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Section 1:

Service Learning Definitions and Principles

WHAT IS SERVICE-LEARNING?
Definition of Service Learning: 

Service-learning is community service activities that are integrated into traditional academic curricula.  Service learning allows “students to (a) participate in an organized service activity that meets identified community needs and (b) reflect on the service activity in such a way as to gain further understanding of course content, a broader appreciation of the discipline, and an enhanced sense of civic responsibility (Bringle & Hatcher, 1995, p. 112).

Service Learning is different from internships/practica, field education, community service, and volunteerism, although they share similarities (Furco, 1996).  One of the distinguishing characteristics of Service Learning is that it has a strong and well-balanced focus on both student’s learning and community service, which brings benefits to both the student and the site (see the Figure below).  
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Diagram for Distinctions among Service Programs (Furco, 1996)

Barbara Jacoby (1996) defined service learning as follows:

Service-learning is a form of experiential education in which students engage in activities that address human and community needs together with structured opportunities intentionally designed to promote student learning and development.  Reflection and reciprocity are key concepts of service-learning (p. 5) 

Principles of Effective Service Learning Pedagogy
1. Students in the class provide a needed service to individuals, organizations, schools, or other entities in the community

2. The service experience relates to the subject matter of the course

3. Activities in the class provide a method or methods for students to think about what they learned through the service experience and how these learning related to the subject of the class

4. The course offers a method to assess the learning derived from the service. Credit is given for the learning and its relation to the course, not for the service alone
5. Service interactions in the community recognize the needs of service recipients, and offer an opportunity for recipients to be involved in the evaluation of the service
6. The service opportunities are aimed at the development of the civic education of citizens even though they may also be focused on career preparation
7. Knowledge from the discipline informs the service experiences with which the students are involved
8. The class offers a way to learn from other class members as well as from the instructor
(Service Learning Scholars Program, University of Utah)

Principles of Good Practice for Combining 
Service and Learning
An effective and sustained program that combines service and learning:

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

2. Provides structured opportunities for people to reflect critically on their service experience.  Reflection should happen immediately after the service experience—reactions, stories, feelings, and facts about the issue which may dispel any stereotypes or an individual’s alienation from service—and reflection should place the experience into a broader context.

3. Articulates clear service and learning goals for everyone involved

4. Allows for those with needs to define those needs

5. Clarifies the responsibilities of each person and organization involved

6.  Matches service providers and service needs through a process that recognizes changing circumstances

7. Expects genuine, active, and sustained organizational commitment

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

9. Insures that the time commitment for service and learning is flexible, appropriate, and in the best interest of all involved

10. Is committed to program participation by and with diverse population

(Porter Honnet and Poulsen, 1989)

Four Reasons to Implement Service Learning

1. To prepare graduates as good global citizens

2. To enhance skills and knowledge of students to better prepare them for practicum/internship.  This is especially important for students who have limited previous clinical or work experience

3. To give students opportunity to apply their knowledge learned in a classroom in a real setting 

4. To further develop students’ self-awareness, critical thinking, leadership, and communication skills which are all essential skills for future psychologists

How THe Community Partnerships assist you to develop a Service Learning course?

The Community Partnerships Department will do all the leg work including:

· Help develop partner sites

· Help develop community service activities that match with the course objectives

· Coordinate meetings with the site representatives

· Help developing curricula and syllabus

· Complete paperwork and contract with the partner sites (e.g., Service Learning Agreement Form)

· Have students complete requisite paperwork (e.g., background checks, TB test, etc)
· Provide satisfaction survey templates for students, course instructors, and partners.
Contact Information

Jill Glenn, LSCW

Director of Community Partnerships

(312)410-8991

jglenn@thechicagoschool.edu

Nadia Rojas Jones, EdD, LMFT
Associate Director of Community Partnerships

(213) 283-4230
nrojasjones@thechicagoschool.edu

TYPES OF SERVICE LEARNING PROJECTS
There are different types of service learning modules and activities.

Multiple Sites vs. Single Site

Single Site

Faculty may choose to assign the same service learning project to the all students enrolled in the course (i.e., they work on the same project at the same site) or have them engage in different service projects (i.e., students choose a service project from different options or develop their own site by themselves).  

One of the advantages of assigning the same service learning project to all students enrolled in the class is that they will work with the same population and engage in the same service activities.  Therefore, it is easier to incorporate the service activities into the course content and objectives.  In addition, it is easier to develop and lead reflective discussions and create assignments that are relevant for all the students.  In addition, consistency occurs with number of hours served, as well as supervision and training received.  Students can also work together toward the same goal, which facilitates the cohesiveness in the class.  

There are also drawbacks in this type of service learning.  The main drawback is that when the class has a large number of students it could be quite difficult to find a site and project in which all of them can participate.  For example, many social service agencies have limited space and number of staff who can oversee service learners.  

Multiple Sites

Faculty may choose to have students choose a service learning site and project from multiple options provided by the Community Partnerships Department.  The primary advantage of this type of service learning is feasibility.  Students can choose a project that works well with their schedule and select a site that is geographically close to their house.  In addition, it is much easier to find sites because they do not need to take and oversee many students at the same time.  Another advantage is that students will engage in different projects and work with different populations.  They can share different experiences with their peers in the class.  This would make it easier to cover and address a wide range of social and community issues in the class discussions.  

The primary drawback of this type of service learning is that students may not have the same quality of service experience.  Some may have an opportunity to work directly with clients while others may work primary on administrative tasks in an office.  In addition, because students may work with different populations at different settings it could be more challenging in developing questions and assignments that are relevant to all of them.

Service as an Option vs. Required Course Component

Service as a Required Course Component
The issue regarding whether service should be a course requirement for all students enrolled in the course is controversial.  Some may argue that service should be voluntary and optional.  In addition, making service as a significant course requirement could exclude some students who have a job or busy schedule.  Nevertheless, many faculty members may prefer to make service as a course requirement because service learning “transforms their teaching of the disciplinary content of the course and it enables students to see the connections between service and course concept more readily” (Enos & Troppe, 1996).  In addition, oftentimes service component is used as the basis of papers, class presentations, and other assignments in the course.  

Substitute Course Assignment

Some faculty may choose to make service as an option.  For instance, service could be a substitute course assignment.  A service activity could be an alternative to a research paper, presentation, or other course requirements.  In some cases, students may elect to write a synthesis paper based on their service experience instead of a customary research paper.  Such students write descriptive and analytical reports identifying issues, programs, and problems faced by clients and those addressing community needs (Enos & Troppe, 1996).  

Forth-Credit Option

Another way to make service an optional course component is employing the “forth-credit option.”  The fourth-credit option is an example of curricular service-learning option.  The forth-credit option enables students to add a fourth credit to a regular three-credit course by contracting to do a significant number of hours of community service (usually 40-55 hours per semester) relating the service to the course.  The fourth credit is awarded for the demonstration of learning that results from the service rather than for service itself.  Typically, students complete a learning contract, which must be approved by both the faculty member and the Community Partnerships Department.  Most faculty require students to keep a journal and complete a reflection paper or project that synthesizes the service experience with the course content (Enos & Troppe, 1996).
One advantage of the fourth-credit option is that students do not have to wait for faculty to initiate a service-learning component in a course.  Students can be the initiators and often even end up introducing faculty to service-learning.  One of the drawbacks, on the other hand, is that the fourth credit is an add-on, not an integral part of the course (Enos & Troppe, 1996).

There are some advantages in making service an optional course component, whether it is a substitute course assignment or fourth credit option.  For instance, since non-service learners are mixed with service-learners, the service learners become advocates inside the classroom for this type of educational experience.  Nevertheless, if faculty members do not invite the service-learning students to share their community experiences because they feel the other students will be left out of the discussion, the service-learners will fail to reap the benefits of regular group reflection (Enos & Troppe, 1996).
Conclusion

The bottom line is that it is up to the instructor to decide whether to make service a required or an optional course component.  This is, however, an important decision.  Managing a course in which two-thirds of the class chooses the service option differs significantly from a course in which all the students are required to incorporate service (Enos & Troppe, 1996). 

TYPES OF SERVICE LEARNING ACTIVITIES

Types of service learning activities include direct service, indirect service, advocacy, community-based research, and combined. Who is served, and how they are served, distinguishes the different types.

Direct Service

Direct service activities are those that require personal contact with people in need. This type of service is generally the most rewarding for students because they receive immediate positive feedback during the process of helping others. Examples of direct service activities include students' working with senior citizens in an intergenerational project and tutoring/mentoring children and adolescents. Direct service teaches students to take responsibility for their actions. Students also learn that they can make a difference. 

Indirect Service

Indirect experiences are commonly implemented in schools because they are easy to organize and they involve students' working behind the scene. These activities are centered in channeling resources to the problem rather than working directly with an individual who may need the service. Often students do not come in contact with the people they serve. Examples of indirect service include collecting food or toys for disadvantaged families, planning fundraising events, and training and coordinating volunteers at a community organization. Indirect service projects are generally done by a group. They teach teamwork and organizational skills. 

Advocacy

Advocacy as a service experience requires students to lend their voices and talents to the effort to eliminate the causes of a specific problem and to make the public aware of the problem. Activities may include making presentations to the community about particular issues or distributing literature about the issues throughout the neighborhood. Students learn to present their concerns clearly, to be concise in presenting their ideas, and to suggest feasible solutions.

Community-Based Research

Community-based Research (CBR) can be defined as a partnership of students, faculty, and community partners who collaboratively engage in research with the purpose of solving a pressing community problem or effecting social change. Typical CRB projects include faculty, students and community partners working together to focus local attention on pressing community needs, research and evaluate new programs, evaluate and assess existing programs, or create qualitative and quantitative research tools.

Combined

Service learning projects could be a combination of any of the above four types.  For instance, a service learning project for I/O Consulting Course could be a combination of CBR (e.g., data entry and analyses) and indirect service (e.g., clerical tasks).  
(Adopted from http://tilt.colostate.edu/sl/faculty/types.cfm)
Summary of Service-Learning Research

Previous research has found that service learning has various positive short-term and long-term effects on students.

Young Adults and Civic Engagement Today:
· Young adults today are less engaged than were their counterparts of 30 years ago (Galston, 2001)

· Research has shown that citizens are becoming less involved in collective community efforts, less likely to vote or to take on leadership positions, and less likely to participate in traditional political activities (Putnam, 2000).  

· In addition, young adults are especially less likely to vote in elections and possess less political knowledge than older citizens.  For instance, only one-third of young adults voted in the 2000 election (Galston, 2004)

Short-Term Effects of Service-Learning:

· It can strengthen interpersonal skills, self-efficacy, and feelings of social responsibility (Astin et al., 2000; Eyler & Giles, 1999)

· It can play a role in building the knowledge base, inclinations, and the skill sets necessary for civic engagement (Astin et al., 2000; Eyler & Giles, 1999)

· A quantitative study of over 22,000 students found that compared to generic volunteerism, service-learning has a unique impact on commitment to activism, GPA, growth in writing skills, critical thinking, promoting racial understanding, and choosing a service career at the point of college graduation (Vogelgesang & Astin, 2000)

Long-Term Effects of Service-Learning:

· Astin et al (2006) conducted a quantitative, longitudinal study of over 8400 students using a series of complex multivariate analyses.  The study controlled the following potentially confounding variables in order to determine unique effects of service-learning: 1) pre-college characteristics, values, and beliefs; 2) institutional characteristics; 3) generic volunteer work; 4) reflection variables; and 5) other college experience.  

· The results show that participation in service-learning has unique long-term effects on civic leadership, charitable giving, and overall political engagement. 

· However, generic volunteer experience explains effects on participating in volunteer work or community activities after graduation, voting, political activism, political expression, commitment to political, and advocacy for social change.

· The differences in post-college outcomes can be substantial when we compare alumni who experienced high levels of service engagement while at college with alumni who were not engaged in service.

Mediators of Effects of Service-Learning:
· # of hours spent in services (Gray et al., 1998)

· Use of reflection and the quality of the reflection (Astin et. al, 2000)

· Performing a critical analysis of the social issues faced in the service-learning experience is important in producing outcomes such as increased sense of self-efficacy, increased awareness of personal values, and improved classroom engagement (Ikeda, 1999)

· For effects of service learning on civic leadership and overall political engagement, the unique benefits can be explained by the use of reflection (Astin et. al, 2006)

Frequently Asked Questions regarding Service-Learning 


1. Does Service-Learning change or modify the course objectives/outcomes?
No.  Service-Learning is pedagogy—a method—to achieve the existing course objectives.  Just as collaborative learning (i.e., group work), lecture, field research, labs, etc. are all methods used to achieve course objectives, so too is Service-Learning.  In a sense, one could consider Service-Learning as simply a different “homework assignment” (albeit, an extremely valuable one).

2. Are students receiving academic credit for community service hours?
No.  In Service-Learning, the students are given credit for the learning, not the service.  This learning can be assessed in many ways, but is typically done through an evaluation of reflective journals, final papers, class presentations, etc. which integrate their experiences with the course curriculum.  In theory (though not likely) a student could engage in the required numbers of hours, but not receive a passing grade for the “service-learning assignment” and/or the course.
3. Is student “reflection” required?
Yes.  This is a central aspect that distinguishes Service-Learning from other forms of experiential education (see #7 below).  It is precisely this “reflection” which enables students to integrate their experiences with the course material.  Moreover, the “reflection” is what is typically assessed by the instructor.  Reflection is characteristically conducted through journal writing, final papers, and/or class discussions.

4. Is Service-Learning applicable in all disciplines or is it “discipline specific”?
Service-Learning has been applied to ALL disciplines.  While Service-Learning has a more “natural” fit with some disciplines, it has been applied across the curriculum.  What is essential is recognition of the particular objectives of a course and the degree to which these objectives might be met and/or enhanced through Service-Learning. 

5. How does Service-Learning differ from other types of experiential learning?
There are numerous pedagogies (methods) used to bring about or encourage learning.  Below is a very general (and entirely incomplete) “outline” to illustrate what Service-Learning is and how it differs from other programs and pedagogies:
Pedagogy
· Lecture 

· Lab/Research 

· Collaborative Learning 

· Technologically Enhanced Instruction 

· Experiential Learning 
Internship 
· Emphasizes hands-on experiences that enhance understanding of issues relevant to a specific area of study
· May involve monetary compensation
· May or may not address unmet community needs
· Usually places minimal emphasis on students providing service to the site or agency

Field Study 
· Involves co-curricular service opportunities are directly integrated into the academic course or curriculum
· Primary focus is to increase/enhance student understanding of a particular area of study through field experience
· May or may not address unmet community needs.  It focuses more on students’ learning than service to the community.
Clinical Practicum
· Supervised, structured experiences in a health care facility in which students assess, plan, implement, and evaluate health care related procedures using the conceptual framework specific to their discipline
· Allows students to practice and apply theories and skills learned in the classroom
· Involves no monetary compensation
· Mandatory for completion of related certificate and degree programs

Cooperative Education 
· Combines classroom instruction with planned, supervised work experience in an occupational setting
·  Emphasizes skill application/development in the student’s major field of study
·  Often involves occupational/technical areas
·  Usually involves monetary compensation
·  Involves collaboration with the employing organizations

Service-Learning 
· An integration of academic study and community service 
· Connecting classroom instruction with real-life situations 
· Students make contributions to the community while using the community site as an opportunity for learning 
· Emphasis is on linking the student’s projects, instruction, and/or community service with broader community awareness (citizenship) 
· Always involves a reflection component 
· Involves a triangular relationship between students, the institution, and the community and benefits all parties 
·  Addresses unmet community needs 
6. What are the documented benefits of Service-Learning?

