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as students invest time and energy in community-based activity and
gain valuable experience in working with people, developing projects
and applying new skills in real contexts. The implication is that real-
world learning, which exposes students to new experiences and diverse



Introduction

critical engagement with the application of theoretical ideas and the
link between education, experience and service.

5 5
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Developing students’ understanding of questions of equality and social
justice, and a sense of social responsibility, is an outcome central to
student-community engagement programmes and this book has been
written as a response to this. The first section looks at the history of the
university and the place of engagement or social responsibility within
it. It traces the different priorities given to teaching, research and third-
stream work and the changing view of moral or social involvement.
It also looks at direct influences on SCE and other forms of engaged
learning that have sprung up in different parts of the world. It makes a
pedagogic case for experiential learning and looks in some depth at the
different forms of learning that might emerge from this. It uses terms
like social concern, civic responsibility and community participation
to justify the inclusion of SCE in mainstream, discipline-based study. It
argues that HE is not only subject-centred but is also society-centred
and that SCE adds a dimension to university education which may
otherwise be limited to the pursuit of knowledge and understanding of
an academic subject.

Section Two sets out to provide some practical support in designing
and developing SCE within a university setting, showing how learning
from community engagement can enrich a university education. It
addresses the question of how to position SCE within the curriculum,
how to design modules, the kinds of projects students might work
on and the institutional and pedagogical issues that might arise when
planning learning in partnership with community organisations. It offers
some practical examples of module outlines and learning agreements
and guidance on how to connect and work with local groups

Section Three provides some case studies written by students or



Learning to Make a Difference

UK. However, so far relatively little has been written about SCE in
the context of UK HE and this book aims to redress that balance. It is
based on the experience and knowledge gained by the SCE work of
CUPP at the University of Brighton over the past ten years which has
had some influence on the development of SCE both nationally and
internationally throughout that period.

This book, by drawing on the work of CUPP, tends to use the term
‘community engagement’ to refer to CUPP’s involvement with local
individuals, organisations and groups in ways that are mutually beneficial.
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the faculties wanted to apply their scholarship to the pressing issues
of the day and link these into the courses they offered their students
(Peterman, 2005). A service learning experience requires students
to take on a period of activity within their locality not dissimilar to
volunteering. But the curricula requirements of critical reflection, policy
analysis, working with diverse groups and understanding inequality first
hand move the experience beyond the offer of practical help to a deeper
level of understanding. The requirements usually include some reference
to a local and a global community and involve strong links to civil
society groups, opportunities for students to work in partnership, critical
reflection on process and personal values and development, and the need
to bring together the competing agendas of policy, theory and practice.
They encourage students to take a broader view of what constitutes
knowledge and to work with both academic and theoretical knowledge
frameworks and the experiential knowledge of practitioners.

Science shops came out of a particular period in Dutch universities
when students had fully-funded degree programmes that were not time
bound. They became access points to which local community members
or pressure groups could bring research issues that students would take
up on their behalf. By bringing together the energy and initiative of a
student with the experience of a community group and the expertise of
an academic supervisor, they have been able to add scientific evidence
to significant local issues. They have expanded from the hard sciences to
include the humanities and soft sciences and are able to provide valuable
research information for community groups, while offering a significant
learning opportunity in interpersonal skills, local politics and applied
research (Farakas, 2002).

The history of both of these initiatives are explored in more depth in
Chapter Two of this book but the current context is very different from
that of the 1970s when students had more time to study, were often more
politically motivated and were less concerned with questions of student
debt and future employment. The term ‘service’ is also less transferable
outside of the USA, where it tends to carry overtones of welfare, rather
than a rights-based or advocacy approach to development. While
many current programmes are more concerned with equality and the
development of citizenship, citizenship education has, at least in the UK,
assumed a rather negative profile as a result of compulsory secondary
school programmes. Despite the social responsibility of a university
having assumed a strong strategic profile, community engagement may
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on the surface not seem an easy fit with a twenty-first century university
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The 1998 World Conference on Higher Education in Paris was
convened by UNESCO to re-examine educational policies in the
context of the new millennium. It included representatives from 182
countries and its 15 fundamental principles included equality of access,
the use of knowledge generated for the benefit of society, the importance
of reflection on the ethical dimensions of knowledge and a concern
with strengthening the identities and values of students. The declaration
it produced emphasised the value of education in socio-cultural and
economic development and the importance of social responsibility. HE
institutions were seen as having a key role in creating ‘citizens of the
world’, capable of committing themselves to addressing global problems,
valuing diversity and promoting a culture of peace. A ‘third stream’ of
social and economic engagement was recognised alongside HE’s goals of
teaching and research, as was the need to ensure that teaching, research
and dissemination were ‘mutually enriching’ with tangible outcomes
for society. The declaration also included the need for accreditation and
rigorous quality assurance procedures linked to regional frameworks that
would enable students to move between institutions in neighbouring
countries.

The past decade and a half has seen the impact of this, with an
increased awareness of the social responsibility of universities and the
emergence of mechanisms which link higher-level study and research
to current issues of local, national and global concern. Third-stream
work with both employers and community groups is becoming as
much a part of the mission of many universities around the world as
teaching and research. A number of international networks have been
established, committed to sharing experiences and supporting institu-
tions in implementing the priorities of the UNESCO declaration. The
Talloires Network, set up in 2005 by Tufts University in the USA, is an
international association of institutions committed to strengthening the
civic roles and social responsibilities of HE, with members in Europe,
Africa, Asia, the Pacific, the Americas and the Caribbean. The University
Social Responsibility Alliance, established in California in 2009, is
concerned with promoting societal responsibility in teaching in the
USA and beyond, and has hosted a number of conferences across South-
East Asia. The Global University Network for Innovation was created
in Barcelona in 1999 by UNESCO to facilitate the main decisions
coming out of the 1998 World Conference on Higher Education and
has a strong network of members. Between them, they are working
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to support a mandate made at the GUNI conference of 2008, to get
1000 universities worldwide to sign up to a commitment to social
responsibility and social change. In addition to these global — or at least
international — organisations has been the development of national
networks such as the UCP (Universidad Construye Pais) in Chile, a
collective of Chilean universities launched in 2001 to carry out co-
ordinated joint social responsibility activities across the country. Another
example is Campus Compact in the USA, which is a national coalition
of more than 1100 college and university presidents — representing some
6 million students — dedicated to promoting community service, civic
engagement and service-learning in HE.

These global alliances and national networks are each deeply con-
nected to localities or to individual or community interests and concerns.
Individual universities are located in towns and cities where their
populace live as well as work. As such, they are well placed to look at
what societal responsibility means in practice and to work in partnership
with local civil society organisations. Whether this be advocating on
behalf of the rights of indigenous people in North America, or sup-
porting service to a minority group within the neighbourhood, the
groups have the potential to have an impact on a global and a local
level. There are a number of examples from earlier initiatives of how this
might be done.

L0 A g e . °§1_‘;,

In 2009, ten years on from the 1999 World Declaration, UNESCO held
a series of follow-up conferences focusing on two overarching themes:
the role for HE in addressing major global challenges (sustainable
development, Education for All, poverty eradication), and their
ongoing social responsibility. The conference ended with the following
conclusion:

The past decade provides evidence that higher education and research
contribute to the eradication of poverty, to sustainable development
and to progress towards reaching the internationally agreed upon
development goals, which include the Millennium Development
Goals (MDGs) and Education for All (EFA). The global education
agenda should reflect these realities.
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It established a number of priorities:

1. Higher Education as a public good is the responsibility of all
stakeholders, especially governments.

2. Faced with the complexity of current and future global challenges,
higher education has the social responsibility to advance our
understanding of multifaceted issues, which involve social,
economic, scientific and cultural dimensions and our ability to
respond to them. It should lead society in generating global
knowledge to address global challenges, (including) food security,
climate change, water management, intercultural dialogue,
renewable energy and public health.

3. Higher education institutions, through their core functions
(research, teaching and service to the community) are carried
out in the context of institutional autonomy and academic
freedom, should increase their interdisciplinary focus and promote
critical thinking and active citizenship. This would contribute to
sustainable development, peace, well-being and the realization of
human rights, including gender equity.

