report to write and all of that ... brought 

us back into it’. Mary on the other hand says ‘it keeps you grounded ... it makes you 

look ... outside the college’ while Grace feels it gives you ‘a better grasp o f what is in 

... the real world’.

This scored 11% in the documentary analysis. This was likewise the net outcome between relatively 
strong and relatively weak or negative indications on theory.
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Aileen feels ‘it opens your eyes a bit more and you realise what's actually going on 

out there’. She says the normal theory based subject ‘doesn’t prepare you for the 

actual outside world’ but with the CLP, ‘you learn ... more about what's out there’. 

Susan says it takes you ‘out into the big wide world on your own’ and helps to 

provide you with the capacity to ‘actually do something, rather than just pass exams’. 

In a somewhat more colourful vein, Sinead says it was ‘completely outside the box for 

me’. She says it introduces students to ‘a world out there past ... doing our 

assignments, going out and getting drunk at the weekend and going to our little part 

time jobs’.

Cormac came to realise during the CLP that ‘the world is a lot bigger than yourself. 

Talking a slightly different angle, Lei says the ‘real world’ o f the CLP is ‘a little bit 

scary because you never know what things [are] going to happen next’. In a similar 

vein, Cathy says the ‘CLP is real life there’s no protections [sic]... if you fail 

nobody’s going to let you start again’. She says ‘the world’s not going to stop when 

something bad happens, it’s got to keep going so you’ve got to find out how to ... 

benefit fi’om that’.

Holly who ‘went to a private school’ and lives in ‘a well off area’, feels she has been 

‘growing up in a bubble’ and regards herself as ‘lucky’. As a result she says ‘it’s very 

hard to ... know what’s happening in the real world ... when you’re not in it yourself; 

it’s very hard to ... imagine it’. The CLP project however, took her ‘out there in the 

real world ... meeting ... real people ... hearing real people’s problems’.

Lynn refers to the CLP’s ‘real life experience’ of ‘being out there in the world’. In this 

respect she talks about the need to experience what it is like to ‘walk’ in other 

people’s ‘shoes’ so that you can better get to ‘know’ them. Finally, Nora says it 

brought her into ‘a very different world ... totally different’.'̂ ^̂

12.6 Preparation

The interviewees also discussed how the CLP prepares them for work and society. 

First, we consider what they had to say about preparing for work.

12.6.1 Work

While reflecting on the above comments I was reminded o f  the strangeness that struck rne when I 
first read The Shell by James Stephens ‘And then I pressed the shell/ Close to my ear/ And listened 
w ell/ And straightway like a bell/ Came low and clear/ The slow, sad murmur o f  the distant seas...
See www.bartlebv.com/lQ3/123.html located on 7 May 2008. Some indicate they found the experience 
strange and different.

335



Overall 22 interviewees or 67% o f the total indicate it is relevant to work. By contrast 

18% hold mixed views and 3% say it has no relevance. Among those indicating a 

positive result, 46% refer to its sectoral importance, 12% to personality development 

and 9% to its effect in developing skills.

Table 12.5: CLP Work Relevance (% of 33 Interviews)

YES: (S ector) ( Personality) (Skills) Mixed Views NO

67: (46) (12) (9) 18 3

12.6.1.1 NO

Deirdre states bluntly that she did not learn any management skill relevant for the 

world o f work.

12.6.1.2 MIXED

18% responded with mixed views. Ellen says it has ‘nothing to do with tourism’. She 

feels however, it is ‘useful for building up skills’ and provides important experience 

for employment in general ‘because you have to get in there ... get your point across 

... you’re on your ow n’.

Matt says it ‘certainly’ did not give him ‘any new skills’ and says ‘1 don’t think I got 

anything new out o f  it’. Having said this he then says that the project management 

material is useftil because ‘you’re always going to have projects to run’ in work. He 

also says it ‘improves upon your skills’ and says that ‘anything that gives you any 

kind o f  experience that ... the other guy next to you in the queue in the interview 

room ... doesn’t have makes ... you more employable’.

Zhu feels it is not particularly relevant for the hospitality sector. However, he feels it 

is useful for emplojmient in general in that you need to organise, work in teams, 

motivate and negotiate in any job.

In a similar vein, Joan says it ‘could be more related to working in the industry’. This 

point refers to her group’s experience o f having a charity race night and ball proposal 

turned down.“̂ *̂ However, she feels the team work skills she learned were useftil for 

‘the hospitality sector because you’re constantly working in team s’.

This was mainly because o f  alcohol availability. Projects where alcohol is available are generally 
not allowed unless under special circumstances. The Institute’s policy on alcohol provides a wider 
context for this approach. See htlp ' roinulus dil ie P IT  heallhandsafetv  docs n iT -W O R K P L A C E -D R L 'G S -June- 

2004.doc located on 7 December 2007.
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‘Some’ of the CLP experience relates to the work world according to Mandy. She 

feels it is useful for the hospitality sector in that ‘you can’t work in this industry and 

not be good with people’. Mandy says ‘you could have ... all the qualifications in the 

world ... but if  you don’t have the right attitude there’s no point hiring that person’. 

One hotel she worked for had a ‘hire for attitude’ policy, believing that if  new 

employees have the right attitude ‘you can train them’ on doing the ‘technical things’. 

Finally, Lynn says neither of her two projects dealt with hospitality although ‘some’ 

others did. However, she feels they were ‘relevant’ for ‘working with people in the 

industry ... working with customers’. She refers to it in her CV because ‘I did learn a 

lot from it’. Finally, she feels it helps with preparation for work only if  students ‘put 

the time and effort into it’.

12.6.1.3 YES

67% responded positively by referring to either its sectoral, skill or personality 

contribution to work preparation.

12.6.1.4 Sector

46% respond by mentioning its relevance to a particular sector or sectors, For 

example, Lucy says the skills learned will help ‘when I’m working out in the leisure 

industry’. Here she mentioned in this context dealing with children, camps, swimming 

classes and time keeping. Andy who is ‘planning on going into PE’ says it was useful 

because it was ‘first hand experience’.

Others refer to its relevance to the event sector. Two mentioned events and 

conferences. Grace, who was one of these, also mentioned that it would be an 

advantage to mention ‘on your CV that you were able to run a project’.

Tracy says she is ‘hoping to get into ... event management’ and this has given her ‘a 

taste of [it]’.

Susan refers to its relevance for managing events and projects in general. She also 

mentions its particular relevance in her case for dealing with disabled people in the 

work place. In general, she says it teaches ‘a lot of skills’ that helps ‘prepare you for 

going out to work’.

Aileen picked CLP partly because of her interest in event work. She mentions it on 

her CV because it indicates she is ‘committed’, ‘determined’, ‘organised’ and knows 

how to plan and run events. She says it is important for the hotel sector ‘if you’re 

running events ... doing marketing or if  you’re a ... manager’. She feels it also helps 

here because ‘you’re going to have to run a project sometime’.
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Others refer to the hotel sector. Hao says the hotelier will choose applicants who did 

CLP ‘because they can actually do something’. C o r m a c  says ‘I could go throug^i 

the whole project and ... relate nearly every bit o f it to a scenario in a hotel’.

Elena says ‘w e’re not going to be writing essays on economics or whatever’ in work, 

‘w e’re going to be doing something like this’. She mentions it in her CV ‘because it 

shows that you can ... accomplish a project and work with a team ’. She says she has 

not ‘really w orked’ in the hospitality sector so she uses it to ‘strengthen’ her CV.

To work in hospitality Holly says ‘you need to be good with people’. She says that ‘to 

be a good m anager’ is to able to communicate, work with and ‘understand ... people 

and identify with their problems and help them out’. She feels that ‘if  you’re not good 

with people you’re not going to get anywhere ... it’s the most important thing’.

Bill feels it is relevant for the hospitality sector because it ‘is very quick changing'. 

He says ‘you have to keep up with things ... and organise them and ... try and keep 

ahead o f the gam e’. He also says it helps prepare people for running a business 

because ‘you’re actually out organising yourself which is something I like because I 

don’t really want to ... work for someone else I want to be out there trying to have my 

own business’.

In a similar vein Lucy says ‘it’s very relevant’ because it forced her to ‘set up 

something from the beginning and work through it’ and ‘finish it up properly’. She 

says ‘you have to do that in the business w orld’. Eoin sees relevance to events, 

conferences and banquets although he feels it is ‘not relevant’ to the accommodation 

element o f the hospitality sector.

Finally, Lucy says ‘it looks good on your CV ’ because it ‘sticks out, it’s different’. 

She says it shows that ‘you’re self-motivated’, have ‘a different outlook’ and are 

‘flexible’. She says if  a hotel manager asked her about it she would say ‘it was a 

challenge’ and ‘it brought my skills as a manager together’.

12.6.1.5 Skills

9%  answer the question by refening to particular skills that they consider important 

for working. M ary says that teamwork skills are important because ‘most areas o f 

work now are all about team w ork’. She also says it improved her general people 

skills.

However, Hao had not yet done his internship, which would have provided him with significant 
work experience.
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Dusan says ‘it is relevant to work’ because you have to learn team work, motivation, 

self discipline, confidence and leadership. Despite ‘ten years experience in the 

hospitality industry’ Asdis’s time management ability was very weak until she 

‘experienced it in a good way’ here.

12.6.1.6 Personality

12% refer to personal development issues that arise in the workplace. Nora for 

example says it is ‘based on those skills’ that can be used ‘in any career’. She also 

says that ‘it wakes you up to the realisation that things aren’t always easy and you do 

have to deal with things properly and professionally’. In addition, she says students 

can experience ‘set backs’ and ‘things that won’t work out’ in the CLP and this is a 

useful practice for work.

When guest issues arose in work Amy says she would have previously said ‘hold on 

I’m not quite sure how to deal with this problem, I’ll go and get my manager’. 

However, after the CLP she says ‘I know how to deal with it’. She feels ‘you have to 

be courteous to people and ... still be strong in getting your point across’. She has 

now ‘learned how to get what I want out of life ... out of work and ... how to get 

myself across professionally’. Finally, she says employers ‘would be interested to 

know that ... prospective employees are learning about risk ... or project management 

and negotiation ... in a real way’.

Cathy says that without it, ‘college would not have prepared me for my industry’. She 

says ‘I would still be ... immature ... and I wouldn’t know how to deal with people, 

deal with managers, negotiate’. She says ‘CLP actually got me to develop patience, be 

better at my time management and learn how to ... conduct myself and be more 

professional’. She feels it provides ‘interpersonal skills ... and that’s basically what 

hospitality is about’. She first took CLP before her internship and found it helped 

prepare her for it. She also says that ‘the person that did the CLP event for a charity is 

... more likely to get the job, than the person that didn’t, because they actually did 

something’.

Finally, Anne says it is ‘the subject that has most ... shaped me ... for working’. This 

is because it helps you ‘present yourself. She says it is ‘really practical’ and says 

‘you actually get to live it out and it makes it ... real for you’.

12.6.2 Society
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Interviewees were also asked if  it helped prepare them for participating in society. Not 

everyone responded to this question and some, at least initially, did not appear to 

understand it. For example, Lucy initially struggled with her response before she gets 

into her stride and provides the points which are summarised below.”**̂  Ellen reflects 

back on her experiences rather than directly answering the question.

In spite, therefore o f some difficulties with the question, interviewees for the most 

part provided a response, which is reviewed below. The responses are interesting. In 

total, 25 interviewees or 76% o f the total indicate that it helps prepare them for 

society. O f these, 21% refer to improved maturity, 18% to awareness, 9% to 

tolerance, 6% each to ethics and volunteering, and 12% to sundry factors. O f the 12% 

who say no, two say it is too short, one that it is like any other subject, and one that he 

is not for changing.

Table 12.6: CLP Preparation for Society (% of 33 Interviews)

i  YES: 1
! i

(M atu rity ) (A w aren ess ) (T o le ran ce) (E th ic s /V o lu n tee rin g ) (S u n d ry ) NO

76: i (21) (18) (9 ) (6) (12) 12

12.6.2.1 NO

Four said no. For example, Hao says it had no impact and is just like any other 

subject. Elena says ‘it was too small’ and ‘it w asn’t long enough’. Mandy agrees. She 

says ‘I think for the ... time in the CLP it probably w ouldn’t change people that 

m uch’.

Finally, Bill says it will not affect how he operates in society as he has ‘strong views 

on what way to deal with things’. He says, however, that ‘it would maybe give me 

more understanding o f people’ and he would ‘try and look at what they’re trying to 

say and negotiate with them ’. However, in the end he has his own ‘way o f  doing stuff 

that I think w on’t change’.

12.6.2.2 YES

She first answered by saying: ‘I don’t really know, I think it does, I just can’t explain how it does’. 
She then said ‘I think it did help me ... I don’t really know what I’m trying to say (laughter)’. She 
continued ‘I think it helps in preparing you for society, you wouldn’t like just, I don’t know what I’m 
trying to say’. Then she gets into her stride and answers the question.

Ellen says ‘you get to know these kids and then you find o u t ... where they come [from]... poor 
backgrounds ... towards the end I just felt ... sorry for them [because], we weren’t really helping them 
... we [were] just there kind o f  to change ... a couple o f  days o f  their week’.
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76% disagree and talk about how it prepares them for operating in society. We discuss 

below comments on maturity, awareness, tolerance, ethics, volunteering and other 

sundry factors, which we discuss below.

12.6.2.3 Maturity

21% refer to its impact on maturity and responsibility. Aileen says ‘it made me more 

mature ... more responsible’. Joan says it helps you mature ‘because it opens your 

eyes to what else is happening [in] the world ... and what's more important’.

Eoin says ‘it gives a person responsibility... it makes people ... more aware of things 

like the Irish Heart Foundation’. Tracy says it encourages you to ‘be a lot more 

responsible for your own actions’.

In addition, Lucy says ‘it definitely helped me mature in my degree because of ... 

what it brought to [it]’. She also says it helps ‘you look at other people in different 

ways ... their needs’. She says ‘they may not [have] had your opportunities and may 

not [have] been able to do what you’ve done’. However, ‘you realise that ... they have 

different opportunities that mean ... a hell of a lot to them’.

Amy says it made her ‘grow up’ a ‘little b it’ and says she can now talk to her parents 

‘as an adult’. It also helped her in her ‘social life’ because ‘I didn’t know much about 

drugs’ until the CLP. However, now she says ‘it doesn’t scare me, where as before I 

probably would have went 'that doesn’t look too nice, I think I’ll go home'’ when she 

came across drug taking. Now she can say ‘that’s fine just move away from it’. 

Finally, Matt says it ‘makes you get involved in the community’. He feels that 

‘anything that makes you do that ... makes you a better person ... makes you grow a 

little bit, gives you an appreciafion for your situation’.

12.6.2.4 Awareness

18% refer to how it helps to increase people’s awareness of issues in society. Grace 

for example, refers to having a ‘better grasp o f ... the real world’. Nora on the other 

hand refers to the increased understanding it gave her o f ‘Dublin society... and 

working with children’.

