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Putting the Commercial in Social Enterprise Education:
Employing the For-profit to Nonprofit Business Model in the
Classroom
Rasheda L. Weaver
Iona College

ABSTRACT
This article presents the case of an undergraduate social entrepreneurship class where students run
social enterprises on campus for four weeks. After completing sales, students donate their profits to
local nonprofit organizations. The case illustrates how university classes may equip students to
address societal problems through entrepreneurial activity.
Keywords: social enterprise, nonprofit organizations, for-profit business, case study,
experiential education, undergraduate teaching, large classes
Around the world, social enterprises
are a growing force for positive social change.
While there are various definitions for the term
social enterprise, they may be defined as
organizations that strive to combat social
problems (Mitra, Kickul, Gundry, & Orr,
2019; Weaver, 2018). What distinguishes
social enterprises from traditional for-profit
businesses and nonprofit organizations is their
dual mission—a desire to generate revenue
and to advance social good (Mitra, Kickul,
Gundry, & Orr, 2019; Weaver, 2019; Mair &
Marti, 2006). As such, these organizations
may be nonprofit organizations, for-profit
businesses, or a combination of both referred
to as hybrid organizations (Austin, Stevenson,
& Wei–Skillern, 2006; Mair & Marti, 2006).
An example of a social enterprise is a forprofit business named Sweet Charity in
Vergennes, Vermont. Sweet Charity is a
commercial furniture resale store that sells
previously owned furniture and donates its
profits to a nonprofit organization called
Women of Wisdom that runs hospice and
welfare
programs
for
the
elderly
(Sweetcharityvt.com, 2020). The goal behind
social enterprises like Sweet Charity is to

consistently generate revenue that may be
used to address societal problems.
In the last 40 years, research and
teaching on social enterprises has grown. This
growth, in large part, stems from its potential
to address longstanding social needs afflicting
communities across the world such as poverty,
unemployment, climate change, hunger, and
discrimination. However, as the number of
social enterprises around the world grows
(Lepoutre, Justo, Terjesen, & Bosma, 2013),
more and more students are graduating with
majors in social entrepreneurship (Mitra,
Kickul, Gundry, & Orr, 2019; Murdock,
Tekula, & Parra, 2014). As such, there is an
increasing need to educate and train future
generations of social change agents.
Social enterprise and social entrepreneurship courses are taught in Business
Schools, Schools of Social Work, Law School,
and departments related to Public Policy,
Community Development, and Economics.
Each discipline varies in how they approach
pedagogy on this topic. For example, business
schools often teach social entrepreneurship
from a strategy and marketing perspective that
focuses on selling the idea of the social
5
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mission and the mechanics of running a
business (Mirabella & Eikenberry, 2017).
Public affairs and social work programs, on
the other hand, view social entrepreneurship as
a tool for addressing social problems and thus
emphasize the importance of understanding
social issues and turning nonprofit organizations into revenue generating entities
(Mirabella & Eikenberry, 2017).
Being that social enterprises are
organizations that have a dual mission, they
should ideally be run by entrepreneurs who are
well versed in both social problems and how
to create strong, revenue - generating
organizations. One of the most common
challenges that social enterprises face are
tensions between managing their social and
economic outcomes (Abramson & Billings
2019; Hynes, 2009). Their unique hybrid
structure requires specialized training in
understanding both business management and
social work (Howorth, Smith, & Parkinson,
2012; Conway, 2008; Tracey & Phillips,
2007). When managers or founders lack this
training, issues such as mission drift (deviating
from an organization’s social mission)
(Ebrahim, Battilana, & Mair, 2014) or
underpricing products and services may arise
(Hynes, 2009).
In addition, social enterprises are
practical by design. As such, experiential
education plays an important role in educating
aspiring social entrepreneurs to manage their
hybrid structure (Weaver, 2020). Aspiring
social entrepreneurs benefit from task-based
training that enables them to learn and apply
practical business management skills like
bookkeeping, marketing, and managing teams
(Weaver, 2016). Service-learning courses that
provide students leadership roles also have
been found to increase their interpersonal
skills, leadership capacity, and social justice
perspectives (Manning-Ouellette & Hemer,
2019). Given the need for this kind of
knowledge, this case study paper illustrates the
kind of experiential education that can prepare
students to run successful social enterprises in
the future. It features an award-winning
service-learning course called Introduction to
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Community Entrepreneurship at the University of Vermont.
The course teaches students to apply a
common social enterprise business model
wherein a for-profit business is created as a
sustainable funding stream for charitable
organizations. This model is used in the real
world by organizations such as TOMS Shoes,
Newman’s Own Foundation, and Sweet
Charity (mentioned above). By experientially
teaching students to run a social enterprise that
has a for-profit to nonprofit business model,
the course aims to equip them with the tools to
create social enterprises. In addition, the
course also aids local community-based
organizations with their work through class
donations and through spreading awareness
about their social causes.
UNDERGRADUATE COURSE CASE
Introduction to Community Entrepreneurship