4. Higher education must not only give solid skills for the present
and future world but must also contribute to the education of
ethical citizens committed to the construction of peace, the defence
of human rights and the values of democracy. (2009 World
Conference on Higher Education)

The period since this conference has seen the deepening of a global
recession in which HE, among other public institutions, will be hit with

10
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What has become clear is that none of these major issues in the
global agenda will be resolved without the participation of universities,
since they are the environments that foster not only knowledge
thought and research but also proposals for social action. (Ramon

de la Fuente, President of the International Association of
Universities, 2010)

In addition, boundaries between sectors are shifting and blurring. As
governments become less able to fund and manage public services,
these are being franchised to voluntary and third-sector organisations.
Civil society organisations have been forced to tender for funds on
a competitive basis and adopt some of the strategies of short-term
contracts more familiar to private sector organisations, while private
sector bodies are drawn in to service provision through sponsorship and
corporate social responsibility. Individuals are no longer assured of a job
in one organisation or even one sector for life. Future professionals will
need to be able to operate in partnership with those from very different
backgrounds and policy areas and organisations will need to be receptive
to new structures and demands.

For universities to thrive within this climate, they need to work
in partnership with regional and national decision-makers as well as
international pressure groups and local communities. Rather than see-
ing themselves solely in terms of the production and dissemination
of knowledge, they need to better understand how knowledge is
built, and the value of — and connections between — different forms
of knowledge, and between knowledge, understanding and action.
Consequently, they also need to become skilled in knowledge brokering
and knowledge exchange. This may mean a review of their vision and
mission, a shift in institutional structures within and between disciplines
and new approaches to the ways in which knowledge is generated and
transmitted. Community—university partnership activity, action research
programmes and the use of community-, and participative research
approaches all provide mechanisms which bring together academic and
practitioner-based knowledge on common problems. Their students will
need a personal appreciation of difference and first-hand knowledge of
how to deal with diversity. They will need to be able to apply learned
knowledge, to work within and outside of organisational structures and
with others from different sectors and discipline backgrounds. They will
need an understanding of national policy initiatives and a sense of their

11
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responsibility as global, as well as national, citizens. All of these things
need to be reflected in the curricula offered and the pedagogies used
to impart it. Such a curricula needs to find space for learners to explore
their own values and to test out their aspirations for achievement and
change. It needs to provide them with the opportunity to critique and
reflect on the knowledge they have gained and compare this with other
forms of knowledge and other types of expertise. This suggests that
during the next decade, HE professionals will need to find innovative
ways to do more with less. Chapters Three and Four of this book
explore this changing context in more depth and make a strong case
for how SCE might respond to the pressures now facing universities in
many parts of the world.

In the twenty-first century the problems facing humanity, on both
a local and a global scale, include how to deal with climate change,
the conflict that arises from the marginalisation of minorities, and
competition for limited resources. In essence how human beings might
best live with each other within the environments they share. Although
the claims made for community engagement may be many and varied
it is important to avoid the rhetoric and begin to examine, practically,
ways in which students, as professionals of the next generation, are
introduced to some of these problems within their local community and
involved in developing strategies to address them. Inevitably these will
be strategies that cross discipline boundaries, that include community
and practitioner as well as university knowledge and that require a
broad range of approaches. By drawing on examples from a specific UK
context, this book attempts to illustrate some of these approaches which
in the end are facing HE institutions in many parts of the world.
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CHAPTER ONE

In the beginning: The origins and history of
the university and its three missions

N LR P

This chapter is about the historical roots of a university and the deep
context of SCE. It looks at what it means to be a university and where
SCE fits in to the range of activities a university has undertaken at
different periods in its history. In doing so, it justifies SCE and the
broader world of community engagement as a long-term, legitimate part
of a university. The chapter explores the changing relationship between
SCE and the three goals or missions of the university, illustrating how
the political and social context have brought different goals to the fore
at different times. Understanding how a university’s third mission has
responded to social and political pressures in the past sets the scene for
current engagement initiatives.
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triggered by its disesngagement from the Latin Church and
lasted until the nineteenth century

e The Humboldtian university, which has its origins in
the development of the knowledge-led institutions in
Germany in the nineteenth century

In the first stage, the Western university of the Middle Ages started as an
institution of the Latin Church, no less than a cathedral or a monastery.
It was run by clerics, with instruction given by them and tuition in
Latin, the mother tongue of the Latin Church. It was subject to canon
(ecclesiastical) law rather than civil law and it was exempt from fiscal
exactions of civic or national authorities. The papacy licensed universities
so that their degrees were recognised throughout Latin Christendom,
wherever papal writ ran. Successful graduates were awarded the licentia
docendi, the license to teach in any university. In this stage the university
existed primarily to serve Western Christendom by preparing students
for the priesthood and by advancing knowledge through dissemination
and interpretation of spiritual knowledge and the accumulation of
knowledge from other civilisations, particularly from Islamic countries
and from ancient Greece (Bourner, 2008).

In the second stage, around the time of the Renaissance, the university
became independent of the Latin Church and its focus shifted from the
needs of that Church to the needs of the members of the university
itself, i.e. the fellows and the students. Income from endowments and
the fees of students from well-heeled and well-connected families meant
that the post-medieval universities had sufficient financial autonomy to
give them considerable discretion to follow their own destinies. In this
stage, the university curriculum became less Church-focused and more
student-focused. It opened up the domains of recognised knowledge to
a range of new academic subjects and new fields of enquiry. The range

18
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stage is sometimes known as the Humboldtian university in recognition
of role played by William von Humboldt in conceiving it and then
acting as midwife to its birth in early-nineteenth-century Prussia.
The Humboldtian university sought the advancement of knowledge
through the pursuit of new knowledge. In this stage a subject-focused
education replaced the student-focused education of the earlier
period by developing the critical faculties of scholars and opening the
doors to empirical knowledge. It also sought to benefit those outside
the institution by enhancing material well-being through greater
understanding and control of the material world. The heyday of the
Humboldtian university was the high years of the twentieth century but,
as explored below, it was increasingly challenged in the later decades.

This brief summary of the main endeavours of the academy in each
of its developmental stages has a number of implications for what it
means to be a university in the twenty-first century. Firstly, in every
stage of its development, the university has had the same three basic
concerns:

1. To provide for the higher education of students
2. To contribute to the advancement of knowledge
3. To benefit those beyond the walls of the university

Table 1.1 (over) summarises the main focus of each of these concerns in
the three stages of the development of the university.

It is reasonable to conclude that to warrant the name ‘university’ it is
necessary that an institution endeavours to contribute to the advance-
ment of knowledge and the higher education of students and be of
benefit to those outside the institution. It seems as if historically the
two principle roles of a university, i.e. teaching and research, have always
been seen in different ways in relation to the needs of society. In each
of the three eras of the university’s history there has been a key driver,
or funder — the Church, the Enlightenment and then industry — that
has had a say in how these two roles related to broader societal needs
and ultimately influenced what was taught and what was researched.
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with globalisation when servicing industry are being called into
question. This opens the space for other forms of external engagement
that are more concerned with social agendas, sustainable development
and community needs.

A second conclusion is that in each of these stages, one part of
the tripartite mission has dominated the other two. In the medieval
university the dominant goal was service to the Latin Church and
through it the people of Western Christendom. In the early modern
period the dominant goal was to provide a higher education for
students, drawn mostly from well-heeled and well-connected families
whose fees made a significant contribution to funding the colleges. And
in the Humboldtian university the dominant goal was the advancement
of knowledge in recognised subjects of study.

A third conclusion is that as one of the three areas has become
dominant, the other two parts have been interpreted and expressed in
ways that have served the dominant part. In the medieval university,
service dominated as the medieval university directly served the Latin
Church and its main concern was saving the souls of Western Christen-
dom. It therefore provided a higher education that equipped students to
serve the Church and the people of Western Christendom through the
priesthood. The particular forms that the advancement of knowledge
then took were dissemination of the Word of God, interpretation
of Holy Writ (i.e. scholarship) and the accumulation of such secular
knowledge as could be reconciled with Christian scripture.

In the second great epoch of university development, the Renaissance
and early modern period, the universities were financially independent
of the Latin Church, depending on the fruits of earlier endowments
and the fees of students. The dominant purpose of the university was
the higher education of those students and universities contributed to
the advancement of knowledge by legitimising new fields of academic
study. It was the age when the humanities gained entry to the university.
Without the requirement to study subjects that supported service to the
Church, there was increasing interest in the classics and scope for fellows
to indulge their own interests in the pursuit of knowledge. The highest
goal of HE was to develop ‘godly gentlemen’, leaders for the new nation
state and the learned professions, who were a civilising influence in what
was still a barbaric age.