Mary says you can ‘overlook things’ like ‘teenagers ... drinking and smoking’ 

because ‘it’s not ... registering with you’. She now realises that ‘what’s actually 

happening’ is that ‘there’s a child walking down the street smoking’ and says ‘it 

makes you think differently about that’.
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In a similar vein, Bridget says ‘the alcohol awareness programme ... opened ... 

people’s eyes’ and Dusan that it makes you ‘look around ... and not take things fo: 

granted ... it opens your eyes’.

Finally, Holly says it ‘broadens your views’ about everything, ‘all the dimensions of 

life’. She says it is ‘relevant .. .for living a normal life apart from working’. She feels 

‘you’re not going to get that from your accounting ... [or] economics’. She says 

‘you’re going out there in the real world ... meeting real people ... hearing real 

people’s problems, you’re not going to get that just from studying’.

12.6.2.5 Tolerant

9% refer to how it made them more tolerant. Lynn says ‘it is a preparation [for 

society] especially the projects that I did, especially the homeless one, because ... I’ve 

become more tolerant’.

Having become ‘more tolerant’, Ellen says she ‘felt sorry’ for the inner city school 

children in her project. She feels ‘we weren’t really helping them’ but were ‘just there 

. . . t o  change a couple of days o f their week’. In a similar vein, Anne says ‘it makes 

you realise’ how people have difficulties and as a result you ‘become more ... 

sensitive to other people’.

12.6.2.6 Ethics

6% refer to ethical factors. Cathy refers to how it prepares you to be more ethical in 

business. She says ‘when you ... study accountancy it’s all about finance and profit’. 

However, ‘when you do CLP, it’s ... about people ... helping others’. Afterwards 

‘you’re going to conduct your business ... [better] because you’ve learned from CLP 

that even though ... it doesn’t financially benefit you, it benefits you yourself. 

Therefore instead of ‘having this five grand extra you’re going to have it within 

yourself that 'yes I did some good' ... you’re going to conduct yourself better in 

society’.

Cormac says ‘it’s almost ... on the line o f ethics’ and it provides an ‘opportunity ... to 

go and do something for somebody ... less fortunate’. He feels ‘it’s good to do a 

project and ... think o f other people’. He says it would be ‘great if  everyone could go 

out with that frame of mind’ because ‘a lot o f people leave college’ and just think 

about themselves. It would be better if people ‘wanted to get good jobs for 

themselves but ... in their own job they’d [also] be thinking about other people as 

w eir. He feels ‘the world is a lot bigger than yourself ... there’s always people less 

fortunate than you that you can make a difference for’.
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12.6.2.7 Sundry

12% make various other points. Zhu refers to how it helps to make people less lonely 

and stronger. He also feels it can help develop independence, decisiveness, and 

character, and says that character is something that is ‘really hard to practice’.

Sinead says ‘it does more ... than prepare you for your work life’. She says it is ‘very 

important ... that you ... see the problems in society’ and ‘be aware that ... you can 

help’. Finally, Susan says it prepares people for society without elaborating. Later on,
482she talks about her interest in volunteering.

12.6.2.8 Volunteering

As the interviews progressed, it became apparent that it had also affected people’s 

interest in volunteering. In this respect, 9% answer the society question by referring to 

volunteering."^*^ This issue is tied in with citizenship and people’s preparation for
484society. Therefore, it was decided to introduce a question directly on the topic.

12.6.3 Volunteering

In total 22 were asked whether they had an interest in volunteering or independently 

brought up the topic during the in te rv ie w .N in e te e n  of these (86%) expressed an 

interest in volunteering, and this amounts to 58% of all 33 interviewees.

O f the 19 expressing an interest in volunteering, 18 or 55% indicated that this was due 

to their CLP experience. By contrast, 9% will not volunteer again either because they 

will have no time or do not see it as helpful. Finally, 6% says it depends on whether 

they will have time to volunteer or not.

Table 12.7: CLP Encourages an Interest in Volunteering (% of 33 Interviews)

YES: (Knowledge) (Confidence) (Enjoyment) (Other) Deoends NO

55: (15) (15) (15) (9) 6 9

We discuss her comments under the confidence section below.
One is dealt with below under the enjoyment part o f  the volunteering section. Another, Deirdre, says 

‘I’d probably be more open to volunteering again in the future’ because ‘I went through it’. Finally, 
Lucy says here that ‘you’re helping the community’ and refers to the fact that ‘a lot o f  people 
nowadays’ does volunteering and she feels that the skills learned can be used ‘outside work’.

The volunteering question was asked o f  the twelfth interviewee onwards (except in two cases).
This amounts to 67% o f those interviewed.
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O f the 55% who developed an interest in volunteering, 15% did so because o f the 

knowledge, enjoyment or confidence they gained, with 9% expressing no reason.

Two o f the 22 interviewees state that they had already volunteered prior to doing the 

CLP. Cormac was one o f these. He says the CLP did not create his interest in 

volunteering since he had already organised charity events. Rather it was this that 

‘attracted me to the CLP’. He felt this was an opportunity to do something within his 

course. Holly, who had already done some volunteering before indicates an interest in 

volunteering following her CLP. She is discussed under the enjoyment section below.

12.6.3.1 Knowledge

Five refer to how what they learned in their project encouraged them to want to 

volunteer in the future. Dusan for example says the CLP ‘made me think o f  other 

people and how 1 can help them and I’ve actually thought about ... [doing] charity 

[work]’. He also ‘thought o f going to Africa ... to help with the animals ... if  1 can get 

the time o f f .

Lucy says now that she has ‘learned about the Special Olympics and Childline ... it 

would encourage me to volunteer’. She says ‘it changed my attitude towards 

volunteering and people that help charities’. She used see them as ‘do-gooders’ who 

‘w on’t leave you alone ... when you’re walking down the street ... it does change 

your attitude towards that a lot’.

Theresa found it ‘showed me something ... that I ’ve always wanted to deal with ... 

something ... social ... some kind o f care’ and ‘you know it didn’t turn me o f f .  Lin 

says she ‘learned more about [the] lives and ... attitudes’ o f senior citizens and now 

has ‘more passion’ for ‘participating in the local event for example if  it involved ... 

senior citizens’. Lin’s group kept contact with the retirement home for ‘two m onths’ 

after doing the CLP.

Finally, Sinead says aspects o f her project ‘shocked’ her and were ‘em otional’ and she 

would ‘like to try and make a ... difference’ and ‘volunteer again’.

12.6.3.2 Confidence

Five refer to how the confidence gained from doing the CLP encourages an interest in 

volunteering. Bridget became involved in a cystic fibrosis charity event ‘two or three 

w eeks’ after her CLP had finished and says ‘I don’t think we would have ... had the 

confidence to ... pull it o ff if  we hadn’t [done CLP]’.
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Aileen says ‘I probably wouldn’t have done ... events like this [except I] ... got the 

opportunity by doing the CLP’. She now realises she can volunteer ‘because I did two 

projects and nothing really went wrong ... it gives you more confidence’.

Cathy is ‘going to work’ for the Cancer Society or the Irish Guide Dogs ‘once every 

year’. She says ‘I’d have no problem now ringing up a ... charity and going 'look I 

want to do work for you' ... but before I never would have picked up the phone to do 

anything like that because I would have been too scared and wouldn’t know how to do 

it’.

Susan says it ‘taught me how to think about other people and about what I have to 

offer’ and ‘what I can do to make a ... difference’. Had she not done CLP she would 

have wondered ‘how I can help society ... how I can have an impact’.

When asked has it encouraged her to volunteer she says ‘definitely I’d do that ... 

tomorrow’. However, she would not volunteer when ‘I was having a bad week’ and 

she ‘wouldn’t want to ... be just dealing with hard stuff.

She also says ‘when I started I would have said 'I can’t volunteer and that’s it'. I 

couldn’t do it’ because she would ‘get too upset’. However, CLP ‘taught me ... how 

to be compassionate and ... go home and not dwell on it ... empathise with them, but 

not let it affect you’.

Finally, Andy refers to how he developed the confidence to help in his local football 

club. He says he now has ‘the balls to do it’ and can say ‘right boys do it’ and they 

‘listen to you because you’re ... not shy ... you’re positive ’.

12.6.3.3 Enjoyment

Five refer to how their enjoyment of CLP volunteering encouraged an interest in 

fijture volunteering. Grace says you ‘feel good after you do it’ which she ‘really liked. 

I mean I was glad to have helped and to have done what we did and I was also glad 

for the fact that I was so happy when I’d done it’.

In a similar vein, Lucy says ‘I’d do the likes of that again definitely ... it’s rewarding 

... in lots of different ways ... you’re happy with yourself for ... starters, you’re 

helping somebody else and you see how happy they are ... what they get out o f it, and 

you have ... fun at the same time’. She says that after doing CLP she did a sixty mile 

cycle for the Irish Guide Dogs.

Deirdre says she learned to be ‘a bit more open to volunteering, because I ... actually 

enjoyed it as the weeks went on’. She says she was ‘glad’ and ‘proud’ that she had 

‘done something like that’. However, ‘half way through it’ she was ‘glad’ she was
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finishing because ‘we had Fridays o ff and work was always ringing She says

‘it’s nice to do something ... worthwhile and you’re ... probably ... not going to get a 

chance to volunteer anywhere else’.

Amy says she would ‘love’ to volunteer ‘even if  it was just ... to help on ... days 

when they had seminars ... to ... feel ... you’re making a difference’. Finally, Holly 

refers to the importance o f self-fulfilment. In the earlier part o f the interview however, 

she had been cautious and seems to sit on both sides o f the fence. She says she has 

already done some volunteer work before and would ‘love to in the future’. She also 

says her sister has been ‘very sick all her life ... that probably hit home as w ell’.

Later on in response to the question on volunteering Holly says ‘i t’s all very well in 

saying 'yes ... I definitely want some volunteering work' ... [but] you’re always going 

to be busy and there’s always ... things that are popping up ... it’s definitely easier 

said than done’. However, she then comes off the fence: ‘it definitely [is] something I 

will be doing ... Just the self-fulfilment ... 1 found 1 [grew] as a person ... it’s so 

fulfilling, you know you want that again ... and not everyone can be as lucky as you 

and r .

12.6.3.4 Time

Tracy says she would do it when she is older and has more time. She says; ‘I would 

like to do some volunteering ... because if  I was ... like that I’d like somebody to give 

up their time and help m e’.

12.6.3.5 Other

Two expressed an interest in volunteering without indicating why. For example, Anne 

says ‘I want to do something during the summer to help the Sunshine Home again’. 

Lynn helps in a soup kitchen ‘up the road from where I live’ and says she would also 

volunteer in the future. Others however, provide some rationale for their interest in 

volunteering.

12.6.3.6 Depends

Two say it depends on time availability. Lei says ‘I will if  I got tim e’. Joan says ‘I 

don’t have the time at the mom ent’. However, when she graduates and has a job she 

would ‘probably have more fime then’.

12.6.3.7 No

This interviewee did her CLP volunteering work on Fridays and had previously used this day for her 
part-time job.
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Two are unable to volunteer again because of time constraints. First, Elena says ‘I
*487don’t think I’ll be able to [volunteer] again because life is too frigging busy’. She 

gives money to charity every month. She explains ‘they came to my doorstep’ and 

although she ‘wasn’t emotionally attached to it’ she ‘felt ... guilty ... because I 

haven’t done anything before ... so I might as well donate’. One reason Elena took 

CLP is ‘because it gives me time to volunteer ... slotted time ... emotionally it feels 

better, even though you’re not necessarily attached, you just feel better that you’ve 

done something good for someone else ... you just sleep [better]’.

Second, Matt says the CLP ‘makes you get involved in the community’ and ‘anything 

that makes you do that ... makes you a better person ... makes you grow a little bit, 

gives you an appreciation for your situation’. When asked did it encourage him to 

volunteer in the future, he says ‘no ... I’ve already being exposed to it’.

Matt says he cannot volunteer in the future because ‘I’ve a lot o f commitments ... I 

barely even get time to volunteer for myself let alone to go volunteering for other 

people’. He says ‘I’m absolutely knackered [sic]."̂ ** I’ve just worked six days straight, 

it’s my first day off and I have to go all the way to [the Midlands to see a family 

member] ’.

Finally, Bill indicates he will not be volunteering again as follows. He says ‘some ... 

aren’t that interested in being helped ... you have to understand them, they probably 

have their own reasons’. He also says ‘you’d probably be better off not helping them, 

because you could be giving them the wrong sort o f help’.

12.7 Conclusion

We can now summarise our findings. According to our analysis o f the 33 transcripts 

the CLP can enable learning that generates and/or enhances students’ knowledge and 

values as follows.

The six main types of knowledge learning indicated are team learning, 

communications, management, organisation, event management, and interpersonal. 

This is followed by negotiation and project management in joint seventh position and 

time and risk management in eight. Following this is planning and self-knowledge 

after which comes networking, leadership and life skills.

Frigging is a meaningless intensive in this context (see the Merriman-Webster Dictionary in 
Encyclopaedia Britannica Online located at http: /search.eb.com on the 2 October 2007).

Knackered means tired or exhausted (see the Merriman-Webster Dictionary in Encyclopaedia 
Britannica Online located at http://search.eb.com on the 2 October 2007).
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When we analyse the overall knowledge results here we find, as in chapter 11, that the 

knowledge categories relating to people skills is slightly greater than those relating to 

particular subjects.

The main types o f values learning indicated are understanding, confidence, care for 

others, and a willingness to take responsibility in that order.

We also analyse comments on the teaching method issue because o f  its relevance to 

the above knowledge and values questions. The dominant finding here is that students 

find it equally challenging and enjoyable. They then comment on both its practical 

nature and how it had an impact on them. Following this, students indicate that they 

had a reasonable level o f engagement with theory. Finally, some interviewees indicate 

how the method had brought them into contact with a different w'orld than that to 

which they are accustomed.

Finally, we considered the question o f its relevance to work and society. On work, 

67% were positive, 18% had mixed views and 3% say it has no relevance. We 

considered society from two perspectives -  the direct society question and the 

question on volunteering which we introduced during the interview process.

Here we found that 76% felt it contributed to preparing them for society and 12% felt 

otherwise. In addition, 55% indicated it created in them an interest in volunteering but 

9% saw otherwise.
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CHAPTER 13: DOES THE CLP ENABLE LEARNING? (Key Informant

Interview & Exam Data Analysis^ 

13.1 Introduction

This chapter discusses both the results of an interview with a previous CLP lecturer 

and the analyses o f exam data to assist our investigation of the two key questions of 

the study.

The semi-structured interview with the previous CLP lecturer and the related 

transcript is original material for the purpose of this study. The exam data work is an 

original analysis o f secondary data. We first discuss the interview with the CLP 

lecturer who we refer to as a key informant.

13.2 Key Informant Interview

The previous CLP lecturer taught on the programme from September 2001 to January 

2004.'*^®

13.2.1 Methodology

The general methodology used in analysing this transcript is similar to that used in 

chapters 11 and 12. In addition, our findings are considered under the same thematic 

areas o f knowledge, values, teaching method and preparation for work and society.

