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duce a guide to community-based research in highé Eu._.#n distinctively local nﬁ:ﬁnﬁ of Dewey’s

education. ught, in regard to community, democracy, and
' education, also coincides with the perspectives of
= contemporary advocates of service-learning. Raised

?ﬁﬂm by diverse and widely ramifying forces, |
- including the on-going growth of individualism
- (Bellah, Madsen, Sullivan, Swidler, & .mvﬁ:
- 1985), modern communications technology and '

Ya] spective, John Dewey's relevance has never been
4_... . greater.

. Dewey focused on primary and secondary schools,
Euﬁuamgﬁuﬂnu%ﬂ"&maaﬁﬁi&ﬁna_
_nm..._m and universities. The convictions that educa-

_ tion must center on society's most pressing prob-
_B.E particularly the reconstruction of democratic

EE:.EEE that it engage students in community

-

John Dewev's related concerns to revitalize education and 1o rebuild communiry and demacracy at the local _
level have powerfully appealed to service-learing advocates. Yet enly rarely have students been engaged
directly as neighborhood organizers, a role that, from Dewey’s perspective, would appear to have great edu-
carional and social promise. After exploring this anomoly, this paper employs Dewey s undersianding of
democracy to analyze one program which has succeeded in making widespread use of college students as

Tront-line organizers. The compiementariry benveen whar students do in theirneighborhood marger stesand —— 1

whar happens within the classroom generates the extraordinary potential of this service-learning activiry. :

_-” gbviously has continued apace in our own time. |

- generational effects (Putnam, 2000), and the struc- _._
 wral economic shift away from manufactunng to an |
q_?_.n._uun?uﬁnn economy (Fukuyama, 1999), |
~ challenges to community life at many levels, and
.“ concomitant strains in our democratic institutions, |

- have become increasingly evident. From this per-

| Dewey's vision for education also underlies the
L contemporary service-leamning movement. Although

service and prepare them for lifelong commitment to
- civic involvement and social reconstruction, and that
= embody the same principles of democratc partic-
. ipation, reflection, and experimentalism that are to
. be encouraged in the wider community, informs the |
ideals and practice of service-learning (Barber, |

in a small Vermont town, Dewey believed that com-
munity life consisted in the personal networks that
connect the residents of local streets and neighbor-
hoods: “In its deepest and richest sense,” he wrote,
“ community must always remain a matter of face- Yy
to-face intercourse™ (quoted in Saltmarsh, 1996, p.
16). And again, “There is no substitute for the vital-
ity and depth of close and direct intercourse and
attachment....Democracy begins at home, and its
home is the neighborly community” (quoted n
Harkavy & Benson, 1998, p. 17). Consistent with,
these theoretical wﬂwwﬂm#m.lumﬂo*f_nnw keen
interest in the work of Jane Addams™ Hull House
(Saltmarsh, p. 17, 19), one of whose central goals
was to convene local residents, promote communi-
cation and a sense of common interests, and help
people deal with their problems. In ways that would
immediately appeal to service-learning advocates,
Hull House and its surrounding neighborhoods also
provided crucial places of learning for the faculty
and students of the University of Chicago. It was
here, at least in part through reform initiatives under-
taken by Addams and her followers, that they
learned of the city's agonizing problems and of what
might be done to mitigate them.

Given their recognition of the deepening cnisis in
local community, their awareness of the need for
“borderland experiences” (e.g. Hayes & Cuban,
1997, Keith, 1997), and their widening endorsement
of Dewey's hopes for education, especially its appli-
cation to urban problems immediate to our campus-
es, it is striking that service-ledrning advocates have
so seldom engaged in direct efforts to rebuild local
community, particularly through neighborhood
organizing. The potential benefits to be derived from
such involvement would appear obvious, Civic edu-
cation would be furthered directly through local
neighborhood associations, which today represent
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one of the few sources of orgamzed Citize’ nve-
ment in central-city politics and which mig . pre-
sumed to need help (never enjoving sufficient staff
to extend organizing to many corners of their juris-
dictions). Neighborhood-level work would engage
students across boundaries of cultre, class, and race
in activities that respond directly to pressing local
issues. As organizers, students would interact as
equals with capable, organized adults, thus avoiding
the pitfalls of “charity” (1o use Dewey's language) or
of the “social worker perspective” (Kretzmann &

| MeKnight, 1993). ;
- Likewise,opportunities would. appear unlimited  such-a way that th aordinary educatic

for applying Dewey's principles of pedagogy (and
democracy and community building) to the activities
of students engaged in organizing, an arena replete
with stimulating “forked-road™ decisions, opportu-
nities for experiment, and stimuli for reflection.

Given such promise, it is remarkable that students
in fact have so seldom been engaged as neighbor-
hood organizers. They serve in soup kitchens, pound
nails with future owners of Habitat for Humanity
homes, tutor and mentor children in hundreds of
schools, yet are rarely 1o be found doing direct orga-
nizing in neighborhoods.

Three broad factors help account for this. First,
there is the extreme social distance between faculty
and students and the residents of low-income neigh-
borhoods—a reality that often generates apprehen-
sions about possible threats associated with street-
level organizing. Second, skills of neighborhood
organizing are not commonly found among either
faculty or students (compare, for example, the rela-
tive ease with which service-leaming participants
have taken on wtoring and mentoring responsibili-
ties). Third, contrary to what educators might pre-
sume, neighborhood organizations themselves fre-
guently remain hesitant to take on students as orga-
nizers. Such organizations typically harbor serious
{and unfortunately very realistic) doubts about stu-
dents’ understandings of urban neighborhoods,
capacity to relate with neighborhood residents
across racial, class, and ethnic divides, social matu-
rity (especially readiness to cope with conflict), and
short (term- or semester-length) time perspective.
Having very limited staffs, neighborhood organiza-
tions also have insufficient time to train and mentor
student interns. Finally, given their tendency (espe-
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made 50 hittle headway in the arena ol neighb

L g 1._

™ _,q H_ﬂ........__ﬁ..._. cl wi. and] doubt:” a “tentative inter-
organsing. . e ._ﬁ_....__:_.,: L ¢ situation; a gathering of additional

The case study that tollows demonsiratey J fxcts and ideas to “define and clarify the problem:"
these obstacles can indeed be overcome gl , further elaboration of the “tentative hypothesis:"
explains, at least in one context, how that wus dopasty
The larger function of the discussion, however, win®}