The third stage, the Humboldtian university, was when the advance-
ment of knowledge became the dominant part of the mission and the
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nature of a university education changed again to serve that dominant
goal. The ‘service’ part of the university mission was interpreted in ways
that reflected the new dominance with an emphasis on the enlargement
of the pool of knowledge from which everyone drew, increasing mastery
of the physical world and the development of critical faculties to expose
those who would seek to mislead through error or deception.
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It was in this third stage of development, the Humboldtian or ‘modern’
university of the nineteenth and twentieth centuries, that HE changed
to serve the advancement of knowledge as the dominant goal. The
early modern university that preceded it had relatively little subject
specialisation with all students studying basically the same classics
curriculum (including, at Cambridge, classical maths) with the aim
of producing gentlemen (at a time when all students were male) who
would grace any of the learned professions especially the Anglican
Church. By contrast, a university education that serves the advancement
of knowledge was deemed to include the most up-to-date knowledge
and the development of critical faculties to test ideas and evidence
within the context of a subject discipline. Hague (1991) summarised
this position saying,‘Academics must believe that acquiring the ability to
test ideas and evidence is the primary benefit of a university education’
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of the students’ critical faculties. Lectures, books and journals were
the main vehicle for realising the former; and practicals and seminars
(a teaching method imported into English universities from German
universities in the early decades of the twentieth century) were the main
ways of realising the latter. The advancement of knowledge demanded
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(Watson, 2007). This had the paradoxical result of taking pressure off
the universities who could point to the polytechnics as the institutions
where that sort of HE was located.
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Most defenders of the ‘traditional’ model of university education that
pertained during the middle half of the twentieth century believed that
the employment of graduates was assured by their capacity to test ideas
and think critically — and this was seen as the hallmark of graduate-

24



In the beginning: The origins and history of the university

that would coniribute to ‘work-readiness’ were compiled. Research
was commissionad to identify the skills needed for successful graduate
employment, wnich led to reports such as Skills for Graduates in the
21st Century (AGR, 1995). Some of thzse skills seemed remarkably
low, suggesting that HE was lowering its sights from the pursuit of
‘excellence’ to the pursuit of ‘competenca’ and potentially demonstrating
a ‘dumbing-cown’ of HE. Lecturers were divided between those
advocating ‘transferable skills’ and thcse who felt ‘the development of
critical faculties’ had not gone far enough. Barnett (1994, 1997) argued
for the extension of the HE curriculum to cover the application of
critical thinking from a narrow concern with subject disciplines to the
student as a person and to the stucient’s action in the world.

Faced with the ‘reality’ of rising graduate unemployment there was
no shortag: of explanations for the breakdown of the traditional model.
Researchers at the Institute of Manpower Studies* (for example Pearson
and Baker, 1984) offered evide:nce that only about one-third of graduates
entered employment in which their subject knowledge was used. This
meant that, as far as the HE curriculum was concerned, the employability
of the remaining two-thirds of graduates depended solely on the
development of their critical faculties. Rising graduate unemployment
indicated that employers wanted more than the ‘the ability to test ideas
and evidence’. The Royal Society for Arts argued that what employers
(and the economy) war.ted was people who could innovate and develop,
whereas the educatioral curriculum at all levels (and especially in HE)
developed people who could only critically evaluate. It led a campaign,
‘Education for Capability’, aimed at broadening and refocusing the
educational curriculum on creating rather than critiquing. By the end
of the 1980s the belief in the adequacy of subject knowledge and well-
honzd critical faculties had been undermined, making possible a range
of curriculum irnovations of which transferable skills became the most
infiuential.

In the earl 1990s, the number of transferable skills that contribute
to graduate employability seemed to rise rapidly and with it a concern
that ‘developing critical faculties’ might be lost among newly identified
competencies (see, for example, Barnett, 1994). This led to a debate
about graciuate standards and the nature of ‘graduateness’ (for example
HEQC, 19974, b). As the UK moved from an elite system of HE to a

* Now tne Institute of Employment Studies.

25



Learning to Make a Difference

mass system of HE in the early 1990s, lecturers were more exercised
by trying to resolve the increasing pressures from a rising numbers of
students. Many university teachers experienced increasing stress as the
under-funded expansion of HE caused the ratio of students to staff to
rise. These day-to-day difficulties exerted a much more powerful force
on the nature of the HE curriculum than either the ‘competencies’ or
the ‘graduateness’ debates.

Inevitably this led to less face-to-face contact, with students taking
more responsibility for their own learning and a shift in the curricu-
lum. Students would receive less content input from lecturers and more
process support for autonomous learning. This included the encourage-
ment of student independence and a shift in the role of lecturer from
disseminating information and leading small-group discussion towards
more indirect ways of supporting learning. It became clear that this
approach was embedded in a philosophy less prosaic than simply coping
with more students and extended to the curriculum itself, i.e. it was not
simply about how to teach but also about what to teach, a philosophy
that was adopted by the advocates of ‘lifelong learning’:

... our ultimate goal in higher education must be to encourage
students to be responsible for, and in control of their own learning...
(Zuber-Skerrett, 1992, p. 24)

In addition, the early 1990s saw a growing awareness of the accelerating
pace of change in the economy. Graduate jobs had traditionally offered
the prospect of professional careers or at least greater employment
stability, but this was becoming rarer at a time when the number of
candidates for graduate jobs was rising.

In much the same way that the Humboldtian vision of a university
had elevated ‘critical thinking’ from a means to an end, so lifelong
learning elevated the ‘ability to plan and manage own learning’ from a
means to an end; what started as a way of coping with larger numbers
of students ended in a new curriculum for HE. At a superficial level, this
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professional doctorates aimed at the leading edge of professional practice.

Ultimately, the goal of lifelong learning meant ‘the development of
students’ capacities to plan and manage their own learning’. From this
perspective, what students learn is less important than how they learn.
Learning how to learn became a learning outcome in its own right; the
process became the product.

Increasingly, the paraphernalia associated with autonomous learning
started to enter universities: learning contracts, learning logs, portfolios
of evidence and so on.This was new territory for university lecturers and
universities increasingly offered courses on teaching with this new focus.
At many universities, participation in these courses became a condition
of employment for new lecturers. A study of these courses (Bourner et
al., 2003) found that for the most part they were not preparing lecturers
to give more professional and effective lectures, seminars and tutorials,
but expanding the repertoire of lecturers in ways that they would help
them to support students in becoming autonomous learners.

The underfunded expansion of student numbers in the early 1990s
also had an impact in two other main ways:

1. Unemployment of new graduates rose again. This ensured
that transferable skills for work readiness did not slip off
the agenda.

2.

27



Learning to Make a Difference

learning’. It seemed that effective lifelong learners needed to plan and
manage their own learning outcomes and be able to capture emergent
learning. Reflection seemed key to experiential learning and the role of
reflection in learning was already established in the works of educators
such as Dewey, Schon, Kolb and Boud. It was this broadening of the
curriculum to include reflective learning that allowed the entry of SCE
into universities. While there is considerable variation in the form SCE
takes in different institutions, reflective learning is a core element of the
learning process.

Rebalg i g ghe g iraqige - ivsip g ghe guie yiesh ae 4 .y
Universities were ‘eli{e’ institutions during the Humboldtian period
when the percentage of the population with a university education was
in less than single figures (i.e. less than one per cent). During the 1960s,
with less than ten per cent of school leavers going on to university, most
stayed in the education system after graduation (Bourner and Rospigliosi,
2008b).* But by 2000, the first destinations of most new graduates
were outside the education system and it is harder to justify a form of
education that prioritises the pursuit of knowledge in an academic
subject when the majority of students leave the academic system, and
wider participation has led to a questioning of the Humboldtian goal.
New trends emerged, such as work-based learning, community-based
learning, problem-based learning, the development of skills for graduate
employment, project-based learning and reflective learning.

Over the last century these new trends have in part played a role in
moving the university from a peripheral position in the community to a
more central feature. Universities are now more dependent on their local
communities both for prospective students and to host students through
placements and provide the projects that are vital to equipping students
with the skills they need for their preferred futures. Concurrently,
steps have been taken to break down the ‘town and gown’ divide that
came to the fore in the late 1950s/early 1960s after the intense focus
in the early part of the century where it was felt that a key to national
economic success was research, particularly scientific, and universities
became responsible for a growing share of research in society, elevating
the importance attached to the advancement of knowledge.

*They went on to research, a higher degree (research or taught), teacher training or some
other aspect of education
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The notion of a ‘third stream’ is an international concept, used
in universities in different parts of the world. Laredo (2007) traces it
back to the establishment of research and development activities after
World War 11. As a notion it connected earlier ideas on the autonomy
of universities as a ‘republic of scholars’ with a new paradigm of
‘fundamental research’ which is both open and available (Laredo, 2007,
p. 2). He traces an emerging role of universities in innovation processes.
Such processes require a more collaborative approach with other sectors
and the gradual extension of this from working with the private sector
to the consideration of collective actors working on civil society issues.
Laredo comments on how increasingly expectations of a third mission
have become linked with local development issues.