The interviewee can be considered a key informant. This is because she is a 

‘knowledgeable sources of information’ with ‘specialised’ and ‘context-specific’ 

information on the topic."^ '̂ A key informant is also someone whose ‘status ... work 

and ... experiences provide information rich insights’ on a topic (Buetow, Adair, 

Coster, Hight, Gribben & Mitchell, 2003: 89).

13.2.2 Knowledge

The key informant says that overall, ‘each student ... was different and came away 

with different experiences’. She found that ‘every single one o f them had changed’

These questions are as follows. Does the CLP enable learning that generates and/or enhances 
students’ knowledge for work life and the economy? Does the CLP enable learning that generates 
and/or enhances students’ values for their participation in society?

Karen O ’Sullivan taught on a team basis for two hours a week with the other lecturer (the present 
researcher). Her interview took just over an hour and thirty minutes and the transcript contains 
approximately 15,200 words.

See Tremblay (1957: 689), Johnson, Buehring, Cassell, and Symon, (2007: 25) and Calantone and 
Di Benedetto (2007: 7) for further details on these points.
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after the CLP and ‘those changes could be either positive or negative and w(uld 

certainly influence the way they developed and progressed ftjrther’. She says thai no 

one ‘expressed regret at having done it or ... that they didn’t come away with s(me 

new knowledge about themselves ... about the way they worked or about the thngs 

they knew’.

13.2.2.1 Subjects

She refers to some of the subjects they learn. She discusses time management lere 

and says ‘most students never write ... an action list ... what tasks needed to hapen 

first and by what ... deadlines’. However, she says they begin ‘to learn the 

consequences of ... events’ through their project experience. She also indicates tiey 

learn management, project management, risk management, networking, and hov to 

develop alternative scenarios.

13.2.2.2 Integration

Students, she says, learned to ‘think outside the box’. She feels that they ‘very ofen’ 

learn other subjects ‘in boxes’. However, when they do the CLP they ‘realise’ hat 

they have to use ‘more than one subject ... [to] achieve an end result’. In this way.the 

CLP creates ‘the bridges ... between the boxes’ because, it takes ‘the core subject) ... 

and ... [links] them’. She says it ‘forces them’ to conceptualise the links between 

subjects ‘in order to achieve their ... project’.

They therefore ‘integrate’ the knowledge, principles and theories learned in different 

subjects and she feels the process is a bit ‘like doing a jigsaw puzzle’. Puttirg it 

another way she says they take the ‘pieces and fit them together to create . . a 

different picture ... perspective or ... a new task ... in order to accomplish an overall 

project’.

13.2.3 Values

On values, she feels that ‘each student was individual and what they came away vith 

was different’. However, she makes a number of general points here. First, she sa^s it 

improves ‘their confidence ... self-esteem ... [and] self-respect’.

13.2.3.1 Behaviour

She talks here about how they become better able to manage themselves because hey 

became ‘more temperate’ and have ‘the rough comers eased off them’. She feels 

there is a ‘strong 'me' generation’ out there. As a result, people today tend to say .oich
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things as ‘what's in it for me mate’, ‘I ’m always right’, ‘when I demand something 

I’m given it’ or ‘the teacher will see me through’.

She also refers to how students learn practical things about ‘good and ... bad 

behaviour’. This she says is ‘a little bit of ethics’ but she feels it is also about 

‘protocol’, ‘etiquette and ‘politics’. She says the ‘experience teaches [you] how to ... 

create a good impression ... for yourself and ... your project’ and says however, that 

while ‘some students leam very quickly ... others don’t’.

13.2.3.2 Tolerance

She also feels that the experience tends to change attitudes. This is ‘because they 

begin to see a perspective beyond their little bubble ... their safety zone’. It is also 

because ‘they are exposed to other societies and cultures ... to people not so 

fortunate’.

As a result, they become ‘conscious o f their surroundings’ and are ‘no longer isolated 

... [or] privileged’. All o f this ‘allows them to be more temperate in their attitude ... 

and ... more tolerant’.

13.2.3.3 Empathy

They also ‘begin to develop ... empathy for other people ... an appreciation that ... 

not everything is always black and white and that what they believe to be right doesn’t 

always follow for someone else’. In this respect, she feels that ‘they begin to see ... 

and ... understand the grey areas’.

13.2.3.4 Service Spectrum

The original motivate for taking CLP can, she feels, be self-interest since for example, 

there is no exam."^^  ̂ However, when they get going they tend to become involved in 

the project and ‘become more aware of the project and the reality’. By then some 

students have said to her ‘I really don’t care what mark I get because what I’ve 

achieved is much more important’. Therefore, although they may ‘start out with a ... 

selfish focus ... by the end of the journey the student ... is now focusing on the 

outcome for ... other people’. They are now thinking ‘am I going to get ... the 

speakers ... sell the tickets ... raise enough money?’

She says they stop thinking ‘am I going to be the biggest, the best and the most 

wonderful’ and start thinking about ‘how much can 1 achieve to help this particular 

charity’. In this way, they start focussing ‘on what they achieve for somebody else’.

Some students prefer to avoid exams where possible.
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Therefore, what they value in the project can change from a selfish to a less selfish or 

more caring perspective reflecting aspects we discussed on our service spectrum.

13.2.3.5 Valuing others 

Finally, she says they begin to ‘value other human beings ... [and their] contribution’. 

In addition, she talks about how they ‘learn about the value o f the connection 

[between] people’ and ‘begin to realise and value others ... human dignity and 

equality’.

13.2.4 Teaching Method

In spite o f the diversity o f  student projects she feels we can talk about the CLP ‘as a 

subject ... an approach or ... teaching method’. She refers to a number o f  issues here. 

She says the students are ‘dependent on their ability to think on their feet’ and 

‘participation in their learning’ is a challenge for them. This is because o f  the tradition 

in secondary school o f telling students ‘what to learn’. Here ‘we expect them ... to 

recall ... infonnation ... analysis it ... evaluate it and ... that philosophy is ... 

strengthened or reinforced in third level’.

By contrast, CLP gets students ‘involved in their own learning’. She feels that ‘when 

you have ownership o f something you are much more positively influenced and 

motivated by it’. She feels students ‘involved in their learning ... are going to come 

out far better than’ those who sit and passively ‘soak up inform ation’.

13.2.4.1 Challenging

She says it is very different to most other methods and is very tough. She says ‘it is 

very interactive’ and it can be ‘emotionally’ demanding and ‘time consuming’.

13.2.4.2 Practice

She talks about the practical aspect o f the CLP. She says that the students have ‘been 

given an opportunity to begin to put the theory into practice, and the more practice the 

stronger they are going to become obviously’.

13.2.4.3 Learning Responsibility

She talks about how it encourages students to become more responsible for their own 

learning. Here she says they tend to work hard ‘at making sure that it happened’ 

normally producing a ‘hundred and ten percent commitment, which is something 

rare’. In this context, she says ‘ownership was a huge element’ and ‘if  something 

went wrong ... they w eren’t going to blame the ... lecturer ... it was there’s, and

See chapter 4.
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ultimately the outcome was their responsibility’. For this reason, she says ‘attendance 

was extremely good ... they never missed’ class. In addition, they tend to work at 

their report ‘constantly’ and always hand it in ‘on time’.

She feels ‘the Japanese ... philosophy about loss of face’ was important here and feels 

‘the students ... were never going to let this fail ... because they couldn’t blame 

somebody else’.

Finally, she says ‘no student ever, to my recollection, expressed regret at having done 

it or ... felt that it was a waste o f time or that they didn’t come away with some new 

knowledge about themselves or about the way they worked, or about the things they 

knew, that they didn’t appreciate having learned’.

13.2.4.4 Emotional Involvement

She also talks about the importance of the emotional aspect o f learning and says that 

‘students need ... to feel what they’re learning ... to learn it’. She feels they are for 

example, ‘removed from’ a case study because ‘they can make a decision about the 

case ... but the impact has no affect on them’.

She also says that in the CLP ‘we can’t control ... the emotional learning the student 

has ... we have no way of controlling how that’s going to take place’.

13.2.4.5 Freedom

Finally, she talks here about the freedom of the method. Here she refers to how it 

gives ‘them the freedom to develop and to learn’.

13.2.5 Preparation

She also talks about how it prepares them for the work force and society.

13.2.5.1 Work

Concerning the work force, she says ‘that all students have a part time job so ... 

before they even come to third level education [they] know about the work 

environment’. However, these jobs are often ‘mundane’ such as ‘clearing tables or 

washing ... dishes’. The CLP by contrast, ‘gives them a taste o f ... authority which ... 

[can give] them the inspiration, the motivation, to aspire to becoming ... manager ... 

[or] CEO o f an organisation’. This experience helps them ‘realise ... there is a light at 

the end of the tunnel’ because they have had ‘a taste [of] being the boss’.

Following the experience she says that ‘some o f them want’ to be a manager and 

‘some of them don’t ’ and are ‘quite happy being an assistant’. She also says it helps 

to clarify aspects of their career planning. This is because some found they were better
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able, for example, to plan ‘as opposed to doing the presenting ... closing ... or ... 

running o f  the event’. This experience helps them ‘realise ... what their particular 

forte is ’.

As a result, the student can perform better at an interview. She says they can say, for 

example, ‘I enjoyed [the] planning ... financing ... marketing ... advertisement’ or 

‘the implementation was brilliant ... I was on a high all day’ or ‘I came up with the 

innovated ideas, but I couldn’t follow through on it’.

13.2.5.2 Society

She says it is relevant to preparing students for society because it ‘strengthens ... 

values and attitudes’. It also gives them ‘a bigger appreciation for the community’. 

They are ‘more conscious o f what exists out there ... their blinkers have been taken 

o f f .

13.2.5.3 Volunteering

Finally, she says ‘it puts them in a better ... position to ... step forward to contribute’ 

in the future. Since it gives ‘them some exposure’ to volunteering then ‘if  they were 

inclined to volunteer in the future it wouldn’t be ... totally ... alien’ and ‘it might ... 

help them to volunteer’.

She explains this by saying ‘if  you ask someone to volunteer for something that they 

have never done ... before they ... [might] say no because they [might] be 

uncomfortable in that foreign environm ent’. However, if  they have ‘done the CLP in 

college they might be more inclined to say 'oh yes 1 did something like that in college 

there’s no reason why I can’t do it again” . However, she warns that the relationship 

between cause and effect is not simple and it is not certain ‘that this is going to make 

them more socially responsible’.

13.2.6 Difficulties

Finally, she talks about some o f the difficulties facing the CLP. First, she refers to 

how challenging it can be.

13.2.6.1 Challenging

She talks here about the challenge, not just to the student, but also to the lecturer. Here 

she says the student is continuously learning and is like a trapeze artist with the 

lecturer ‘spotting all the time to catch that student ... don’t let ... the trapeze artiste 

fall’.

13.2.6.2 Consistency
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She also talks about the challenge of being consistent. She says ‘you need to be fair to 

every student’. However, ‘every ... situation will be slightly different and ... you have 

to be seen to be fair ... do you give this person more time than that person or ... are 

you available to everyone o f them equally’.

13.2.6.3 CLP infrastructure

She talks about the lack o f a supporting infrastructure for the programme to ‘back up 

both the teaching staff and the students’. Here she suggests ‘there should be a work 

room for students and staff where they go and ... have access to [project resources]’. 

In addition, she feels ‘different projects have different ... elements that need to be 

addressed’ and argues that it would help if ‘expert knowledge’ could be made 

available to the lecturer. Following a query to elaborate this important point, she 

suggests that the extra resources should be made available to CLP students 

particularly during class time or formal meetings with the lecturer(s) as follows:'**̂ '̂

• The internet, email, and where necessary printing and photocopy, local telephone
495call facilities, and if necessary the use of CLP headed paper;

• Suitable work space where both students and the lecturer(s) can discuss the projects; 

She argues that class rooms have not always provided the ideal environment for this 

type of activity;

• Professional advice and support for students and lecturer(s); She feels this could be 

drawn from within the Institute or elsewhere -  including for such things as support 

on Gardai vetting, insurance, application for licences and permits, child awareness 

protocols, first aid and so on."̂ ^̂

13.2.6.4 Team teaching

She suggests there is a case for using team teaching so that different teachers with 

different skills can ‘complement each other’. She says it can be a ‘strain on one 

individual ... I don’t know if one individual [can have] all of the skills’. She feels that

The comments below are based on an email sent to the author by the key informant on the 30 
October 2007.

The first three items are presently available in the computer labs and low cost photocopying is 
available in the library. There are no CLP student telephone facilities (except in some class locations 
where staff phones have on occasion been provided on a courtesy basis for important calls).

CLP smdents have called on the advice o f  a variety o f  institute staff including the School office, 
teachers, tutors, heads o f  department, chaplains, counsellors, sports officers, careers officers, the 
students union, housekeeping, general administration, AV services, the porters, IT, the Community 
Links Programme, the Institute’s medical staff, the Erasmus office. This point however, argues for a 
more structured support system than the one which exists.
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‘because there’s so much being pulled in together here the responsibility is probably 

better ... shared’.

13.2.6.5 Modularisation

Modularisation provides the CLP with a challenge because she says it ‘has a tendency 

to [put] everything neatly into ... boxes and you pick and choose ... [whereas] the 

whole concept o f CLP is pulling (the) bits and pieces together ... from different 

subjects’. She feels that this particular ‘hurdle ... will have to be overcome’.

13.2.6.6 Dissatisfaction

Finally, she mentions that some ‘students were ... unhappy’ with the CLP and ‘did 

not see the rosy picture’. Following a query to elaborate this point, she says that:'*^^

• Many students have lived relatively sheltered lives and are often unaware o f  the 

hardships or poverty faced by others within their own society. This set o f  modules 

can broaden their awareness o f such realities and can increase their understanding o f 

different social groups in society.

• Many students have come from relatively privileged backgrounds and this module 

often demands they face the hardship o f the real world where disappointment is 

common place. In this respect, she feels it may sometimes be the first opportunity to 

deal with significant failure or disappointment. For example students have had to 

abandon different projects because they could not get insurance, Garda clearance, or 

school hospital support for their idea. They then have to develop a new one.'*^  ̂ In 

some cases students may have been disappointed with elements o f their project. 

Here for example, they may not have achieved an adequate turnout in their charity 

walk or awareness seminar despite putting a lot o f  time and effort into the project.

13.2.7 Summary

We now summarise the results from the key informant interview. Although students 

took different things out o f the CLP, she mentions a number o f common outcomes. 

First, they learn time management. They also learn management, project and nsk  

management, networking and how to develop alternative scenarios. In addition, they 

learn to think ‘outside the box’ and leam to integrate subjects from elsewhere in the 

course.

The comments below are based on an email sent to the author by the key informant on the 30 
October 2007.