There are many studies available. Recently (1/2000), the Higher Education Research Institute (UCLA) completed a longitudinal study: “How Service Learning Affects Students”.  The data reveal that community service participation shows “significant positive effects on all 11 outcome measures” of academic performance, values, self-efficacy, leadership, choice of a service career, and plans to participate in service after college.  Performing service as part of a course (Service-Learning) add significantly to the benefits associated with community service for 8 of the 11 outcome measures.  Moreover, benefits associated with course-based service learning were strongest for the academic outcomes, especially writing skills.  Copies of the Executive Summary can be downloaded from: http://www.gseis.ucla.edu/slc/rhowas.

7. What is the role of the “Community Partnerships Department” and its personnel?

The role of the Community Partnerships Department and its staff is to support faculty members who are engaged in or wish to engage in Service-Learning.  Thus, the Community Partnerships Department primarily facilitates the implementation of the “service” side of the pedagogy.  But the Department can also facilitate the “learning” side by offering students further opportunities to critically reflect on their service experiences in a multi-dimensional/multi-disciplinary way and helping faculty incorporate the service component into academic curricula.  The Department can help faculty develop reflective questions and activities that are integral to effective Service Learning.  The Department also serves as a “liaison” between the faculty member, community agencies, and the student.  The Department creates partnership agreements between the school and the partner and service learning agreements between the student, the partner, and the school.  The Department can make sure that each student completes required paperwork to start service activities.  In short, the role of Community Partnerships Department is a “consultant” to faculty members who want to implement a course that uses the Service Learning module.  

(Adapted the document written by Guido L. Davis Del Piccolo in http://www.smc.edu/servicelearning/faq.htm with modifications)
Section 2:

Service Learning Reflection

Service Learning Reflection

Reflection is a key component of service learning, and it is that component which distinguished service learning from volunteerism.  Reflection provides faculty the means to assess the experiential learning that occurs when students participate in service activities outside the classroom.  Reflection also allows students to synthesize the observed data gleaned from service activities and connect the new knowledge with the formal knowledge obtained from classroom activities and materials.

To reflect in service learning means to think critically about and analyze emotional responses to service activities in the context of course content and the learning objectives of a particular course or curriculum.  Several activities encourage reflection to occur and will be discussed later.

Faculty and community partners plan key roles in facilitating reflection by creating a safe environment for discussion, setting guidelines for the activities, connecting the reflection to learning, challenging students to think beyond their present reality, and providing feedback and assessment of students’ newly gained knowledge.  Through faculty guided reflection activities, students can expand their knowledge beyond concrete facts, reach a new understanding of social problems, interpret real-life situations, compare formal and informal knowledge, propose practical and meaningful solutions to societal problems, and take informed action.

Reflection activities vary and can be both formal and informal in nature.  Designing effective reflection activities often depends on the nature of the course material and the stated learning objectives of the course.  Effective reflection activities with well-defined criteria for evaluation may be included in the course syllabus.  

Effective reflection:

· Links service to course objectives and foster civic responsibility

· Occurs throughout the course and not just at the end

· Is structured, guided, purposeful, with well-defined criteria for evaluation

· Challenges current realities, perhaps creating cognitive dissonance and/or conflict; see “Managing Hot Moments in the Classroom” (Warren, http://isites.harvard.edu/fs/html/icb.topic58474/hotmoments.html) or “Facilitating Reflection” (Reed and Koliba, http://www.uvm.edu/~dewey/reflection_manual/)

· Goes beyond the descriptive nature of the experience and asks students to interpret and evaluate the relevance of their experience in relation to classroom knowledge with real-life service experience

· Asks students to apply new information to real-life problems and situations

Bringle and Hatcher (1999) posit that reflection activities should (a) clearly link the service experience to the course content and learning objectives: (b) be structured in terms of description, expectations, and the criteria for assessing the activity; (c) occur regularly during the semester; (d) provide feedback from the instructor so that students learn how to improve their critical analysis and reflective practice; and (e) include the opportunity for students to explore, clarify, and alter their personal values.

(Written by Toni Hartsfield, http://webadmin.aacc.nche.edu/Resources/aaccprograms/horizons/Documents/reflection_1.pdf) 

SERVICE LEARNING REFLECTION FAQS

Structured Reflection
1. What is structured reflection?
Effective service-learning programs provide opportunities for people to reflect critically on their service experience. Service-learning projects can be used to reinforce course content and to develop a variety of competencies including critical thinking, communication skills, leadership, a sense of civic responsibility and multicultural understanding. Structured reflection can help students make meaningful connections between their service experience and course content, and in the process develop various skills.
The term structured reflection is used to refer to a thoughtfully constructed process that challenges and guides students in (1) examining critical issues related to their service-learning project, (2) connecting the service experience to coursework, (3) enhancing the development of civic skills and values, and (4) assisting students in finding personal relevance in the work.

2. Why is structured reflection critical to effective service-learning?
The previous section introduced reflection as a process, one that is structured by faculty with the intention of assisting students in making connections between course content and the service experience. Reflection is a critical component of all experience-based pedagogies. However, a well-designed reflection process is particularly important in service-learning for the following reasons:
· Textbooks and lectures use techniques such as highlighting key points, examples, clarifying common misconceptions, and summaries to facilitate student learning. In contrast, experience provides few explicit guides to learning. Students need to be challenged, encouraged and supported in reflecting on service projects and in connecting these experiences to coursework.
· Experience is unstructured and messy. Real-world projects are not simple applications of concepts and rules learned in the classroom. The tasks of collecting information, framing the problem, identifying alternatives and recommending and justifying solutions appropriate to specific contexts are challenging tasks. Reflection activities such as project logs and journals provide opportunities for students to share project progress and concerns on an ongoing basis. Project effectiveness and student learning can both be enhanced by reviewing student reflection and providing guidance.
· The importance of structured reflection is underscored by the realization that a significant portion of the learning experience cannot be observed or controlled by the instructor. Faculty may not be privileged to the complexity of detail in a service project, yet faculty are expected to provide guidance to students in addressing problems. Further, different students/ teams can be involved in different projects. Thus unlike textbook problems/ cases, it may be difficult to integrate discussion of project details in classroom discussion. A carefully structured reflection process can facilitate the exchange of relevant information between students, faculty and the community in a timely manner.
· Reflection is also important because students need a safe space for grappling with the range of emotions that arise from a service experience. 
3. What are the goals of reflection?
Service-learning can be used to support a variety of educational goals. Educators have defined and organized service-learning goals in different ways. 
One critical goal for reflection is to help students make connections between the service activity and coursework. Reflection can be used to help students understand how to apply course knowledge to service-learning projects, and to assimilate and link the service experience back to course work. By incorporating such reflection, students get a deeper understanding of course material. At the same time, the quality of the service is enhanced if students are encouraged to reflect upon their experience and explore how they can utilize disciplinary knowledge in their service settings.
Another goal for structured reflection is the development or refinement of critical thinking skills such as being able to identify issues, being receptive to new or different ideas, and foreseeing the consequences of one's actions.
Structured reflection can reinforce and foster a range of competencies identified in service-learning, including communication and teamwork skills, self-understanding, leadership and public problem solving. These are skills and competencies critical to students' ethical development and civic responsibility.
Regardless of the outcomes emphasized in a particular service project, the reflection process must be structured to reinforce specific educational outcomes that faculty have identified as critical in the course. For example, if critical thinking is a goal, then faculty must design reflective exercises that help students understand the uncertainties inherent in the service-learning project, identify a range of possibilities for addressing those uncertainties, and examine these possibilities from the perspective of different stakeholders. Faculty cannot assume that the service experience will automatically result in enhanced problem-solving skills; an intentional, ongoing process is required for coaching students and helping them acquire such skills.

4. When should reflection occur?

Effective service-learning requires more than a report or presentation at the end of the semester. Faculty must provide numerous opportunities for reflection before, during and after the experience. An ongoing process of reflection enhances student-faculty communication and provides faculty with a better understanding of student projects, problem-solving efforts and progress. Such communication can help in improving project effectiveness as well as student learning.

The role of reflection varies according to the stage of the project. Reflection before the project can be used to prepare students for the service-learning experience. Reflective preparation is key to the effectiveness of service-learning. At this stage reflection can be used to teach students concepts/ theories required for the project, orient them towards the community organization and its needs, and offer them problem-solving skills to address the challenges that will arise in the community setting.

During the project faculty can use reflection to encourage students to learn independently while providing feedback and support as needed to enhance student learning. Reflection not only offers faculty an opportunity to reinforce the connection of course content with the service experience but allows faculty an opportunity to seize the teachable moments that arise in service-learning.

Reflection after the service experience has ended can help students evaluate the meaning of the experience, grasp their emotional responses to the experience, think about the integration of knowledge and new information, and begin to explore further applications/extensions.

5. Who is involved in structured reflection?

Many reflection activities involve a critical examination of the service experience by individual students. However, faculty must consider how student interactions with faculty, peers, and clients, staff and volunteers at community organizations can enhance student reflection. Some examples of how communication with others can enhance the quality of student projects as well as student learning include:

Faculty can guide students by modeling practice, giving suggestions and examples, providing feedback and asking questions. Faculty can also provide tips and advice to help students avoid pitfalls.

An orientation session by community agency staff can help students understand project requirements and prepare students for working in that setting.

Discussions with teammates, other volunteers and community agency staff can also enhance reflection by introducing students to different perspectives. Such discussions can be helpful in challenging students to think critically about the project. Regular communication between stakeholders is also important for ensuring project success.

Structured reflection allows students, faculty and community agency staff to assess and review project effectiveness and offer lessons learned from the community service experience.
6. What is the role of faculty in structured reflection?

As discussed in previous sections, reflection is an intentional process structured by faculty to facilitate student learning. As such faculty must: (1) design reflection, (2) coach students during reflection, and (3) monitor reflection and provide feedback.

A key role for faculty involves designing appropriate reflection activities at different stages of the service-learning project. Faculty must consider how these activities can be structured to involve peers and the community. Faculty must also decide on appropriate ways to monitor student reflection and to measure progress towards project/course goals. Finally, faculty must devise ways to integrate reflection activities with other course activities.

A second key role of faculty involves coaching students. Coaching during reflection can help promote effective service and enhance student learning. In addition to concepts and guidelines learned in the classroom, students need additional skills related to information gathering, problem-framing, and problem-resolution. Students cannot learn such problem-solving skills simply by being 'told' by an instructor. These skills are better learned by active participation and by faculty coaching. Faculty can coach by modeling practice, giving suggestions and examples, providing feedback and asking questions. Faculty can also provide tips and advice to help students avoid pitfalls.
Finally, the effectiveness of reflection in enhancing project quality and in promoting learning depends on continuous faculty feedback. For example, if reflection suggests that students are not considering particular constituencies' alternative options in addressing a problem, faculty may have to assign additional exercises that facilitate student reflection in those directions. Monitoring student reflection also helps faculty in enhancing the reflection process over time. In addition, project quality and learning can be enhanced by student feedback which in turn can depend on the communication environment that the faculty member has facilitated.
7. What are the different types of reflective activities that can be used in service-learning projects?

A variety of activities can be used to facilitate student reflection. Faculty can require students to keep journals, organize presentations by community leaders, encourage students to publicly discuss their service experiences and the learning that ensued, and require students to prepare reports to demonstrate their learning. When constructing the reflection activities faculty should consider the following:

· Reflection activities should involve individual learners and address interactions with peers, community members and staff of community agencies.

· Students with different learning styles may prefer different types of activities. Faculty should select a range of reflective activities to meet the needs of different learners.

· Different types of reflection activities may be appropriate at different stages of the service experience. For example, case-studies and readings can help students prepare for the service experience.

· Reflection activities can involve reading, writing, doing and telling. Some examples of reflective activities are described on p. 32. 
8. How can faculty design a reflection process that is appropriate for the context and setting of a service-learning project?
The previous section described a variety of reflection activities that can be used in service-learning projects. Faculty must carefully structure reflection according to the specific service-learning context. Moreover, the nature of the course, project characteristics and student characteristics must all be considered in designing effective reflection.

Service-learning projects can vary considerably in scope and in nature. Projects that are less complex may be selected earlier in the curriculum since students may not have acquired enough disciplinary knowledge at this stage. Projects later in the curriculum may be more complex. Further, the weight assigned to projects may differ across courses. Service-learning may be an extra credit requirement or one of many requirements in some courses. On the other hand, the service project may be the focus of a capstone course. Such differences must be considered in designing an appropriate reflection process. For example, the extent to which reflective activities can be assigned may be limited by the weight assigned to the service-learning project in grading.

Faculty must also consider student characteristics that are likely to have an impact on their learning in service situations including prior knowledge, motivation and goals, learning styles, and intellectual development. For example, cognitive development literature suggests that many students may not be ready to handle adequately the complexity that direct contact with communities can engender. Thus reflection must be designed to provide adequate support and guidance to students during service-learning projects. It also should assist students as they move developmentally over the course of the semester. These factors are discussed in more detail in the best practices section.

9. How can faculty design effective reflection?
This section summarizes key principles that faculty can use as a starting point for the design of reflection.
In order to design an effective reflection process, faculty must address the question: How can reflection contribute to effective service-learning? The six principles below can help faculty in enhancing both the quality of students' service as well as the quality of student learning through reflection.

Connected: Effective service-learning integrates service with course work. Reflection is the means through which faculty can help students develop meaningful connections between the service experience and course content.
Continuous: Student learning is enhanced by providing multiple opportunities for reflection before, during and after the project. Project effectiveness is also enhanced by using reflection to prepare students for the service-learning experience and to guide students as they address community concerns.
Challenging: Service-learning projects should challenge students to think in new ways, raise new questions, and explore new ways of problem-solving, including the kind of public problem-solving connected to democratic civic engagement. By encouraging students to explore issues more deeply and to think about issues and solutions they may not have considered, faculty can enhance students' problem-solving efforts as well as the resulting learning.
Coaching: Faculty must challenge students while simultaneously providing support and creating a 'safe' environment--one where students are confident that their contributions and feelings will be respected. Furthermore, students need support in executing complex project tasks. Note that continuous reflection facilitates the faculty coaching role by providing project related information in a timely manner.
Contextualized: Faculty can enhance the effectiveness of service-learning projects by ensuring that reflection activities are appropriate for the context and setting of the project. Faculty must consider factors such as student knowledge and attitudes, community needs, and course objectives and constraints in designing the reflection process. 
Communication: Structured reflection should provide opportunities for communication with peers, faculty and community organizations. Communication with community organization and faculty is essential to ensuring that the project is effective in meeting community needs. Communication with faculty, peers and community organizations can also enhance student learning by exposing students to multiple perspectives.

10. What is the potential impact of structured reflection on a course?
The previous section discussed the need for an ongoing, structured process of reflection that connects service to coursework, challenges students while providing guidance and support, is contextual, and fosters communication between stakeholders. An effective reflection process with these characteristics could result in radical changes in a course. 

If several reflective assignments are used before, during and after the service experience, faculty must identify ways of incorporating these assignments into the course. Students may not see the relevance of service-learning or reflection if the assignments are not coherently integrated. In order to effectively combine service, reflection and assignments, faculty should consider the following:
· Integration can be challenging if students are working on diverse projects with various community agencies. 

· Faculty should create adequate opportunities for small group and large group interaction to help students consider various perspectives and appreciate diverse experiences.

· Another issue in integrating reflection relates to monitoring reflection and providing feedback in a timely manner. If several reflective assignments are warranted, faculty should consider the amount of time this will entail and how that additional time and effort will be negotiated and assessed. Faculty may need to assign significant weight to reflective assignments in order to motivate students to spend adequate time and effort on such activities.

· Finally, faculty must recognize that the process of integrating reflection is imperative given that service-learning involves dynamic real-world situations. This requires students to assume a higher level of responsibility and accountability for their work and to recognize that the ramifications for failure will impact others. Further, individual student characteristics such as intellectual development will affect a student’s performance as well as the quality of reflection. Faculty may have to assign additional questions or redesign assignments that respect the developmental levels of students. 