The Introduction to Community Entrepreneurship course was introduced in 2005 by
Dr. Chyi-lyi (Kathleen) Liang, a former
professor in the Department of Community
Development and Applied Economics at the
University of Vermont (Liang, 2011). The aim
of the class is to provide students practical
experience running a small business that
donates profits to charity in an effort to
advance community development. When the
course began in 2005, 88 students enrolled.
However, today the course has an average of
110 students and is one of the most popular
courses on campus. As outlined in Liang
(2011), students are taught to:
• Brainstorm an idea.
• Finalize team members and identify
market opportunity.
• Finalize and assess products and services.
• Identify resources and partnership.
• Formulate work routines.
• Prepare for an initial business plan and a
business model.
• Establish rules for team assessment and
self-assessment.
• Complete and continue weekly reports and
team/individual reflections.
6
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• Conduct a risk assessment and prepare for
contingency.
• Prepare financial analysis.
• Prepare final business report, revision of
the business plan, and final assessment/
learning reflections.
• Arrange for donations to charity.

Volume 13, Number 2

the ease of its implementation, which contributes to its popularity.
Another major change to the course is
that Dollar Enterprise was changed to “PopUp Enterprise.” While students still start their
businesses with $1 per team member, the
course now emphasizes the importance of
pop-up businesses in modern American
culture. Recent reports on the United States
entrepreneurial sector find an increasing
number of people are starting businesses that
are temporary in terms of space (e.g. online)
and time, such as running or participating in
ridesharing
programs,
selling
crafts,
performing odd jobs, renting rooms, and other
opportunities
(Global
Entrepreneurship
Monitor, 2019). Thus, focusing on the “popup” nature of modern entrepreneurial activity
helps students recognize that entrepreneurial
skills are life skills that may be useful in the
present or the future. Table 1 outlines the
differences between Dollar Enterprise and
Pop-Up Enterprise.
The changes made to the course are a
reflection of the deep need to emphasize
distinguishing characteristics of social
entrepreneurship, as an organizational form, in
the curriculum. What separates social
enterprises from traditional nonprofit
organizations and for-profit businesses is their
goal to be socially conscious when making all
decisions that affect their organizations. Their
commercial, revenue-generating activities aim
to foster their sustainability as opposed to
depending on external funding such as grants
or donations like traditional nonprofit
organizations. In the original course, students
did not learn about social enterprise and social
entrepreneurship even though the nonprofit to
for-profit business model is a popular social
enterprise strategy. The changes made speak
to previous research from both business school
scholars (Papi-Thornton, 2016) and nonprofit
scholars (Mirabella & Eikenberry, 2017) that
argue that courses on social entrepreneurship
focus mainly on business planning and often
forget or only superficially explore the social
aspect of social enterprises.

Students learn these lessons every
week throughout the course of one semester.
As described in the outline, the course teaches
students about the practicalities and discipline
needed to run a business. A key component of
the original course was called “Dollar
Enterprise,” which is an intensive learning
experience in the course wherein students
operate a business on campus for four weeks.
The name “Dollar Enterprise” comes from the
fact that the instructor gives $1 to each student
(who end up in teams of 10-14 members) as
seed money to start their business.
In 2017, when I took over the course, I
aimed to make the course more socially
conscious, as social enterprise education
programs often lack instruction on the
importance of understanding the root causes of
social problems (Mirabella & Eikenberry,
2017; Papi-Thornton, 2016). In addition, the
importance of understanding the strengths and
weaknesses of different social enterprise
business models is rarely discussed in
literature on social enterprise education. Thus,
one change made to the course is the
replacement of the Entrepreneur Profile
presentation, an assignment that focuses on
success stories of wealthy entrepreneurs, with
a Social Enterprise Profile presentation, an
assignment that focuses on the different
business models that social enterprises use and
their impact on beneficiaries. This assignment
change gives students an understanding that
while the course is using the for-profit to
nonprofit social enterprise business model,
there are also other, more impactful models
that have been shown to eradicate poverty,
unemployment, and other issues (Weaver,
2019). The for-profit to nonprofit social
enterprise business model is often used due to
7