Project failure has normally happened early in the semester and often before a project proposal has 
been submitted or passed. There has then usually been time for students to develop an alternative.
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They leam values such as confidence, self-esteem, self-respect, protocol, etiquette and 

‘a little bit o f ethics’. They also leam tolerance and empathy, and their motivation 

tended to become somewhat less selfish where they begin to value others.

On teaching method, she refers to the challenging nature o f the CLP and the 

importance o f practical element. She also says they tend to become more responsible 

for and emotionally involved in their learning. In addition, she talks about how it 

assists students in preparing them for the work force and society.

Finally, she discusses some of the difficulties facing the method. Here she refers to its 

challenging nature for both student and lecturer and about the need for consistency. 

She also talks about the need for a stronger infrastructure to support it and makes 

some suggestions. She advises that team teaching may be preferable to a single 

lecturer model and talks about the challenging of operating it in a modular system. 

She also mentions how some students were dissatisfied with the outcome.

We now discuss the results of the exam data analysis.

13.3 Grade Analysis

We now analyse CLP grades between the 2001-2 and 2006-7 academic years and 

compare them against the average student grade for the relevant year and course. 

During this period, the CLP was taken 200 times with a yearly average o f 33.'*̂ ^

13.3.1 Methodology

The exam grades below are extracted from the relevant examination results in the 

faculty exams office. The data were analysed using Excel. Other relevant points are 

referred to in the material below.

13.3.2 CLP Grades

The average CLP grade during this period was 66.37% with a 14.89% coefficient of 

variation (CV).^°° As the table below indicates, the average annual CLP grade varied 

during this period from 61.16% to 70.1% and the CV from 8.91% to 21.21%.

The average grade of the 33 CLP students interviewed for this study was 62.8% with 

a coefficient of variation of 14.8%.^®* Therefore, those interviewed had a slightly 

lower grade than the 2001-2006 average and a slightly higher CV.

CLP was taken only in semester 1 o f  the academic year during this period.
M y thanks to Stuart Wilson and his colleagues in the exams office for their help and advice. See 

http:- intranet.dit.ie/mis2/FAOs/Banner%20FAOs.htm#linkl A for information on the DIT’s web based 
information source that contains among other things the relevant exam results used.
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Table 13.1: CLP Grades (%)

2001/2 2002/3 2003/4 2004/5 2005/6 2006/7 Av. Interviewees

Number 12 20 21 65 45 37 33.33 33

Average 65.67 70.1 68.95 67.26 61.16 65.05 66.37 62.79

Coeff. of Var. 8.91 11.19 14.38 15.65 18.09 21.12 14.89 16.90

The above data are graphically displayed below. The CLP grades are in the left-hand 

column and the CV values in the right.

2001/2 2002/3 2003/4 2004/5 2005/6 2006/7 AVER INTER.

Figure 13.1: CLP Grades (%)

13.3.3 Comparisons

The CLP annual average grades above can be placed in context by comparing them to 

the annual average grade for the relevant year and course of the CLP student cohort 

during each o f these years.

Table 13.2: Comparison of CLP Grades with Overall Grade Averages (%)

YEARS 2001/2 2002/3 2003/4 2004/5 2005/6 2006/7 Av.

CLP A verage 65.67 70.1 68.95 67.26 61.16 65.05 66.37

The calculations are based on the original data. The figures in the table below are rounded up to the 
nearest 0.01%.

The annual grade average is composed of the following (listed by course code and year). 2001/2: 
FT:401/3, FT:401/4, FT:402/3 and FT;402/4; 2002/3: FT:401/3, FT:401/4, FT:402/3 and FT:404/3; 
2003/4: FT:401/3, FT:401/4 and FT:402/4; 2004/5: FT:401/3, FT:401/4, FT:402/2, FT:402/3, 
FT:402/4, FT:405/2 and FT:405/3; 2005/6: DT:411/3, DT:412/2, DT:408/2, DT:408/3, DT:401/3 and 
DT:401/4; 2006/7: DT:408/2, DT:413/2, DT:411/3, DT:412/3, DT:412/4 and DT:41 IH.
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Overall Average 57.69 58.41 57.74 58,21 56.07 56.04 57.36

Absolute Difference 7.98 11.69 11.21 9.05 5.09 9.01 9.01

Relative Difference 14.00 20.02 19.42 15.55 9.07 16.09 15.70

The average CLP grade at 66.37% is 9.01% higher than the overall average o f the 

CLP student cohort at 57.36%. The difference during this period varies from 5.09% in 

2005/6 to 11.69% in 2002/3.^°^

The above comparison is graphically displayed below. The CLP grades are on the left 

and the overall averages are on the right.

2001/2 2002/3 2003/4 2004/5 2005/6 2006/7 AVER.

Figure 13.2: Comparison of CLP Grades with Overall Grade Averages (%)

The CLP grade differential o f over 9% above is worth identifying here. This is 

particularly the case in the context of everything else we have found out about the 

CLP from both the interview analysis in this chapter, the student interviews in chapter 

12 and the documentary analysis in chapter 11.

13.4 Conclusion

We can now summarise our findings. According to our analysis of the key informant 

interview and the exam data the CLP can enable learning that generates and/or 

enhances students’ knowledge and values as follows.

First, according to the key informant, the CLP can enable learning that generates 

and/or enhances students’ knowledge. Here they learn time management, 

management, project and risk management, networking and how to develop scenarios. 

In addition, they leam how to integrate subjects from elsewhere in the course.

The relative difference is 15.7% and this varies from 9.07% to 20.02%.
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Supporting these findings the grade analysis indicates that the CLP student on average 

scores just over 9% more than the overall average o f the relevant year and course of 

the CLP student cohort. This means the CLP students do better on the CLP modules 

than the overall average grade for all subjects and all modules^'^'* over the period. 

Second, according to the key informant the students learn such things as confider.ce, 

self-esteem, self-respect, protocol, etiquette and a ‘little bit o f ethics’. In addition, they 

learn tolerance, empathy and begin to learn to value others.

Third, as in chapter 11 and 12, we analyse comments on the teaching method issue 

because o f its relevance to the above knowledge and values questions. Here the key 

informant says they become more responsible for their own learning and emotionally 

involved in the process.

She also discusses some o f the difficulties facing the method. Here she refers to its 

challenging nature and the need for consistency. She also talks about the need fcr a 

stronger infrastructure to support it. She advises that team teaching may be preferable 

to a single lecturer model and talks about the challenging o f operating it in a modular 

system. She also mentions how some students were dissatisfied with the outcome. 

Finally, she talks about how it assists students in preparing them for the work force 

and society.

Including the CLP modules.
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CHAPTER 14: DOES THE CLP ENABLE LEARNING? (Evaluation Of 

Findings)

We now summarise the findings in chapters 11 and 12 and triangulate them with the 

chapter 13 findings. We then evaluate and validate our findings. Finally, we consider 

our findings in the context of the literature review.

14.1 Findings

First, we consider the chapter 11 and 12 findings by summarising the results fi'om 

both chapters. This is done by summarising the individual totals for each outcome in 

chapter 11 and 12. The results are then expressed as a percentage of the overall total 

of transcripts and interviews in both chapters - 71 in all.^°^

Having discussed these summary results we then cross check them with the key 

informant and grade analysis findings in chapter 13.

14.1.1 Knowledge

The average knowledge outcomes fi'om both chapters are, in order o f magnitude, as 

follows -  communications, team/group, organisation and management learning. The 

main knowledge learning outcomes are summarised on the figure below.

l l i i i
Comm. Team Org. Mgt. Time Event Interp. Negot. Project Network

Figure 14.1: CLP Knowledge Outcomes {Vo of 71 interviews)

Communications with 49 students or 69% of the total and team/group at 48 or 68% 

are consistently the two most common findings in both chapters. These are followed 

by organisation with 38 or 53% and management with 27 or 38%.

As w e saw this comprises o f  38 in chapter 11 and 33 in chapter 12. 
The average percentage findings are noted on the Y axis.



Next are time management at 32%, event management at 31%, interpersonal at 28%, 

negotiation at 25%, project management at 23% and networking at 21%.

These are followed by risk management at 17%>, self-knowledge and self-learning at 

15%, planning at 10%> and leadership and life skills both at 7%.^^*

To enhance our understanding o f these results we again group the findings under the 

people skills and subject related learning categories.

14.1.1.1 People Skills

Knowledge categories that indicate a strong people skills element are 

communications, team/group, organisation, interpersonal, negotiation, networking, 

and leadership. This grouping has an average result o f 39%>.

14.1.1.2 Subject Learning

Knowledge categories that are linked to an identifiable subject or subject component 

are communications, team/group, organisation, management, time management, event 

management, negotiation, project management, networking, risk management, 

planning and leadership. This grouping has an average result o f 33%, which is slightly 

below the people skills result.

14.1.1.3 Other Learning

The remaining categories are self-learning, self-knowledge and life-skills with an 

average result o f 11 %.

Therefore, when we group the findings under these three headings we find that the 

knowledge categories indicating people skills learning is slightly greater than those 

relating to subject leaming.^^^

However, only some o f  the subject learning relates to theory learning in class or 

through studying the course theory at home or in the library.^''’ Much o f the theory 

learning in CLP is learned through project practice and reflection. The concept o f 

praxis is useful to consider here.

14.1.1.4 Praxis

This is a Greek word meaning action. However, in line with Aristotle’s reasoning the 

term is most often used to refer to the combination o f theory and action (Totikidis and

The management result is significantly due to its high position in chapter 12 where it comes third in 
contrast to joint eight in chapter 11. This change could reflect a different interview approach between 
both chapters, a change in how the CLP is run or other factors.

Self-learning appears only in chapter 11 and planning, leadership and life skills only in chapter 12.
As before, we caution that this finding is based on a rudimentary categorisation o f  the knowledge 

outcomes.
The CLP foundation theory for example is project and risk management, networking and 

negotiation.
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Prilleltensky, 2006: 48). Seng agrees. She says praxis implies an ‘integration of theory 

and practice . . . combining reflection and action’.^"

Praxis can therefore be defined as the process by which theory becomes part of lived 

experience. Rather than theory just being learned at the intellectual level in a 

classroom or library, it is also experienced and realised in the real world. This 

learning process is then enhanced by reflection, for example, on the theory already 

learned.

Nora links theory and practice as follows. She says ‘a lot o f stuff you do in other 

lectures ... goes over your head’. However, by being ‘practical with something you’ll 

always remember it’. She says you learn theory ‘to help you through your project’. 

Amy talks about learning theory by linking it to practice. She feels that the theory 

‘probably would have went completely over my head’ had she not ‘found it relevant’. 

However, because she could relate the practice to the theory and say ‘oh I did that’, 

and ‘oh I need to do that’ she could learn much better.

When she was writing her report ‘it made me look back on say what 1 did and how I 

dealt with things ... and think 'oh well god that actually was negotiation'. Whereas, 

while I was actually doing it I just thought I was talking to people’.

Lucy refers to ‘working directly ... with the theory’ She says when you ‘practise 

something you absorb it, better than just sitting there constantly reading over ... your 

notes’. She says ‘you can learn about organisation skills’ theoretically ‘but until you 

practise them you’re not going to fully understand them’.

Finally, Asdis talks about ‘theoretical time management’ and says that ‘I’ve seen 

obviously the theory before’. However, she admits she did not learn time management 

until she experienced the ‘benefits o f actually managing time’ while doing her project.

14.1.1.5 Key Informant

The key infonnant concurs generally with the above findings. First, she says students 

learn subjects such as time management, management, project and risk management 

and networking. Second, she says they learn to integrate subjects from elsewhere in 

the course.

14.1.1.6 Grade Analysis

See Seng quoted in Totikidis and Prilleltensky (2006: 48).
The above benefited from Mentoring fo r  D octoral Student Praxis-Centered Learning: Creating a 

Shared Culture o f  Intellectual Aspiration  by Max Stephenson and Rachel Christensen located at 
http://www.ipg.vt.eda'Papers/Mentoring NVSO 2.pdf on the 20 June 2007. The final edition o f  this 
article is forthcoming in Nonprofit and Voluntary Sector Quarterly. See 
vvww.uan.vt.edu faculty stcnhcnson.html located on the 19 October 2007.
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The grade analysis does not tell us what knowledge or subjects they learn or how they 

integrate theory with their practice. It only tells us that the CLP grade is 9% on 

average more than the overall average o f the relevant year and course. To the extent 

that high grades reflect successful learning we can say that the grade analysis, limited 

and all as it is, supports the knowledge findings above.

14.1.2 Values

We now summarise the values findings and display the findings on the figure below.

60  1 

50 -  

40  -  

30 -  

20  -  

10 -  

0 -

Confidence Care Understanding Responsibility

Figure 14.2: CLP Values Outcomes (% of 71 interviews)

The average values outcomes from both chapters are, in order o f magnitude, as 

follows -  confidence with 41 students or 58%, care for others with 35 or 49%, 

understanding at 42% and responsibility at 35%.

14.1.2.1 K ey Informant

The finding that 58% refer to improved confidence is corroborated by the key 

informant in that she indicates that students learn such things as confidence, self

esteem and self-respect.^'^

The finding that 49% indicate care for others is supported generally in that she talks 

about the impact on values and/or motivation as students move through the CLP. 

Although originally they may have been driven by self-interest later on this may 

change to less self-interest and more concern for others. Finally, she refers to hov>̂  

they learn to value others.

The finding that 42% indicate a greater level o f understanding o f other people has also 

some support from the key informant. Here she talks about students becoming more 

tolerant and developing empathy^''*.

Confidence, self-esteem and self-respect have related meanings. Confidence is a synonym for both 
self-esteem and self-respect in the Encarta World English Dictionary. See Microsoft (2007).
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The finding that 35% indicated greater responsibihty is supported by her in that she 

talks about CLP students becoming more responsible. Here she says it was their 

project and ‘ultimately the outcome was their responsibility and I think because they 

had projected what they were going to do they worked hard at making sure that it 

happened’.

Finally, she comments on improvements in behaviour and refers in particular to 

learning ethics, protocol, etiquette and politics. We did not directly analyse these four 

items in the above figure. However, there are indications o f these in the 33 

interviews.^

14.1.3 Teaching Method

We now consider the results on teaching method and summarise the findings on the 

figure below.

75 -1

E n jo y a b le  C h a l le n g e  P ra c t i c a l  Im p a c t  DIff W o r ld  T h e o r y  F re e d o m  B a la n c e  R e s p o n s .

Figure 14.3: CLP Teaching Method Outcomes (% of 71 interviews)

The average teaching method findings are as follows -  CLP is enjoyable for 50 

students (70%) and challenging for 47 (66%). Then 41 (58%) refer positively to its 

practical element and 28 or 43% indicate its impact on them. Next 24% refer to how

Empathy is the abihty to identify with and understand somebody else's feehngs or difficuhies. One 
o f its main synonyms is understanding (Microsoft, 2007). A number o f the interviewees indicate 
greater tolerance. For example, Ellen, Theresa and Mary talk about becoming more tolerant. Lynn talks 
about becoming ‘more tolerant and less judgemental o f people and their situations’.