E

E
i

1
I

nd finally, “doing something to bring about the
, apticipated result. and thereby testing the hypothe-
be to show how Dewey's thought provides a framgiff is* (quoted in Salimarsh, 1996, p. 18). Always the
work for understanding, appreciating, and criticalfgef EEEE. Dewey believed that education, like
thinking about a service-leaming project devoted f§8 j.mocracy, must serve the goal of social transfor-
neighborhood organizing. Dewey helps us comppist mation. Indeed in his eyes the fates of democracy
hend crucial dimensions about what it is 1o organggsl |4 progressive education were wholly interdepen-
a community and how 1o structure the experienceg@l son. If democracy was to be realized, “...it must
fits, for students as well as residents, can be re .J B

The Complementarity o ing Saltmarsh, p. 19). Overall, then, although democra-
s ty of Organizing 8] o is clearly central to Dewey's thought, the same

and Educational Goals " can be said for his ideals of community and reflec-

Fundamental to the whole discussion is Deweye}. tive inquiry. (Also see Benson & Harkavy, 1991
conviction that the enterprises of Communiry-buildie} 1997 Harkavy, 1999.)
ing, democracy-building. and learning are essentiald }  The conjuncture of the prnciples of dem
Iv one and the same thing, that the principles dndef, - community, and inquiry suggests that, for Dewey,
§  same criteria used to analyze students’ communityy

concepts apply to all, and that they are mutuallisl
dependent upon each other. This interpretatiogied - based organizing activities should also be _._mnu.u_ _

forcefully presented in an earlier issue of this journgl®f.  analyze what happens within their service-leamnin
by John Saltmarsh (1996), itself needs some explic - classroom. Again relying heavily on Saltmars
cation. “Democracy,” Dewey wrote, “is not an altesgf (1996), | will employ these five criteria: (1) associa-
native to other principles of associated life. It is i#s} tio/communication as a starting point for communi-
idea of community life itself” (quoted in Saltmarsh®} 1, (2) the empowerment of those usually left without
p. 16). What accounts for this equation is the breadfS§  voice or influence, (3) reflection/experimentalism in
and local orientation of Dewey’s general conceptionsf  response to immediate problems, (4) the overcoming
of democracy: 88 of social divisions, and (5) the transcendance of the
4 1 . " 11 W
o o e s QR i et Sl ko i b S
cy] consists in having a responsible share S8 = % s f : e
according to capacity in forming and directing =54 ..EHM.EEFE._.G saiiticus goas, 7o organizers
the activities of groups to which one belongs 5} educators alike, and shed important light on where
and in participating according to need in the val- e} their efforts for improvement might be focused.
ues which the groups sustain. From the stand- _ gl The complementarity of what students strive 0
point of the groups, it demands liberation of the &}  accomplish in the field as neighborhood organizers
potentialities of members of a group in harmo- & and of what can develop in the classroom is not
ny with the interests n_:n_nsuu which are com- ._.1. . .. :Hﬂﬂ_u_‘ an E._u._u__,ﬂn nﬂn:ﬂﬁmnﬂnn. E ﬂ:ﬁhﬁﬂn-
mon. (quoted in Giles & Eyler, 1994, p. 82) : h. il rather, is new appreciation of the coherence and syn-
t  ergies that can develop when service-leaming advo-

cates succeed in involving students as organizers.

The Building of Democratic Community
in the Neighborhood

Building Blocks of Kalamazoo, Michigan, sprang

Democracy thus constitutes an ideal of responsibleX
participation, or of citizenship—one that appliesif
with equal validity to the working of any true comsf
munity. =t
Democracy and the process of reflective led
also overlap in Dewey’s thought. “Inquiry,” Bes

T
il ._-.F- s
» el o
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cially when short of personnel) to get u_uma&nn_ ._
either in administrative matters or in the mode of |

responding only to occasional crises, many neigh- | 'quoted in Harkavy, 1999). What Dewey Enpnwm,_

borhood organizations actually do surprisingly little _ﬂ
on-going grassroots organizing, and are thus remain
practically ill-prepared to take on students in this
capacity. These diverse factors, affecting both poten- |
tial partners, help explain why service-learning has \

08 |

directly from a “crisis of local community.” An inter-
ested Kalamazoo College professor with personal
organizing experience (the author) met with direc-
tors of Kalamazoo's neighborhood associations and
representatives of Kalamazoo Neighborhood
Housing Services and the Local Initiatives Support
Corporation to discuss a broad, but not commonly
acknowledged problem: despite impressive

taught, “was the method of democracy. It was alsd
he method of science™ (Charles Anderson, 19941

]

that effective learning, like democracy, is oriented?
toward collective problem solving and depends upoat
reflection, discourse, and experiment. As expl ined.
in Democracy and Education (Dewey, 1916), 4.
process moves through typical stages: initial _um‘.“

et

1y, the school, En_rm_a, [and] religion” (quoted in |

Engagimg Underygraduates as Netghborhood (rganizers

strengths and accomplishments, the city’s neighbor-
hood associations simply weren'l staying abreast of
the “garden variety”™ problems typical of hard-
pressed urban areas—Iax landlords, loud parties.
unruly children, and unabashed drug dealing. just 10
name a few—and local residents, as a consequence,
were frequently discouraged, fearful, and unready to
. invest either energy or money in neighborhood
| improvement. Significantly, because these unhappy
' realities threatened their substantial monetary
| investments (and probably because they were not
“ immediately responsible for such conditions), the

positively to this presentation.
On-going conversations further clarified one key

component of this problem: the neighborhood asso-
ciations' inability to mobilize residents at the level of

/ the street. Lacking resources to extend cffective

organizing to individual streets, neighborhood asso-
ciations simply could not mobilize people either to
address problems themselves or to cooperate effec-
tively with their neighborhood association or city
government. If street-level organizing were (o prove
possible, it was also decided, associations would
need access both 1o additional staffforganizing rnme
and an immediate economic incentive for people to
participate. On the strength of this redefined prob-
lem and hypothesis, a group that included the author,
the housing organization representatives, and the,
two interested neighborhood association directors

(just two of seven') proceeded with more specific

planning.

. Space does not permit discussion of the first-year
pilot project, involving three students and two sites,
that emerged from these initial discussions, nor the
gradual evolution of the administrative set-up. As
Dewey would be quick to point out, this process
involved a series of “experiments,” evaluations, and
restructurings. Beginning in the third year, however,
the basic working arrangement that we still employ
had emerged.

As for staff, Building Blocks provides each target
site with a combination of a paid part-ime associa-
tion-appointed supervisor’ and three seminar-based
student organizers, This personnel gives the associa-
tion the capacity to extend its reach to ar least some
individual streets, while imposing minimum burdens
on existing paid staff, thus addressing one important
obstacle. In addition, each target site gets $5000.
Funded by a combination of the City's Community
Development Block Gram dollars and donatons
from community foundations and other pnivate
sources, these grants enable each street-level team to
buy materials for the small-scale fix-up and beaunfi-
cation activities around which mobilization occurs
(more on this below) and, most importantly, provide
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This basic structure incorpormtes a vision of face-
to-face democratic community that Dewey would
immediately recognize. Through the vehicle of par-
ticipatory (self-help and mutual help) small-scale
physical projects, Building Blocks™ goal is 1o regen-
erate informal soctal networks, which in ton will
build participatory block-level groupings committed
to the long-term revitalization of the street.