© Journal of Community Engagement and Higher Education
Copyright © by Indiana State University. All rights reserved. ISSN 1934-5283

Journal of Community Engagement and Higher Education

Research suggests that social enterprise courses should outline the context and
history underlying a community’s social
issues in order to best teach students how to
solve them (Mitra, Kickul, Gundry, & Orr,
2019; Robinson, 2014). Thus, the first few
weeks of the revised course focus on learning
about what social enterprises are and how they
may be used as a tool to combat social issues.
Then, once students receive their seed money
to launch their businesses, they are put into
groups and told to design and develop social
enterprises using the for-profit to nonprofit
business model. Students are only allowed to
run product-based or food-based businesses
(no service-based businesses for logistical
reasons). Students may also work with local
organizations to obtain resources (e.g. gift
cards, food, supplies, equipment) that may be
used to launch their businesses. With just $10$14 per team, most teams reach out to businesses to develop partnerships. This experience teaches them the importance of collaboration in business, especially in the beginning
stages. Resources have been donated to

Volume 13, Number 2

students in the class from local organizations
in Vermont such as Trader Joe’s, Cold Hollow
Cider Mill, Costco, Healthy Living (often
provides $20-$25 gift cards to each team),
Shelburne Orchard, and more.
Students are given time in class to
develop pop-up enterprises that consist of a
poster, table, their products, equipment needed
for operations, and marketing materials they
need. Figure 1 shows one team’s pop-up
enterprise and Figure 2 shows a variety of
poster boards that students use for their
businesses. Two campus locations are
reserved for students to operate their
businesses. The first is just outside of the main
campus library and the second is inside the
main student center. In addition, there is a
common area in the department that students
use for planning team meetings. There is a
table schedule posted inside the secretary’s
office in the department so that all students can
see where their tables/pop-up businesses will
be each week, though they also have a copy of
this on Blackboard as well. Tables are shown
in Figures 3 and 4.
8
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Figure 1. Example of a Pop-up Enterprise

Volume 13, Number 2

Figure 4. Photo of Selling Table Outside of the
Library

Note: Students sell outside of the library
regardless of the weather.
During week 4 of the class, after
students have already started business
planning, they engage in “Charity Week,”
which consists of visiting a local nonprofit
organization of their choice to assess if they
want to donate to or form a connection with
the organization. Students report feeling that
Charity Week “puts a face” to the social causes
they support. Not only do students identify a
nonprofit organization that they will donate all
of their profits to after closing their businesses,
they also learn about the importance of
researching and engaging such organizations
in order to assess whether or not they have
parallel social values.
Since 2005, the course has generated
and donated over $60,000 (University of
Vermont, 2015) for nonprofit organizations in
Vermont. These include, but are not limited to,
organizations such as 1% for the Planet, Old
Spokes Home, Intervale Center, Flyin Ryan
Hawk Foundation, Committee on Temporary
Shelter (COTS), Vermont Haiti Project, and
the Vermont Community Garden Network.
While the vast majority of Pop-Up
Enterprise profits are given to charity, a small
portion is contributed to the Community
Entrepreneurship Education Fund that funds
operational costs of running the course such as
purchasing equipment for business operations
that may be used from semester to semester
(e.g. toasters, coffee makers, jewelry display
stations, etc.).

Figure 2. Examples of Student Poster Boards
(business signs)

Figure 3. Photo of Selling Tables in the
Campus Center
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assistants, and email communication. Three to
five work-study paid undergraduate students
act as advisors to teams and help with running
class activities. Selling typically occurs for
four weeks in the following two shifts: 9 a.m.–
12 p.m. and 1 p.m.–4 p.m. each day. Someone
(whether the instructor or a teaching assistant)
is usually around during these times, especially during the first two weeks of Pop-Up
Enterprise, to assist students with the many
logistical questions that arise. Due to the
considerable lift and time commitment needed
to make this course possible, all assistants are
paid for their work.
In summary, this one-semester course
consists of several moving parts (shown in
Figure 5). However, with the provided support
services, spaces, systems, and local
businesses, the course offers students practical
experience developing and launching
businesses. In addition, students technically
run for-profit businesses on campus and then
donate the majority of their profits to local
nonprofit organizations. This entrepreneurial
exercise reflects the work of well-known
businesses such as Newman’s Own, TOMS
Shoes, and Warby Parker. It also equips them
with the practical business training that have
been lacking in entrepreneurial courses
(Zhang, 2018).