Nora says you ‘have to deal with things properly and professionally’ since you are ‘out there in the 
real world dealing with professional people’. She talks about the right and wrong concerning how 
children are treated and says that ‘things like th a t ... you don’t think it’s right’. Lucy found she ‘had to 
be quite professional’ on her project. Cathy says she learned how to ‘conduct myself and be more 
professional’ and operate in ‘business more ethically’. Susan talks about how she can now ‘deal with 
people in a more ,.. professional way’. Elena says ‘I’m very happy with the way we conducted the 
project’. Cormac says ‘you’ve got to be professional in your approach if  people [are] going to take you 
seriously’ and that it is ‘alm o st... on the line o f ethics’. Asdis talks about finding out about ‘the right 
way o f going about things’ and says, ‘there’s even school politics here, booking an office, things like 
that, and this is something that was identified in the ... negotiation part o f the theory’.
Finally, Mandy says ‘you could have ... all the qualifications in the world on your CV’ but she says ‘if 
you don’t have the right attitude there’s no point hiring’ you if  you are 'not going to be an asset to your 
company’.
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the method brings then into contact with a different world and 20% indicate their 

engagement with the theory element o f the method. Finally, 14% refer to the freedom 

o f the method, 13%> to the balance it provides in the course and 8% to the learning 

responsibility it encourages.^

14.1.3.1 Key Informant

The key informant concurs with elements o f these findings. She notes that the CLP is 

challenging not just for the student but also for the teacher and refers to the need for
517more support. In addition, she comments on the practical nature o f the method. 

Finally, she indicates that students become more responsible for their own learning 

and emotionally involved in the process.^'*

14.1.4 Preparation

The issue o f work preparation is dealt with in chapter 12 and in Kieran in chapter 11. 

By combining both these results, we conclude that 70% indicate its relevance to work 

preparation.^'^

The issue o f preparation for society is only dealt with in chapter 12. Here we find :hat 

35 students or 16%  indicate it is relevant. By contrast 12%> indicate it is not. In
520addition, 55% o f transcripts say it will encourage them to volunteer, 9% say it 'vill 

not and 6%  say it depends.

70 -  

60 -  

50 -  

40 -  

30 -  

20 - 

10 - 

0 -

Society W ork Volunteer

Figure 14.4: CLP Work and Society Outcomes (% of 46 interviews)

The latter three findings occur only in chapter 11.
She also advises that team teaching may be preferable to a single lecturer model and talks about :he 

challenge o f  operating in a modular system.
She does not refer to the different w orld  finding. This is not surprising since this finding seems more 

pertinent to the consciousness o f  students than teachers.
Kieran’s work preparation resuh was 85%. To compensate for this being the only such finding ir 

chapter 11, we subtract it fi-om the 67% in chapter 12 and divide the result by three -  giving us 6. We 
then add the 6 to 67% giving us 73% giving us a weighted result for chapter 11. The average o f  13°/) 
and 67% is 70%>, which we use above. Despite our arbitrary weighting, we can at least argue we are n et  
overstating the work preparation result.

Or 82%) o f  those asked or who independently bring it up.
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14.1.4.1 Key Informant

The key informant concurs in general with the above findings in that she talks about 

how it assists students to prepare for the workforce and society.

On the workforce, she says it gives them a taste of authority and can give them the 

motivation to aspire to becoming a manager or CEO of an organisation. In addition, 

the experience helps them realise their particular work forte.

On society, she says it ‘strengthens ... values and attitudes’ and gives them ‘a bigger 

appreciation for the community’.

14.2 Evaluation

We evaluate our findings by considering the documentary material, the student 

transcripts and interviews, the key informant interview and the grades.

14.2.1 Documentary Material

First, the findings in chapter 11 are based on an analysis o f documentary transcripts. 

Yin states that documents are likely to be relevant in every case study (2003: 85). 

However, the material here is drawn from the analysis o f three different studies. 

Consequently, its analysis requires a translation o f meaning across the three studies.

To help avoid difficulties here we use a standard methodological and reporting format 

to analyse the transcripts from each o f the three studies. This includes the use of 

quotations, outcomes/findings concepts, data and tables, and a standard reporting 

format that includes the four thematic areas.

14.2.2 Student Inten’iews

Second, interviews are the most effective means of gathering feedback and yield the 

richest data according to McClelland (1994: 28). However, our discussion in chapter 

8 o f the quality o f our data sources indicates the need for caution with this type of 

self-report methodology.

For example, Eyler argues that self-report is a relatively weak measure of cognitive 

outcomes and can confuse student satisfaction with the actual learning itself (2000: 

13). She suggests we should instead develop measures that require students to show 

evidence of their new learning, rather than rely on their opinions. However, in spite of
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her suggestion she admits that developing such measures is something that cognitive 

scientists have been ‘struggling with for some time’ (Eyler, 2000: 13).^ '̂

Third, interview findings reflect the capacity of the interviewees to explain their CLP 

experience in ways that can be understood and analysed by the researcher. This may 

be affected by such random factors as how well they are that day, how strong was 

their recall and how focused they were during the interview. It may also be affected 

by the interviewer’s capacity to explain the questions clearly.

Fourth, the findings in chapters 11 and 12 may also be influenced by the repertory of 

concepts available to the interviewees in the course being pursued. No one mentions 

for example, Christian values although one could argue that these could be easily 

linked to the helping of others aspect o f projects. Similarly, no one mentions 

economics although the need to utilise scarce resources is relevant to all project 

activity. However, if  the CLP was part of the religious education degree in Mater Dei, 

or the economics and management one in Cardiff University, Christian values or 

economics may have appeared in the findings.

Fifth, the concepts used are not always as watertight as the results seem to indicate. 

For example, the distinction between event and project management learning may not 

be as robust as the findings imply. This is because some interviewees may just as 

easily have considered that their project gave them event management knowledge as 

project management knowledge depending on their understanding and use o f the 

terms.

Even within a particular course, concepts may come and go. Take event managemsnt 

again. This concept has become more commonly used in the faculty since 2005 A 

significant change here was the introduction o f an event management degree in
C O -5

September 2005. The original interviews for chapter 11 took place before this cate 

(where it scored 18%). Students may have mentioned it more often in the present 

study (45%) partly at least because they are in an environment where the term is in 

greater use.̂ "̂̂  Thus, enviromnental or societal factors may affect the types of leam ng

Steinke and Buresh also refer to the need for cognitive outcome methodologies. However, they 
likewise admit to their being difficulties with such methodologies (2002: 5).

See www.materdei.ie/prospective-students undergraduate/MD401.php (also includes music) and 
http:/ coursefmder.cardiffac.uk/undergraduate/course/detaiI/482.html both located on 8 May 2008.

Although an event management module has been running since 1997, event management moved 
centre stage when the degree started in September 2005. See 
h im : w w w .d it ie. P I T  lo u r is in l 'o o d  lio sn ila lilv  D T 4 1 3 .h tm l.

The level o f  event management learning however, also reflects the type o f  CLP projects. Project.' 
with events are more likely to contain event management learning than those with only small event
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identified. For example, if  the same questions were asked 10 years ago or 10 years 

hence some o f the learning concepts used for the exact same projects, course content 

and experiences might be different.

Sixth, the findings reflect the researcher’s capacity to interpret the concepts used by 

interviewees. This was not always an easy task. For example, when interviewees say 

they learn communications, it was not always easy to identify whether they developed 

more communications knowledge, better skill, or some combination o f both. 

Therefore, it is sometimes difficult to discern whether learning outcomes refer to 

knowledge, skill or a combination o f both.

The challenge o f trying to avoid conceptual disentanglement and blurring is however, 

not just to do with the linguist and conceptual capacity o f analyst and interviewee but 

can also relate to the distinctiveness of the words them.selves. Locke in a chapter on 

the ‘imperfections o f words’ refers to ‘how the very nature o f words makes it almost 

unavoidable for many of them to be doubtful and uncertain in their significations’ 

(1824: 6). We need not go this far to agree that the words available to both the 

researcher and interviewees are not always as watertight and conceptually distinct as 

we would wish.

Seventh, the fmdings in chapter 12 reflect the students’ capacity to answer questions 

in the context that they are being interviewed by their lecturer. There are a number of 

safeguards here. First, the interview protocol contains safeguards. For example, the 

invitation letter mentions ‘I will interview you in my role as a researcher and not as a 

teacher. For this reasons it is your opinions and views which are valuable, not mine or 

anyone else’s’. The letter also contains an outline o f the study, guide questions and 

interview protocol. It informs the potential interviewee ‘you are an autonomous 

research participant and are respected for your opinions and insights’. Finally, the 

consent form signed by both the interviewer and interviewee asks inter alia ‘Do you 

understand that you are free to withdraw fi-om this study - at any time; without giving 

a reason for withdrawing; without affecting your future relationship with the 

Institute’.

In addition, the interviews were conducted to encourage people to answer questions 

candidly. For example, interviewees were reminded at the start o f the interviews o f 

the importance of their views, regardless o f whether these were negative or positive.

activity. However, this factor does not appear to explain the noticeable difference between this and the 
earlier studies.

369



In addition, the interviewer remained vigilant throughout the interviews, about how 

his role could affect replies.

However, a concern still arose during the analysis o f the transcripts with the 

unexpectedly high level o f enjoyment indicated by the CLP. Had some o f the 

interviewees, consciously or unconsciously, tried to please the interviewer with their 

answers despite the above safeguards? Certain points indicate otherwise.

First, the high level o f enjoyment in chapter 12 (76%) was corroborated in chapter 11 

(74%). Second, some o f those making positive comments also made negative ones. 

Third, some who mentioned economics (also taught by the interviewer) did not spare 

him their attitude to the s u b je c t .T h e re fo re ,  all the indicators available tell us that 

the interviewees spoke candidly in spite o f the fact that they were interviewed by their 

lecturer.

Eight, taking the CLP is not like taking medicine. It is not a remedy or a cure. It is a 

place, method and process where students are given certain advice, information, and 

learning opportunities, and which, depending on their experiences and response, will 

or will not lead to certain learning outcomes. These outcomes are not caused effects. 

Their occurrence depends on many things including the students’ engagement with 

the module.

The outcomes also depend on the tendencies, background, character, or insight 

students bring to the module and the happenings they engage in and allow to take 

shape.

The CLP therefore provides certain structures, processes, patterns, and opportunities, 

which students can then respond to in particular ways. To this extent, can it generate 

particular learning outcomes.

Ninth, the question about the CLP’s impact on participation in society on occasion 

caused difficulties o f  understanding. Where this happened, the question was clarified. 

Finally, taking all o f the above into account we must remember that the statistics and 

tables provided indicate approximate results based on the best judgem ent o f the 

researcher -  nothing more. When we say for example, that 85% indicate team/group

Sometimes, for example he queried positive CLP comments. He often found however, that such 
queries normally drew an even firmer comment in the original direction.

For example, Susan said ‘I learned a lot more from it. .. than ... econom ics’. Cathy said CLP is 
‘vital, more [so] than ... econom ics’. Drya said ‘w e’re not going to be writing essays on economics ... 
in the workforce ... w e’re going to be doing something like this’. Finally, Mandy refers to economics 
as ‘painful stu ff. Not all comments on economics however, were negative. The point here is that the 
interviewers did not appear to tailor their comments to please the interviewer. They appeared to be 
telling it as it was.
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learning this is based on the best interpretation o f interviewees’ statements. This 

figure is therefore based on numerically aggregating the calculated results of simple 

statements such as, ‘I learned to work better in groups’ or ‘I learned team skills’. 

Alternatively, it may have been based on findings divined from what the student says 

about things that relate to teamwork learning. Thus, the data and related tables are the 

quantitative outcomes o f qualitative indications.

14.2.3 Key Informant

The key informant findings in chapter 13 face a number o f challenges. First, the use of 

a key informant has ‘occasionally been criticised’ where ‘information is obtained 

from only a single individual, who might be insufficiently knowledgeable’ (Calantone 

and Di Benedetto, 2007; 7).

However, our key informant is sufficiently knowledgeable and passes both the 

internal consistency and productivity tests of Tremblay (1957: 693). She passes the 

consistency test because her material is internally consistent with much o f the material 

in chapters 9-13. She also passes the productivity test because the transcript indicates 

that she can explain a great deal about the topic.

Second, although she has not being involved directly in teaching the CLP since 

January 2004 she has kept abreast of general developments. Third, the findings 

sometimes do not exactly match the chapter 11 and 12 findings -  for example, she 

does not exactly corroborate the knowledge outcomes o f 11 or 12. This is not a 

problem since first, she was a teacher and not a student and second she corroborates 

the general finding of this and other questions.

14.2.4 Grades

Grades are regarded by some as important indicators o f achievement. For example, 

research indicates that teachers, students, parents, and employers feel that grades 

provide a useful measure of knowledge, motivation, and achievement (Pollio and 

Beck, 2000: 100). In addition, students can view ‘their college careers in terms o f the 

learning they attain, the grades they receive, or some combination o f the two’ (Pollio 

and Beck, 2000: 84).

However, some have argued that high grades may not tell us a lot about how well 

students do in the workplace or for that matter even in college (Pollio and Beck, 2000: 

100). Allowing however for the fact that higher CLP grades tell us something 

important we have still the following points to consider.
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The finding that the CLP student on average scores just over 9% more than the overall 

average of the relevant year and course of the CLP student cohort must be treated 

cautiously for the following reasons. First, the researcher grades the CLP and this may 

affect things. However, the researcher is part of an examination system that uses 

external examiners to, where necessary, check or suggest changes to exam grades. 

Second, the CLP grading instrument is not the same as the grading instrument in other 

modules. Here students have to complete a detailed report on their project. Other 

modules have a variety of grading instruments and direct comparability is therefore 

not possible.

In addition, the following points are worth considering.

14.2.4.1 Coefficient o f  Variation (CVf^^

The CV is used to measure the dispersion of a set o f data. We use this measure 

because the average CLP grade varies each year. However, our CV measures may 

not always be robust enough.

Some suggest that a CV above 16.7% should be interpreted with caution. If this is 

correct, the 14.89% CV for the 2001-6 period indicates the 200 CLP grades are 

reasonably robust samples. However, the 2005/6 and 2006/7 CLP grades need to be 

treated with some caution.

14.2.4.2 Class size

The CLP has relatively small class sizes. Is this the cause of the higher CLP grade? It 

is difficult to give a clear answer one way or the other. If we look at the literature for 

advice, we find that there is a considerable debate on the issue.

Some argue that small classes can contribute to higher grades. For example Nye, 

Hedges and Konstantopoulos suggest ‘that small classes in the early grades lead to 

higher academic achievement’ while admitting that ‘it is not yet clear’ how this

This contains a number o f  analytical and evaluative tasks. For example, it requires a conceptual 
analysis o f  the project. It also requires an evaluation o f  such things as the project’s impact, themselves 
as project operatives and the CLP itse lf Based on this they then make recommendations for their own 
se lf  development and for the CLP. See Appendix I for more details.