(Sited from http://www.compact.org/disciplines/reflection/)
Service Learning Outcomes, Reflection, and Assessment
This section describes a process that faculty can use for structuring the reflection process. The approach described in the following section can be used regardless of specific S-L educational outcomes. However, before following the process outlined in this section, faculty must carefully consider the links between S-L outcomes, reflection, and assessment. 
For reflection to be effective:
1. Outcomes must be specified precisely. If outcomes are specified too broadly (e.g. communication skills) it may be difficult to devise appropriate reflection activities and to develop appropriate assessment techniques. Faculty can use a wide range of S-L outcomes as a starting point for establishing specific S-L outcomes.
2. Before designing reflection, faculty must select appropriate service activities. Unless service activities are structured in a way that supports the acquisition and reinforcement of specific disciplinary content and desired educational outcomes, it will not be feasible to incorporate reflection to support those outcomes.

3. After designing outcomes and service activities, faculty must consider the question: How can reflection be used to enhance a particular outcome? A key issue to consider is the timing of the reflection. Reflection activities before, during, and after the service activity can contribute to an outcome in different ways.

4. Finally, faculty must consider how the outcomes will be assessed. Several resources are available on S-L assessment (see Roufs 2000 for a bibliography of S-L assessment resources). A detailed discussion of S-L assessment is beyond the scope of this web site; however, one key issue to consider in designing S-L is the link between reflection and assessment. Assessment can have multiple purposes. One important purpose is to provide feedback to students on what is expected of them, what they have done well, what they need to improve on and how (cf. Learn and Serve America National Service-learning and Assessment Study Group 1999). Reflection is a key part of such assessment. Structured reflection activities conducted on an ongoing basis provide a means for assessing student progress towards S-L goals and for providing feedback. Since faculty may not be able to directly observe the service activities of students in detail, reflection may also be the key to the assessment of S-L for grading purposes. For example, S-L may be graded on the basis of a presentation and/or integrative term paper.

Example

The example next page shows how the design of reflection is facilitated by (1) establishing clear outcomes, (2) structuring service activities appropriately, and (3) by considering the linkage between reflection and assessment. The specific outcomes listed in the table below have been adapted from the American Institute of Certified Public Accountants (AICPA) Core Competency Framework.

Specification of Outcomes

A precise specification of outcomes is the key to designing reflection. The AICPA Core Competency Framework provides a detailed list of specific outcomes in the project management category. As shown in the table below, related elements of project management competencies have been grouped into four categories: (1) establishing community/educational outcomes, (2) utilization of resources, (3) project execution and assessment, and continuity.

	Project Management Outcome Category
	Specific Outcomes (Adapted from AICPA 2001).
	S-L Project Proposal
Assessment: content analysis of S-L proposal
	Final Report

Assessment: content analysis of final report

	Project goals
	Determines community outcomes and learning goals
	- Intended community outcomes
- Intended learning outcomes
	- Community impact
- Lessons learned

	Resource use
	- Realistically estimates time and resource requirements.
- Allocates project resources to maximize results.
- Effectively manages human resources that are committed to the project
	- External resources available (other organizations, professionals)
- Student interests, time and skills
	- Utilization of external resources and human resources
-Ways to improve resource utilization in future S-L

	Project execution and assessment
	- Effectively facilitates and controls the project process. - Measures project progress.
- Takes corrective action as needed.
	- Planned process for communication with stakeholders (community, partners, faculty, students, professionals)
- Assessment measures and approach
	- Actual communication and possible improvements
- Assessment results

	Project continuity
	Sees projects through to completion or orderly transition
	- Plan for continuation
-Communicating prior successes and corrective measures based on lessons learned
	 


Designing Service Activities


For S-L to be effective in accomplishing specific outcomes, service activities must be appropriately structured. For developing project management skills through S-L, students must have an opportunity to practice each of the four categories of skills listed above. Thus students must be given an opportunity to participate in developing community/learning outcomes, planning resource use, executing and managing projects in the community, and in planning for the continuity of projects.

Obviously, different S-L goals might be more appropriate in different settings. For example, project management goals may be more feasible after students have some prior S-L experience. Also, goals such as project management may be more appropriate for a capstone course where S-L constitutes a significant proportion of the course grade. Alternatively, students can be provided an opportunity to practice project management skills in other settings (e.g. student organizations) to complement S-L projects in courses. Stott et al. (2000) provide an example of this approach. In their implementation, students in a Pi Tau Sigma Chapter (National Mechanical Engineering Honors Society) provide support for S-L in a capstone design course. Pi Tau Sigma students are responsible for the following project management activities: (1) conveying program intent to community partners, (2) inviting proposals, (3) sending out mailings and making telephone calls to develop tractable problems, (4) screening proposals, (5) communicating with course leadership, and (6) day-to-day running of the program (establishing meetings, setting deadlines).

Reflection


Once the outcomes have been established and service activities have been appropriately structured, faculty can design reflection. Reflection activities can be incorporated before, during, and after the service experience. The table above shows two examples of reflection activities. The first activity requires students to write a proposal (prior to service) and the second activity involves an integrative report (after service). Other activities can be used during the service (e.g. structured journal).

A key point to note is that reflection activities at different stages of the S-L experience may contribute to the intended learning outcomes in different ways. In the above example, reflection activities prior to the service can focus on helping students learn how to plan and organize service activities in the community. Reflection during/after the experience can focus on helping students reflect on the actual outcomes in relation to S-L plans.

Assessment


The table in the previous page also lists possible ways in which the two reflection activities can be assessed. Faculty can use content analysis to evaluate student responses and to provide feedback. Again, note the critical importance of clear objectives to assessment. If we specify the outcome broadly (project management), it may be difficult to perform content analysis. Further, it would be difficult to communicate expectations to students. It is not enough to tell students that they will be assessed on project management. Students need to understand what we mean by project management skills and how these skills will be assessed.

A more detailed specification of objectives, as in our table, facilitates this process. For example, students can learn that one of the components of project management involves planning the use of resources available for a project. Further, they can understand that their project management skills will be assessed on the basis of how they use external resources (other organizations, professionals) and internal resources (e.g. student interests, time and skills) in their service activities.

Faculty can also explain to students how the outcome will be assessed at different stages of S-L. For example, prior to the experience students can be assessed on how they plan to communicate with various stakeholders during S-L. During the project they could be assessed on actual efforts to communicate with and coordinate their activities with others.

(Sited from http://www.compact.org/disciplines/reflection/)
Types of reflective activities 

A variety of activities can be used to facilitate student reflection. Faculty can require students to keep journals, organize presentations by community leaders, encourage students to publicly discuss their service experiences and the learning that ensued, and require students to prepare reports to demonstrate their learning.  Some examples of reflective activities are described below: 

	Case studies
	Assign case-studies to help students think about what to expect from the service project and to plan for the service activity. Use published case-studies or instructor developed case-studies based on past service-learning projects.

	Journals
	Ask students to record thoughts, observations, feelings, activities and questions in a journal throughout the project. The most common form of journals are free form journals. The journal should be started early in the project and students should make frequent entries. Explain benefits of journals to students such as enhancing observational skills, exploring feelings, assessing progress and enhancing communication skills. Faculty should provide feedback by responding to journals, class discussions of issue/questions raised in journals or further assignments based on journal entries.

	Structured journals
	Use structured journals to direct student attention to important issues/questions and to connect the service experience to classwork. A structured journal provides prompts to guide the reflective process. Some parts of the journal may focus on affective dimensions while others relate to problem-solving activities.

	Team journal
	Use a team journal to promote interaction between team members on project related issues and to introduce students to different perspectives on the project. Students can take turns recording shared and individual experiences, reactions and observations, and responses to each others entries.  This can be done online (e.g., ANGEL, blogs).

	Critical incidents Journal
	Ask students to record a critical incident for each week of the service project. The critical incident refers to events in which a decision was made, a conflict occurred, a problem resolved. The critical incident journal provides a systematic way for students to communicate problems and challenges involved in working with the community and with their teams and can thus help in dealing with the affective dimensions of the service experience.


	Portfolios
	Ask students to select and organize evidence related to accomplishments and specific learning outcomes in a portfolio. Portfolios can include drafts of documents, analysis of problems/ issues, project activities/plans, annotated bibliography. Ask students to organize evidence by learning objectives.

	Papers
	Ask students to write an integrative paper on the service project. Journals and other products can serve as the building blocks for developing the final paper.

	Discussions
	Encourage formal/informal discussions with teammates, other volunteers and staff to introduce students to different perspectives and to challenge students to think critically about the project.

	Presentations
	Ask student(s) to present their service experience and discuss it in terms of concepts/theories discussed in class.

	Interviews
	Interview students on service experiences and the learning that occurred in these experiences


Structuring the Reflection Process

Design Process

The FAQs section introduced the concept of structured reflection and the principles of effective reflection. Faculty plays a key role in structuring the reflection process.
Below is a list of key design decisions that faculty must make about the reflection process:

Reflection Design Decisions

	Learning outcomes

	Establishing clearly defined outcomes is the key to effective reflection. Learning outcomes must drive the design of reflection activities, and the feedback and assessment process.

	Frequency and timing of reflection

	Faculty must create several opportunities for reflection before, during, and after service experience.

	Form of reflection

	Faculty must select appropriate forms of reflection. While selecting appropriate forms of reflection, the following issues must be addressed:

Degree of Structure
Regardless of the form of reflection used, faculty must make decisions about how to structure the reflection. For example, in using journals faculty must decide whether to use a free form journal or to provide more structure to journal entries. Faculty may seek to encourage open-ended explorations of issues. However, if little structure is provided then students may fail to explore important issues.

Small group/large group
Students may often participate in service experiences with their peers. Faculty must decide how to engage small groups and/or the entire class in reflection.

Communication with Community partners
Faculty must also explore opportunities for involving community partners in reflection. By enhancing communication between students, faculty and community partners, such involvement can enhance community outcomes as well as student learning.

	Feedback/Grading 

	Frequent feedback may be required to prompt students to think further about issues, and to consider other issues and perspectives. Faculty must also make decisions about how to grade student reflection.



The purpose of this section is to offer guidance to faculty based on current S-L and other educational literature on these design decisions. As discussed below, the six principles of effective reflection (connected, continuous, challenging, coaching, contextualized, and communication) discussed in the FAQs section provide a framework for making each of the above decisions.

The first "C" considered in the following discussion relates to the context of service-learning since all design decisions are affected by the overall context of service-learning. Faculty must consider issues such as number of students, complexity of the project, weight assigned to the service project in the overall course grade, and student background while establishing learning outcomes and developing reflection activities.

Contextualizing Reflection

Based on a review of service-learning research, Rama et al.(2000) developed a framework for designing service-learning. This framework is adapted from the assessment framework of Gainen and Locatelli (1995) and suggests that actual student achievement from service-learning activities is a result of three interacting factors: student characteristics, intended learning outcomes, and the educational environment.

The figure in the next page is based on the design framework of Rama et al. (2000) and focuses specifically on the design of reflection. As shown in the figure, faculty must consider the context of the reflection activities (student characteristics, course characteristics, and service characteristics) in establishing learning outcomes and in structuring the reflection process. As an example, frequent reflection and timely feedback can enhance the effectiveness of reflection. However, a large class size may limit the ability of the instructor to organize frequent reflection and to provide frequent feedback.

FIGURE 1
Designing Reflection
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Student Characteristics

A variety of student characteristics, including student preparation and goals, student motivation, learning styles, and intellectual development, influence student learning. These characteristics as well as the implications of these characteristics for the design of reflection are discussed below.


	Planning Questions

	What is the level of student preparation? Do students have prior service experience?

	Faculty must consider student readiness for service-learning projects, especially when designing appropriate preparatory exercises. For example, assignments may be required to help students acquire prerequisite knowledge, prepare students for solving complex real-world problems, and help students understand the community organization and people served by the organization.


	What are students' motivation/goals?

	Extrinsic motivators (grades) and intrinsic motivation to learn must be considered in designing reflection activities. Unless reflection activities are assigned a reasonable weight in grading, students may not spend adequate time and effort.

Faculty should also consider intrinsic motivation. Research suggests that students are motivated by factors such as relevance, appropriate level of difficulty, active involvement of students, interaction between students and faculty. Thus faculty can motivate students by designing reflection activities that help students see the relevance of the service to their coursework, by ensuring that reflection activities are at an appropriate level of difficulty and by fostering communication between students, faculty and community partners.


	What are the constraints on student participation in the service-learning project and reflection activities?

	Faculty must consider constraints on student time and schedules. For example, if most students work for a significant amount of time every week, time available for working with teams outside of class may be limited. Faculty may need to provide some class time for group planning and reflection activities.


	What do we know about students' learning styles?

	Students' learning styles must be considered in designing appropriate reflection. "Learning style" refers to how students prefer to approach a learning task. Research suggests that students learn best when their learning style is congruent with the teaching style. Research has examined various aspects of learning styles including (1) personality types, (2) models of how people process information, (3) social interaction models, and (4) instructional preference models.

One of the most widely used analyses of personality types is the Myers-Briggs Type Indicator (MBTI). It examines how the individual perceives the world and makes decisions by using four scales (1) extraversion/introversion, (2) sensing/intuition, (3) thinking/feeling, and (4) judging/perception. Schroeder (1993) combines some MBTI scales and described four patterns of learning: (1) ES extraversion/sensing (concrete active), (2) IS- Introversion/sensing (concrete reflective), (3) EN Extraversion/ intuitive (abstract active), and (4) IN Introversion/intuitive (abstract reflective). Studies show that 50% of high school seniors exhibit the ES pattern. These students seek direct concrete experience and high structure. By designing reflection appropriately, instructors can provide adequate structure in service-learning projects for these students

Kolb's experiential learning model is an example of an information processing model. David Kolb postulated that learning occurs in a cycle in which students engage in concrete experience, observe and reflect on that experience, assimilate reflections in a theory, and then deduce implications for future action from that theory. Kolb's model identifies four types of learners. For example, accommodators prefer to take in knowledge through concrete experience and process it through active experimentation.

Another model, the 4MAT system relies on several theoretical foundations: the experiential learning model of Kolb, the concept of hemisphericity - the notion that varying skills and behaviors are more likely to be dominated by different areas of the brain or to be associated with neural activity in different areas of the brain - and in part the theory of Jung, which is most typically applied in education via the Meyers-Briggs Type Inventory.

The third level focuses on how students behave in a classroom. For example, Fuhrman and Jacobs model categorizes learners as dependent, collaborative or independent. A student may be dependent when starting a new subject and become collaborative or independent as they acquire knowledge and become more confident. Interaction between students and faculty during reflection must consider the style of interaction appropriate for students in a class. More structure may be required for students in a freshman/sophomore classes than for students in a capstone course.

The fourth level refers to instructional preferences. One example is the Canfield Learning Style Inventory that includes four dimensions: (1) conditions of learning (structure, affiliation with peers and instructor, independence etc.), content of learning (numerical, qualitative etc.), (3) mode of learning (reading, direct experience), and (4) expectations of results. Research suggests that students are most likely to succeed in courses that are compatible with their instructional preferences. By using tools such as the Canfield learning style inventory, faculty may be better able to understand the instructional preferences of their students and their readiness for the methods being used in the class. Such information can be useful in designing appropriate reflection activities.


	What do we know about students' intellectual development?

	Cognitive development literature suggests that many students may not be ready to handle adequately the complexity of real-world service-learning problems. Effective service-learning must balance the need to challenge students against the need to provide adequate support. Cognitive development literature can help faculty understand their students current efforts at problem-solving as well as design service-learning projects in a way that challenges students while providing adequate support.