Let us now examine the typical practical expen-
ence of the Building Blocks program as it has

_evolved. Although project sites vary considerably. 5'_oeneral-euidelin oo

the overall process tends to be fairly standardized. In
fact. the provision of considerable structure appears
crucial for short-term student-led initiatives; know-
ing the general parameters of the project, residents
as well as students can proceed with considerable
confidence and speed. The areas targeted by
Building Blocks are very small, some 25-75 homes
in all. With the support of the site supervisor, whose
help in easing initial apprehensions is key, each stu-
dent team painstakingly canvasses its assigned
street, eoing door to door to explain the general pro-
ject guidelines, engage participants, and identify
potential leaders. Absentee owners as well as actual
residents are recruited 1o join in a planning process
that ultimately will involve identifying prionties,
making budget decisions, and carrying out the work
itself.

What students find in their visits reflects the
frightening isolation that pervades our increasingly

more likely to sustain their involvement. This i fh -
the only motivation: some public-mindedness sk

exists on most streets, and the students. infectad Bk
the vision of communal involvement. are relenilaitik
in their canvassing. Together, these factors usugfjet
suffice to get 5-10 residents to a first meeting. 2%

The context of these initial gatherings is curigg
Most people come primarily out of self-interest
then find themselves amidst neighbors who, in mes
cases, they scarcely recognize, but who also wapg
“piece of the action.” Slowly changes begin to ocgy
After introductions and additional information ;

e oz
JU 8 i
1

on self-help, cooperation, maximum ﬁpEﬂ_
and physical fix-up and beautfication projects); te
idents are encouraged to start talking about they
street—about the collective entity. What do they [iks
about it? What do they find problematic? What
would they like to change? They make plans o
gather, often with the plan of walking the sie
together to sharpen awareness of their area 2s?
whole. 3

m We now shift our attention to John Dewey's fiy

. dimensions of democracy (and community-) builg

_ ing: association-communication, empowermentSst
! | reflection-experimentalism, the overcoming ofEf
| social divisions, and the transcendance of the difal
|+ ism between self and society. These categories sefe
- as a convenient framework not only for describifg

| but also for thinking critically about, the Building
.rm_nnﬁﬁ_.nm_,ﬂﬁ.

o

¥ |

|

w

= pewey would be concemed with the degree of |

Empoweimient

Behevitiz that the workings of g uue commumty
" yd of local democracy were one in the same,

- mpowerment (i.e., the assumption of real responsi-

{ sities for planning, priontizing. and carrying out
if. e project) attained by residents in our organizing |
tand@l s (Benson & Harkavy. 1991, p. 8). Let it be said
i graightaway that this area remains particularly prob-
i matic for Building Blocks, which, like so many
sk gganizations, experiences tension between the
§ joals of democracy and concemns for predictability

Engaping Umdergradites as Nerginoriahnd Urgamizery

nical challenges associated with the work projects
themselves: the budgeting of particular projects, the
deployment of voiunteer workers, the sequencing of
projects, and the solving of specific construction
problems such as how to get a security fence built
straight and level.

The accumulation of these admmstrative and
technical concerns helps explain why it 1s often dif-
ficult to hand over responsibilities to residents.
During the 1999 and 2000 project years, this reluc-
tance generated considerable tension between super-
visors and (perhaps naively idealistic) student orga-
nizers. In general, the tension between democratic

..r:._ nCOUNTADLITY, 15 15 NOTU 10 Say e YOWer-

% ot is not taken seriously. We operate on a radical-
£ . gecentralized basis; although general guidelines
U e pre-determined. each site operates independent-
|y in deciding upon the specifics. There is firm com-

=

- mitment to having the residents themselves come up
Sk it ideas for projects and decide which projects are
sk (o be funded and how much to allocate to each.
EF (itewise. residents themselves (though assisted by
il qeighbors and outside community volunteers) are
&t limately responsible for finishing up the work on
S5 heir own properties. These are substantial responsi-
£ hilities (and rights), ones consistent with hopes for
R promoting democracy.
S Nevertheless, idealism must also be tempered _H__.;m
{ many practical considerations, and this is the source
I of tension. Residents themselves often resist taking
& on these responsibilities: hardly knowing one anoth-
" ¢t at the outset and possibly unaccustomed to lead-

impoverished, increasingly disorderly neighbor-
hoods: few people know more than one or two of

Sk ership roles in their work lives, they don’t find it
S easy to accept the burdens of decision-making, espe-
L cially when competing self-interests are involved.

.m " Assoctation/Communication

their neighbors, From Dewey's perspective, such
extreme isolation has dire implications for local
community (and democracy): without substantial
contact and communication between people, there is
no basis for the shared goals or concerns that might
support higher-level collective activity: “There s
more than a verbal tie,” Dewey points out, “between
the words common, community, and communica-
ton. Men [sic] live in a community in virtue of the
things they have in common; and communication 1s
the way in which they come 1o possess things in
common” (quoted in Saltmarsh, 1996, p. 16).

The organizers’ goal in each target site 15 O
engage some 10-20 households in the project,
enough to form a street-level network with potential
to outlast the immediate fix-up acuvities. To do so,
especially in the absence of prior association,
requires a powerful incentive: in the cuse of Building
Blocks, the lure of individual gramis. With some
$5000 available in material assistance, people can
see the possibilities of making some sigmficant
improvements in their individual homes and are
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Though he might regret the need for financls
incentives, Dewey would appreciate Buildifgs
Blocks' priorities. Fundamental to his conceptionog
building community (and democracy), as we haves
, was “face to face” association. “As :..n,_u._,,,..m.“.
ife,” he asserted, “is not a matter of physical juxti
sition, but of genuine intercourse—of communi

f experience in a non-metaphoncal sense of cofEs
unity” (quoted in Saltmarsh, 1996, p. 16).
Association and communication among resident
begins at the first convening of the street’s residenlss

and continues throughout the duration of the projectss
in the many meetings required to plan and carry OUEEy
the work activities, on workdays themselves, and 35y

the impromptu social gatherings and end-of-tiegs b

term celebrations. As people come together a8
equals, to plan, paint and eat together, they

opportunity to talk about their street or explore OnEEE

another's experiences. Not surprisingly, the level 0iSEE
association among active residents varies very COl=s

siderably between target sites, but in almost evel:ch - | : . i
case intense and sustained connections develop. JE88 organized. Perhaps most daunting are the tech-
- @
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} Nor do supervisors or students, who share heavy
I responsibility for the project’s success, find it easy to
- give over responsibility to residents. They fear that
[ decisions will not get made, will not get made with-
" in the short time frame (10 weeks) available for the