This is the standard deviation expressed as a percentage o f  the mean (see 
http://hqcp.mdsvstems.com/cgi-bin/hqCGLcgi?select=inConcepts located on 28 February 2007).

If the annual CLP data all had the same average, the one with the largest standard deviation would 
have the greatest variation. However, since the averages differ, we have to use the CV to measure 
dispersion (see http:/ business.clavton.edu ariomand/business/B.html located on 30 March 2007). A 1% CV 
result indicates that an estimate varies slightly due to sampling error, while a 50% result indicates the 
variation is relatively large and the estimate should be considered very imprecise (see 
http://www.nustats.com/Glossarv.htm located on 30 March 2007).

See http.7/www.phac-aspc.gc.ca/publicat/dic-dac2/english/55appendix a e.html located on 4 April 
2007.

The 2005 CV is 18.09% and the 2006 one is 21.12%.
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happens (2000: 146, 150). Others argue that large classes ‘for most subjects ... resuU 

in lower performance’ and suggest that ‘students ... perform less well in larger
532classes’ (Gibbs, Lucas and Simonite, 1996).

However, not everyone agrees that small classes result in higher grades. Some suggest 

‘that capable teachers are able to promote student learning equally well regardless of 

class size’ (West and Woessmann, 2003: 62). In addition, WoBmann doubts ‘whether 

class-size reductions ... boost student performance’ (2005: 484). He also feels that 

‘class-size effects may differ by grade’ and that it may be ‘important for children who 

begin learning, but no longer later on’ (WoBmann, 2005: 484). Others concur. For 

example, Hoxby (2000: 1239) states that ‘class size does not have a statistically 

significant effect on student achievement’.

Finally, Glass and Smith say ‘the problem with class size is the research. It is unclear. 

It has variously been read as supporting larger classes, supporting smaller classes, and 

supporting nothing but the need for better research’ (1979: 2).^^^

14.2.4.3 Attendance

Students generally attend most if  not all CLP classes in contrast to many other 

subjects. Is this the cause o f the differential?

Some say ‘attendance does matter for academic achievement’ (Durden and Ellis, 

1995: 345). Although Hammen and Kelland found that ‘regular attendance was 

helpful in a statistical sense’ they found it ‘was not a decisive factor’ in learning 

(1995: 105). They conclude by suggesting that teachers ‘who believe that full 

attendance and rapt attention at their lectures are critical to the success of a course 

should re-examine the basis for these beliefs’ (Hammen and Kelland, 1995: 108).

14.3 Validity

We now discuss the validity o f our findings in chapters 11, 12 and 13. We consider 

this in the context o f our research philosophy as discussed in chapter 7 and validity in 

chapter 8.

14.3.1 Findings

Based on a HTML article with no page numbers available.
In spite o f  this statement, Glass and Smith eventually come out in favour o f  the small class approach 

( 1979: 15).
School wide attendance data are not available. However, anecdotal evidence among teaching staff 

indicates that attendance elsewhere is not at all as high as the CLP. In addition, attendance on all other 
subjects taught by the author has been consistently lower (management or enterprise development 
classes) or much lower (economics) than on the CLP.
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When we restate our research questions as propositions, we obtain the following 

findings or generative mechanisms:

The CLP can enable learning that generates and/or enhances students ’ knowledge for  

work life and the economy.

The CLP can enable learning that generates and/or enhances the following knowledge 

outcomes for work life and the economy in order o f  significance:

Communications, team learning, organisation, management, time management, 

interpersonal, event management, negotiation, project management and networking. 

These are followed by risk management, self-knowledge, self-learning, planning, 

leadership, and life skills.

In addition, 70% indicate its relevance to work preparation.

The CLP can enable learning that generates and/or enhances students ’ values for  

participating in society.

The CLP can enable learning that generates and/or enhances the following values for 

participating in society in order o f significance;

Confidence, care for others, understanding and responsibility.

In addition, 76% indicate its relevance to preparation for society. We also found that 

55% o f the transcripts indicate that the CLP will encourage them to volunteer again, 

Running alongside these findings and supporting them are the teaching methods 

results. This indicates that students found it both enjoyable and challenging. In 

addition, the experience made an impact on at least some o f them and to a lesser 

extent introduced them to a different w o r l d . C o m m e n t s  on its practical nature were 

greater than its theory learning although our discussion o f praxis provided some 

balance here.

To generalise the two findings above we restate them as propositions:

The CLP can enable learning that generates and/or enhances students ’ knowledge for  

work life and the economy.

The CLP can enable learning that generates and/or enhances students ’ values for  

participating in society.

Or 82% o f  those asked or those who independently bring it up.
There are also some indications o f  improvements in behaviour, ethics, protocol, etiquette and 

politics. These issues were brought up by the key informant and were found to have some support in 
the interviews.
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These two propositions are analytical generalisations and allow us to state that the 

CLP can enable learning that generates and/or enhances students’ knowledge for work 

life and the economy and for participating in society.

14.3.2 Criteria

The validity of these propositions is confirmed by the following criteria.

•  Complex Social Phenomenon with Causal Powers
Our case study methodology lies within a critical realist view of the world.

Within this world, the CLP can be regarded as a complex social phenomenon 

with causal powers referred to as generative mechanisms.^^’

•  Internal Validity
The study has successfully identified generative mechanisms that are internally 

valid within the limits of the case study method and the subjects we use.

•  External Validity
The conclusions are externally valid in that we make analytical generalisations 

with the above two propositions.

•  Construct Validity
We have established correct operational measures for the concepts being studied

as discussed in chapter 8.

•  Quotations
We have used a relatively large number of direct quotations to improve 

methodological trustworthiness.

•  Protocols
We used robust data collection protocols and a recording and coding schema.

•  Triangulation
We triangulated across four different data sources with our case study method. 

This internal triangulation is externally supported by the provision o f a case study 

data base for other scholars to check the findings and by the peer review process.

14.4 Literature Context

Having summarised, evaluated, and validated our findings we now reflect on them in 

the context of our literature review. We do this by considering them under the 

knowledge, values, teaching method, and preparation results.

14.4.1 Knowledge

This was referred to as the first vahdity criteria in chapter 8. The other ones where relevant follow  
below.

These fit into the critical realism paradigm and replace the cause-effect relationships o f  positivism.
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Knowledge and skills learning were classified as advanced forms o f learning in our 

literature review. The review refers to the evidence for personal and social learning 

from service-learning (Eyler, 2000: 11). This matches our results where we found that 

39% on average indicate an improvement in various people skills.

Howe\ er, our literature review indicates that there are reservations about the value of 

service-learning in teaching academic content (Eyler and Giles, 1999: 58). Our 

findings are interesting in this context.

First, we noted that subject learning comes in at 33% only 6% less than the 39?/o for 

people skills. This finding however, is based on a rudimentary categorisation of 

learning outcomes and we should not put too much store by it. A more substantial 

finding is under our teaching method analysis. Here we found that only 20% refer 

positively to theory learning in the CLP. This indicates that the level o f  engagement 

with the theory element o f the module is low.

Howe^■er, this is not the end o f the affair. Our discussion o f praxis indicates that 

theory learning can be considered an element o f  lived experience. Rather than the 

theory being just learned at an intellectual and disengaged way in and around the 

classroom, it can be experienced and realised in real activity. However, theory 

learning through praxis depends on such things as reflection, effort and engagement. 

The level o f  theory engagement increased from 11 % in the earlier studies to 45% in 

the present one. This may indicate an increasing engagement with the theory because 

o f how the modules are now run.

The title o f the modules may have some small effect on the level o f theory 

e n g a g e m e n t .W h e n  a student picks the CLP based on its title, they pick a module, 

which in itself is bereft o f subject c o n t e n t . A l t h o u g h  therefore the CLP Foundation 

delivers project and risk management, networking and negotiation this is not evident 

in the title. If therefore the CLP titles were changed to say Project Management 

(Service-Learning) and Leadership (Service-Learning), the subject content would 

stand out for the student from day one.^'^' As this is not the case at present, students

This issue was not investigated in the interviews.
This is in contrast to all or most other modules where the title indicates the subject -  for example, 

marketing or communications.
This is the more common way to identify a service-learning course — by calling it by the subject it 

delivers.
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have to be informed in the lectures that they are in fact studying project management, 

etc.^^2

14.4.2 Values

Learning values was classified as an example o f development learning in our 

literature review. The findings indicate that the biggest values impact is on increasing 

student confidence at 58%. This is followed by increased care for others at 49%, 

understanding at 42% and responsibility at 35%.

That confidence shows a greater outcome than care for others may be partly because 

some CLP projects provide students with little or no direct contact with those in need. 

For example, awareness projects based around running seminars or charity fundraisers 

tend to have less direct contact with people in need in contrast to those that involve 

visiting old people’s homes or helping children with their homework.^''^

Therefore, those indicating that the CLP helped them to develop a greater 

understanding of, and care for others, may have had more direct experience o f  

working with those in need. By contrast, those whose projects had less direct care 

experience may have had less opportunity for such values learning. Regardless o f this, 

a capacity for understanding others, being responsible and caring for others, can be 

considered strong service values that support participation in society.

14.4.2.1 Service Values Spectrum 

That the confidence finding is larger than the care for others result may also be 

because the capacity to care for others requires some level o f  self-confidence. Bach 

and Turbet argue that caring requires confidence. In addition, they suggest that ‘self- 

care is a prerequisite for caring for others’ (Bach and Turbet, 1982: 131). White 

supports this view by saying that ‘when you attend to the needs in your own life, you 

are then fi-ee to concentrate on caring for others’ (2004: 34).

This point and the above findings prompt the idea o f a service values spectrum, which 

may help us link the values learning components. This spectrum is not in any way 

proven by the findings but is stimulated or generated by the writer’s reflection and the 

findings.

The above name changes were submitted for approval to the School in 2007 but were rejected by 
both the management subject team and the School. My thanks to Edward Zlotkowski for advising me 
on the proposed name change.

Except where students visited the beneficiary as part o f  their preparation for their event. For 
example, students involved in a fundraising event for the Children’s Sunshine Home integrated a 
number o f  visits to the home as part o f  their preparations.
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This suggests that people who gain self-confidence are in a better position to take on 

responsibility. Those in turn with both a measure o f self-confidence and a sense of 

responsibility may be better able to understand others. Finally, people who are self- 

confident, responsible and understanding of others may be better prepared to care for 

others.̂ '*'*

Service Values Spectrum

Self-Confidence ... Responsibility ... U nderstand ing .. Care for Others

Figure 14.5: Service Values Spectrum

14.4.2.2 Serx’ice Impulse Spectrum 

Our literature discussion on service states that the defining ingredient of service is the 

impulse that drives it. This impulse can extend from an underdeveloped form with a 

large self-concern component to a developed form where there is a large charity 

element.

Service Im pulse Spectrum

Self -  concern Mixed Charity

Figure 14.6: Service Impulse Spectrum

Thus, student service activity can initially contain a significant component o f self- 

concern but may progress ulfimately to a deep concern for others as indicated by 

charitable intentions or actions. In between, we can have a mixture o f intentions 

varying from a large self-concern and low caring impulse to a low self-concern and a 

high caring impulse.

Our transcripts do not allow us to identify the locafion of interviewees on this 

spectrum. In other words, we cannot be sure why they helped others and what their 

intentions were at the outset. However, the development of the service impulse 

spectrum was an important part of the conceptual clarification process. In this context

Confidence on its own may o f  course be linked to selfishness. However, this is much less likely the 
case when it is supported by a sense o f  responsibility and an understanding o f  others.
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it could be considered part o f the construct validity process referred to earlier in this 

chapter and in our discussion o f validity in chapter 8.

14.4.3 Teaching Method

Students found the CLP enjoyable (70%) despite the high level of challenge (66%) 

they faced. Its practical nature appeals to many (58%) and it has had a significant 

impact on some (39%). Some indicate it brings them into contact with a different 

world (24%). Others engaged strongly with the theory (20%) and refer to the freedom 

it provides (14%). Finally, some say it offers a useful balance to the range of teaching 

methods available (13%) while others refer to the learning responsibility it encourages 

( 8%).

14.4.3.1 Learning in Service-Learning

Marchel states that the learning in service-learning ultimately results from ‘a chaotic 

melange of events’ in situations not entirely under the lecturer’s control (Marchel, 

2003: 16). More pointedly, Eyler says that although most studies use ‘service- 

learning’ as the predictor variable this covers ‘dramatically different experiences’ 

(2000: 12). In addition, the student’s ability to handle the service tasks and learn from 

them can be significantly affected by circumstances in his/her own life.

These points find resonance in the CLP, where students for the most part pick their 

own volunteering projects. Our research indicates, in line with the above, that students 

can have significantly different project experiences. Even those in the same group can 

do different things and have different exp erien ces.T h erefo re , there is no evidence 

of a standard experiential learning task in the CLP. However, despite this variety of 

experience, we have identified common learning outcomes and opinion in our 

analysis o f the transcripts.

14.4.3.2 CLP Identity

Despite the different learning experiences, we idenfified the CLP as a phenomenon in 

chapter 9 and in this context we can talk about the CLP as an entity. We have also 

discussed the nature o f service-leaming in chapter 4 and concluded in chapter 10 that 

the CLP syllabi are distinctly service-leaming in nature. While, therefore, agreeing 

with both Marchel and Eyler about the ‘dramatically different experiences’ we have

For example, two students who shared a careers project, referred to different knowledge learning. 
Two others who were involved in a Special Olympics project referred to four different knowledge 
items and to significantly different values learning. (These examples are taken from transcripts in 
chapter 11).
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identified the CLP as a clearly defined phenomenon and incorporated it under the 

general service-leaming umbrella.

14.4.3.3 Enjoyment/Motivation 

In relation to the enjoyment finding, our literature discussion on mofivation tells us 

that students with an individual or intrinsic interest in something, enjoy it more, 

persist at it longer, and learn more. It was also suggested that enjoyment can enhance 

learning. This line o f argument suggests we should provide more learning 

opportunities that stimulate interest, attachment and enjoyment so students persist 

more and learn better.

According to Hidi this may be a difficult task requiring ‘individualised programmes' 

(2001: 203).^“*̂  However, this is not really a problem in the CLP where students can to 

an extent, individualise their projects by choosing and developing them to suit their 

interests.

Motivation can also be improved by what is referred to as situational interest. On this 

point, we note that a significant number o f interviewees indicate they found the 

practical situation based nature o f  the project attractive.

The findings indicate that many students are intrinsically motivated by the method 

since they exhibit some at least o f the affective traits mentioned by the literature -  

fun, enjoyment, happiness and the like. '̂*  ̂ This point is interesting in the light of 

Ottewill’s comment that extrinsic motivation is much more common in business and 

management education. The CLP is embedded in a variety o f applied business 

management courses. It is also located in an educational institute that places a 

significant emphasis on the vocational element o f its role.^"^* In spite of this, Ottewill’s 

call for teaching and learning to become more joyful, passionate and engaging is met 

to some extent in this method according to the findings.