By the end of the twentieth century the three parts of the university
mission were more evenly balanced than in the high years of the
twentieth century when the Humboldtian ideal dominated. The service
part of the tripartite mission has become more important in its own
right as government has increased public financial support to universities.
Public expenditure on universities rocketed during the second half of
the twentieth century, raising expectations of their contribution to the
wider community. Universities began to produce mission statements,
which make reference to all three of the tripartite areas, which until
the 1980s seemed unnecessary since the mission of a university was
self-evidently the advancement of knowledge. During the same period,
the teaching element of the tripartite mission became more important
through widening participation initiatives and increasing numbers
entering HE. Finally, the elevation of the polytechnics and some colleges
to university status in the 1990s doubled the number of universities, and
polytechnics had been created to support professional employment and
to serve local/regional communities.
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Towards the end of the twentieth century, the relative affluence of fully
funded students living on government grants in the 1970s and 80s and
the rise of activism that accompanied this resulted in various initiatives
in which students took a lead in addressing local social concerns. These
are discussed in more depth in the following chapter but they laid the
ground for initiatives such as the world declaration on HE (1999) and
the 2009 conferences on the role of HE in addressing global challenges.
The service learning movement grew in the USA and started in South
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Africa as students began to explore how education might look in the
new republic. Pockets of initiatives sprung up throughout Europe and
in the UK which sought to link curriculum study or academic research
more closely with community initiatives. External funding, often from
the USA, was offered to a small number of UK universities to experiment
with what an engaged university might look like in the UK context and
the University of Brighton was among those that took up the challenge.
The Talloires declaration for social commitment in HE brought
together vice chancellors from universities across the world in Talloires,
France, in 2003, to commit to the civic roles and social responsibilities
of HE. The Higher Education Funding Council for England (HEFCE)
introduced social engagement as a funding stream in 2006 and provided
support to community knowledge exchanges alongside its more normal
knowledge transfer projects. In 2008, Beacons for Public Engagement
was established as a government programme with the aim of promoting
culture change in HE through the establishment of six beacons in
universities across the UK that developed good practice in linking
academic research with public access to knowledge. Measurement of
societal impact was included as a criterion in the UK’ second Research
Excellence Framework (REF) of the twenty-first century (2013).

However, the twenty-first century brought with it additional
challenges in the form of the 2008 banking crisis and subsequent
economic downturn.With more students wanting to attend universities
and states struggling to find ways to fund this, globally the twenty-
first century saw a shift to higher student fees and an almost privatised
university environment. The trebling of university fees in the UK from
£3000 a year to around £9000 in 2012 is not atypical of other Western
countries but with limited public funds going in to support universities,
the subsequent public or societal responsibility of a university is called
into question. Of necessity, universities seemed to begin to operate as
markets competing for student numbers and finding ways to hold onto
them in order to ensure an income stream. Since the 1990s academics
had been discussing the effect of using business models on HE provision
(Williams, 1997). Boden and Epstein (2006) suggested that in the early
twenty-first century, the student experience was already becoming
consumerised.

This was added to by an ongoing concern with graduate employability,
emphasised by the global economic crash of 2008. If graduates were
unable to secure work for themselves they would be unable to repay
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their fees and the discourse of employability took over from that of
‘transferable skills’. An article by Boden and Nedeva in 2010 suggested
these were adversely affecting the curriculum by emphasising a narrow
instrumental view of education and learning:

We argue that the deployment of the new discourses of employability
may perpetuate or even increase the stratification of universities and
the education they provide along class lines; and third, contemporary
hegemonic employability discourses emphasise the development or
‘banking’ of narrower and specifically job related skills in preference to
capacity-building education and the acquisition of social and cultural
capital [Freire 1972.] (Boden and Nedeva, 2010, p. 38)

They quote UK Government policy that claimed introducing ‘fairly
substantial fees for students’ (p. 40) from 2006 to pay for the massification
of HE in England would ‘increase social justice’ (p. 40) and argue that
instead such an approach turns the university into a market place and
pushes social justice off the agenda:

Terms such as ‘global knowledge industry’ and ‘global knowledge
businesses’ are increasingly used in policy documents, scholarly writing
and journalistic commentary with reference to institutions of higher
education. Whereas critics use these terms as pejoratives, advocates
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While Mahoney, in his foreword to a report on quality in HE (Gibbs,
2010), saw the benefits as continuing to be collective, civic and social:

Higher education should be a transformative process that supports the
development of graduates who can make a meaningful contribution to
wider society, local communities and to the economy. (Gibbs, 2010,

p.2)

There continues to be a real tension between these competing discourses
of marketisation and individual benefit on the one hand and that of
social responsibility, community engagement and societal benefit on the
other (Millican, 2014). Boden and Nedeva, writing in a UK context,
and other academics (Newson in Canada and Giroux in the USA)
also identify a mismatch between discourses of social justice and the
narrowing of a university experience to serve the needs of employers
and cast students as consumers. These underlying tensions between
social engagement and employability agendas have come to frame many
of the recent developments in the university’s third mission and SCE in
the second decade of the twenty-first century.
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CHAPTER TWO

Infuences on the development of student—
community engagement

N LR P

This chapter looks at the influences on the emergence of SCE in British
universities, taking into account the national historical context and
particular national and international movements, as discussed in Chapter
One. It looks in more detail at the three parts of a university’s mission
— teaching, learning and service or engagement, and at how SCE has
emerged within a particular historical context. In particular it looks
at the influence of the student volunteering movement, the student
development movement, service learning as it developed in the USA
and science shops as they were developed in Europe. Tracing these earlier
influences and how they have contributed to current thinking about
SCE serves to link it to and differentiate it from these other initiatives.
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This chapter sets out to trace the influence of different international move-
ments on SCE and student-community research (SCR) programmes in
the UK. It supplements Chapter One, which locates SCE within a his-
torical context. Together these chapters offer some interesting conclusions:

1. SCE is part of a university’s longer history, together

with the issues of community engagement and social
justice that have appeared and reappeared in different
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periods and in more or less radical guises. They have been
prompted by a desire to give service to the community,
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Student volunteering can be traced back to at least the eighteenth
century, when religious societies at Oxford and Cambridge Universities
were formed by students and their tutors who engaged in visiting the
sick and those in prison. As most university students in that century (and
the following one) were destined to become ministers of the Anglican
Church, this could partly be seen as a form of work experience.The next
significant development was the establishment at Cambridge, Oxford,
the Scottish universities and the London medical schools of associations
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child welfare services, first aid and home nursing. In this period, joint
social service committees were formed within Christian societies, the
Student Christian Movement (SCM), Fabian societies, social study
groups and suffrage societies. By this time it was providing a vehicle
for the expression of youthful idealism and social concern. Arguably,
the increasing number of women among the student population was a
significant factor.

During World War I, much of the impetus to volunteer was drawn
into volunteering for the armed forces and to supporting the war effort,
for example support for refugees, and after the war students were heavily
involved in the post-war relief effort, including, for example, the relief of
the post-war famine in Russia. The formation of the National Union of
Students (NUS) was partly the result of this effort.

Enthusiasm for social service became a unifying interest among
students of all religious and social backgrounds in the years before and
during the World War 1.To attend an HE college before 1914 was
still a privilege reserved for a small minority in Britain, engendering
a strong ethic of service among students. The Student Christian
Movement started a Social Study Department to prepare social service
text books and in 1909 a Social Service Committee was formed to
develop and coordinate this work in colleges and universities across
the country. In 1908 a course of lectures on poverty and social service
by leading social workers such as Samuel Barnett attracted more than
500 students from the University of London (taken from www.
studentvolunteeringhistory.org/1900-1919.html).
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example. The NUS played an increasingly large role, issuing in 1944 a
report proposing a ‘Pre-University Year of Social Service’i.e. a gap year
of social engagement which would help undermine growing concern

4 N Students Association and Anti-Apartheid. The main
reasons seem tg have been:

» astrong(focus on European reconstruction, particularly
with wark camps overseas;

* the estaplishment of the welfare state after 1945 to address
issues around poverty within the UK;

e cheaper travel and a growing awareness of global issues,

including global poverty; and

the |deyelopment of a new model of voluntary placement

arlier forms of student volunteering were criticised as ‘do-
and this body shifted from a welfare to a ‘social justice’

5).
ImpQrtant developments in this period included the following:
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service-orientated volunteering such as decorating, mental
health work, support for Shelter and teaching immigrants
to a more radical campaigning stance on issues such as
squatting, campaigns against cuts to public spending, anti-
recruitment to the armed forces, anti-racism, alternative
education and the development of radical media.

e By the late 1970s internal conflict between those who favoured
community service and those favoured a more militant form of
community action and also a criticism of these:

Students’ involvement in community action was however
controversial during the 1970s, as critics (such as Holden)
questioned the legitimacy of students’ involvement on the
grounds that they did not experience the continual poverty
of the residents in the areas where they operated. (Brewis,
2010, p. 6)

* In 1978, financial support from NUS for student
community action ended after a financial crisis in the
NUS (following the demise of NUS Travel). Finally,
at the very end of the 1970s, the Student Community
Action Resource Programme (SCARP) which had been
established by the NUS collapsed, leaving no national
body to support student volunteering focused on either
student service or community action.