One model of cognitive development that is particularly well suited to service-learning can be used for designing service-learning environments is the reflective judgment model of adult cognitive development (King and Kitchener 1994).

Briefly, the reflective judgment model describes a developmental progression of seven levels of reasoning strategies that individuals can apply to problems involving significant uncertainties, such as those likely to be found in service-learning activities, and explains the epistemological assumptions, or sets of assumptions, about knowledge that underlie those strategies.

Levels 3-6 are briefly discussed below. Levels 1 and 2 are not described since undergraduate or graduate students rarely operate at these levels. Level 7 is not discussed because students at this level should be able to perform service-learning and reflection tasks competently.

Students at reflective judgment level 3 believe that knowledge is certain and that experts can provide all the answers.

At level 4, knowledge is recognized as uncertain. Beliefs are justified by giving reasons and providing evidence. However, students operating at level four of the reflective judgment model have difficulty understanding perspectives other than their own, and they tend to look only for evidence that supports their own prior beliefs.

Students operating at level 5 can understand multiple viewpoints and qualitatively interpret evidence. These students' greatest difficulty is in reaching and defending a single solution as most reasonable when faced with open-ended problems.

Students operating at level 6 can analyze problems complexly and they can also reach and adequately defend reasonable solutions to open-ended problems. Their difficulty lies in recognizing the ongoing nature of open-ended problems. These students might not recognize the need to revisit problems as new information is obtained or as changes occur.

Faculty must understand students' current intellectual development in order to balance challenge and support in reflection, and to design appropriate reflection activities.



Course and Service Characteristics

The nature of reflection activities must be appropriate to the service activities, the course goals and related requirements. The table below provides examples of planning questions that faculty could consider in designing reflection. Many of the planning questions involve the relationship of the service activities to other coursework (e.g. weight assigned to service-learning in overall course grade, extent of course knowledge required for service). Hence, we consider course and service characteristics jointly.

	Planning Questions
	Implications for Reflection

	What type of course is the service-learning project being incorporated in? 

(1st year level course; required or elective course)


	The nature of reflection activities must be appropriate for the course. For example,
(1) If students are involved in their first service experience through a 1st year level course, reflection activities to orient students for working in community based settings may be important.
(2) It may be more feasible to incorporate extensive reflection if the service project is a major component of a course (e.g. a capstone course)

	What course knowledge is required for completing project tasks?
	One of the key objectives of reflection is to connect service activities with coursework. If a significant amount of course material is required for the service project, several preparatory exercises may be required to help students practice application of course concepts to unstructured problems.

	What skills are required for completing project tasks (information-gathering, oral presentation, teamwork)?
	Reflective exercises may be required to help students acquire necessary skills for carrying out project activities. For example, assignments may be required to help guide students in tasks such as interview planning and question design.

	Are projects completed in teams?
	If projects are completed in teams, small group discussions can be effective in discussing issues specific to a team's activities. Discussion can help students see the service experience, problems etc. from multiple perspectives. Students may feel more comfortable in small group settings.

	Do different teams work on similar tasks for different organizations? Do different teams work on varying tasks for the same organization?
	If teams work on similar activities (tutoring, designing web pages) then faculty can organize large group discussions focusing on solving these specific types of problems. Large group discussions of project activities may be more difficult if different teams are engaged in diverse service activities.

If service activities are different but all the teams are working for the same community organization, large group discussions can be organized to deal with larger issues related to community needs and the organization. For example, faculty can arrange a presentation by community agency staff to orient students to the organization.

	What is the weight assigned to the service-learning project in grading?
	Reflection activities have to be appropriate given the weight of the service project in the overall course grade. If the proportion of the course grade attached to the service project is small, it may not be feasible to assign extensive reflection activities. Similarly, different reflection approaches may have to be used if the project is optional or for extra credit. For example, large group discussion of the service-learning project may be difficult if service-learning is an extra credit option.

	To what extent is community agency staff committed to the project?
	If the community organization is committed to the project, several reflection activities may occur in community settings. Students may be involved in orientation sessions, ongoing discussions, presentations etc.

	To what extent is community agency personnel able to participate in activities designed to support educational goals of students?
	Some community agency staff may be willing to assume active roles as partners in education. For example, they may be willing to give presentations on application of course related material in nonprofit settings.


Structuring the Reflection Process: Connecting Service and Other Coursework


One of the goals of reflection is to connect the reflection to coursework. 

The intended learning outcomes for service activities and the associated reflection activities must reflect and reinforce established course goals.

Frequent reflection may be necessary to create strong linkages between the service activities and coursework.

Accordingly, faculty should consider the use of certain forms of reflection (e.g. journals, portfolios, logs) in addition to end of semester reports or presentations.

Faculty may also have to provide adequate structure to help students connect the service experience and other coursework.

Large group discussions of service activities that involve the whole class can also help in better integration of service and other coursework.

Faculty may need to provide frequent feedback to facilitate reflection and to help students connect their service activities and other coursework.

Grading methods must be consistent with reflection. If frequent reflection is required then the time and effort spent on reflection activities versus time spent on other course activities must be weighed in deciding on grading methods. Further, service activities and reflection emphasize higher order problem-solving skills. Students may not see service-learning as well integrated if their other exams are objective tests of factual knowledge and do not address the types of learning objectives addressed through service-learning.

Context factors related to students, course, and service characteristics must be considered in making these decisions. A few examples were presented above to illustrate how these factors affect the ability to connect service and other coursework through reflection. Faculty should also consider other factors discussed in the previous section. While frequent reflection and feedback may be desirable, the frequency of reflection and feedback may be limited by factors such as class size and the overall weight assigned to service-learning in grading. Also as noted previously, the extent and nature of large group discussions of service activities is dependent on the nature of service activities. If different teams are involved in complex service projects that require considerable technical knowledge with a variety of organizations, instructors may have to discuss service activities individually with each team. Creating opportunities for involving the entire class in such discussions is challenging since other students may not have enough information to engage an in-depth discussion of a particular team's service activity.

Coaching Students


The notion of coaching students can be helpful in designing reflection. Schön (1987, 17) notes that students learn skills by practicing them. He suggests solving real-world problems competently requires the artistry of problem-framing, implementation and improvisation in addition to technical expertise. He suggests that the coaching process can help students learn "the artistry of practice."

Under coaching, an experienced individual uses a combination of tips, advice and examples to help students achieve success. Examples of how the notion of coaching can guide the design of reflection are given below:

Schön visualizes the coaching process as a "ladder of reflection" where students and faculty reflect on their actions or prior reflections as well as on each other's actions/reflections. This type of a coaching process calls for frequent reflection and timely feedback.

Viewing reflection in terms of coaching can help faculty structure the reflection process. For example, faculty could start with more open-ended prompts and provide additional structure based on student reflections.

Issues of context are extremely important in developing effective coaching strategies. If teams of students are involved in diverse service activities, faculty could organize coaching sessions for teams. This approach can enhance learning by allowing students to share ideas and experiences. At the same time students may feel more comfortable than in a large class setting.

It may also be possible to involve more experienced students in the coaching process. If faculty can identify opportunities for experienced students to continue their service involvement beyond the course (e.g. through a student organization, work study, or capstone course) then the senior students could be encouraged to coach less experienced students. More experienced students can develop communication and leadership skills while simultaneously providing greater support for less experienced students.

The intellectual developmental level of students is a key consideration in balancing challenge and support during reflection. Since coaching is a means of providing support and guidance during problem-solving, that discussion applies to the design of coaching. For example, a model of the problem-solving process can help faculty structure coaching. Thus students may need coaching in framing problems, identifying alternatives, etc.

Schön, D. A. 1983. The Reflective Practitioner. New York: Basic Books.

Balancing Challenge and Support


Cognitive development literature suggests that many students may not be ready to adequately address the complexity of service-learning problems. Thus a key question that faculty must consider while designing reflection is: How can reflection be designed to challenge students while providing appropriate support?

Examples of how the need to balance challenge and support affects the design of reflection are given below:

Frequent reflection and timely feedback may be necessary to provide a balance between challenge and support. An end of semester reflection activity will not provide faculty information about areas where students may need additional guidance or prompts to stimulate further reflection.

Accordingly, certain forms of reflection (e.g. journals, portfolios, logs) can be used in addition to end of semester reports or presentations. Such reflection activities help faculty monitor student progress weekly, and allow faculty time to intervene and support students as needed.

Faculty may also need to provide an adequate structure to ensure that reflection activities are challenging but not too far beyond students' abilities.

As noted in previous sections, faculty must consider the context in which problems arise in order to provide the appropriate challenge and support. Of particular importance is the students' intellectual development and their ability to contextualize issues. Cognitive development literature offers guidance to help faculty understand their students current efforts at problem-solving. Faculty must understand students' problem-solving abilities in order to effectively balance challenge and support during reflection.

For example, the section on student intellectual development noted that most undergraduate/graduate students operate at level 4 of the reflective judgment model. Such students have difficulty understanding perspectives other than their own. Accordingly, faculty can structure the reflection process as follows:

If students have difficulty understanding other perspectives, reflection can be used to provide opportunities to examine problems from multiple perspectives. Several activities can be used for this purpose including (1) class discussion where students share their experiences, (2) a journal with feedback from the professor to encourage consideration of other perspectives, (3) team conferences with the instructor, and (4) discussions with community partners.

Students may react negatively if they are confronted with perspectives that are not congruent with their own for the first time during the project. Thus it is important to provide opportunities for analyzing unstructured problems before the service learning experience to help students understand the need for considering and dealing with multiple perspectives.

Another important feature of the reflective judgment model is that it can help faculty understand students' problem-solving abilities in terms of a problem-solving process. To develop students' problem-solving skills, faculty should design assignments that address various elements of the problem-solving process such as framing the problem, identifying and evaluating various alternatives, etc. Thus, faculty can design assignments that encourage students to adequately frame the problem.  This can be done by examining various issues related to people, organizational structure and processes, resources based on the following steps:

· Gather appropriate evidence

· Identify alternative solutions to a problem

· Choose an appropriate solution from these alternatives and justify recommendations based on evidence

The literature also suggests that the skills involved in problem-solving develop sequentially. That is, students must be able to frame problems effectively before they can identify ways to gather evidence or identify alternatives. Thus learning goals must reflect student intellectual development. For example, if most students are at level 4, goals related to framing problems must be addressed before other steps in the problem-solving process.

Structuring the Communication


The discussion in previous sections suggests that reflection involves ongoing communication between various stakeholders. In designing reflection, faculty must consider how communication between different stakeholders during reflection can enhance both the quality of the service and student learning.

Examples include:

· Faculty input (through assignments and coaching) should be structured to provide guidance and to challenge students.

· Student feedback as evidenced through reflection is key to successful faculty coaching.

· Student communication through journals, logs or discussions can be structured to create a "safe" space for students to share their feelings and address concerns that arise during the service experience.

· Peer interactions can help encourage students to consider multiple perspectives and thus improve the quality of their problem-solving efforts.

· An orientation session at the beginning of the semester that brings together faculty, students, and community partners can help prepare students for the service experience while simultaneously providing community partners information on student goals, capabilities and constraints.

· A wrap-up session involving faculty, students, and community partners to reflect on achievements and lessons learned can enhance student learning and future work with the community.

· As discussed in previous sections, context variables such as class size, nature of service, student characteristics, and course objectives must all be considered in structuring the communication between stakeholders during reflection.

Designing Continuous Reflection

Based on design considerations discussed in prior sections, faculty should develop a plan for continuous reflection to effectively integrate the service activities with other coursework. Faculty might find it helpful to think in terms of the three stages of reflection: before experience, during experience, and after experience. Faculty might want to address the same set of learning outcomes at each stage, but the way in which the outcomes are addressed could be very different depending on the stage of reflection. For example, faculty might focus on helping students acquire the prerequisite problem-solving skills before the experience. During the service, the focus might be on coaching students in solving a complex S-L problem. After the service, reflection activities might focus on helping students consolidate their learning, and consider limitations and future extensions.

Examples of the goals of reflection and the design of reflection activities at each stage are given below:

Reflection before Experience 

Design reflective activities that help students prepare for the service experience. Thus reflective activities could be designed to:

· Help students acquire the disciplinary knowledge required for service activities. 

· Provide opportunities to practice application of disciplinary knowledge.
Help students develop the problem-solving skills required to address community concerns. 

· Help students develop an understanding of community needs and organizations. 

· Help students develop information gathering skills for collecting information required for service activities
	Case studies
	Assign case studies to help students practice problem-solving skills.

	Presentation
	Arrange for an orientation session by community agency staff.

	Small group activity
	Ask students to develop an information-gathering plan (sources of information, interview questions, etc.)

	Large group discussion
	Organize a large group discussion on developing an information-gathering plan



Reflection during Experience

Communicating with students throughout the service project may be critical to ensure that students are performing project tasks competently, and for helping students refine and develop their initial ideas. Ongoing communication can also be a starting point for understanding student problem-solving efforts and assessing the developmental levels of students as they grapple with issues. As these factors will have an impact on the service activity and student learning, they can provide useful information for refining the reflection process in subsequent semesters. 
Reflection after experience

Use reflection to connect service experience back to disciplinary knowledge and explore future applications.


Challenge students to think critically about their service experiences and the responsible application of knowledge and public problem solving.

(Sited from http://www.compact.org/disciplines/reflection/)
Developing Civic Engagement Skills

In recent years, higher education institution educators have identified civic engagement as an important educational outcome for any service-learning program. In response to widespread civic disengagement and apathy, especially among traditional-age college students, concerned leaders in higher education have issued a call to all involved in service-learning and related programs to move students toward increased civic awareness and engagement. Campus Compact's President's Declaration on the Civic Responsibility of Higher Education is one example of this recent emphasis on civic engagement in higher education. Reflection is a critical component in achieving this outcome, as the literature strongly suggests that students do not automatically translate community service projects into increased civic involvement. In fact, without a conscious effort—through reflection—to engage students, some research suggests that the more students serve, the less engaged they will feel with the democratic political process.
Unlike many of the other desired educational outcomes for service-learning and associated reflection activities, however, civic engagement is a highly charged and contested concept. For example, many in higher education object to citizenship as an outcome for service-learning because they believe civic outcomes can become hortatory, patriotic flag-waving, as opposed to critical thinking. Others see civic engagement as too political or partisan, beyond the parameters of academic learning in most discipline-based courses. Beyond these objections but somewhat related to them, there is a tendency in the civic education literature to assume a single, monolithic understanding of what constitutes "good citizenship/civic engagement." This obscures the realities and challenges of pluralism, and may cause educators to dismiss the civic dimensions of their students' service altogether. But happily, there is no single definition or perspective of citizenship that can or should be used to structure uniform reflection questions or activities. Faculty should be encouraged to adopt the perspectives on civic engagement that most relate to their particular disciplinary approaches, or that most closely connect to the type of service project in which their students are engaged. The most important thing to understand is that paying attention to civic outcomes is important, regardless of what definition of civic engagement is adopted.

Of course, good citizenship from whatever perspective encompasses many of the other outcomes and skills discussed here. Civic engagement requires strong critical thinking and problem-solving skills, as discussed in the previous section. Effective citizens must also acquire sound communication, teamwork, and leadership skills, as explained in the section on developing personal competencies. But one of the most important elements of civic engagement that reflection can be the vehicle to developing is to encourage students to "dig deeper," to go beyond the particulars of their service project or the people with whom they work to the public dimensions of their work.

Guidelines for Reflection

Recognize that students may differ in their understandings and assumptions about politics, citizenship, and democratic civic engagement. Developing a reflection activity that allows students to define citizenship for themselves can at once make initial connections between service and civic engagement and serve as an assessment tool in determining where students are and what strategies might be employed to get them to "dig deeper."