- project, or will not get made consistent with general
S project guidelines (e.g., funding is limited to small-
Sl scale exterior fix-up activities). Building Blocks
jenlst ] compensates for the inexperience of all participants
¢ and for the limited time perspective of students by
&} providing substantial structure. This structure facih-

' lates everyone's role, but it also delimits the democ-

Accountability to funders poses additional stric-
res. For a household to qualify for federal

__J . Community Development Block Grant dollars

(which support about half of our grants to residents),
_tonsiderable information must be gathered, certain

- limitations regarding projects must be observed, and

-l receipts for purchases must be carefully collected

empowerment and pressure to ensure orderly admin-
istrative routines seems likely to persist.

A second dimension of resident empowerment
also needs recognition. The growing coherence and
confidence developed by resident parficipants over
the course of the 10-week project generale new
potentials for carrying their interests before the asso-
ciation that represents their neighborhood as a
whole. Recognizing the two-way benefits associated
with this process, Building Blocks now actively pro-
motes such linkages. Partly as a consequence, ¢ight
residents from one target site had become active in
their neighborhood association activities within
three months of their project's conclusion. To the
extent that residents “connect” with their neighbor-
hood association, they become more capable of get-
ting their needs addressed, whether by the associa-
tion itself or by city government.

Reflection/Experimentalism

Building Blocks' determination 1o assign signifi-
cant decision-making responsibilities (o target-site

_residents generates multiple opportunities for their

reflection and experimentation. As a condition for
realizing individual and collective benefits, residents
must apply themselves, albeit with their supervisor’s
and students’ suppor, to the inevitably difficult tasks
of determining the technical and financial practical-
ity of different possible projects, allocating funds,
and then carrying out the work themselves. Dewey
would be pleased that residents could be induced to
assume these responsibilities. However, he also
would focus on the process of subsequent thought,
action, and reflection. The general features of a gen-
uinely reflective experience, in his view, were these:
(1) perplexity regarding the factors that might pro-
vide practical leverage on the problem at hand, (2) a
tentative interpretation regarding the operation of
those factors, (3) a careful survey of facts that might
clarify the particular challenge, (4) the progressive
elaboration of an hypothesis relevant to the resolu-
tion of the problem, and (5) actually doing some-
thing to bring about the anticipated result, thereby
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L amntings
testing the hypothesis (Saltmarsch, 1977 p. 18).
Therefore, reflection both precedes | ollows

action, and the process as a whole takes ol e sense
of experimemarion.

A brief example may help demonstrate how at
least some elements of Dewey's vision are realized
here, At the first meetings, participants often join
with students and the supervisor in considering why
others did not attend. In one of last year's sites, the
residents hypothesized that absentees found it hard
to extend credibility to young and inexperienced stu-
dents. They also thought it possible that people

* might pay more attention 10 fellow residents.

work not o fear or to look down upon newcomes
Class differences, by contrast. reman E..._nuE.uE_W _
Iy hard to ovércomé. Despite our students® aa,
nm.anu renters seldom participate in our projee

= 2 f#n__, Lap!
g sell 1

mﬁ the appeal (and material worth) of individual |

Understandably, those who rent believe that it .? _....a_nEnm is very much a function of the whole |
owner’s responsibility 10 maintain physical copgg that their individual homes, however well
tions, and believe that it is the owner; rather th; .“_._.__ﬂ_- w. Eu up. are diminished to the degree that neighbors
tenants, who would receive most lasting bengf - peglect 10 MO, . repaint, or pick up trash. Project par-
from the project. Although one or two renters ..1__ . ipants initially may focus only on obtaining the
get involved, their general absence probably rey : ﬂ_ «imum grant for themselves, but most come 10
forces the division between those who rent and they _BE._.. how imporant it is to spread the benefits,

who own. .“...... = _olve other households, and see the whole street
- Overall, however, common involvement j ._..._“... 7 .

‘—begins as earlv us the first meet-

3 .r -d DuBuis (1994) refer o as “relaton- _

{lere. nomeowners are encouraged to realize

m———

Encouraged to experiment, residents tried talking to
their own neighbors, directly resulting in four new
participating households at the next meeting. In
ways such as this, the most active and thoughtful
residents learn something about both their neighbors
and the oreanizing process. Over the course of the
project, residents are typically induced to participate
in at least some of these modest reflective and exper-
imental exercises, and their understanding of the
street is likely to improve substantially over the pro-
ject’s duration.

Life is short, however, and the pressure to act is
often intense. To carry a project from beginning to
end in 10 weeks is very difficult. In practice, there-
fore, the reflection and experimentation process
idealized by Dewev remains very incompletely
realized.

Overcoming Social Divistons

.. Also critical 1o Dewey's conception of communi-
__ ly was success in overcoming social divisions, a

| process that characteristically depends upon the
_ intense interaction demanded by the on-going work
_ of the project. As Harry Boyte and Nancy Kan
q_ (1996), Daniel Kemmis (1990), and others have
helped us understand, work that is demanding, that
depends upon the diverse inputs and skills of many,
and that brings tangible benefits to the wider collec-
- tivity carries extraordinary potential for bridging
social divides. These understandings represent a
| direct extension of Dewey's own maxim: “Only
' action truly untfies.”

Building Blocks acuvities do indeed help neigh-
bors see beyond differences of race/ethnicity, cul-
ture, and class. Among these dimensions of differ-
ence, progress in regard to race and ethnicity has
been the most dramatic: almost every target street
has some racial or ethnic diversity, and almost every
one yvields impressive accounts of new bridging rela-
tionships. Cudtural differences, especially in the form
of generational divisions, also have been bndged n
many cases; overcoming imitial doubts and fears,
retired people learn through the process of shared
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.H.unH is another, more subtle way by which the
“Jualism between self and society is transcended,
people often come to realize that self-realization, in
u more general sense, depends upon their neighbor-
the peagece:&/hougat evaryans ch. 1y hiack = hood. and more specifically, upon their own public
drug dealer or a criminal.” stated one local actViSEERE clvement in the neighborhood. To illustrate this

“Now 1 realize that they are people just like me% ﬁﬂﬂm convincingly would stretch space limita-

Another resident emotionally recounted how thessh ! oo of
collective project helped her overcome a long-time et gons. but it remains a powerfu energy