Hidi’s talks here about the difficulties faced in individualising her own reading classes.
We analysed the 38 transcripts from chapter 11 to identify other indicators o f  extrinsic and intrinsic 

motivation and found relevant comments from 16 interviewees. Indicators o f  extrinsic motivation were 
discovered in 63% o f  these. For example, one said ‘1 was very happy with my ... mark’. Another said it 
‘had an impact. It [teaches] you to be effective in your work’. In addition, 31% indicate a mixture o f  
extrinsic and intrinsic motivations. For example, one felt ‘you got more than a mark out o f  it’ and 
another that ‘you get a really good grade as w ell’. Another said ‘you can give yourself a grade ... it 
makes more o f  a difference than the actual grade itself at the end o f  the day’. Finally, one says ‘it was 
never about getting a grade, it was always about the project ... you should do it i f  you want it, not for a 
grade’ indicating an intrinsic approach.

The Institute combines ‘the academic excellence o f  a traditional university with career-focused 
learning and preparation for productive leadership roles.’ It also provides an ‘education that will 
prepare you for a leading-edge career'. See www.dit.ie/PIT/about/index.html located on 19 December 
2007.
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The literature also suggests that ego or task oriented goals are important for 

motivation. However, the literature is not conclusive on which of these particular 

goals improve learning. However, it is possible that those who picked the CLP 

because they thought it was an easy option had to take a task oriented approach in 

order to survive what in effect turned out to be an unexpected challenge.

14.4.3.4 Knowledge in Use

The literature tells us that students provided with knowledge through classroom 

learning often fail to apply the information in real life. Cognitive scientists refer here 

to the difficulties of developing ‘knowledge in use’ in a ‘de-contextualised’ classroom 

and propose that students should be given the opportunity to learn in complex 

situations where they can actively construct knowledge (Eyler and Giles, 1999; 8). 

The transcripts indicate that students construct knowledge actively in the complex 

reality o f their real life projects.

The literature review also discusses institutional, formal, on-the-job and situated 

learning. The transcripts indicate that the formal classroom learning in the CLP can be 

contrasted with the experiential, situated, and on-the-project learning of the 

volunteering activity.

14.4.3.5 Integration Through Practice

Vaill argues that experientialists are often disappointed with the teaching of leadership 

and management subjects in universities. This he feels is because teachers have 

broken the subjects into elements with various experiential exercises in the hope that 

students can integrate things themselves. Things do not happen this way according to 

Vaill.

He feels there is a learning leap from the parts to the whole that the learner has to 

make. However, the learner can really only make this leap ‘when he or she directly 

does the thing that has been taught’ (Vaill, 1996: 70). There is some evidence in the 

transcripts that the CLP provides the opportunity to experience integrated learning. 

This integration is facilitated through the experience o f carrying out a real project and 

integrating it reflectively with course content and classroom learning -  through praxis. 

Many of the transcripts referred positively to the practical nature of CLP and a small 

number compared it favourably to the other major experiential methods on their 

course.

14.4.3.6 Tenting
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The literature review talks about education as tenting. The CLP is part o f  the 

institutional system, which allows students to be temporarily protected from, me 

better prepared for, the significant challenges o f life after college. However, the 

tenting or protection around the CLP is less secure than the standard teaching method 

In this respect, it more closely follows Dewey’s point that learning is part o f life and 

not just preparation for it (Conner, 2004). Students are challenged by the CLP, me 

their projects can, as in life, fail.

14.4.3.7 Challenging Experience

Our literature discussion on experiential learning is interesting in the context o f how 

challenging students find the method. Here Kolb says that learning is a ‘tension- xnd 

conflict-filled process’ (2000; 323). In a similar vein, Bannon and Cannon say tha: to 

learn is to suffer (1997: 8). In addition, Vaill tells us that the world is full o f  surprises, 

and tends to produce novel, ‘m essy’, and ill-structured problems that are often costly, 

and can recur (1996).

Bruner also states that discovery through experience is necessary for ‘real possession 

o f knowledge’. However, in spite o f this he concludes that discovery learning car be 

‘too time consuming to be used efficiently’ in e d u c a t i o n . T h e  transcripts indicate 

nonetheless, that some discovery learning can effectively take place within the 

curriculum through the CLP.

14.4.3.8 Balance

In relation to the finding that some feel it contributes to a balance o f methods, Kolb 

suggests a more balanced approach to learning by referring to the need for the 

university to provide ‘multiple learning m odes’ and incorporate experiential learring 

elements with the traditional learning method (1984: 205).

In a related context, he also says that the modem emphasises on comprehension views 

‘with suspicion the intuifions o f  subjective experience’ (Kolb, 1984: 108). He feels 

that the proper approach to the creation o f knowledge is to have knowledge o f 

comprehension provisionally tested against apprehension and vice versa.

CLP students can be considered to have gained knowledge through a process o f loth 

apprehension and comprehension. Much o f the apprehension would have occurred in 

the experiential learning during the project activity.

14.4.3.9 Different World

See Bruner in Kidd for the above two quotations (1973: 180-181).
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The research also indicates that the experience brought them into contact with a 

different world. Sandy and Holland contrast the world o f college with that of 

community partners as ‘different worlds’ (2006: 30). Battistoni identifies students 

referring to their different world experiences in service-learning. Here for example, 

one was ‘surprised at seeing such a different world a few blocks away from the 

campus’ (Batttistoni, 1997: 36).

14.4.3.10 Impact and Meaning

We found that 39% indicate that the CLP has had an impact on students by helping 

them to realise certain important things, giving them insight or having meaningful 

experiences.

The literature indicates that certain experiences (relationships, autonomy, 

vulnerability in others, conflict and mortality) have an important impact on meaning- 

making. In this context, the new experience for some at least of autonomously running 

their own projects and encountering vulnerable others provided an opportunity for 

meaning-making.

This indicates that the CLP provides some at least with the opportunity to learn 

through meaningftil experiences. Our literature review also mentions Senge’s 

metanoia. This refers to a deeper experience than mere acquisition o f knowledge or 

skill and involves a fundamental shift of mind (Senge, 1993: 13). It can also mean a 

fundamental change in character or way of life. On this, one student mentions ‘it has 

had a big impact on who I am and what I am now’.̂ ^̂  This quote indicates some type 

of important change in this particular student. Others too indicated significant 

impacts.

14.4.3.11 Learning Maturity

Following our discussion of andragogy, we refer to Nadkami who talks about learning 

maturity. This refers to such things as the learner’s prior knowledge of the subject 

area and past learning experiences (Nadkami, 2003: 337). He suggests that learning 

occurs in steps, each building on the simpler material that went before.

This idea suggests that students who are less experienced learners are more ‘subject 

centred’. These may be relatively more dependent learners with less capacity for self

directed learning than those with more experience.

This student took the CLP twice.
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N adkam i’s ideas find some echoes in the transcripts. For example, one refers to the 

need to be ‘mature enough’ to benefit from the method and a ‘little more 

developed...than... in first or second year’. Another says, however, that learning 

maturity is not particular to the CLP method but is also relevant to the more 

traditional teaching methods.

14.4.4 Preparation

In all, 70% say it is relevant to work preparation. An important issue here is skills 

learning.

14.4.4.1 Skills Learning

The literature indicates that employers are placing increasing emphasis on personal 

skills and feel technical skills are more easily trained in (Dench, 1997:190-2). Stucies 

o f hospitality management refer to the importance o f  such skills as people 

management, communication, interpersonal, and team-working skills (Connoly md 

McGing, 2006 and Raybould and Wilkins, 2005).

This matches our results where 39% refer to the CLP’s development o f  people 

interaction skills. In addition, time management, self-learning and self-knowledge 

skills (21% on average) can be said to relate to a person’s ability to self-managt as 

referred to in the Australian study mentioned (Raybould and Wilkins, 2005).

An even larger proportion (76%) indicates it is relevant to preparing people for 

participating in society (with 55%> indicating it encourages future volunteering).

14.4.4.2 Social

The literature review refers to the development o f the self as being pre-eminertly 

social. Here the social process is prior to the processes and structures o f  individual 

experience. There is no evidence o f this broad process in the transcripts. However, 

there is some small evidence from the documentary transcripts o f learning from others
552and learning in a social context.

Therefore, there are some indications in the transcripts that some learning is at least 

social or socially shared. To the extent, however, that there is such evidence it seems 

to better support Chickering and Reisser’s more limited idea that friends and reference

These comments are taken from the documentary transcripts o f  chapter 11.
Four o f  Kieran’s transcripts refer to the importance o f  small group  teaching methods for learning 

from other’s opinions. This refers to the classroom element o f  the CLP or small class numbers in otler 
pedagogies. Another said ‘I learned how to listen to others, to comprise and negotiate a result in a 
difficult situation.’ A similar point was made by another who said ‘in CLP you learn about yourself ind 
others, something which many other subjects would not teach you’.
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groups can amplify, dampen, or distort the impact of the curriculum (Chickering and 

Reisser, 1993). Indeed one interviewee, in seeming contradiction to the broader social 

process argument, states that the CLP is ‘a learning for yourself experience’ indicating 

that it can almost be considered a private affair.

14.4.4.3 Society Context 

Our literature analysis considers the society wide context within which student service 

or volunteering takes place. This context can influence the interest in service and 

consequently the level that actually occurs.

Here we found that such developments as enterprise culture, the dominance of the 

economy in life, and the narcissism reflected in such trends as the culture o f celebrity 

and entertainment and previously the pop art movement may weaken the service 

impulse among students. This approach indicates that some students at least inhabit a 

society that expects ease rather than effort and encourages individualism rather than 

connectivity and integration. These aspects o f our society offer little or no 

encouragement to service. In addition, some also feel that the dominant principles 

underpinning tertiary education instil individualism, materialism and competition. 

However, not everyone agrees with this situation and some write about the great 

longing in society for community while others argue that community is essential for 

both the individual and society.

On the issue o f a societal encouragement o f a life of ease, the transcripts indicate that 

some students may have indeed chosen the CLP because they thought it was an easy 

option. In addition, there are indicators from the transcripts o f the development of an 

‘enterprise o f the se lf (Du Gay and Salaman, 1992: 628-30). This relates to the CLP’s 

encouragement of such traits as self-reliance and personal responsibility.

However, the language used in the transcripts does not contain any significant 

economic terms nor any indication o f an economic or enterprise perspective among 

the interviewees.^^'* Nor are there strong indicators of a narcissist analysis o f students’ 

own experiences or intentions on the CLP.

Taken from one o f  the chapter 12 transcripts.
We used the following search terms in our transcript analysis -  economy, econom ic, entrepreneur, 

enterprise, cost, money, competition, competitive, market, customer, earning and the symbol €. Money 
was found in different transcripts. However, it was mainly used to explain the output o f  the 
volunteering project rather than anything else. Competition was only mentioned twice and only once 
referred to anything akin to a self-serving activity where a group had to be competitive in advertising 
its event. Compete was not found in any o f  the transcripts and competitive was only mentioned once to 
say that one o f  the nice things about the CLP was that it was not competitive. Market and marketing 
was mentioned once in relation to marketing a project or in relation to a marketing job or course. No
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14.4.4.4 Centring

We discussed the idea o f personal centring. Here we saw that learning is facilitated by 

personal motivation, confidence, a sense o f  purpose, and self-worth because it helps to 

generate the energy necessary for endless hard work. We often presume young people 

have these qualities even in the most difficult o f circumstances (Ranson 1999: 55). 

However, we should not take for granted the continual supply o f such characteristics. 

We found that the CLP has a significant impact on people’s self-confidence. Arising 

out o f our analysis, we tentatively suggest the concept o f a service values spectrum. 

This suggests that students who develop self-confidence can more easily take on 

responsibility and in turn may be better able to understand and care for others. If this 

is true, the achievement o f self-confidence is necessary for personal growth in these 

areas. In parallel to Ranson’s idea, we can say that the self-confidence developed in 

such things as the CLP can help to supply the energy necessary for continuous hard 

work in college and elsewhere.

14.5 Conclusion

Having summarised the findings from chapters 11 and 12 we triangulated these with 

the chapter 13 findings. We then evaluated and validated our findings. Finally, we 

reviewed our findings in the context o f the literature review.

The next chapter concludes our study.

mention was made o f  customer, client, earn, or earning except in relation to preparation for the w ork 
world. The above language o f  the economy was therefore missing from the students’ discussion of their 
CLP experience.

386



SECTION 5: CONCLUSION
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CHAPTER 15: CONCLUSION & RECOMMENDATIONS

This chapter summarises our findings and discusses the implications o f the research. It 

also makes recommendations for the future and concludes the study.

15.1 Introduction

This study sets out to examine the CLP as an example o f service-learning and asks the 

following key research questions.

Does the CLP enable learning that generates and/or enhances students ’ knowleige 

for work life and the economy?

Does the CLP enable learning that generates and/or enhances students  ’  values for  

their participation in society?

These questions are dealt with though an analysis o f a number o f data sources: 38 

student transcripts, 33 student interviews, a key informant interview and an analysis 

o f student grades.

15.L I  Service-Learning

Service-learning is a teaching method that contains a balanced integration o f 

classroom work and service activities. The academic learning, is assessed, not the 

service activity, by using academic artefacts such as reports, essays and presentaticns. 

It integrates the experiential learning from the service activity with the classroom 

learning by structured reflection. This integration helps to improve the understanding 

o f theory and breathes life into academic work.

The CLP is an example o f service-learning. It is used to teach project management, 

leadership and management consultancy. At the start o f the module the students are 

provided with the relevant management theory. In foundation level CLP for example 

they learn project management along with risk management, networking and 

negotiation. They are then required to set up, manage and run a volunteering project 

and are graded on a project report.

15.2 Findings

The study indicates that the CLP can enable learning that generates and/or enhan:es 

students’ knowledge and values for work life, the economy and for participating in 

society as follows.



Knowledge Learning: The CLP can enable learning that generates and/or enhances 

students’ knowledge such as communications, team learning, organisation, 

management, time management, interpersonal, event, negotiation, project 

management and networking. These are followed by risk management, self- 

knowledge, self-learning, planning, leadership and life skills. When we analyse these 

results we find that the knowledge categories relating to people skills are slightly 

greater than those relating to subject learning.

The key informant in general concurs with these findings in that she indicates that 

they leam CLP theory and learn to integrate subjects fi-om elsewhere in the course. In 

addifion, the grade analysis indicates that students’ scores on the CLP are, on average, 

higher than the overall average o f their scores on the relevant year and course.

Values Learning: The CLP can enable learning that generates and/or enhances 

confidence, care for others, understanding, and responsibility. The key informant 

indicates they leam such things as confidence, self-esteem, self-respect, protocol, 

etiquette, tolerance, empathy and begin to leam to value others.

Preparaiion for Work and Society: The findings indicate that the CLP is relevant to 

work and society preparation. The key informant in general concurs here and talks 

about how it assists students in preparing them for the work force and society.