The key themes in the 1980s were greater involvement of government
in seeking to encourage student volunteering, and rising unemployment,
particularly youth and graduate unemployment. Significant milestones
in this period were:

» After the collapse of SCARP the government funded
a Student Community Action Development Unit
(SCADU), via the Voluntary Services Unit of the Home
Office, to encourage and support student action groups
and other volunteering by students.

 In this period the SCA groups tried to get college
facilities, such as libraries, more accessible to local
communities.

e As unemployment rose in the early 1980s, SCA groups
often supported local unemployment centres.
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e As graduate unemployment rose there was also increasing
recognition that student volunteering developed skills that
could be valuable on students’ CVs.

e During the 1980s there was increasing emphasis among
SCA groups on anti-racism, equal opportunities and the
rights of people with disabilities.

(See ‘Students, volunteering and social action’, www.
studentvolunteeringhistory.org/1980-1999.html)

The 1990s saw a further shift from volunteering as a grassroots movement
to involvement by government. The Conservative Government sought
to make membership of the NUS voluntary and at the same time
introduced its Make a Difference Strategy in 1994, which heavily funded
a National Centre for Student Volunteering in Community. It focused
on training for volunteering, good practice in volunteering, new group
development and promoting student volunteering nationally and locally.

This period can be seen as the beginning of ‘mainstreaming’ of
student volunteering rather than grassroots student initiatives. The
mainstreaming approach was supported by the Labour Government that
came to office in 1997 and was part of its ‘active citizenship’ initiative,
introduced in response to declining rates of student voting. In 2000 the
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g student volunteering in the 2000s but the banking-led reces.

D8 and the subsequent Coalition Government’s commitment
spending cuts meant much of the funding disappeared. This
ded with Prime Minister Cameron’s vision of a ‘Big Society’,

itted to volunteering and the rhetoric of neighbourhood-led
unity work. It became clear that it was necessary to find ways
instreaming student volunteering, including student action, if
not to become subject to the vagaries of unstable government
g allocations. Developing SCE within the HE curriculum
[l a potential way of mainstreaming it (Sodha and Leighton, 2009).
er, the NUS view shifted during this time from being generally
e about curriculum related to social action in the 1970s, to seeing
an attempt to introduce compulsory volunteering and contrary
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in HE, starting with simplistic forms where students interpret their
worlds in unqualified polar terms of good-bad and right-wrong,
through to commitment to ideas, values, behaviours and other people
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 intellectual development;

* cross-cultural awareness;

* civic and social responsibility;

 ethical development;

 career exploration; and

« personal growth (National Centre for Public Service
Internships, 1978) and ‘a means of gaining a deeper
understanding of course content, a broader appreciation of
a discipline, an enhanced sense of civic responsibility, and/
or a greater interest in and understanding of community
life’ (Elon University, at: www.elon.edu/e-web/org/sasa/
SLResources.xhtml).

These have become recognised as the core principle of service learning.
It is worth exploring the history of this movement in the USA and
how it developed to become an internationally recognised approach to
student action.

Many colleges and universities in the USA were originally established
to serve their communities as well as to educate their citizens. The
Morrill Act of 1872 donated public lands for sale in each state for the
‘endowment, support, and maintenance of at least one college ... to
teach such branches of learning as are related to agriculture and the
mechanical arts, in order to promote the liberal and practical education
of the industrial classes in the several pursuits and professions in life’
(Morrill, 1872). Extension classes were an explicit part of the mission of
these institutions and the USA also had its own settlement movement.
In the early years of the nineteenth century, James and Dewey, from the
pragmatism school of education, led an educational reform movement
which favoured greater emphasis on moral development that produced
tangible results, such as a reduction in poverty and social injustice.
Up to this point, the ‘service’ that universities could offer was largely
seen in terms of taking knowledge from the universities to share with
those outside, but Dewey developed ideas about thinking and learning
which underpinned the modern ideas of experiential learning, and
would eventually lead to those within the university learning from their
experiences outside of it.

In 1951 President Kennedy established the Peace Corps, which
emphasised service and international friendship, and in 1964 President
Johnson declared a ‘war on poverty’ and set up Volunteers In Service
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To America. By the end of 1965, thousands of volunteers had served,
or were serving, to help low-income families. The first recorded use
of the term ‘service learning’ was in 1966 in a description of a project
in Tennessee, and it was later used by Sigmon and Ramsey (1967) to
describe the combination of the achievement of tasks that both met a
genuine human need and realised conscious educational development. In
1970 Paolo Freire published Pedagogy of the Oppressed, which influenced
the form of much service learning. It encouraged a critical pedagogy
perspective and conscious-raising approach to education and resulted in
some movement in the service learning community from social service
towards a more radical stance.

In 1979 the National Student Volunteer Programme became the
National Centre for Service-Learning and the Synergist published the
so-called ‘three principles of service learning’: (1) those being served
control the services provided, (2) those being served become better
able to serve and be served by their own actions and (3) those who
serve also are learners and have significant control over what is expected
to be learned. The National Youth Leadership Council (NYLV) was
established in 1983 to prepare future leaders and was the first national
body to promote a new vision of learning for college-aged students.

By the early 1980s it was apparent that service learning worked in a
practice in a wide range of situations and contexts, but it wasn't yet clear
how it did so. Freire’s Pedagogy of the Oppressed offered a radical theory
for this but there was still a sense of theory lagging behind practice.
Dewey’s theories of thinking and learning and Lewin’s theories of
action research for addressing social issues offered some insight, as did
Revans’s theories of ‘action learning’, developed in the UK, but what
was needed was a theory of the process of learning from service. This
began to emerge with Kolb’s Experiential Learning: Experience as the Source
of Learning and Development (1984), which had a significant impact on
the theory and practice of informal education, adult education, reflective
learning, lifelong learning and service learning. At the same time, Schon
helped provide a theoretical underpinning for the processes of reflection
in learning (see Argyris and Schon, 1978).

From this point onwards the pace of growth of service learning in
the USA accelerated. In particular, the initiative shifted from being a
grassroots-led phenomenon to national initiatives. Three examples
should suffice to illustrate this development:
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e In 1985 National Campus Compact was formed as a
collection of university and college presidents to help
students develop the values and capabilities of citizenship
through participation in community service and public
service more widely.
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In 2000 a university reform commission on the ‘“The Future of State
and Land-Grant Universities’ published its conclusions in a report titled
‘Renewing the Covenant: Learning, Discovery and Engagement of a
New Age and a Different World’, and in 2001 the First International
Conference on Service-Learning Research was held, which represented
a form of integration of the traditional university focus on the
advancement of knowledge and the fact that service learning had
entered mainstream university education. Many of the UK programmes
(specifically CUPP in Brighton, which received its original funding
from the USA) have learned a lot from the US model and the term is
still used to describe work in certain UK universities). It is also used as a
term extensively in South Africa and throughout Europe.