As discussed in the previous section on developing critical thinking/problem-solving skills, students may react negatively to efforts aimed at critical civic reflection. Many students want to do service precisely because they are disenchanted with political or civic institutions in society. They want to act, to make an immediate difference; they don't want to analyze their service activity in light of deeper social or political issues. 
Moreover, efforts to engage students along these dimensions may produce conflict or tensions in class, something many students seek to avoid. Reflection strategies should be devised with these concerns in mind.
To develop students' civic engagement skills, design reflection questions and assignments which address the various components of civic awareness and public problem-solving. Students might be asked to reflect upon the public/civic dimensions of their chosen discipline or profession, or their anticipated work once they graduate. Faculty can encourage students to connect their community service work to a public policy issue, or to analyze the public policy dimensions of the community work done by the organization with which they are partnered in service.

Example 1

Many, if not all of the organizations or programs students work with were developed self-consciously in response to a perceived "public problem." Students can be asked to gather information at their service site, to write a public problem statement and do further research on the public issue of concern, or alternatively, to do a "stakeholder analysis"—examining the interests that different organizational "stakeholders" have in a public problem that underlies the service project with which they are involved.

Example 2

In an election year, students can be asked to follow a campaign in the media, by reading the newspaper, watching a candidate debate forum, or going to various political/candidate websites for information. Then, ask the students to frame the issues addressed in the campaign from the perspective of the people with whom they serve. Students could either develop an issue position paper or a set of issue questions in a candidate debate format, based on their understandings from their service and conversations with people at their service organizations.

(Sited from http://www.compact.org/disciplines/reflection/)
examples of Reflective Questions and Exercises
This section provides some examples of reflective questions and exercise that can be used in courses that employs the service learning modules.

Before Service Learning Projects

The following questions and exercises are appropriate before or right after starting service learning projects:

Questions 1: What is Service Learning?

1. What should be the role of education in preparing students to become citizens?

2. What does an effective citizen do? Can you identify some behaviors and actions associated with being a good “citizen”?

3. What is a global citizen?

4. What, in your view, are the pros and cons of service learning courses?

5. What connection do you see between societal issues and individual responsibility?

6. What community issues concern you the most?  What can you do to help resolve these issues?

Questions 2: Exploring “Service”
1. How have you experienced a sense of community in other settings?

2. What have you been of service to others? In what ways?

3. When have you been served by others? In what ways?

4. What did you give to others when you were providing service?  What did you gain from your service experience?

Questions 3: Defining “Community”
1. How do you define “community”?

2. Have you experienced yourself to be a member of a community in any way before?  In what ways have you experienced belonging in a community?

3. Are there communities to which you could belong but choose not to?  If so, why?
Questions 4: Re-examining Social Structure
1. How can we move beyond stereotypes, preconceived ideas, misinformation, and biases to understand real people and real issues?

2. How can we be solution centered?

3. How can we examine external norms and societal structures?

4. Which community values should we reinforce, which are open to question, and how should a community decide this?

5. How can we develop and act from an ethical base while engaging as citizens in our communities?
Exercise 1: Making a Difference
If you are working on your own, divide a sheet of paper into four columns.  At the top of each column write one of the following words: Location, Action, Skill, and Knowledge.

Next, make a list of the places you have helped out in the community and put them under the Location column.  This does not have to be formal volunteerism.  Maybe you planted trees in a park as part of your Girl Scout troop or maybe you walked in a fundraising for juvenile diabetes.  Everything counts.

Beside each Location, briefly describe what you did.  What was the Action?

As you consider what you did, note the Skills (the concrete abilities) and Knowledge (the base of information) you used to accomplish the Action.

Read what you have written.  What do you notice about the ways you have worked to make a difference in your community?  What does this say to you about your own civic capacity?  What might that mean for you as a service-learner in this new experience?  What knowledge and skills, in particular, would you like to expand in this new experience?
Exercise 2: Who am I and What Do I Bring? (especially appropriate for Diversity Course)
First, describe your background or identity on a sheet of paper on the basis of:

· Race/ethnicity

· Gender

· Spirituality

· Ability (physical/mental/emotional)

· SES

· Age

· Physical appearance

· Sexual orientation

· Other identifiers 

What have been some sources of strength for you, growing up as described above?

What have been some difficulties for you, growing up as described above?

How has your background or identity affected your fit in the Chicago School, and how do you imagine it will affect your fit in this classroom and in the work at your site?

How do the multiple expressions of your identity impact the way that you perceive your community partner as an organization and the work that it does?
How does your identity impact the way that you perceive other people, including your teammates and classmates, your community partner contacts, and the people served by your partner?

How might you learn from the perspectives of others?  What particular perspectives would be most valuable for you to encounter?

***Reflection***
After answering the above questions answer the following questions in writing:

· What is it like for you, this process of considering identity and its effect on your perceptions of others?

· What thoughts and feelings emerge as you consider these questions?
Adapted by Laura C. Engelken from “Who am I, What Do I Bring?” developed by Dr. Jamie Washington (2001)
Exercise 3: My Ideal Learning Environment
Complete a seven- to ten-minute free-write on the theme “In my ideal learning environment…” What qualities are present in those learning environments in which you thrive and experience a sense of inclusion?

What you think about service learning in general and your current experience in particular, in what ways do you see the qualities of your ideal learning environment represented?  What about this experience will suit your preferences well, and what will be challenges in this kind of course?

During Service Learning

The following questions and exercises are appropriate after starting service learning projects:

Question 5: Changes in Expectations & Assumptions

1. Before you interact with your agency’s clients, what expectations, assumptions, and prejudgments did you have?  Where did these come from, and why do you think you had them?

2. After doing service learning for a few weeks, how have your previous expectations, assumptions, and prejudgments about the nature of the agency or its clients changed or strengthened? Why?  

Exercise 4: Cultural Dimensions of Service

In this activity, you will explore how you have come to define and understand what “service” means to you by examining your own cultural definitions.  Begin by drawing (or otherwise indicating) yourself in the middle of a large sheet of paper.  Around this figure, make notes about what service means to you and what kinds of service to others you have been engaged in, inside or outside a school setting.

Next, draw figures around you and connected to you, representing important person in your life from whom you have learned about service.  These could be parents and grandparents, siblings, other relatives, friends, mentors, schoolmates, teachers, professors, colleagues, and others.  What kinds of service have these persons been engaged in?  What do you believe “service” means or meant to them?

Now, consider these persons and relationship through the lens of culture.  Who among them shares one of more aspect of your cultural identity?  How do those cultural groups to which you experience belonging understand “service”?  How is that reflected in your drawing?

Conversely, who among these persons has had a distinctly different cultural experience from yours?  How did these cultural differences affect your relationships with those persons and how they understand “service”?
Exercise 5: Deconstructing Stereotypes

Pay particular attention to the ways the group you are serving are shown in the broadcast media, including film, television, Internet, and radio, by watching and listening to several shows and making notes about what you see and hear.  After you have spent some time intentionally engaging with the images in popular media that connect with the group of persons you are serving, respond to the following questions:
· How do these images represent stereotypes about the community you are serving?

· How are the stereotypes about this group reinforced in the media? How do the media negatively portray this group?

· How are the stereotypes about this group challenged in the media?  How do the media positively portray this group?

· How do these images connect with your own experience of this group, and how are they different?  When you look at these images, do they help you to see the faces of the individuals you are serving? Or do they obscure the faces of those individuals?  How?

Questions 6: Culture and Service Learning Experience
1. What influence does culture have on your interaction with individuals at your service learning sites?

2. What influence does power/privilege have on your interaction with individuals at your service learning sites?

3. How does your understanding of service impact your interaction with individuals at your service learning sites?

Exercise 6: Fish Bowl
Faculty asks for volunteers (5-7) to be in a circle in the middle of the room. The remaining students form a large circle outside of the inner circle. In essence, students form a set of concentric circles. Faculty provides the inner circle with open-ended questions about content in the class and their service experiences, and encourages students to maintain a discussion. If a student from the outer circle has something to add to the discussion, that student joins the circle and replaces an inner circle student. Important to this reflection technique is a clear set of ground rules (all ideas are respected, replacing a student happens after he or she is done speaking, and there is no talking from the outer circle). This activity allows for students to speak freely about sensitive topics and allows for both internal and external processing, public and private reflection. Faculty may also enlist help from all students in the class for questions to ask the inner circle.
Exercise 7: It’s My Bag
Students find a bag at home (any bag) and fill it with one (or two, depend ing on time) item(s) that remind them of how they feel about their service learning project. Students bring the filled bag to the reflection session, and explain their item(s) to the rest of the class. The item(s) that they bring usually turn out to be inspiring visual aids that bring out excellent comments. Students are given a chance to think metaphorically about their experience and connect the abstract with the concrete. 
Exercise 8: Values Continuum
Faculty can use this exercise to assist students in clarifying their values and exploring the knowledge base for student opinions. This exercise can be used anytime during the course. Name each corner of the classroom as follows: Strongly Disagree, Disagree, Agree, and Strongly Agree. Name the middle of the room as Neutral. Instruct students to go to the place in the room for which they most identify after you read certain statements. Faculty can create questions based on classroom content and/or the service experience. For example, faculty may say, "I believe that individual rights are more important than the rights of the larger community,” or "I believe that service to a community is the responsibility of all citizens,” or "I believe our government has the responsibility to solve world problems." Once students have gone to their respective places, allow time for students to discuss with other group members their reasons for standing where they are. Have each group report back their reasons for why they believe what they do, and then allow others to "switch" to a different group if they have changed their minds.

Continue discussion, and then repeat the process for as long as time allows.

After Service Learning
The following questions and exercise are appropriate at the end of or after service learning projects:

Question 6: Knowledge and Skills Gained

1. What are some personal strengths and weaknesses that have emerged during the service learning experience?
2. What challenges did you encounter and how did you overcome them?

3. What are some personal growths and changes you have observed since you started the service learning project?

4. What skills and knowledge have you gained through service learning?

5. Describe something you learned as a result of a disappointment or a “failure” during your service experience.  How does this new learning translate into your life beyond this class (i.e., how will you apply this learning after this course ends?)

Question 7: Connection with Oneself and One’s Career Goals

1. What did you learn about yourself through your service experience?

2. How have you changed as a result of this service experience?  How will these changes influence your future behaviors?

3. How does this experience connect to your long-term goals?

4. What knowledge and skills you gained through your service activity will you utilize to reach your long-term goals?

Exercise 9: Truth Is Stranger than Fiction
Best used toward the middle and end of a course, this exercise has students divided into groups of no more than three. Faculty ask students to write the most unusual story that happened to them during their service learning experience and to be prepared to share it with their small group at the next class session. At the next class session, have students share their stories in small groups and then come together as a class. Ask representative group members to share some of the stories and what it meant to group members. Open up the discussion to the rest of the class. Faculty should be prepared to prompt students if needed. Students learn valuable writing skills, group communications skills, and have the chance to explore what situations/knowledge affects them. With student permission, faculty can collect stories and "publish" copies for all class members and/or share stories with campus service learning programs to use for community publications and other future needs. Be sure to respect clients’ confidentiality.  (Diane Sloan, Miami-Dade College)
Section 3:

Service Learning Resources

SERVICE LEARNING SYLLABI LINKS

101 Ideas for Combining Service & Learning

http://www.fiu.edu/~time4chg/Library/ideas.html
American Educational Research Association - -Division J (AERA-J) and the

Association for the Study of Higher Education (ASHE) Syllabi website project

www.higher-ed.org/syllabi
American Association of Community Colleges (AACC) Service Learning

Clearinghouse

www.aacc.nche.edu/servicelearning

Campus Compact Service Learning Syllabi

http://www.compact.org/syllabi/list.php?discipline=Psychology
Service-Learning Syllabi by Discipline

www.colorado.edu/servicelearning/faculty.html
Tufts Service-Learning Course Syllabi

http://www.tufts.edu/as/macc/biblio.html#syllabi

UCLA Service-Learning Clearinghouse program models and syllabi

www.gseis.ucla.edu/slc/modelp.html

University of Washington Service Learning Syllabi and Course Descriptions

www.washington.edu/oue/faculty/servlearn.html

APPENDIX A

SAMPLE SYLLABUS 
PY 446 Diversity in Clinical Psychology 2

Tuesday,3pm-5pm, 2 credit hours

Spring 2009
	Course Introduction


Instructor:

Bianka Hardin, Psy.D

Office and Hours:
MM 1363, Monday and Wednesday 2-4pm 


Phone:


312-410-8976


E-mail: 

bhardin@thechicagoschool.edu

Course Website:
See the Clinical PsyD Department page in Angel

Official Course Description 

This is part two of a two-semester course sequence. Diversity 2 builds upon the foundational knowledge of social systems of power, privilege, and oppression and introduction to multicultural psychology established in Diversity 1. This course introduces students to the cultural and social correlates of mental wellness and interpersonal functioning. We also seek to identify culturally responsive individual, family, and community interventions while developing introductory cross cultural clinical skills. The acquisition of multicultural knowledge and skills is the desired outcome of ‘multicultural’ coursework and the literature in multicultural counseling competencies notes that affecting personal change with regard to racial and cultural attitudes is an important long-range goal only initiated by such a course.  This is not a “how-to” course (e.g. “how to” do clinical work with racial minority clients). Consequently, the course’s contents are intended to raise multicultural awareness and help counselor-trainees learn how to form a multicultural counseling relationship with any potential client and identify interventions that promote individual and social change. 

Diversity 2 blends exposure to theory and empirical literature, skills training, service learning or cultural excursions, and personal introspection. The course is predicated on the beliefs that 1) all people are affected by their culture and by existing systems of oppression, 2) culture has a dramatic (although sometimes unrecognized) impact on how people perceive themselves, others and the world, 3) all people have stereotypes and prejudices, 4) self-examination is required to better understand personal beliefs, values, stereotypes and prejudices and the experience of others, and 5) competence in understanding and working across cultural boundaries is an essential part of becoming an effective, ethical, and competent clinician. 

Chicago School Institutional Learning Goal Addressed 

Diversity

Program Competency Addressed
Individual and Cultural Differences

Learning Objectives 

Objectives for the course are as follows:

1. Utilize knowledge of biases, values, and identities to identify potential areas of clinical counter transference and limits to counselor competence. 

2. Demonstrate knowledge of sociocultural and political factors affecting life experiences and wellness of diverse populations, including immigrants, displaced persons, and refugees.

3. Students will demonstrate an ability to create appropriate individual and social interventions to presented clinical material through an introduction to culturally centered theories and indigenous models of healing. 

4. Ability to engage in multiple culturally and clinically appropriate verbal and non-verbal helping responses.

5. Students will engage in service learning or cultural excursions that enrich their cultural and community knowledge, awareness, and cross-cultural engagement and communication skills. 

6. Demonstrate knowledge of Guidelines on Multicultural Education, Training, Research, Practice, and Organizational Change for Psychologists as set forward by the APA.

Course Requirements and Assignments

Course Requirements: Regular attendance, active class participation, completion of assigned readings, and team work and activities (15 points)

Class Participation and Double Entry Journals (5 points)

This is a graduate-level seminar that requires intense and ongoing participation.  Students are expected to read all assigned readings thoroughly before each class and actively engage and participate in every class.  Course assignments and expectations are demanding, so please plan your time accordingly.  

Your goal is to critically understand and be able to integrate your learning into your daily personal and professional life.  I encourage you to find value in each assigned reading, by critically analyzing the reading with a scholarly and personal lens.  You can do this by asking yourself the following questions:

· Who is/are the author(s)?

· What personal and professional forces have influenced this author/these authors? 

· What are the primary take away lessons from this reading? 

· How do they arrive at these? 

· Do I agree or identify with these lessons? Why or why not?