; : : 7 eSSt nderlying the project. From the first days of their
“ﬁmﬂwn%uﬂ_ﬂm fend with 3 neigabor: "1 *n_m,_-..____.., P .,__.HE__Em student organizers seek out individual
1% l f ,H__nu_maﬂ home from the F:EE.:M_ :“.. E 4gets” (Kretzmann & McKnight, 1993) even in the
m—.—W ou we W—b___“ m__nv Egu_. Egaﬂn “——.—nﬂ Ly, _E— __._——..____uﬁﬂmu_ ﬂ-dmgﬂ.ﬂm_ E—ﬂ g m_.—mﬂ—h.ﬂ_ Hamu—.ﬂmm__{_ﬂ

Hﬁa._-nﬁﬂni N_H_ thmﬂnzﬁﬂqﬂnﬁ H”n. it _ *E..E:E.__nﬁ to seeing these potential contributions
children to play up the street. I know people i Wil § realized in practice. Not infrequently, individual res-

look out for them.” Student organizers take wﬂa o7 En._m come o appreciate that their emergence as

ith capacities of significance is attributable
in describing the street parties that break out irt thegh ©o o "
aftermath Eqm workdays _.”Ha the small acts of _ ..:.q.__.. " 1o Building Blocks and to the development of their

rt—people lending items, shari lis: ER_ as a working collective.
“Hﬂw to uﬂﬂ Eu&“mm:”ﬂwwh”ﬁm M__,___nn_..m. - In summary, then, Building Blocks would be
= gV :
advice—many of them transcending boundaries of seen by Dewey as addressing five key aspects of
race, ethnicity, and age that grow out of the projectis L ,r..._n_nm a democratic, self-educating community:

Not all the experiences associated with E&ﬁﬁ._...-,w “bringing residents back into intense association
demanding and as closely associated with self-i ,__._. £ .T “around shared problems, empowering residents
est as these are positive, of course; people can get through participative decision-making and direct
wom out and they can Eﬁmﬁp sometimes even v 5 “ - work responsibilities, inducing residents to engage
lently. But in most of our sites, Building m_nn__ﬁ e | in reflection and practical experimentation, over-
erates significant networks of support among resis " coming social barriers between residents, and tran-
dents. "G5} sending the dualism between self and society.
=t Ow lete preparation of leadershi

e e b %ﬁ : aﬁﬂﬁ%ﬁ o0 e part of reskdests to
" respond, target sites vary considerably in the
“degree to which these considerations are realized,

project does serve 1o mitigate many divisions, px
sonal as well as demographic, and the delight expe

rienced by residents as they discover their shared®s
expenences and concems 1s often explicit. “Befg

We now turn to the fifth and most abstract of thess
contributions to the construction of community, thes
broadening of the individual's sense of self =f  and even in the most successful sites, their applica-
\Dewey," Saltmarsh explains, “the individual's ___m,_.h. ot tion is constrained by an assortment of factors, real
of self is only fully developed in association. § .,_4... | or imagined. Nevertheless, Building Blocks’
45_ he denied the dualism dividing self and soG=iE  Progress toward realizing these goals would seem

1o justify close attention both from neighborhoods

‘ety.... The self is by no means denied, but individuz=
_nrm_ﬂ is redefined. *To gain an integrated u__..E._,_a_._ . h nn_n:_m help in their organizing work and from
+ educators interested in opening up new ways by

,_a‘iqﬂnﬂoi@nmﬂ:umﬁﬁnﬁﬁ n=_=._,.uﬁ __-
‘own garden. But there is no fence about this gard . which their students can contribute to the revital-
EznnnmnauﬁnaﬁwEﬁ_ﬂﬁnﬁcn_ﬁana_=

it is no sharply marked off enclosure™ (1996, p. _. F |
| The broadening of the individual's sense of mnn 4 ._HEE neighborhoods.

|

f

|
_
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The Education of Students: Building
Democratic Community in the “*Classroom’™

We now tum to inspect the relevance of these
same five ideas to the students’ educarional expert-
ence as Building Blocks organizers, including their
activities both in the neighborhood and in the class-
room (in which [ serve as the instructor). As we have
seen, Dewey was convinced of the “oneness™ of the
process of realizing community, democracy, and
learning, whether among residents in a street-level
work-site or among students. The workings of com-

munity, democracy, and leaming were thought to be

“Thoroughly —interdependent and indistinguishable:

Thus it is that the same categories that guided an
assessment of Building Blocks' neighborhood-based
activities are also key, both for understanding and for
gaining cnitical leverage, to the students’ more gen-
eral educational experience. We will now examine
these parallels, and then conclude with some exten-
sive excerpts from the students’ final papers.

Association/Communication

[n the classroom, as in the field. participants are
brought together into close and sustained associa-
tion around practical challenges. For those
enrolling in the Neighborhood Organizing
Practicum, intense connections begin in the term
v:nq to the formal inception of the class, through a
series of activities—informational sessions, selec:
tion, and training—designed to generate 2 common
appreciation of the challenges lying before them
and to promote common commitment to Building
Blocks’ goals and practices. The intensity of stu-
dent involvement, as they form teams, select neigh-
borhood sites (each year we begin with a fresh slate
of targeted streets), and first meet with their resi-
dent supervisors, is palpable.

Interaction between students intensifies with the
na._..ﬁ:Em of the Practicum on the very first evening
of the spring term. Teams are reintroduced to their |
respective supervisors and neighborhood directors,
and plans are laid for the first week's canvassing.
Alumni from prior years' Building Blocks projects
illustrate the process of “door-knocking™ (door-10-
door recruiting), then new students take up the same
roles. The professor reviews the broad outlines of
Building Blocks philosophy and practice, briefly
anticipates the week's reading and reflection assign-
ment, and sends the students on their way.

The serious dramas that play out over the course
of the term powerfully draw together each tcam of
three. The unique circumstances of each site—dif-
ferent residents, supervisors, tumns of fate—and the
multiplicity of sites (eight this past spring) mean that
each team must evaluate and respond to their situa-
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available, but each group must take i
tive. Under these conditions, teams coalesce very

" quickly (even when, as 1s typical, they consist of a

mix of first-year and upper-level students),
The Practicum class, which in our project year
2000 consisted of 24 first-time participants and

| seven alumni facilitators, also is forced as a whole to
3 confront problems that emerge from individual sites.