15.L2 Context and Caveats

The above findings take place within the approximate philosophical context of critical 

r e a l i s m . H e r e  the CLP is seen as part of a partially closed social structure or system 

and operates within an open system where it is linked to other entities.

We notea number of possible caveats with the data used.^^^ These should be borne in 

mind when reflecting on the findings. In addition, the case study has no antecedent 

data and no equivalent case for comparative purposes. It is but a single in-depth case 

with fou: triangulated data sources as discussed in chapter 8.

Singularty however, is not necessarily a weakness. Although the very many pieces of 

informaton in this case may be tenuous on their own the overall result is relatively 

robust. Metaphorically, the process is like building a spider’s web with its myriad 

individual threads -  strong overall despite the apparent fi-agility o f each particular

‘Approximate’ context o f  critical realism because, as we said before, we do not regard it as a perfect 
research piilosophy.

See the discussion in chapter 7 on the CLP structure and structures and mechanisms.
See the evaluation o f  the data sources in chapter 14.
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item. The single case built in such a way can provide us with important information,
558advice or understanding. This is the promise o f analytical generalisation. Such a 

case is somewhat like a good parable. Those listening to it can learn much.

15.3 Implications of the Research

Third level education has an important role in our society and important 

responsibilities in this respect. In chapter 6 we found that it has a responsibility to 

facilitate knowledge and values learning that helps to better prepare graduates for 

work life, the economy and society.

The CLP ftjlly meets its educational responsibilities in this context on the basis of the 

findings. In this context it should be considered as a possible best practice model for 

suitable parts o f  the third level system both here and abroad.

15.4 Recommendations

We make the follow'ing recommendations:

15.2.1 CLP Model o f  Serx’ice-Learning

Educators and policy makers should consider the CLP model o f service-learning as a 

useful contribution to the balance and variety o f teaching methods available based on 

the evidence o f its contribution to knowledge, skill and values learning and to its 

capacity to help prepare students for the workplace and society.

Internationally the modules could be considered for adoption at undergraduate level. 

In the European context a three five ECTS set o f modules to teach p'oject 

management, leadership and management consultancy could be offered as an option 

on most relevant undergraduate courses. This would be most suitable where ccurses 

need students to learn about some or all o f these subjects, develop real project 

management, leadership and/or management consultancy skills and develop md/or 

enhance values for work life and participation in society. Where they become 

embedded at undergraduate level they might also be considered as basic models for 

the development o f suitable postgraduate modules on the area.

In all cases above however, it is important that such innovations are carefially planned, 

piloted, and evaluated.

15.2.2 Further Research

See our discussion o f  analytical generalisation in chapter 8.
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Researchers can draw research ideas from some of the limitations of this study as 

mentioned in chapter one. First, researchers can usefully carry out literature reviews 

of service-learning in other languages. Second, they could check and where possible 

extend the findings o f this study in other places and institutes. In this context they 

could investigate if  the findings here hold for CLP service-leaming modules at other 

times or places.

Finally, they could develop research projects on the basis that this study lacks a 

measure of prior abilities or characteristics for the student outcomes. Although the 

students indicate a variety of improvements in learning outcomes it does not have any 

such measures to help check the results.

15.4 Conclusion

The writer John Banville once said that all he wanted to do was make a small, 

finished, polished, object. He said he had ‘nothing to say about the world, or society 

. . . o r  anything else’ and felt he had nothing to communicate ‘apart from the object 

itse lf

His comments helped me realise the change 1 underwent while doing this study - from 

being the teacher to being the researcher and writer. In the end, I had nothing much to 

say about the topic. What I had to do however was discover what others had to say 

through a detailed research process. Having done this I simply reported the findings. 

These tell us that the CLP strongly engages students and produces a level of 

enjoyment, effort and learning that was unexpected. Despite its weaknesses, it meets 

its educational responsibilities to an extent that is probably unique in third level 

education.

In doing so, it provides students with the opportunity:

• To learn theory that is important for doing something real

• To carry out a real project that is all theirs, for good or bad

• To learn a complex mix of knowledge, skills and values

• To help others

• To survive a demanding but exciting subject

Thi s study provides those interested in education with the opportunity to hear about a 

subject that is at the cutting edge of what can be done.

S ee Banville’s quote at httpi/Zmarksarvas.blogs.com./elegvar/2005/06/were back from .html 
located on 18 July 2008.
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APPENDIX 1 -  CLP REPORT REQUIREMENTS

Title Page^*’’

Contents Page 

Executive Summary^*^

Background* - Why I  choose the CLP elective^^^
- Why I  chose my particular project

Introduction* Objectives; Beneficiaries;

Work Phases** Identify the project's criticqlAsyelopmenj phases.^^''

Analysis^^^** Do an analysis o f your project as follows:

1. Reflect on your course s.ulyects since first year and discuss where your project experience ha> 
given you a deeper understanding o f  your course material,

2. Reflect on the material discussed in this course and relate it, where usefiil, to your project 
experience.

3. Would your project have happened without CLP? If not why not?

4. If usefiil you can break your project into its planning, implementation and evaluation stage. Here 
you could discuss what you have learned about planning, implementation and evaluation of i 
project.

Evaluation** Please evaluate as follows:

1. Evaluate your project impact on the beneficiaries.
2. Evaluate your strengths,and. wea in doing professional project work and outline the lessom 

you have learned.
3. Outline the pros and. cons o f the C L P from your perspective.

.Recommendad^^ -Professional self development;

-Community Learning Programme 

.Ap_pendix Activity log; evaluation sheet

If possible - simple category heading for each wl 
critical phases work._______________________

NOTE: All material must be accurate, brief and to the point. Long-winded and poorly edited 
material is not advised. Type your report on A 4, font 12, single spacing. Appended material should b; 
the bare minimum.

Title (explanatory), author, group or individual project, date submitted, first or final draft.
Maximum 1/2 a page for the summary. Each section runs on to one another.
* 1 page per asterisk maximum. Pieces without asterisks are to be less than a page and where 

possible only a few lines.
Outline critical development phases from the start to the end including this report stage and include 

any project changes. Use your logbook to help you.
Even if  your project is a group project you are required to do your own analysis component althougl 

you may like to discuss with your group colleague your preparation for the earlier parts o f the report.
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APPENDIX 2 -  LETTER TO INTERVIEWEES

De:ar . . .
I ami carrying out research on the Community Learning Programme (CLP).
I w/ould Hke to interview you to hear your opinions of the programme.
Thte interview will be informal and relaxed. I will interview you in my role as a 
rescearcher and not as a teacher. For this reasons it is your opinions and views which 
are: valuable, not mine or anyone else’s.
I aittach for your information the study outline, question guide, and the interview 
process and protocol. I also attach the consent form.
If )you are happy to be interviewed please sign the note below along with the consent 
forrm.

Kimd Regards

Amto Kerins
Retsearcher

O u t l in e

Thte study investigates the following general questions:
• Does the CLP generate knowledge for work life and the economy?
• Does the CLP generate values for participation in society?

OLJESTION GUIDE
Bellow is an approximate guide to the type of questions I will ask:^^^
Inti rod u0ion_Q:
1. Did you learn or benefit in any way from the CLP?

2. What type o f things do you feel you learned from the CLP?

Sulbjects/cgncepjs^^
3. Did you leam any new subjects or concepts?
4. Did you leam more in any way about other subjects or concepts you have studied? 

Skiills:_
5. Did you leam any new skills?
6. Did it help change in any way skills you already had?

V.Q^M^s/attitudes:,
7. Did you leam any new values or attitudes?
8. Did it help change in any way values or attitudes you already had?

W.Q?rk;
9. Di d it help prepare you in any way for the general world of work?
10.. Did it help prepare you in any way for working in the hospitality/tourism or 

leisure sector?
11.. Did it help prepare you in any way for working in other sectors o f the economy?

Thes.e may be amended to improve clarity, etc.
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Society:_
12. Did it help prepare you in any way for participating in society (e.g. family life, 

community life, social life, spiritual life, etc)?

INTERVIEW PROCESS
I propose, subject to your agreement, to take the following approach;

a) Interview you at an agreed time and place;
b) Use the above question guide;
c) Add flirther questions if  necessary;
d) Answer any questions you may have during, before or after the interview;
e) Tape the interview and have it professionally typed; the transcript becomes my research property.
f )  Send you a copy o f the transcript by Email for your information.
g) The transcript will be used in my study; it will also become part o f my study’s case study 

database.^®’
h) Parts o f the transcript may be used to write up the findings o f my study. In this case I may 

incorporate material or quoted comments from the transcript in the relevant chapter o f my study. 
In doing so no reference will be made to your name or identity.

i) The case study database may also be used for other research by relevant scholars now or in the 
future. In such circumstances no reference will be made to your name or identify.

j )  Your name may be listed in the appendix or acknowledgements section o f  the study. It may also 
be listed in the publication which may arise from the study. If you prefer to have your name 
excluded in any o f  the above please state this below.

INTERVIEWEE PROTOCOL^̂ ^
As an interviewee:
• You can ask any questions you may have on the process;
• You do not incur any risks by being involved in this research;
• You make your own decision on whether to participate or not;
• You can decline to answer any question or part thereof;
• You can withdraw from the interview at any stage;
• You are an autonomous research participant and are respected for your opinions and insights;
• Any reference to your material will be made anonymously;
• The interview transcript will be held anonymously in the case study database;
• You are provided with a copy o f this agreement.

If  you agree with the above please sign below.

Agreement
I have been suitably briefed on the study and am happy to participate on the above basis.

I agree!disagree to have my name listed as in j) above.

Signatures: Dates:

Interviewee

Researcher

When the transcript is incorporated in the database it will make no reference to your name or 
identity.

This protocol is based on the Good Research Practice Guide (TCD: 2002).
Please ring your preference and delete the other option.
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CONSENT FORM (DIT)

R esearch er’s Name: Anto Kerins 
(use block capitals)______________

Title: Mr

Faculty/School/Department: School o f Hospitality Management & Tourism, Faculty o f Tourism & 
Food, Dublin Institute o f Technology

Title of Study:
Serv ice-Learning: A Hospitality & Tourism Management Education Case 

To be completed by the interviewee:

3.1 Have you been fully informed/read the information sheet about this study? YES/NO

3.2 Have you had an opportunity to ask questions and discuss this study? YES/NO

3.3 Have you received satisfactory answers to all your questions? YES/NO

3.4 Have you received enough information about this study and any associated health and 
safety implications if  applicable? YES/NO

3.5 Do you understand that you are free to withdraw from this study?

• at any time
• without giving a reason for withdrawing
• without affecting your future relationship with the Institute YES/NO

3.6 Do you agree to take part in this study the results o f which are likely to be published?
YES/NO

3.7 Have you been informed that this consent form shall be kept in the confidence
of the researcher? YES/NO

NOTE: Please delete YES or NO as appropriate in each case above and ring the relevant answer_____

Si gned_________________________________________ D ate____________________

Name in Block Letters:

Si gnature o f Researcher _____________________________  D ate__________________

Please note:
The researcher must sign the consent form after having explained the project to the subject and after 
having answered his/her questions about the project.
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APPENDIX 3 -  NOTE TAKING SHEET

Conficer.tial

Interviewee:________________  Date:_________ Location:_____________

Start Tim e:________________

Question Number^̂ ^

Sundry Comments:

End Time: Interviewer:

This is based on the numbers in the question guide in Appendix 5 except when the interview moves 
outside these questions. Such questions are marked by an * and the exact question is written down pnor 
to the answer. The interviewer uses extra numbered sheets to fill in the answer to the various questions.
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APPENDIX 4 -  CASE STUDY DATABASE

Thie contents o f  the case study database are as follows. 

Re:search M aten al: 
• C op ies o f  the 33 student interview transcripts
• A  icopy o f  the key informant interview transcript

Ac:cess^^‘
Thiis database can be accessed by writing to the Librarian, Faculty o f  Tourism and

C ’J ')

Fotoid, DIT, Cathal Brugha St., Dublin 1. Access is only available on site and to 
relievant s c h o l a r s . T h e  researcher in liaison with the librarian may make some or all 
o f it available to a scholar subject to suitability, confidentiality and available

574res>o*urces.

T he arrangements below relates to the situation as o f June 2008. Changes may be made following 
thait date. The librarian should be able to inform you o f the most up to date situation.

Y our letter must briefly outline why you need to access this database. On receipt o f  your request you 
ma y be required to complete a short application form which will ask for specific information.

Rtelevant scholar will be defined at a later stage. However, the applicant must have a PhD in a 
rekevant area and must be applying from an established third level institute or research organisation. 
Thtey must also sign any protocol forms as necessary.

Tlhis is not a standard library item. There may therefore be a cost involved in accessing the database. 
Thiis cost will reasonably reflect the expense involved in making it available.
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APPENDIX 5 -  THE 33 INTERVIEWEES

1. ELLEN Prim ary S ch o o l Support
2 . SINEAD H

3 NORA I t

4 . LUCY S econ d ary  S ch o o l Support
5 . A N D Y M

6 .  CORMAC A lc o h o l A w a ren ess  Project
7 , ASDIS
8 .  HOLLY F u n d ra isin g /A w aren ess for S ick  C hildren
9. JOAN ft

10. DEIRDRE N u rsin g  H o m e Support
1 1 .  l i n ” ^ N u rsin g  H o m e Support
12. Hao C h in ese  C ulture F estiva l
13. LEI II

14 . ZHU II

15 . MATT H o m eless  Project
16 ELENA 5k C harity C ancer W alk
17. EOIN C harity S o ccer  T ournam ent
18. GRACE R ape A w aren ess
19. TRACY II

20. ANNE C harity M akeup W orkshop
2 1 . SU SA N II

22. AM Y D rugs A w aren ess Project
2 3 . M ARY II

2 4 . THERESA (2)” '’ Prim ary S ch o o l Support &  
D rugs A w aren ess

2 5 . BILL (2) Prim ary S ch o o l Support & 
H o m eless  Y ou th

2 6 . LYNN (2) II

2 7 . CATHY (2) C ancer A w a ren ess  & Fundraising &  
5k C ancer C harity W alk

2 8 . M A N D Y  (2) C ancer A w a ren ess & Fundraising &  
Fun E ven ts for C hildren w ith  C ancer

2 9 . D U SA N  (2) C harity D in n er &  C harity B reakfast
3 0 . BRIDGET (2) F undraising for C h ild ren ’s H osp ita l &  

A lc o h o l A w a ren ess
31. LUCY(2) F undraising  for C h ild ren ’s H osp ita l &  

Fun E ven ts for C hildren w ith  C ancer
3 2 . AILEEN(2) S p ec ia l O ly m p ics  S w im ath on  &  

C harity B reakfast
33 . LINDA (2) II

Lin was the pilot interviewee. She took the CLP three years before the interview.
The (2) denotes those who at the interview date had already taken both foundation and intermediate 

CLP. The rest had taken it once.
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