· How do I feel about these arguments?

· How is this relevant to my professional development?

Team Work and Activities (10 points)
This class has been developed utilizing a collaborative learning framework.  All students will be assigned to a team for the entire semester.  Students will be expected to actively participate in all team exercises in and out of the classroom.  Team participation will be evaluated by the instructor, the team, and the team member.  
Class Attendance and Punctuality

Course learning is dependant upon all students being present and actively participating in class.  Therefore, attendance for each class meeting is required. If you will be late or are not able to attend a class meeting, you must notify the instructor before the class via email. Failure to follow this procedure will result in a reduction of your attendance and participation grade. Students are allowed 1 unexcused absence. Additional unexcused absences are subject to a 5 point reduction (for each absence) of your total grade.  Points will also be deducted from the grade if a student is regularly tardy.
Assignments 

See Assignment Description and Rubric for a more detailed description of the assignments. 

Assignment One:  Service Learning Portfolio or Cultural Excursion Portfolio (25 points)
Each student is required to participate in cultural experiences that place them in an unfamiliar cultural context and where they are able to apply relevant course material. Instructors should specify the requirements of an ‘unfamiliar cultural context’ and what types of interactions or experiences are appropriate for the assignment. Service learning is not a requirement; however, many service learning sites require a time commitment and service contract that may extend slightly beyond the course. 

Students will organize a portfolio that provides evidence that they have accomplished course learning objectives through their course and service learning experience.  Portfolios can include drafts of documents, analysis of problems/issues, project activities/plans, an annotated bibliography, site materials, pictures, etc.  Portfolio should be organized by the course 6 learning objectives. 

Each portfolio must contain the items listed below:

 “What? So What?  Now What?”

Utlize “What? So What?  Now What?” (see handout)” framework to critically analyze a critical incident that occurred during your service learning experience.  

Choice ONE of the following activities to highlight the important lessons you have learned from your service learning project.   

· Inventory: Develop a community inventory for your site or population.  This inventory will include information such as risk/resiliency issues, resources, local leaders, key service organizations, important community relationships, key players, etc.   

· Teach: Teach others what you have learned through your service learning experience.  Put together instructions, references, or a presentation for others to learn more about your experience (work with specific population or at specific site).

· Recommendations: Draft a letter to a future student working at this site next year that provides guidance, recommendations, and recourses.  Imagine reading your letter will assist them in getting started and being successful at your site.     

Choice ONE of the following creative ways to demonstrate what you have learned during your service learning project. (Note: To be displayed Service Learning Gallery on Last class) 

· Video/Film: Create a video about your project or the population you are working with.  Film can also include slides put together to music or other forms of media.  

· Media: Write a sample press release or newspaper article about your project (can include photos).

· Newsletter: Create a sample newsletter about your service learning project that includes your reflections, information about the site or population, and recommendations for advocacy. 

· Zine: Develop a display with a mixture of pictures, drawings, poetry, quotes, free writes, etc about your project

· Photovoice/Display/Mural: Create an artistic display giving voice to your project.  Display can also include a brief written essay. 

· ABC book: Use each letter in the project or organization title to create a book that represents a lesson learned from your service learning project.  

Portfolio Summary

Summarize the most important learning lessons you will take from your service learning project.  Your summary should include what you learned about yourself, how you have changed as a result of this experience, and how this experience is connected with your long-term goals.   

Assignment Two: Common Case Vignette (20 points) 

All students receive a case vignette to analyze.  Students will identify the presenting problem and present a case conceptualization and/or respond to specifically posed clinical questions. This writing activity will distributed the 14th week of the semester and is due Finals week.  

Assignment Three: Countertransference Paper (20 points-draft 1=10 points, draft 2=10 points)

This assignment provides an opportunity for students to better understand and address their own cultural triggers, preconceived notions and beliefs before they become problems of transference and projection during the counseling process. Utilizing the information and experiences discussed in the cultural autobiography assignment from fall semester, students should identify primary areas for growth and experience. Everyone has unresolved issues with their own and other cultures; thus this exercise will help bring them into a greater level of awareness while providing an opportunity to address them in a safe milieu.  Students will be required to write an 8-10 page paper which includes but is not limited to the following:

· Identify and address key areas or situations that trigger intense emotions. (e.g. interacting with a person from a specific ethnic or economic group)

· Critically analyze this emotionality. What is it about the situation that provokes this response? Re-examine these feelings and consider what else could be causing or contributing to this response?

· What are you saying about your own culture, given the things that annoy you (your own cultural presuppositions, the implicit premises that inform your interpretation and response)? Identify any other sociocultural factors that may be contributing to your experience of these situations.

· How do you think these feelings would manifest clinically with a client from this group? How would you respond? What have you learned about your in/ability to reframe and handle these feelings therapeutically? Is it enough to say, “I try not to let them enter into the counseling session” or “I will just have to refer those clients?” 

· Propose an action. What can you do to resolve these feelings? What skills might be useful or necessary in your work with this group or in this environment?

Two drafts of this paper are due to allow for more intensive reflection.  

Team Presentation (20 points) –Team Presentation-The Spirit Catches You 

Teams will provide a cultural critique of the book, The Spirit Catches You and You Fall down, and present on an assigned clinical topic relevant to the book.  Presentations will examine relevant cultural issues impacting practice and provide recommendations for culturally competent practice Groups will be expected to develop a detailed outline or handouts.  

Presenters will be viewed as the class experts on this particular topic.  Presentations should be both creative and informative.  Presenters should provide the class with resources for their future work with this particular population (ex. Handouts, websites, video and/or reading recommendations).  

	Class Timeline


	Class Date
	Learning Objectives
	Topic
	Topic 

#*
	Readings and Assignments

	1

1/13/09
	2, 5
	Introduction to Diversity 2 and Service Learning 

Social and Cultural Factors impacting health (SES and Oppression)

View and Discuss Film Unnatural Causes: In Sickness and In Wealth
	1, 7
	

	2

1/20/09
	1-5
	Barriers to health, wellness, and treatment and identification of cultural correlates of mental health and wellness

Service Learning 
	1, 3, 4 
	Thompson, Bazile, & Akbar(2004); McCabe(2002) ; Fong Ch. 1; Schwartzbaum & Thomas Ch 2(13-33)

Double Entry Journal

Interview Each Other: Break into groups of 2 (1 group of 3) to interview each other about each other’s service learning experience.  Take notes during the interview and summarize key points to the group.

	3

1/27/09
	1-4
	Cultural Appropriate Interventions and Conceptual Frameworks

View and Discuss Film: Culturally Alert Counseling: A Demonstration of Key Practices 
	1, 2, 3, 4
	Schwartzbaum & Thomas Ch 2 (33-43); Fong Ch 2

	4

2/3/09
	1-5
	Dimensions of Religion, Ethnicity, and Spirituality and Treatment Issues  

View and Discuss Film: Working with Religious Clients

Service Learning
	3, 4, 8
	Sperry (2001)

Richards & Bergin (2000)

Rabinowitz (2000)

Thurston (2000)

Hedayat-Diba (2000)

What influence does power/privilege have on your interaction with individuals at your service learning sites? 

How have you seen issues related to spirituality and religion play a role at your service learning site? 



	5

2/10/09
	1-4
	Dimensions of Religion, Ethnicity, and Spirituality and Treatment Issues  


	1, 2, 3, 4, 8
	Schwartzbaum & Thomas Section IV

Team Project: Spirituality Group Project (Mustard)

	6

2/17/09
	1-5
	Incorporating Eastern Approaches Into Treatment

Service Learning

	1, 3, 4, 6, 8
	Pankhania (2005)

Daya (2005)

DeSilva (2005)

C Countertransference Draft 1

What have your experiences been with interacting with eastern approaches at your service learning site?  What have you learned? 

Over the next two years, what is one issue or challenge you would like to be a more respected authority on?  How will this be a challenge for you? What do you need to do to become an authority on this issue? 

	7

2/24/09
	1-5
	Disability Issues and therapy

Service Learning 
	1, 2, 3, 4
	Garland-Thomas (2005)

Olkin (2002)

Smart & Smart (2006)

Double Entry Journal

Describe a person you have met on your project.  What are their attitudes about the project and their work with you? How do you think those attitudes developed? 

What is your experience with disability issues at your service learning site?  What have you learned? 

	8

3/3/09
	2-4
	Dimensions of Sexual Orientation 

View and Discuss Film: Working with Gay and Lesbian Youth: A Multiethnic Demonstration
	1, 2, 3, 4, 10
	Schwartzbaum & Thomas Section VI

	9
	
	--Spring Break--
	
	

	10

3/17/09
	1-4
	Dimensions of Immigration and Acculturation-Issues impacting Immigrants, Refugees, & Asylum Seekers
	1, 2, 3, 4, 5, 10 
	Bemak & Chung(2008)

Marotta (2003)

Hernandez (2002)

Schwartzbaum Section III 149-162

Wrap Up Dimensions of Sexual Orientation with Team Project Red

	11

3/24/09
	1-4
	Culturally Competent Practice with Immigrant and Refugee Children
	1, 2, 3, 4, 5, 10
	Fong Ch 3

Gill Chapters 1-3

Team Project Green

	12

3/31/09
	1-4,6
	The Spirit Catches You and You Fall Down 
	1, 2, 3, 4, 5, 6, 8, 10 
	Team Presentations

	13

4/07/09
	1-5
	Family and Community Empowerment, Working with Underserved, and Evidenced Based Treatments

Service Learning
	1, 3, 4, 7
	Snell-Johns, Smith, Mendez (2004)

Boyd-Franklin, Smith Morris, & Bry (1997)

C Countertransference Draft 2

Make a list of skills used and learned on this project

What have been the best and worst parts of this project? Why?

	14

4/14/09
	1-5
	Social inequity: Toward human and social transformation

What is the role of psychologists in social justice? 

Final Case Handed Out  
	7
	Prilleltensky & Nelson (2002) Ch. 12-13; Speight and Vera (2004)

Wallace (2000)

Hage et. Al (2007)

Rosenblum and Travis, Section IV

What are some of the big problems facing the world today?  How does your service connect or address these issues? 

What community need, work challenge, or public issue have you given the most deliberate, critical, analytical thought to this year?  What are some factors that you looked at or data you considered?  Who or what resources did you consult?

Service Learning Portfolio Due

	15

4/21/09
	1-6
	Ethical issues in cross cultural counseling

Service Learning

Review Final Case
	1, 3, 
	APA (2000)

Final Case Due




*See numbers below for topic coverage

Primary Topics

1. Identification of cultural correlates of mental health and wellness

2. Clinical application of racial and sexual minority and disability identity development models 
3. Identification of culturally appropriate interventions 
4. Cross cultural counseling skills including (micro training, cross-cultural communication skills, etc.)

Secondary Topics

5. Issues impacting the treatment of immigrants, refugees, asylum seekers, and displaced persons

6. Introduction to culture-specific psychologies and interventions (e.g. African-centered psychology, Asian American psychology, Buddhist psychology, Chicano psychology, etc.)

Additional 

7. Promotion of social justice as promotion of health and wellness

8. Spiritual intervention

9. Greater discussion of specific groups in Chicago (e.g. migration, social and political hx impacting tx issues)

10. Issues specific to children and adolescents
*See numbers below for topic coverage

Primary Topics

11. Identification of cultural correlates of mental health and wellness

12. Clinical application of racial and sexual minority and disability identity development models 
13. Identification of culturally appropriate interventions 
14. Cross cultural counseling skills including (microtraining, cross-cultural communication skills, etc.)

Secondary Topics

15. Issues impacting the treatment of immigrants, refugees, asylum seekers, and displaced persons

16. Introduction to culture-specific psychologies and interventions (e.g. African-centered psychology, Asian American psychology, Buddhist psychology, Chicano psychology, etc.)

Additional 

17. Promotion of social justice as promotion of health and wellness

18. Spiritual intervention

19. Greater discussion of specific groups in Chicago (e.g. migration, social and political hx impacting tx issues)

20. Issues specific to children and adolescents
*See numbers below for topic coverage

Primary Topics

21. Identification of cultural correlates of mental health and wellness

22. Clinical application of racial and sexual minority and disability identity development models 
23. Identification of culturally appropriate interventions 
24. Cross cultural counseling skills including (micro training, cross-cultural communication skills, etc.)

Secondary Topics

25. Issues impacting the treatment of immigrants, refugees, asylum seekers, and displaced persons

26. Introduction to culture-specific psychologies and interventions (e.g. African-centered psychology, Asian American psychology, Buddhist psychology, Chicano psychology, etc.)

Additional 

27. Promotion of social justice as promotion of health and wellness

28. Spiritual intervention

29. Greater discussion of specific groups in Chicago (e.g. migration, social and political hx impacting tx issues)

30. Issues specific to children and adolescents
Required reading: 

American Psychological Association. (2000). Guidelines for Psychotherapy with Lesbian, Gay, and Bisexual Clients.  Available online at www.apa.org
American Psychological Association (2002) Guidelines on Multicultural Education, Training, Research, Practice, and Organizational Change for Psychologists. 
Gil, E., & Drewes, A. A. (Eds.). (2006). Cultural issues in play therapy. New York: The 

Guildford Press.

Fadiman, A. (1998) .The spirit catches you and you fall down. New York: Noonday Press.

Fong, R. (Ed.). (2004). Culturally competent practice with immigrant and refugee children and 

families. New York: The Guildford Press. 

Rosenblum, K. E. & Travis, T. C. (2006). The meaning of difference: American constructions of race, sex and gender, social class, and sexual orientation. Boston: McGraw Hill. 

Schwarzbaum, S., & Thomas, A. J. (2008). Dimensions of multicultural counseling: A life story approach. Thousand Oaks: Sage.

Note: There is a study website for the text: http://www.sagepub.com/dimensionsofmulticulturalcounselingstudy/

Additional Readings on Reserve

Bemak, F., & Chung, R.C. (2008). Counseling refugees and migrants. In P.B. Pederson, J.G. Draguns, W.J. Lonner, & J.E. Trimble (Eds). Counseling across cultures. 307-324.

Boyd-Franklin, N., Smith Morris, T., & Bry, B. H. (1997). Parent and family support groups 

with African American families: The process of family and community empowerment. Cultural Diversity and Mental Health, 3, 83-92. 

Daya, R. (2005). Integrating Buddhist moments in psychotherapy. Multicultural aspects of counseling and psychotherapy, 22,186-193.

DeSilva, P. (2005). An introduction to Buddhist psychology. New York: Palgrave Macmillan. Excerpt.

Garland-Thomas, R. (2005). Feminist disability studies. Signs, 30(2), 1557-1587.

Hage, S. M., Romano, J. L., Conyne, R. K., Kenny, M., Matthews, C., Schwartz, J. P., et al. 

(2007). Best practice guidelines on prevention practice, research, training, and social advocacy for psychologists. The Counseling Psychologist, 35, 493-566.
Hedayat-Diba, Z. (2000). Psychotherapy with Muslims. In P.S. Richards & A.E. Bergin (Eds.) Handbook of psychotherapy and religious diversity. 289-314.

Hernandez, P. (2002). Trauma in war and political persecution: Expanding the concept. American Journal of Orthopsychiatry, 72(1), 16-25.

Marotta, S.A. (2003). Unflinching empathy: Counselors and tortured refugees. Journal of Counseling and Development, 81, 111-114.

McCabe, K. M. (2002). Factors that predict premature termination among Mexican-American 

children in outpatient psychotherapy. Journal of Child and Family Studies, 11, 347-359. 

Olkin, R. (2002). Could you hold the door for me?: Including disability in diversity. Cultural diversity and ethnic minority psychology, 8(2), 130-137.

Pankhania, J. (2005). Yoga and its practice in psychological healing. In R. Moodley & W. West (Eds.) Integrating traditional healing practices into counseling and psychotherapy. 246-256.