For example, the viability of one site was threatened
by the rapid deterioration of the neighborhood asso-
ciation that was sponsoring that project. The resi-
dents in that site had already met, however, and they

(and the members of the student team) had a lot of
energy already invested in the iniuative. What to do
to keep the site going? Following a generic problem-
solving protocol, the class as a whole took up the
challenge, generating a host of suggestions. This
was but the first problem addressed by the class as a
whole. Others included discussions about how 1o
engage residents in recruiting; about why residents
so resisted responsibiliies that to the students
appeared both important and manageable; and, later,
about how to get supervisors to lum over more
responsibilities to residents. The burdens associated
with the Practicum forge close ties between student

£ participants, far closer than in any other class [ teach.

Empowerment

“Dewey’s theory of democratic education,” write
Harkavy and Benson, “emphasized that students
should be able to help shape their own learning, help
form therr curmiculum, and reflect on its value™ (1998,
p. 16). The reader by now can appreciate key dimen-
sions of empowerment realized by students. In the
field, beginning with their door-to-door canvassing
and extending through the collective workdays, stu-
dents exercise extraordinary responsibilities. Unlike
conventional interns, in almost all cases they feel like
senior members of a larger team that includes the

.F. Opportunities for “praxis” abound in a neighb J
* hood organizing practicum. In addition 1o the in
__field and in-class reflection and problem-sc

neighborhood association-appointed supervisor and .#

the most active neighborhood residents.

In the classroom, as described above, students
also have responsibility for dealing with emergent
problems, both those particular to individual sites
and those which are common to several. At the
term's end, students also include in their final papers
several pages of evaluative commentary, partly cen-
tered on the Building Blocks project, partly on the
Practicum itself (readings. assignments, modes of
discussion, etc.). Finally, there 1s a measure of
empowerment realized by those students who elect
to continue with the project, serving 1n subsequent
years as inlerviewers, trainers, class facilitators and
coordinators. Individually and collectively, these
persons work with the faculty member in making
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~ of challenges rather than to anticipate them. &

'~ can be done to realize the leaming potential Dewey i}

| Limits to student empowerment inevitably ...ﬁﬁ_,_

AUMErous important decisions. Nugrcoming Sociul Divisions

| Swden,  anizers are asked to overcome a num-

oy . ; f social divisions: between themselves and the
of organizing residents and completing work actiyi = ber © i .
ties, within 10 weeks. But the very nature of __#_ ] R_mwvc_.woon residents and supervisors, between

Practicum, as a field-based orgamizing experience 5 w one another. and between themselves and their pro-
=

¢ course 25 4 whole s driven by the imperitivegts

ensures that the extent of empowerment remains. f fessor.

X3 |

substantial et As indicated at the outset, neighborhood associa-
. 8| on staff initially harbor many doubts about stu-
Reflection/Experimentalism &9l gents’ ability to find common ground with the
immensely diverse populations that form their con-
5  iency. Dewey shared this concern, Greatly influ-
hes - eaced by the thinking of Jane Addams, he insisted
ﬁﬂﬁwpﬂnﬂhﬁwﬂrﬂhﬂnﬂﬁ e _.Bua : | “charity,” 2 mode that “assumes a supeior and infe-
their work, especially as HE%.M the Rﬂnu.m... ..,um gior class” (quoted in Saltmarsh, 1996, p. 17; see
. especially D ing Orig=2y ¥ also Morton & Saltmarsh, 1998). What Dewey saw
some emergent problem. As their third-week assignai@lf £ i, Addams’ Hull House was a much more egalitari-
ment, for example, | give students both the crwm il .n connection. “The best kind of help to others,” he
Census reports (1970, 1980, and 1990) for ‘ - : | asserted, “is indirect, and consists in such modifica-
overall neighborhood and a succession of City§  rions of the conditions of life...as enables them inde-
Dﬁﬂﬂw listings ﬁ..ﬁc.. E@P and _.39 for ..; pendently to help themselves™ (quoted in Saltmarsh,
EE:.E. street. Their assignment, using these p - 1996 p. 17, see also Rhoades, 1997), a statement that
lished E_HME Emn_w.ﬁ_. E._N_.ﬂwun new information®}  indicates how eagerly Dewey would embrace stu-
based on their own house-by-house canvassing, isto=  dent organizers.
H:.nﬁ upon &n n_._m:mmmm nnaaﬁumzmu of their a - Building Blocks employs an approach to organiz-
This &u.....a En_.a attention to what 1s, in most cases, & ing that explicitly emphasizes the power of personal
the growing ratio of renters to owners, of one-pareni=a}  relationships and encourages students to go beyond
s merely instrumental connection with people on

households to two-parent households, of poverty:ia]

level to non-poverty-level families; to consider thess} their street. Assisting in this process, as discussed
relevance of these shifts to the highly variable®e} earlier, is also our emphasis on identifying resident
responsiveness of people to their canvassing; and lojgif. “assets” As they realize their utter dependence on
wonder about the larger forces that lead to % the varied skills and resources brought by residents,
same tendencies in almost all their sites. As valuable’s;| students almost necessarily come to respect their
as these understandings are, students also are asked4¥fs] resident collaborators, and relationships that initial-
to consider what they might do to bener ¢ .r% Iy may have been subtly hierarchical are increasing-
renters to the program. ==/ ly experienced as egalitarian.

With each succeeding year, | have encouraged ,.“,,i,_..,._ 1 By the end of the 10-week term, students feel
dents to do more Systematic reflection; this paste}; remarkably “at home" on their assigned streets. As
year, for example, I began asking for weekly install22# reflected in their final papers, moreover, their rela-
ments of  “critical incident journal,” in which stustef ftionships with residents, which signify success in
dents responded to at least one event that had suc2d ‘ crossing over the boundaries of race, ethmicity,
ﬁﬂmﬂa— them and/or forced a reevaluation of th _._”- AN _E__._n_hhmi have EHEHHEEEE%E
roles or strategies. As I review Dewey's ideas, how= The following excerpts, drawn from two of this past

ever, | am convinced of the need to orient still more2s} year's sites, are typical of the class as a whole:

of the practicum toward the identification and n:E ..

fication of problems, and toward the more systemat-S5
ic evaluation of efforts to resolve them. Students: =8
need more encouragement to reflect freely upon the , ships. Rob, Tony, and I [the three students on
meaning of their experiences, and readings should 23 this team| aEHﬁ felt hﬁ we belonged. u..“”
i : oniton Bk were not outsiders in the residents’ eyes,
more consistently be timed to follow the reco = e tecad weoilingly. i g -
cially close 1o Richard and Paul.... The bond
that we formed...eventually extended to most
of the neighbors. At the celebration feast....1
felt as if I were attending an intimate family
B dinner instead of a block party. Fascinated with

—
n

oy |
._._I...In....u

Working with a group of residents like those
who reside on Lake and Linton [Streets] near-
ly assures that you will make lasting relation-

Constraints of time and student energy, of course, 3
remain very real, but even within these limits, more =5

=
el

= N
=

foresaw.
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our Hives at school. the residents séem menest-
¢d and almost proud of our accomplizh-
ments....] was so pleased with relatons we had
formed with the residents, along with the rela-
tionships that they formed between them-
selves.... [t is through these residents that [ was
given a lesson in acceptance. | watched as they
accepted Rob, Tony and me. each other, and
K[alamazoo College] volunteers without gues-
tions. The wlerance of the individuals we were
trying to help was humbling and will forever
cause me 1o evaluate my own actions.’