Most recently there has been increasing emphasis on service-user
empowerment and learner participation. There also seems to have been
some movement to re-badge ‘service learning’ as ‘community service
learning’, with a shift towards a rights-based approach. In the latter
form, it is more difficult to distinguish community service learning in
the USA from SCE in Britain, and even in the USA service learning
practitioners have begun to abandon the ‘service’ terminology, and
replace it with ‘engaged research’ and ‘engaged learning’ (as observed
in the Winona State University Campus contract). The description of
the goal of engaged scholarship was ‘not to define and serve the public
good directly on behalf of society, but to create conditions for the public
good to be interpreted and pursued in a collaborative mode with the
community’. The notion that locally generated knowledge should be
valued alongside academic knowledge — and student benefit alongside
community benefit — is beginning to underpin a broad range of engage-
ment programmes.
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While service learning and SCE contribute to the teaching element
of the tripartite mission, science shops work through engagement to
contribute to the pursuit of knowledge. Developed in northern Europe
during the 1970s they involve students working in partnership with civil
organisations to research problems of local social concern:

They became access points to which local community members or
pressure groups could bring research issues that students would
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take up on their behalf. Many of these were extended to form
undergraduate or Master’s dissertation projects. By bringing together
the energy and initiative of a student with the experience of a
community group and the expertise of an academic supervisor, they
have been able to add scientific evidence to significant local issues.
They have expanded from the hard sciences to include the humanities
and soft sciences and are able to provide valuable research information
for community groups while offering a significant learning
opportunity in interpersonal skills, local politics and applied research.
During the past five years they have been re-emerging, supported by
the Living Knowledge Network. (Millican and Bourner, 2011,

p. 93)

Science shops originated in the Netherlands in the 1960s and 1970s
and in Canada in the 1980s, and were initially concerned with making
scientific knowledge available for the benefit of groups who could not
otherwise pay for this.The first group emerged from within the university
system, formed by progressive staff members working alongside activists
involved in contemporary student movements. Centred mainly on the
hard sciences, science shops would offer to research, for example, the
potential impact on air quality of a new factory or the levels of pollution
in local water sources. Many set themselves up as small informal con-
sultancy shops committed to responding to issues raised by the local
community.

Their ethos was to respond to research problems, rather than generate
research questions. However, requests for research lagged behind the
kinds of issues that they, as scientists and academics, were interested
in, and many began to hand over community generated questi
their students. A professional mediator became to translate a
community request into a researc uestion, identify the discipline
area best placed to it, and farm it out to students working
under a supervsor. This brokering role and the ability to manage both
mation needs of the group and the learning needs of students
came crucial to the success of science shop projects (Farakas, 2002).
In the late 1970s and early 1980s the availability of generous student
grants and the potential to combine Bachelor’s and Master’s degrees (that
students could complete over many years, graduating as and when they
were ready) provided a flexibility that is now seldom available. Without
having to worry about earning an income, students in the Netherlands
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when they were ready and were not bound by an
Viany took the opportunity to undertake research
0s. On the whole they acted for, rather than with,
r to maintain an independent scientific voice in
a polarised situation between community and
oup and government.
science shops in the 1980s was strongly interwoven
istitutionalisation of alternative movements like
Germany. These were civil society groups, based
at needed to develop their knowledge base and
1 universities for assistance. Some of these groups
p among students and university staff members.
om the university-based science shop was that the
vas formalised and commissioned from outside the
ower locus was shifted from it being a university
ity response.
1g the late 1990s was based more on a partnership
erned with building up longer-term relationships
sity and other civil society groups; and CUPP,
; one example of this. However, managing equal
1 a university and its community is not easy and
d with understanding and brokering these new
evelopment of community-based research as a
useful tool in helping to understand and work
In power relationships and the unfamiliar language
different groups (Millican, 2007). Community
demics became jointly involved in planning the
Js stages of conducting it, and in the dissemination
imunity stakeholders involving the co-construction

ce-shop-related initiatives tend to be rooted in
itical activism, and stressed a co-operative approach
at will suit everyone and therefore work) rather
yroach (challenging dominant powerful or political
ind Fryer, 2004). However, although Dutch science
1 the field they continue to seem less comfortable
approach to working (Farakas, 2002) and the
s performing original research keeps them from
with client involvement in research. As pressure
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CHAPTER THREE

Making the case for student—community
engagement in the higher education
curriculum

I 1TSS

This chapter develops the argument as to why SCE should be a key
part of the university curriculum in the UK. It examines in turn each
of the main stakeholders of a university: its students, the university as
an institution (including its staff) and society more generally and the
positive contribution that engaged learning can make to each of these
groups, examining their different perspectives in turn.There is increasing
recognition world-wide of university-community engagement (Watson,
2007; Watson et. al., 2013) and SCE is an important part of this.
As explored in Chapters Two and Three, HE has always had a social
dimension that transcends the narrow calculation of private costs and
private benefits, and as the market place begins to dominate HE agendas
maintaining this is as important as ever. Engaged learning and the
facilitation of student experience within local civil society organisations
also provides an additional dimension to undergraduate and postgraduate
study that is not necessarily subject-centred. It broadens the scope and
range of learning outcomes available to students.

The chapter concludes by recommending that all universities should
include the opportunity for every undergraduate to study at least one
unit of SCE and that this could become a strategic initiative. While
engagement should perhaps never be made compulsory, the opportunity
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for students to take part in social action fulfils an important part of a
university’s mission.

d

Baskst ad-

Subject-centred HE can be defined as a higher education that is focused
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In 2008, Bourner and Rospigliosi showed that in the later years of the
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do not. Reflective learning supports autonomous learning helping
people to learn without a programme of study.

2. Gaining self-knowledge. SCE programmes allow students to confront
their own values and aspirations and how they might realise these in
the future. In ancient Greece, self-knowledge was the primary goal in
the development of reason, the first injunction being ‘Know thyself’
An increase in self-knowledge is an important outcome of SCE which
makes it particularly valuable as an option on courses that would
otherwise focus on technical skills, abstract thought or knowledge about
the material world. It enriches the curriculum and provides emotional
literacy for courses that would not otherwise include this. Many
technical as well as social projects succeed or fail because of the skills of
a project manager in dealing with people.

3. Graduate employability. Research has shown that SCE can enhance the
CVs of students and hence also their employment prospects (Bourner
and Millican, 2011). A significant number of employers prefer a student
with some practical experience and evidence of their ability to deal with
difficult or challenging situations. In many instances modules provide
an opportunity for extending theoretical learning into a real-world
context and applying theory to practice. It extends students’ awareness
of organisations, how they are structured and how they work, deepens
students’ understanding of how policy works in practice and how policy,
practice and theory together influence what happens in the world. In
many instances SCE modules can provide a good preparation for a
substantial technical placement period or opening up possible avenues
for employment in the voluntary sector that others would not have
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university for a significant number of students, making it a valuable part
of a university’s offer.

5. Enhanced student satisfaction. SCE can also make a significant contribution
to enhancing the student experience itself; students choosing an SCE
module are likely to become happier because recent research has found
that pro-social behaviour enhances happiness (Lyubomirsky, 2007). This
is one of the significant findings from the new science of happiness that
has developed since advances in brain imaging in the last decades of the
twentieth century increased the confidence of psychologists in measuring
happiness. Helping others is one of the keys to happiness (Hamilton, 2010)
and, like self-knowledge, contributes to the development of emotional
literacy.

The second major stakeholder in any university is the university itself as
an institution, including the staff it employs. Here are five ways in which
SCE can contribute to institutional priorities:

1. It can help a university realise its mission

2. It can enhance relations between a university and its local
community

3. It can enhance relations with government, both central

and local

It can increase student satisfaction and performance

It can enhance the university’s attractiveness to students

from the local community

o s

The following paragraphs develop these assertions about the institutional
value of SCE.

1. Realising the mission of the university. University mission statements (for
example, Brighton, Manchester, York) often refer to the preparation of
graduates as future leaders, world-shapers or responsible citizens. There
is an implication here that the kind of education a student receives
will equip them to make a contribution to the world as a whole.
SCE provides a tangible example of applied education that brings
undergraduates into direct contact with questions of citizenship and
opportunities for leadership.
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2. Improved university—community relationships. It has often been observed
that US universities enjoy better relations with their local communities
than UK universities (Watson, 2007). A plausible reason for this is that
SCE, in the form of so-called ‘service learning’ is much more developed
in the USA than in the UK. SCE offers a path to greater respect and
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is particularly the case when SCE involves activities with local schools
and colleges.With the large rise in the student fees for an undergraduate
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year. This is without counting bespoke modules designed, for instance,
to build a website, design a mobile phone app for a local charity, or
link social work students to local organisations as part of a formal work
placement. Regular evaluations of community partner responses stress
the energy and enthusiasm that students bring when compared to many
of their regular volunteers. Their time makes a substantial contribution
to the local voluntary sector economy which, at a time of austerity, is
sparse. US partners have suggested approaching the council to provide
free bus travel for students in return in acknowledgement of their
impact on local services that the council would themselves otherwise
be responsible for (CUPP Futures research, awaiting publication, 2014).