Prilleltensky, I., & Nelson, G. (2002). Doing psychology critically. Palgrave Macmillan: NY

Rabinowitz, A. (2000). Psychotherapy with Orthodox Jews. In P.S. Richards & A.E. Bergin (Eds.) Handbook of psychotherapy and religious diversity. 237-258.

Richards, P.S., & Bergin, A.E. (2000). Toward religious and spiritual competency for mental health professionals.  In P.S. Richards & A.E. Bergin (Eds.) Handbook of psychotherapy and religious diversity. 3-26.

Thompson, S., V. L., Bazile, A., & Akbar, M. (2004). African Americans’ perceptions of 

psychotherapy and psychotherapists. Professional Psychology: Research and Practice, 

35, 19-26.

Smart, J.F., & Smarty, D.W. (2006). Models of disability: Implications for the counseling profession. Journal of Counseling and Development, 84, 29-40.

Snell-Johns, J., Mendez, J. L., & Smith, B. H. (2004). Evidence-based solutions for overcoming access barriers, decreasing attrition, and promoting positive change with underserved families. Journal of Family Psychology, 18, 19-35. 

Speight, S. L., & Vera, E. M. (2004). A social justice agenda: Ready or not? The Counseling Psychologist, 32 (1), 109-118

Sperry, L. (2001). Spirituality in clinical practice. Excerpt pp. 120-145

Thurston, N.S. (2000). Psychotherapy with evangelical and fundamentalist Protestants. In P.S. Richards & A.E. Bergin (Eds.) Handbook of psychotherapy and religious diversity. 131-153.

Wallace, B. C. (2000). A call for change in multicultural training at graduate schools of education: Educating to end oppression and for social justice. Teachers College Record, 102(6), 1086-1111.

Optional but Recommended Texts and Readings
Moodley, R., & West, W. (2005). Integrating traditional healing practices into counseling and psychotherapy. Sage: NY

Ridley, C.R. (2005). Overcoming unintentional racism in counseling and therapy: A Practitioner’s guide to intentional intervention. Second Edition. Sage: NY

Supplemental Reading 

Aoki, B.K. (1997). Gay and lesbian Asian Americans in psychotherapy. In E. Lee (Ed). Working with Asian Americans in psychotherapy. 411-419.
Berkow, D., & Page, R.C. (2001). Asian psychological approaches and Western therapy. In M. Maclachlan (Ed.). Cultivating health: Cultural perspectives on promoting health. 91-111.

Caldwell, L., & Tarver, D.D. (2005). An ethical code for racial-cultural practice: Filling gaps and confronting contradictions in existing ethical guidelines. In R.T. Carter (Ed.) Handbook of racial-cultural psychology and counseling: Training and practice, Volume 2. 514-527.

Faubert, M., & Locke, D.C. (2005). Issues of language diversity: Training culturally competent and confident therapists. In R.T. Carter (Ed.) Handbook of racial-cultural psychology and counseling: Training and practice, Volume 2. 120-134.

Goodman, L., Liang, B., Helms, J.E., Latta, R.E., Sparks, E., Weintraub, S.R. (2004). Training counseling psychologists as social justice agents: Feminist and multicultural principles in action. The Counseling Psychologist, 32(6), 793-837. 

Krippner, S. (1995). A cross-cultural comparison of four healing models. Alternative Therapies in Health and Medicine, 1(1). 

Liu, W. M., & Pope-Davis, D. (2005). The working alliance, therapy ruptures and impasses, and counseling competence: Implications for counselor training and education. In R.T. Carter (Ed.) Handbook of racial-cultural psychology and counseling: Training and practice, Volume 2.148-167.

Nagayama Hall, G.C., & Okazaki, S. (2002). Asian American psychology: The science of lives in context. Washington, D.C.: APA. Excerpt

Sue, D.W., & Sue, D. (2007)). Counseling the culturally diverse: Theory and Practice (5th Ed).. Danvers, MA: Wiley & Sons.

Tewari, N., Inman, A.G., & Sandhu, D.S. (2003). South Asian Americans: Culture, concerns and therapeutic strategies. In J.S. Mio & G. Iwamasa (Eds.) Culturally diverse mental health: The challenges of research and resistance. 191-210.
Wronka, J. (2008). Human rights and social justice: Social action and service for the helping and health professions. Sage: NY 

Yeh, C.J., Hunter, C.D., Madan-Bahel, A., Chiang, L., & Arora, A.K. (2004). Indigenous and interdependent perspectives of healing: Implications for counseling and research. Journal of Counseling and Development, 82, 410-419.

DVD references

Adelman, L. (producer). (2008). Unnatural Causes: is inequality making us sick? [Motion Picture]. USA: California Newsreel
Garrett McAuliffe and Associates (2008). Culturally Alert Counseling: A Comprehensive Introduction with DVD. [Motion Picture]. USA: Sage Publications

Service Learning Course

Diversity 2 is a service learning course wherein instructors who so choose, may offer students the opportunity to apply course constructs in a community based setting. Instructors who elect not to offer service learning as an option for students must require cultural excursions (see below for more details). 

Service learning refers to structured learning experiences that integrate community service with traditional academic curricula.  Students participating in the service learning program will apply their knowledge through direct community service (no clinical work) at community agencies as a way to apply social concepts and theories learned in the classroom. Students will have the opportunity to work in community based agencies that provide services to culturally diverse populations with a range of presenting issues. Possible opportunities might include agencies providing services to the homeless, tutoring, clients with limited English proficiency (LEP), and others. Service learning opportunities are coordinated through the Office of Community Engagement. Students also receive training and supervision through this office and their respective community sites. 

Special Course Considerations

This course is designed to offer students an opportunity to explore their perceptions of emotionally laden sociopolitical issues and personal cultural experiences. This class has been designed to provide opportunities to learn in various modalities including didactic instruction, experiential activities outside of class, multimedia presentations, and in class discussion. This can be a powerful learning experience for students due to the sensitive nature of the material. Consequently, class discussion can become very passionate and experiential activities can be very powerful emotional experiences. Therefore, it is our goal to create a safe environment for students to engage in the personal exploration necessary. 

Information shared in these classes will be considered confidential (e.g. what is said in each class, stays in that class). Professors and students are expected to maintain other class members’ confidentiality, and respect their right to share personal information as they choose. Class members are free to discuss their own personal reactions and thoughts with whomever they choose, but should continue to respect class members’ privacy in doing so. Should the professor feel that something a student has shared warrants concern, that student will be approached directly.  

	Grading


Final course grades will be assigned as follows:


	Letter Grade
	Percentage Cutoff

	
A
	95

	
A-
	90

	
B+
	85

	
B
	80

	
B-
	77

	
C
	70

	
F
	69-0


	Additional Policies


Communication

Students are expected to check the course ANGEL page for course announcements before class and on an ongoing basis.  Students are expected to respond to instructor emails within 48 hours (Monday-Friday).  Instructor will respond to student emails within 48 hours (Monday-Friday). 

Late Assignments 

Reflection papers and double entry journals handed in past the due date will not receive credit

Other late assignments will receive a reduction in grade (5 point reduction per day assignment is late).

Resubmitted work

Students may be asked to resubmit work if they did not follow the assignment directions or if the quality of the assignment is below expectations.  Students should resubmit the assignment within 2 weeks of it being returned.  Resubmitted work may receive a decrease in assignment grade.  
Class Attendance 

Attendance for each class meeting is required. Students must notify instructor via email before class if they will be late or absent for any reason.  Failure to follow this procedure will result in a reduction of your attendance and participation grade. Students are allowed 1 unexcused absence. Additional unexcused absences are subject to a 10 point reduction (for each absence) of your total grade. 

Academic Integrity 

Students should strictly adhere to the Statement of Academic Honesty in the Student handbook (below).  

Statement of Academic Honesty
The Chicago School expects its students to function within an environment of trust relative to other students, faculty, staff, and administration. Moreover, the School expects all students to conduct themselves ethically, with personal honesty, and with professionalism. Academic dishonesty violates one of the most basic ethical principles in an academic community, and will result in sanctions imposed under the School’s disciplinary system. All incidents of academic dishonesty must be immediately referred to the Department Chair or Associate Department Chair for investigation and intervention. The Student Affairs Committee may be convened to review the student’s situation. Possible interventions and sanctions may include, but are not limited to, developing a remediation plan, placing a student on academic warning, suspending or dismissing a student. Academic dishonesty includes, but is not limited to:

CHEATING: In any form, including but not limited to, giving or receiving aid on tests, giving or receiving test materials prior to official distribution, or collaborating on assignments or exams without instructor permission.

PLAGIARISM: The use or reproduction of another’s work without appropriate attribution. The School expects all students to produce original work in their papers, coursework, dissertation, and other academic projects and to follow appropriate rules governing attribution. 

FABRICATION: Inventing information or citations in an academic or clinical exercise.

Student Email and Use of School Technology 

Each enrolled student is provided a School-sponsored email account. Students are responsible for all information communicated through email in the same way and to the same extent as if published in hard copy and distributed through other means. Students must regularly check this account for information transmitted by various departments of the School. The School will not direct electronic correspondence from official School email accounts to personal email addresses; students are expected to utilize the institutional email addresses for all electronic communication about School matters. 

A student's continued enrollment in this course indicates his or her agreement to allow graded assignments to be returned via the Chicago School email account when necessary. In keeping with FERPA compliance, if a student does not wish to receive graded material over email he or she must make alternate arrangements with the instructor, such as providing self-addressed stamped envelopes to receive graded assignments by mail. No graded material will be left for pick-up or sent to a non-School email account.

Files and email messages that travel using the School’s network are not private. A user’s privacy is superseded by the School’s requirement to maintain the network’s integrity and the rights of all network users. For example, should the security of the network be in danger, user files and messages may be examined under the direction of the Vice President of Administration, or the Director of Information Technology. The School reserves its right, as owner of the network and the computers in question, to examine, log, capture, archive, and otherwise preserve or inspect any messages transmitted over the network and any data files stored on School-owned computers, should circumstances warrant such actions. All members of the community must recognize that electronic communications are by no means secure, and that during the course of ordinary management of computing and networking services, network administrators may inadvertently view user files or messages.

Policy on Disability Accommodation 
The Chicago School complies with all laws and regulations regarding the access of disabled individuals to education and works to insure that no qualified student with a disability is denied the benefits of, or excluded from participation in, any School program or activity. Disabled students may request reasonable accommodations including but not limited to adaptations in the way specific course requirements are accomplished, the use of auxiliary equipment and support staff, and other modifications including testing procedures. This request must be accompanied by appropriate documentation that establishes that the student has a specific disability and that supports the accommodation(s) requested. The School reserves the right to select the specific aids and services it provides, as long as it deems they will be effective for the student and do not fundamentally alter the Program or academic standards. Such aids and services are determined on a case-by-case basis in consultation with the student who has identified the need for accommodation. Please see the Director of Student Services regarding requests for accommodation.

Statement on Final Grades

Some courses may use online course management software, such as ANGEL, as a key component in the course experience.  Such software may record grades for individual assignments for both the instructor and the student, as well as tabulate a cumulative grade based on the grading criteria for the course.  However, the only official source for final grades is the Student ePortal.

Recommended readings
Boud, D., R. Keogh and D. Walker (Eds.). 1985. Reflection: Turning Experience into Learning. London: Kogan Page.

Boud et al. (1985, 7) note that experience alone is not sufficient for learning and pose the following questions: What is it that turns experience into learning? What specifically enables learners to gain the maximum benefit from the situations they find themselves in? How can they apply their experience in new contexts? Boud et al. (1985) suggest that structured reflection is the key to learning from experience, and that reflection can be very difficult. "Perhaps if we can sharpen our consciousness of what reflection in learning can involve and how it can be influenced then we may be able to improve our own practice of learning and help those who learn with us" (emphasis added, Boud et al. 1985, 8).

Boud et al. (1985, 7) tie the timing of reflective activities to the three stages in experience-based learning: preparation, engagement, and processing, underscoring the importance of including reflective activity at each stage. In the preparatory phase, students examine what is required of them and the demands of their field site; during the experience, they process a variety of inputs arising from the field site; finally, they must consider and consolidate what they have experienced.

Claxton C. S., P. H. Murrell .1987. Learning Styles: Implications for Improving Educational Practice. ASHE-ERIC Higher Education Report No. 4. Washington D.C.: The George Washington University.

Claxton and Murrell (1987) describe four 'layers' of learning atyle research - (1) personality types, (2) models of how people process information, (3) social interaction models, and instructional preference models. One of the most widely used analyses of personality types is the Myers-Briggs Type Indicator (MBTI). Kolb's experiential learning model is an example of information processing models.

Dewey, J. 1933. How We Think: A Restatement of the Relation of Reflective Thinking to the Educative Process. Lexington, MA: Heath.

John Dewey defined reflective thinking as "active, persistent, and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it and the further conclusions to which it tends [that] includes a conscious and voluntary effort to establish belief upon a firm basis of evidence and rationality, " (1933, 9).

Daudelin, M. W. 1996. Learning from experience through reflection. Organizational Dynamics 24(3): 36-48.

Daudelin (1996, 39) provides a definition of reflection that explicitly captures its relation to learning, "Reflection is the process of stepping back from an experience to ponder, carefully and persistently, its meaning to the self through the development of inferences; learning is the creation of meaning from past or current events that serves as a guide for future behaviour." This definition suggests that reflection is integral to learning, when learning is defined as making sense of past experience in order to affect and understand future experience.

Gelman, S., B. Holland, et. al. 2001. Assessing Service-Learning and Civic Engagement: Principles and Techniques. Providence, RI: Campus Compact.

Assessing Service-Learning and Civic Engagement: Principles and Techniques offers a broad overview of many issues related to assessment in higher education, with specific application for understanding the impact of service-learning and civic engagement initiatives. It builds upon an earlier publication from Portland State University. This version has been substantially revised and has been augmented with narrative addressing assessment issues and strategies; detailed discussion of learning from multiple research projects over the past six years about impact on multiple constituencies - students, faculty, communities, and institutions; and discussion of strategies for data collection, analysis, synthesis, and reporting. Specific assessment instruments for use with each constituency are provided, including suggestions for administration, preparation, and data analysis. This volume will assist individuals seeking a comprehensive resource on assessment issues, with applicability particularly in higher education as well as potential applications to other groups interested in assessment.

Giles Jr., D. E., E. Porter Honnet, and S. Migliore (Eds.). 1991. Research Agenda for Combining Service and Learning in the 1990s. Raleigh, NC: National Society for Internships and Experiential Education.

The National Society for Experiential Education (NSEE) notes that: "An effective [service-learning] program provides structured opportunities for people to reflect critically on their service experience" (1991, 25). In addition, NSEE states in the preamble to its guiding principles, "It is crucial that service toward the common good be combined with reflective learning to assure that service programs of high quality can be created and sustained over time…" (24).

Eyler J., Giles D. E., Schmiede. 1996. A Practitioner's Guide to Reflection in Service-learning: Student Voices and Reflections. A Technical Assistance Project funded by the Corporation for National Service. Nashville, TN: Vanderbilt University.

Eyler, Giles and Scmiede (1996) examined students' experiences of critical reflection using in-depth, personal, semi-structured interviews. 

Continuous: Students commented that critical reflection must be an ongoing part of the service project. Continuous reflection involves reflection before, during and after the experience. Student interviewees often underscored the importance of reflective preparation as key to getting the most out of the service experience. Reflection during the experience was usually geared towards problem-solving and identifying actions. Reflection after the service tended to focus on evaluating the meaning of the experience, integrating old knowledge and new information, and formulating future course of action.