During the process of this project | have come

and biases | hold. | realize that in general |
went in thinking less of these people than [ do
now that | really know them. | went into the
Eastside feeling somewhat heroic, that | was
going 1o help these people where they could
not succeed on their own. | am glad | was
proved wrong. [ have realized that [many] of
the stercotypes we as a society hold are based
on a small minority of people who fit into a
category. These low-income people are not
unintelligent or luzy; in fuct they are some of
the hardest working. ingenious people 1 have
ever met.,. This [expenence| made me realize
how 1 view others without ever really thinking
about how their circumstances may have got-
ten them to where they are. | think in some
sense this experience will never let me look at
people in the same light. 1 have learned to
interact first and judge later.

[n much the same fashion, the challenges faced in
common by the students, both in their teams and in
the class as a whole, welded strong bonds amongst
the students in the Practicum. The instructor, as well
as upper-level students assisting in the course, also
play key roles in the team effort. Common devotion
to the organizing challenges generates significant
unity, fulfilling Dewey's belief that community 1s
required for the effective operation of the classroom
no less than for the neighborhood street, and that the
two processes reinforce one another.

Transcending the Dualism of Self and Society

The subtlety of the process whereby individuals
come 1o recognize the interdependence of self and
collectivity again presents an interpretive challenge.
However, there is strong evidence that this process is
indeed likely to occur, perhaps on two levels. First.
as in the challenges incorporated into wildemess
training, students realize that, absent the Practicum
and the support of others, they couldn’t imagine
assuming the challenges of grassrools orgamizing.
Their dependence upon their classmates, residents,
professor, and program as a whole, 1s immense, und
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they know it
Students also come to realize that they (and

tiarget-area residents as well) denve a crucial seuse
of personal meaning from their participation in the
program—that the perceived contradiction between
civic involvement and a sausfying privaie life tums
out to be, in the words of authors Francis M. Lappe
and Paul M. DuBois (1994), “a myth." Excerpts
from final papers (again, typical of many) may help
to illustrate this point as well, Here as elsewhere, one
may observe how the student’s expenence runs par-
allel to and is informed by the experience of their res-

idents, u particularly valuable feature of this variety

of service-learming.

Although [ would not have predicied it after
first opening the book, Lappe and DuBois’ The
Quickening of America changed many of my
ideas.... As the project progressed, | began to
see living examples of what the authors were
talking about.

The topic of public life was the first to strike
me. | agree with the authors’ assertion that
Americans are bombarded with the message
that ‘our private life, revolving around family
and friends, is what really mauers. It's the
source of our fulfillment....

Lappe and DuBois made me ponder, but did
not convince me, of the value of a consistent
public life. Instead, it was one of our residents,
Jerry. 1 saw Jerry illustrate what Lappe and
DuBois call a “universal human need,” know-
ing that we are contributing to something
beyond ourselves. In doing so, ‘public life
develops essential aspects of our character and
teaches us important skills,' enhancing our pni-
vate lives. Jerry stepped out of his intensely
private life and found some of the work he was
looking for....

As suggested by the preceding, a third dimension
of the shift in students’ outlook involves recognizing
the broad obligations of cilizens in a democratic
society, including their own responsibility for social
reform, Here again, the changes registered by a stu-
dent are complemented and reinforced by parallel
changes in the residents with whom they worked:

..It took time to convince some of the residents
that community service and public life do not
have to ‘compete with a satisfving private life.
As | convinced my residents, [ convinced
myself, and [ began to see that even » small
group of citizens might make a difference.

As soon as we finally got residents 10 attend
[meetings), they seemed excited to go beyond
the immediate tasks. They were thnlled when
they heard that there were continuation grants
available [smaller, follow-up grants by which
Building Blocks encourages street-level
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STOUPS 10 stay together after studenis depar)
and began 1o speak about problems that plague
the neighborhiood. Condemning 4 rickev old
house and stopping drug traffic in the neigh.
borhood seemed within their reach. Watching
the residents work so well at our last meeting
was a great experience, [ felt as though I wus
watching democracy in action. | must admit

that | once thought that voung alone was the i
role of a citizen within a democracy. | did not

see how else a common citizen could con-

tribute. Now [ more clearly understood thar -

with the formation of grass-roots organizations
all individuals may feel power within the sys-

"~ tem. Merely by meeting a few times. Lake

Street residents felt they could make a differ-

power. Democracy suddenly seemed like
something that required a more active role, and
the politicians and the citizen suddenly seemed
much more intertwined.

Or, as another student wrote:

Before entering into this endeavor, my concep-
tions of public life reflected the ideas and
stereotypes most ciuzens hold....Every day, I,
along with the rest of society, am flooded with
images of horror, violence. and inequality. We
have come to accept these images as normal,
as acceptable. In general, we have displaced
these problems onto others.... We have not
seen ourselves as capable of or responsible for

working toward a solution and remaking

America. The concept of eéveryday citizens as
leaders, problem-solvers, and a major part of
our democracy is mund boggling. We see our
role in democracy as a voter: if we make our
way to the polls, then we have done our civic
duty.

Through Building Blocks, | have learned that
this is not the case.... Rather, democracy is ‘a
way of life that meets the deep human need to
know that our voices count, to shape the deci-
sions that most affect our well-being’ (Lappe
& DuBois, 1994), Although small [ie. mn a
small way], our project has helped individuals
discard their old notions of democracy and
promoted a new, rewarding way of life in
which what they say matters. [ saw this hap-
pening at the meetings where residents gradu-
ally took control of the project. They solicited
donations, purchased supplies, arranged the
work schedule, and voiced their opinions.
Along with the residents, | discarded my false
assumptions about democracy. Now | view it
as a realistic role every individual can play. 1
may not be able 1o change the world, but |
know that I have the power to change my
immediate environment if | choose. I no longer
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hiave o be  nassive observer—I| can be an
getive patt tin this democranc society.