2. The contribution of students’ knowledge and intellect again makes a
valuable contribution to the voluntary and public sector economy.
Increasingly at the University of Brighton we are approached by local
organisations to research or evaluate services which local organisations
would not otherwise be able to fund. Voluntary organisations are
currently required to bid competitively for funds in the UK, and to
provide evidence of the impact of their work. Research or evaluations
supported by a local university carry significant weight in proving the
value of their work, and well-supported, carefully designed research
projects can enable an organisation to both gain funds and to use them
effectively. The science shop movement in the Netherlands has provided
many examples of research carried out on behalf of civil society groups
that has defended citizens’ voices against those of business in local
planning issues, and projects in the USA have been able to prove the
innocence of wrongly convicted prisoners in cases they would not
otherwise have been able to fund. With the removal of much legal
aid in the UK the Innocence project could provide an important
model for university-led law clinics for prisoners with no independent
means.

3. Capacity and disposition towards lifelong pro-social behaviours. Students
who participate in SCE are more likely to engage in pro-social activities
when they have graduated. This statement is based on research on
service learning in the USA (Eyler and Giles, 1999; Brewis et al., 2010).
Many students, particularly those from wealthy backgrounds, have had
their eyes opened to social injustice and the causes of social injustice
by their experience of SCE. University students are disproportionately
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from private schools and middle-class environments (Reay et al., 2010).
SCE offers a way of affecting the attitudes, beliefs and inclinations of
the most well-resourced and influential sector of society in ways that
will support pro-social actions after graduation. Exposure to this while a
young adult has been shown to directly affect behaviour in later life (see
Stoecker and Tyron, 2009).

4. Social responsibility. For most of its history the university has accepted
responsibility for the ‘moral’ instruction of its students. However,
this held lower priority in the nineteenth and twentieth centuries
with the dominance of scientific knowledge, which was difficult to
reconcile with the values of objectivity, impartiality and disinterested
empiricism, and the rise of logical positivism which denied that
guestions of morality were even meaningful. In a postmodern age, SCE
raises questions of social justice, moral choices and ethical decisions
that does not involve moral instruction per se but does not avoid these
questions. It connects students with the rights and responsibilities
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universities are probably rather less conservative now than they were
then. But changes to the curriculum content or teaching and learning
methods in response to a changing world often meet stiff resistance.
University staff often reflect the culture of the environment and the
pool of graduates they draw from and rural or traditional institutions
tend to be more conservative that more diverse city-based environments
or newer institutions.

The particular conservatism that impedes the development of SCE
in HE is associated with nostalgia for the subject-centred education that
dominated universities in the later years of the twentieth century. For
many university academics who currently hold senior positions, this is
what constitutes a ‘proper’ university education. In most subjects, this
is an education focused on up-to-date knowledge of a field of study
and the application to it of well-honed critical faculties. Many of
those more senior academics will have been sceptical about the calls to
modify university education to support graduate employment from the
1980s onwards, and sceptical also of the calls for changes to university
education to support lifelong learning from the 1990s. Some of them
are sceptical now about broadening the curriculum of a university
education further to include a society-centred part in the form of SCE
within the undergraduate curriculum.

It is instructive to observe how much easier it appears to have been to
introduce SCE in the form of service-learning into the undergraduate
curriculum in the USA. What is the difference that has made the
difference? Perhaps the main difference is that the undergraduate degree
in US universities is viewed as a comparatively broader higher education
with study for a Masters degree seen as the professional level of HE where
the more focused subject specialisation takes place. American students
major in a particular field of study which leaves a large minority of the
undergraduate programme for other studies, including SCE as service-
learning.* By contrast, undergraduate education in the UK is more
specialised, attempting to realise a professional level of understanding
of a student’s subject of study by the time students complete their first
degree. This means that the undergraduate curriculum in most UK
universities is more specialised, more congested and more resistant to

* 1t helps, too, that typically school-leaver entrants to US universities are a year younger
than their UK counterparts and that the full-time undergraduate degree in the USA is
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the inclusion of further elements that are not subject-centred (Dalley;, et
al., 2008).

There is, nevertheless, considerable evidence of the broadening
of the undergraduate curriculum in the UK from the 1980s onwards
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propositional knowledge. This was true of the Church-based curriculum
of the medieval university, it was true of the classics and humanities-
based knowledge of the Renaissance and early modern university, and it
was true of the modern university that emerged from Humboldt’s ideas
in the nineteenth century. In the case of the last of these, critical thinking
has been elevated to a pre-eminent position. For example, in 1991,
Sir Douglas Hague, chair of Britain’s Economic and Social Research
Council (ESRC) for most of the 1980s, affirmed that the ability to assess
ideas and evidence was the acid test of higher education at a university:

Academics must believe that acquiring the ability to test ideas and
evidence is the primary benefit of a university education. (Hague,
1991, p. 64)

SCE values critical thinking too. But it also values strategic thinking and
reflective thinking. Mostly, it values learning how to make a difference
and that requires strategic thinking, i.e. learning how to be goal-directed
and how to realise those goals. It turns out that critical thinking and
strategic thinking are both questioning approaches albeit employing
different questions. This issue is explored in Chapter Four of this book.
Learning to make a difference depends also on the quality of reflective
learning and hence also reflective thinking. This is also questioning
approach with a further set of key questions and this too is explored in
Chapter Four. Lewin suggests that facilitating learning is key to resolving
social conflict, enabling individuals to understand and restructure their
perceptions of the world around them and encouraging students to take
a questioning approach to reflection enables them to rethink the systems
they are part of (Burners, 2004).

The upshot of this is that SCE involves a pedagogy which is unfamiliar
to many subject-centred academics. Most university academics have
been schooled in a pedagogy and epistemology based on propositional
knowledge and critical thinking. These academics are less familiar with
the epistemology underpinning experiential knowledge and reflective
thinking which characterises learning from SCE. This limits of the
number of university academics who can deliver SCE and who can
assess it.

This raises the question of whether some universities have the capacity
to deliver and assess SCE. Fortunately, this is an area where universities
are changing. Recent decades have seen a veritable revolution in
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reflective learning in UK universities (Bourner, 2013). One important
factor has been the professional development of university teachers.

Until relatively recent times, and in contrast to school teaching
for which new graduates were expected to undertake a course of
postgraduate training, it was believed that teaching in a university
required no training at all. This was presumably based on the belief
that studying at university is more autonomous and self-directed so
that teaching university academics to direct and manage their students’
learning is unnecessary and possibly even counter-productive. By the
end of the 1980s, it was apparent that new technologies for teaching,
particularly those associated with the emergent internet (often
referred to then as the ‘information superhighway’) meant that, in
future, university teachers would require training and development.
Also, the consensus about what constitutes a university education had
been broken by such factors as high unemployment of new graduates
leading to increasing pressure on university academics to teach skills
for graduate employment. ‘Employability’ and ‘work-readiness’ were
increasingly discussed and it was hard for university academics to argue
that graduates should not be employable when they graduated, or ready
for work when they left university. This, too, had implications for the
training and development of university teachers.

Consequently, in the 1990s educational development units* were
established or expanded in universities to provide professional develop-
ment for new university teachers and also provide continuing professional
development for more experienced university academics. This had
the effect of bringing more practitioners into university teaching and,
consequently, practice-based thinking, blurring the boundaries between
academics and practitioners. This was bolstered by the absorption of
the polytechnics into the university sector in 1992 as educational
development was more developed in the polytechnic sector.

The growth of professional development for university teachers
is a crucial part of the reflective learning revolution in university
education. Most of the courses of professional development offered by
these units were underpinned by the theories developed by Kolb and
Schon (Bourner et al., 2003). This meant that new academics would be
exposed to reflective learning (whatever the subject discipline of their
prior experience of university education) as a learning method. And

* Aka teaching and learning methods (TLM) units.
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this also meant, critically, that they were in a position to assess its value,
relevance and applicability to a higher education within the subjects
that they taught. Moreover, on the basis of their own experiential/
reflective learning, they would be equipped to deliver it themselves to
their own students. It became apparent that new university academics
were learning as much from their experience of the methods employed
on these courses as the intended learning outcomes that appeared in the
course outlines (Bourner et al., 2003). As a result of the growth in the
professional development of university teachers in the 1990s, enough
university staff acquired the capacity to actually deliver reflective
learning to allow its adoption across a range of subjects within university
education.