Connected: Students repeatedly emphasized the importance of integrating service with classwork. Faculty can use reflection to connect service and classwork in two main ways. First, faculty can use can help students develop conceptual framework required for the service project. Second, faculty can guide students in applying concepts/ theories to their project. Connected reflection results in more effective service and enhanced learning of the experience, integrating old knowledge and new information, and formulating future course of action.

Challenging: Students reported that challenging reflection pushed them to think in new ways, raises new questions, produces new understanding, and new ways of problem-solving. Faculty must challenge students while simultaneously providing support and creating a 'safe' environment where students are confident that their contributions and feelings will be respected.

Contextualized: Reflection should be appropriate for the context and setting of the particular service-learning project. Service projects in courses lend themselves to formal, structured methods of reflection. Informal discussions may be more feasible in co-curricular programs.

Communication Structured reflection can be enhanced by communication with peers and community organizations. Eyler, Giles and Scmiede (1996) found that the most common forms of reflection involved discussions, interactions with others and journals (48). They describe several reflection activities that involve interactions with peers and community partners including structured/unstructured discussions, presentations, interaction with community members and staff and interviews.

Goldsmith, S. 1995. Journal Reflection: A Resource Guide for Community Service Leaders and Educators Engaged in Service-learning. Washington, D. C.: The American Alliance for Rights & Responsibilities.

Goldsmith (1995) suggests that reflection should be continuous, noting that "reflection should be a habitual activity, an ongoing conversation with the self (although the conversation may, at times, include others) that moves hand in hand with the experience".

Guskin A. (1994). Reducing Student Costs & Enhancing Student Learning: Restructuring the Role of Faculty 26(5): Change. 16-25.

Guskin notes coaching is a critical aspect of skills development. An experienced individual uses a combination of tips, advice and example to help students avoid pitfalls. In addition to faculty, coaching can be done by more experienced students and interactive technology. Both upper and lower level students learn through peer coaching. Another advantage of upper level students coaching lower level students may be that older peers may have a better appreciation of how to overcome learning hurdles while for faculty such hurdles may be only a faint memory for faculty. Guskin also notes that in addition to one-on-one faculty/student interaction, small group discussions can be very effective because (1) students receive support from peers, (2) can share their perspectives, and (3) pressure of peers can provide an intensity and excitement to discussions. Faculty can challenge students and provide feedback in such settings.

Kolb, D. A. 1984. Experiential Learning: Experience as the Source of Learning and Development. Englewood Cliffs, NJ: Prentice Hall.

David Kolb (1984) postulated that learning occurs in a cycle in which students engage in and then observe and reflect on experiences, assimilate reflections in a theory, and then deduce implications for future action from that theory.

Lynch, C. L. (1996). Facilitating and assessing unstructured problem solving. Journal of College Reading and Learning, 27, 16-27.

This paper describes a skill-focused developmental model for understanding and assessing critical thinking and professional problem solving. This paper provides several references on the reflective judgment model and its use in understanding student problem-solving efforts and in designing appropriate coursework.

McCarthy, B. 1987. The 4MAT system: Teaching to Learning Styles with Right/left Mode Techniques. Barrington IL: EXCEL Inc.

The 4MAT system relies on several theoretical foundations: the experiential learning model of Kolb, the concept of hemisphericity - the notion that varying skills and behaviors are more likely to be dominated by different areas of the brain or to be associated with neural activity in different areas of the brain - and in part the theory of Jung, which is most typically applied in education via the Meyers-Briggs Type Inventory.

Learning involves two dimensions: perception and processing. Human perception refers to the ways people take in new information (experience and conceptualizing). Human processing refers to the ways people process new information (reflection and action). Four major phases are identified in the learning cycle based on these two dimensions (1) experiencing, (2) conceptualizing, (3) applying, and (4) creating learning. Briefly, the experiencing stage seeks to connect new concepts/ skills to learners' existing knowledge and experience. The conceptualizing stage focuses on helping students acquire facts and expert knowledge. The application stage involves practicing new knowledge and skills including open-ended explorations in unstructured settings such as service-learning. In the final stage, students demonstrate and share learning, and explore extensions to other settings.

McCarthy, M. D. 1996. One-time and short-term service-learning experiences. In Service-Learning in Higher Education, edited by B. Jacoby and Associates. San Francisco: Jossey-Bass Publishers. 113-134.

McCarthy (1996, 120) recommends that reflection should occur before, during, and after the service experience.

Schon, D. A. (1983). The reflective practitioner. New York: Basic Books.

Schon (1987, 17) suggests that students learn skills by practicing them. He suggests solving real-world problems competently requires the artistry of problem-framing, implementation and improvisation in addition to technical expertise. Schon underscores the importance of the coaching process for learning the artistry of practice.

Schon (1987, 102) describes coaching in terms of telling/listening and demonstrating/imitating.

A coach can demonstrate how to solve certain types of problems, and students can imitate the coach's product or the problem-solving process. The coach can give specific instructions, criticize students' products or their processes of problem-solving, suggest future actions, help students establish priorities and ask questions.

The coach's description may not match the student's need to know, may be ambiguous, or may refer to concepts unfamiliar to students. Students' actions reveal the meanings they have constructed and the coach may produce further instructions based on his understanding of the students' difficulty. The coach may ask questions to direct students' attention to issues they may not have considered previously.

The Ladder of Reflection

The dialogue between coach and student involves a chain of reciprocal actions and reflections. Schon (1987, 114) introduces a vertical dimension to this dialog. Going up the 'ladder' of reflection involves moving from an action to a reflection on that action. Moving down involves moving from a reflection to an action based on that reflection. Diagonal moves occur when one party acts on the basis of another's reflection or when one party's action triggers the other's action. For example, a student could reflect on the coach's demonstration. Or a student could try an alternative approach based on the coach's criticism.

Example - Reflection Ladder

1. Reflection on Description
2. Description of Design
3. Design

In the example, designing is at the base of the ladder.

The student presents a description of the design to the coach. Description may also be embedded in the coach's advice.

Two levels up, the student could reflect on the coach's description (move up) or try out a new design (move down) based on the coach's description. Similarly, the coach could reflect on the student's design.

Wolcott, S. K., & Lynch, C. L. (1997). Critical thinking in the accounting classroom: A reflective judgment developmental process perspective. Accounting education: A journal of theory, practice and research, 2(1), 59-78.

Explains the usefulness of the reflective judgment model for coursework design, and describes how to design and evaluate reflective thinking essay (i.e., unstructured problem solving) assignments. This paper provides several references on the reflective judgment model, its use in understanding student problem-solving efforts, and in designing appropriate coursework. 
(Sited from http://www.compact.org/disciplines/reflection/)
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APPENDIX A

Service Learning Agreement

This Agreement entered into between the Chicago School of Professional Psychology, hereinafter known as the “Institution,” and





, hereinafter known as the “Organization.” 

Agency Name: 

Agency Type:  _____Federal agency,  _____State agency,  _____Local Public agency,




Private nonprofit organization

Site Supervisor’s Name: 

Telephone Number:  

Agency Address:
The institution and the organization recognize the opportunity for meaningful collaboration and learning experiences for the students, institution, and organization.  

I. PRIORITIES

A. Activities and plans will be determined prior to the start of the collaboration.

The students will:

i. Participate in all relevant training required by the Organization and the Institution

ii. Model professional and appropriate behavior 

iii. Meet the goals of the Organization’s programs 

B. Safe and Productive Environment

i. The Organization will provide the students with a complete tour of the site and ensure that the students are aware of all emergency procedures and are able to act responsibly in the case of an emergency

ii. The Organization and the Institution will provide the students with appropriate training/orientation and ensure that they are prepared to work with staff and/or clients of the Organization.  Necessary training can be provided through collaboration between the Organization and the Institution

The Institution will ensure that the students agree to the following:

i. Abide by the Organization’s rules and regulations while on site and working with the clients of the Organization

ii. Support the program and its objectives by providing support for the Organization staff or clients as necessary and agreed upon in this document

iii. Ensure that the students know whom to contact at the Institution should they have concerns about discrimination, harassment, retaliation or other inappropriate behavior

C. Other Obligations

i. Any disciplinary issues, conflicts, or complaints will be managed jointly by the parties. 

ii. Both parties acknowledge the ethical and statutory responsibility to afford equal treatment and equal opportunity to all persons, and thus affirm this policy of compliance to all applicable laws and directives that promulgate non-discrimination and equality of opportunity.  In keeping with the spirit and letter of the law, the parties prohibit discrimination based on race, gender, religion, age, national ancestry of origin, sexual orientation, physical handicap, marital status, sources of income, military discharge status, or other impermissible reason; sexual and other illegal harassment is also prohibited.  Retaliation against anyone who files a complaint of discrimination or harassment s prohibited.  

II. STRUCTURE AND SUPPORT OF SERVICE-LEARNING STUDENT

A. The Organization supervisor will meet with the students on a regular basis to update them on projects and to provide support.  All program staff at the Organization will support the students as they interact with them, and provide guidance and advice as necessary and appropriate.

B. The Organization supervisor and the Institution staff (e.g., faculty member, Community Partnerships staff) will communicate on a regular basis to ensure the quality and safety of the students’ experience at the Organization.  They shall meet as appropriate in order to facilitate the most mutually beneficial experience for all parties involved, or at the request of any of the parties involved. 

C. Community Partnerships staff at the Institution will provide opportunities for the students to reflect on their experience working at the Organization.  They will also provide appropriate support and guidance for the students  

D. Community Partnerships staff at the Organization will work closely with the Organization, the Institution, and the students to meet the expectations and priorities of the Organization  

III. LENGTH OF AGREEMENT TERM

A. Initial Term

The Institution and the Organization have reached this initial Agreement for the term beginning


and ending


.  This Agreement shall become effective upon execution and shall continue until terminated by either party after giving the other party 30 days advance written notice of the intention to so terminate

B. Renewal Process

This Agreement can be renewed based on the feedback by the Organization, the Institution, and the students and the faculty’s desire to continue this relationship for the purpose of community engaged scholarship.

IV. GENERAL PROVISIONS

Indemnification:

The Organization shall hold harmless, indemnify, and defend, the State of Illinois, The Chicago School of Professional Psychology and the officers, employees, students, volunteers, and agents of each of them from and against any and all liability, loss, damage, expense, costs (including, with limitation, costs and fees of litigation) of every nature and causes of actions arising out of or in connection with the acts or omissions of the Organization, or its trustees, officers, employers, agents and volunteers, except such loss or damage caused by the sole negligence or willful misconduct of The Institution.

Insurance:

The Organization shall procure and maintain General Liability Insurance, comprehensive or commercial form with $___________ minimum limit for each Occurrence and minimum limit of $_____________ General Aggregate, as mutually agreed upon for this placement.  The Organization shall be responsible for Workers’ Compensation coverage for the students during this Agreement. 
Students shall have their own health insurance and to carry vehicle liability insurance if they provide transportation for themselves and/or other students to or from the institution.

If the agency does not have such insurance, we use the following sentence instead:

The Institution shall procure and maintain Liability Insurance for each student to cover damage or harm caused by the student.  The Institution shall be responsible for Workers’ Compensation coverage for the students during this Agreement.  Students shall have their own health insurance and to carry vehicle liability insurance if they provide transportation for themselves and/or other students to or from the institution.
Status of Students:

Students shall at no time throughout this Agreement be considered officers, employees, agents, or volunteers of the Institution for purposes of unemployment and worker’s compensation, or any other mandated or discretionary employee benefits. 
Governing Law:

This Agreement shall be construed in accordance with, and their performance governed by, the laws of the State of Illinois.  Further, the Organization shall comply with any state or federal law applicable to its performance under this Agreement.

Assignments:

Without written consent of the Institution, this Agreement is not assignable by the Organization, either in whole or in part.

Agreement Alternations & Integration:

No alteration or variation of the terms of the Agreement shall be valid unless made in writing and signed by the parties hereto, and no oral understanding or Agreement not incorporated herein shall be binding on any of the parties hereto.

Survival:

Upon termination of this contract for any reason, the terms, provisions, representations and warranties contained in this Agreement shall survive expiration or earlier termination of this Agreement. 

Severability:

If any provision of this Agreement is held invalid by any law, rule, order of regulation of any government or by the final determination of any state or federal court, such invalidity shall not affect the enforceability of any other provision not held to be invalid.

Entire Agreement:

This Agreement constitutes the entire agreement and understanding of the parties with respect to the subject matter hereof and supersedes all prior agreements, arrangements, and understanding with respect thereto.  No representation, promise, inducement, or statement of intention has been made by any party hereto that is not embodied herein, and no party shall be bound by or liable for any alleged representation, promise, inducement, or statement not set forth herein.

Both parties agree to the terms of this Agreement upon their signatures below.

The Chicago School of Professional Psychology , the institution
325 N Wells Street   Chicago IL 60610     (312) 329 6602

________________________________________________________________________

Institution’s Authorized Representative (HR)
Signature


Date

______________________________________________________________________________
Print Name and Title of Authorized Representative

_________________






__, the organization

____________________________________________________________________________

Organization’s Authorized Representative Signature




Date

______________________________________________________________________________
Print Name and Title of Authorized Representative

APPENDIX B
Student Service Learning Agreement
This agreement is entered into by : 






, and








(name of student)












at

(primary supervisor at site)













.

(service learning site)

(address of the service learning site)

(city)





(state)



(zip)

(site telephone number)

It is in effect from 


, 200
  to 


, 200

.



       (month and day)

      (month and day)

This agreement consists of the following components:

Total Average Hours per week: 

(indicate specific times below)

Emergency Contact:

Name: 





 Phone: 






Responsibilities of the Students:
· Work in a professional manner (e.g., consistent attendance, dress code)

· Communicate effectively with the agency and the school
· Provide competent skills, knowledge, and expected service

· Make positive contributions to the agency

· Be actively engaged in and committed to projects

· Be open to the agency’s suggestions and needs

· Participate in orientation and understand his/her role as a service learning student in working with the community partner.

· Understand and acknowledge the following risks involved with this service placement, and enter into this service learning placement fully informed and aware.
Responsibilities of the Agency:

· Designate a work-unit or project within which the student will conduct community engaged scholarship activities approved by the Chicago School liaison.

· Develop outcome objectives for projects and assignments to guide the student team in their activities

· Provide adequate work-space, support, trainings, and supplies to enable the student to function effectively during service learning activities

· Provide staff with adequate training and information in order to support the students’ community engaged scholarship activities 

· Communicate project objectives and needs to students and the school

· Minimum of one meeting per semester with the Chicago School liaison to evaluate student performance and other aspects of partnership
Responsibilities of Faculty/Course Instructor:

· Orient students to the purposes of service learning, its relation to the course, and the importance of commitment and respect to the service site

· Ensure a solid service learning experience by providing opportunities for students to reflect on their service and integrate it with course content.

· Notify the student and/or the site supervisor of any concerns or changes
I have read this form and understand my rights and responsibilities.  I also understand the risks involved in service learning, and knowing those risks exist, nevertheless, I hereby agree to assume those risks and to release and to hold harmless all persons or agencies mentioned above (through negligence or carelessness) might otherwise be liable to me for damages.  I understand and agree that this waiver, release and assumption of risks are to be binding on my heirs and assigns.  I further agree that any Chicago School or Site representative is authorized to obtain and authorize emergency medical treatment for myself, up to and including emergency hospitalization and surgery. I agree to personally responsible for any related medical expenses and carrying automobile insurance if I drive to my site.  I understand that if I encounter any problems or ethical issues at my site I have to contact my course instructor as soon as possible. 

All parties agree to the terms of this Agreement upon their signatures below.

____________________________








Student Name (print)




Student Signature


Date



_________________________________________






Faculty/Course Instructor (print)



Faculty Signature


Date

_________________________________________






Site Supervisor (print)




Supervisor Signature


Date


