© Through experiences and reflections such as

these. @ moral dimension (yet another of Dewey’s
popes for education and democracy-building more

senerally—see Saltmarsh, 1996, pp. 15, 19) isadded |
(o the students’ leaming experience. Paralleling the
of cmergent sense of obligation experienced by resi-
&1 jents toward their street, students recognize with
- growing clarity what they owe to their society.
Al Noticeubly more confident i their own ability to

make a difference, they are emboldened to imagine

_

|
|
|

/
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movement will once again have been demonstrated. ‘

Notes

' The hesitation of most directors to participate in the
first vear's project reflects the several sources of skepti-
cism identified earlier in the paper. Given these obsta-
cles, proponents of service-learning devoted to challeng-
ing new work often may need to start small, innovating
“at the margins” and hoping 1o win over the doubters
through the force of example,

! Usually, a resident participant in a prior year's site
serves as project supervisor. Paid just $1,000-51,300 for
their efforts, supervisors are expected to give the students

Conclusion

Dewey's philosophy thus helps us understand the
crucial parallels and complementarities between the

~ activities of neighborhood organizers and the work-

ings of a progressive classroom; both involve the

~ building of democratic, self-educating communities,

and each depends upon the other. Exploration of this

- fundamental insight reveals the tremendous poten-

ials to be realized by enlarging service-learning to
melude this kind of community organizing work.
As they become mare aware of these rich possibil-

ines, advocates of service-leaming may become

more concemned with overcoming the factors that
heretofore have deterred them from involving stu-
dents as neighborhood organizers. Here, the Building
Blocks program offers considerable hope.

1 Neighborhood organizing skills may remain scarce

i higher education, but if faculty members are will-
ing to learn and/or to find roles for outside organizers
in the classroom, access to such skills can develop.
Furthermore, if organizational arrangements can be
worked out whereby neighborhood associations

- sponsor the overall program, select appropriate sites,

and identify on-site resident supervisors, the dangers
often associated with street-level organizing can be

minimized. Finally, for all their social limitations and -

inexperience, it's also clear that students can be guid-
¢d into becoming effective organizers; given suffi-
cient structure, manageable (i.e., small) target sites,
material incentives to spur resident involvement, and
support from both supervisors and the classroom,
students can do the job, and their contributions to
street-level social capital can be significant.

Overall, it is understandable why students only
rarely have served as neighborhood organizers.
Once the feasibility and benefits of such work are
appreciated, however, advocates of service-learing

1 may prove more eager to overcome the usual imped-

iments. To the extent that this happens, the impor-

tance of Dewey's thought to the service-learning

considerable responsibilities, particularly in their can-
vassing efforts, but also in deciding upon day-to-day
organizing strategies, running meetings and helping to
plan communal workdays, Supervisors remain responsi-
ble to their respective neighborhood associations for the
overall success of the projects.

' The following excerpts all are drawn from the final
pupers written by students in the Spring/2000 practicum.
There are no overlups in authors. Names of residents
have been changed 1o assure anonymity.
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Between School and Community:

Situating Service-Learning in University Art Galleries

Carol S. JefTers
California State Universiry, Los Angeles

This paper explores the possibility of implementing a new campus-based model of service-learning in the
unique environments of university art galleries. Guided by critical theory and a Deweyan pragmatist phi-
losophy, this model promoted the use of constructivist learning strategies by 63 preservice leachers. Serving
as facilitators, these preservice teachers worked with a total of 210 visiting schoolchildren in small groups
10: a) address authentic intellectual, aesthetic, and social problems; &) actively negotiate and consiruct new
idéntities=¢) Yhave mutipte perspectives onand meanings abour arr;-and dy tearn to think criticatty-and — —
creatively abowt complex issues of teaching, leaming, and boundary-crossing. Daia from a variety of
saurces, including pre- and post-course attitude surveys and preservice fournals, were analyzed and inter-

=88 [n a postmodem society, various conceptual and
ol numqunﬂnﬂ_n boundaries between schools, univer-
=3F diies, and communities can be considered unneces-
"%l sry. even “unnatural” (Anzaldua, 1987); they serve
&8 oily to create a metaphoncal place known as the
S8 “borderland” (Anzaldua, 1987; Garber, 1995; Hayes
“&4i & Cuban, 1997). In service-learning programs, stu-
289 dents are expected to cross borders that needlessly
=8 enarate educational experiences situated in schools
~#&} from those situated in communities. Service-leam-
£ ers must enter the borderland and explore its unfa-
=54 miliar terrain, which can exist not only ‘out’ in the
24 community, but also, on their own campuses. This
Z55% paper explores the possibility of developing and sit-
2551 uating a new type of service-leaming in university
i wt galleries, where knowledge is constructed and
= contextualized at the edge of the campus in a bor-
523 derland that lies between school and community. A
S8 bybrid, as it were, this campus-based model pro-
2% motes significant collaboration between preservice
“=4 teachers (members of elementary art methods class-
=4 ) and swdents from area schools in the largely
=% unfamiliar territory of a gallery borderland. In so
-1 doing, this model identifies a type of service-learn-
11 ing experience that makes a difference to prospec-
1 tive teachers and schoolchildren alike.

Framework for the Campus-Based Model

Based on Deweyan pragmatist and constructivist
- 1 views of epistemology, cognition, and learning, this
-4 model was designed to combine experiential learn-
1 ing, critical reflection, constructivist practices, and
- {4 service in the context of the “unique educational
- § environments” of the two galleries located on the
California State University at Los Angeles campus

S AR L

(Zeller, 1987). In this model, then, service-learming
and pragmatism are clearly connected and contextu-
alized, as are critical reflection, thought, and action.
Moreover, the notion that knowledge is both contex-
tual and constructed is integral in the philosophy and
design of the model (Liu, 1995). That is, knowledge
of art, self, and others is actively constructed by stu-
dents and ﬂﬂmﬂ.ﬁnn teachers in small groups or
leaming communities and situated in a particular
place beyond the classroom.

This approach, which constituted a major compo-
nent in two class sections of an elementary art meth-
ods course, invokes a kind of “border pedagogy”
(Giroux, 1992). Such a pedagogy empowers students
to cross borders, to work closely in order to understand
themselves in relation to others—that is, to understand
“otherness,” and to reflect critically on issues of race,
ethnicity, class, and cultural heritage. It strives to cre-
ate a metaphorical borderland in which diverse cultur-
al resources allow for the development of new identi-
ties and relationships (Giroux, 1992). Fleshing out the
theoretical and pedagogical framework of this model,
then, the art methods students (who are themselves
ethnically- and culturally-diverse, typically fust- or
second-generation Americans of working class back-
grounds), began by questioning their own perceplions
that art museums represent opulent cultural spheres
reserved only for upper class patrons, In so doing. they
began to collapse real or imagined class barmers and
develop new identities and relationships within the
gallery borderland.

Preparing to Enter the Borderland

As a part of their professional preparation pro-
gram, these diverse preservice teachers are required
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