4. The research on long-term benefits is sparse and research has often been weak.
Stoecker, in an article critiquing the dominant approach of service
learning in the USA, claims ‘we can find little evidence that students
are more civically engaged in any substantial way, and particularly
in any politically forceful way (Koliba, 2004; Byrne, 2012), and even
the academic benefits are slight (Warren, 2012; Parker-Gwin and
Mabry, 1998)’. (Stoecker 2014, p. 2). He advocates replacing the term
‘community’ with ‘constituency’ and that of service with ‘ally’. He
puts forward a model of community-based research in which students
work alongside community members to identify problems and look
for a way forward, claiming ‘theories supporting these (SL) practices
are problematic’ (Stoecker, 2014, p. 1). O’Connor et al., in looking at
how service learning research is conducted, cites the findings of the 4th
annual Service Learning Conference in critiquing much of this in 2004,
saying much of it was insufficiently rigorous or systematic (Furco, 2005).
Stoecker (2010) emphasises how the benefits to communities often
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deep. This puts universities in the UK at a disadvantage when compared
with their US counterparts in terms of their ability to include SCE.

s s
C ., s

SELIRES

This chapter has offered a range of reasons for introducing SCE into
the HE offered by universities and some of the challenges these present.
While it makes a powerful case for the inclusion of SCE as part of
university education, there is an acknowledgement of the obstacles
that need to be overcome. While it does not currently form part of
the descriptors in the UK Professional Standard Framework (UKPSF)
for teaching and learning, including it in here may help facilitate its
inclusion more generally in university curricula. However, on balance
this chapter makes the case that SCE should, in 2014, be seen as an
important but optional part of all undergraduate education. In order
to do this, institutions need to engage with the deeper values and
purposes of SCE and equip staff with the time and resources to deliver
it well. The arguments presented in this chapter are stronger for some
universities than for others and each institution will need to find a
model and a structure that fits with their broader undergraduate offer
and the mission statement they have set for themselves. For some it will
be an optional and occasional offer and for others it may be central
to an approach to teaching and learning. It is possible that a university
may wish to develop an undergraduate programme-centred SCE and
incorporate experiential and engaged learning into all its learning aims
and outcomes. The key issue here would seem to be whether there
is sufficient demand for this at student, community and faculty level
and whether relationships between the academy and its locality were
advanced enough to support it.
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CHAPTER FOUR

The pedagogic case for student—community
engagement

N LR P

This chapter is about how students’ capacities for learning can be
developed through SCE, enabling them to draw maximum benefit
from their experience of HE and preparing them for taking greater
responsibility for their own learning in the future. By differentiating
planned learning and unplanned learning (planned by an instructor or
by a student themselves, as against incidental learning that arises from
experience) it raises questions about the value and development of both
of these areas. It focuses more on the UK context in making a pedagogic
case for introducing SCE into the curriculum and looks at the value of
experiential learning to the development of notions of citizenship and
professionalism. It concludes with some discussion on how to support
the transferability of learning from experience to these different fields.

s
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A feature of HE is greater autonomy in learning. Much of the learning in
schools involves dependence of school students on teachers. For the most
part, teachers specify what is to be learned and how it will be learned,
providing students with some subject choice at GCSE level and increased
subject choice at tertiary level, but still delivering content that has been
nationally pre-determined. In Freirean terms this constitutes a banking
model of education (in which content is banked in pupils’ heads, where
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been referred to as a ‘jug and mug’ approach, in which the knowledge of
a teacher is poured into the empty ‘mugs’ of students’ brains). Entwistle
and Peterson (2005) would refer to it as surface learning, concerned
with the memorisation of facts (at GCSE level) without any attempt to
distinguish any pattern between the facts, to generate new knowledge
or to work with the knowledge gained. This is in contrast to what they
refer to as ‘deep learning’ where the learner seeks to engage actively
with the content of the learning, to make connections between new
learning and what they know already and to apply that learning to other
events in their lives.While surface learning might be useful for recalling
new information deep learning implies an intention to integrate new
concepts into a learner’s broader view of the world.

Unlike schools, where students have a high level of dependency on
a set curriculum, HE involves greater learner autonomy and choice.
Students are able to choose their subject of study and select the content
of their course from those on offer at different universities. As under-
graduates, they have considerable discretion over what to read and how
much. Increasingly, even lectures are seen as voluntary as lecture notes
are published online and assessment is based on a final task rather than
regular participation. The final piece of much undergraduate work
involves students completing a dissertation or extended project in which
they specify what they aim to learn (i.e. their research goals) as well
as the specific methods (i.e. research strategy and plan of work). This
element of choice and planning increases in postgraduate study, and
doctoral study is based entirely on the acquisition of knowledge that
is new and original and supported by supervision rather than teaching.
Neither students nor supervisors at this level are able to specify in
advance precisely what knowledge will be acquired.

There is a clear shift from greater dependency to greater autonomy and
increasing responsibility for learning and the degree of learner autonomy
is an indicator of the level of education. Most lecturers would see their
role as developing and supporting a student’s responsibility for their own
learning as a key ingredient of successful study and of lifelong learning.

... our ultimate goal in higher education must be to encourage
students to be responsible for, and in control of, their own learning ...
(Zuber-Skerrett, 1992, p. 24)

A key factor in the transition to university is the enculturation of new
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textbooks which is often of limited relevance to issues that are local,
urgent and require action. Learning as the distillation of situational
and personal knowledge has been much explored in recent decades by,
for example, David Kolb (experiential learning), Reg Revans (action
learning) and Donald Schon (reflective learning). Since the learning is
context specific it is difficult to specify in advance what will be learned.
In this respect, student—community learning is more like doctoral study
than conventional discipline-based undergraduate study, i.e. tutors can
offer processes to support the acquisition of such knowledge but cannot
specify in advance precisely what knowledge will be acquired.

This is valuable in that developing students’ ability and disposition to
take control of their own learning is important for life after university,
where learning is rarely related to instruction. The accelerating pace of
change in technology, communication and employment emphasises the
need for continued learning beyond initial professional training and this
need is escalating. The most valuable preparation a university education
can provide may well be developing the capacity to learn how to learn.
It matters also for the credibility of SCE itself within the university and
within HE more generally. Traditional university values of skepticism and
academic scrutiny inevitably raise questions about whether experiential
learning provides sufficient opportunity for critical analysis and is
appropriate for academic institutions. Developing students’ capacity to
take responsibility for their own learning is an indicator of its value and
its place within the academy.

L. 4 d d
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Learning can be partitioned into planned learning and unplanned
learning, categories which are both mutually exclusive and exhaustive,
and this distinction is helpful in approaching the elements of learning
involved in SCE. Understanding these differences affords students more
control over the management of them.

Planned learning involves learning that is goal-directed and informed
by a pre-specified learning outcome(s) set by either a tutor or the learner
themselves. In order to reach the goal some strategy, however rudimentary
or complex, is necessary and, for this reason, planned learning can also
be termed strategic learning. Most formal education is orientated towards
goal-directed or strategic learning. It starts with learning outcomes and
the educator and/or learner devises ways of realising these. This is not
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9.

. What implicit/taken-for-granted assumptions are being made?

Can they be challenged?
How logical is the reasoning?
How sound is the evidence for the assertion(s)?

. Whose interests and what interests are served by the

assertions?
What values underpin the reasoning?
What are the implications of the conclusions?

. What meaning is conveyed by the terminology employed

and the language used?
What alternative conclusions can be drawn from the
evidence?

10.What is being privileged and what is off the agenda in this

discourse?

11.What is the context of this discourse? From what different

perspectives can the discourse be viewed?

12.How generalisable are the conclusions?

Just as the process of critical thinking implies asking searching questions
of an assertion so the process of strategic thinking implies asking
searching questions before a course of action. The kind of questions that

can be used to support strategic thinking are shown below.

1.
2.

What precisely is the goal?
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In SCE strategic thinking can be used in planning learning or in
planning how to achieve a particular outcome on behalf of a community
group. Many SCE projects require students to use a creative approach to
designing a course of action or resolving a community problem. Being
able to use strategic thinking to set goals and to explore alternatives, to
interrogate the context and to evaluate progress, is valuable in almost
any field of work that involves autonomy and responsibility. As such, it
could be seen as a key graduate skill. It enables a student to plan their
own learning and to plan what they will do with that learning, to see
it within a broader context. Asking questions like, ‘What do you see as
the main obstacles?’ helps the anticipation and management of risk and
skilled strategic thinking includes the exploration of alternative ways of
achieving learning outcomes.

While critical thinking implies asking searching questions of a
text and strategic thinking uses questions to interrogate a future goal,
reflective thinking uses questioning to unpack the significance of an
experience. Uncritically reviewing or recalling an experience does
not constitute reflective thinking; it is equally as possible to review an
experience unreflectively as it is to listen to a talk uncritically, and terms
such as critical reflection or reflective analysis are used to emphasise this
difference. The following list contains the type of questions that support
the interrogation of experience:

1. What pattern(s) or themes can you recognise in your
experience?

2. What happened that most surprised you? Why did it
surprise you? What does that tell you about your prior
beliefs?

3. What was the most fulfilling part of it? What does 