Behind-the-Scenes Systems that Support
the Course
Given the need for equipment and
financial processes entailed for running a class
of this size and activity, various departmental
support systems are needed. For financial
processes, either the instructor, the department
business manager, or a designated financial
assistant gives two class presentations on
record keeping and budgeting before students
actually start running their businesses. The
role of who performs financial processes
changes each semester, but only one person is
needed to manage the revenue generated in
this course. Special money counting areas are
provided to students (e.g. usually a room in the
department finance office) to give them a safe
space to leave their revenue. There is a vault
in the department where students store their
revenue after every business day. One day per
week (for the four weeks of operation),
students meet with the person responsible for
managing finances to count and record their
revenue, discuss donations they receive, and to
finalize credit card transactions (all students
receive credit card machine training).
In addition, the department provides a
large Pop-Up Enterprise storage room for
housing equipment used over the years in the
class. Being that the course has been taught
since 2005, the storage room is well stocked
with a variety of equipment like coffee
makers, jewelry organizers, button making
machines, laser printers, and more. Students
running food-based businesses are able to use
the kitchen in the Dean’s Office to store and
prepare foods. Naturally, students are required
to clean the kitchen after use. Examples of
foods and beverages that students have
prepared in the kitchen include lemonade,
pancakes, waffles, crepes, trail mix packs, and
cakes.
Lastly, teaching assistants play an
important role in managing the activities in
this course, which is important given that the
course usually ranges from 110 students to 140
students in size. One paid graduate student is
provided to work for 10 to 20 hours per week
to manage class operations, other teaching

Figure 5. Summary of Resources Needed for
the Course
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received the Best Practices Award at the 2014
Small Business Institute Conference (Northeast Regional Center for Rural Development,
2014). In addition, adding Charity Week to the
class resulted in several students developing
ongoing volunteer work with their charities
outside of class. Furthermore, local entrepreneurs who have been inspired by the
anecdotal impact of the course have donated
thousands of dollars to the Community
Entrepreneurship Education Fund. Finally, as
aforementioned, the class has donated more
than $60,000 to hundreds of nonprofit
organizations in Vermont (University of
Vermont, 2015). The course is well known by
organizations and leaders throughout Burlington, Vermont. As such, it truly illustrates the
power higher education may have on
community engagement. It has managed to
train students, support charities through
financial and in-kind resources, is a source of
community pride, and has received philanthropic support from local entrepreneurs.

Textbook and Educational Materials
In the original course, Dr. Liang wrote
and used the textbook entitled Dollar
Enterprise from Theory to Reality: An
Experiential Learning Exercise Applying
Community Entrepreneurship to Plan and
Operate a Small Venture on Campus. The
book breaks the course down week by week
and outlines various worksheets that are used
to ensure students actively engage in
important steps of the business planning
process. However, because of the emphasis on
teaching students about social enterprises and
the nature of social problems, I added
academic literature and business magazine
article sources such as Stanford Social
Innovation Review, Harvard Business Review,
and Yes Magazine. Online resources related to
social entrepreneurship from sources such as
The Social Enterprise Alliance and B Lab
were also used for class assignments. The
main goal of any text or resource used is to
provide introductory knowledge to students
about the basic elements of social entrepreneurship and running a business. Students
use these resources for the first 6–8 weeks of
class while developing their businesses.
However, once Pop-Up Enterprise is in
operation, students go from attending class
twice a week to once per week so they can
spend more time operating their businesses.
When in class during sales weeks, students
usually engage in a combination of group
presentations that focus on profiling a social
enterprise and/or business planning.

Reflections on the Course and Recommendations for Faculty
Teaching and revamping this course
has been one of the highlights of my career.
While the course has always inspired students
to major in one of three majors in the
Department of Community Development and
Applied Economics, in the first semester of
transforming Dollar Enterprise into Pop-Up
Enterprise, there was a 30% increase in the
number of students that enrolled into the
Community Entrepreneurship major. This
increase is especially important given that
there was a major enrollment decline after Dr.
Liang left the department and the course was
subsequently taught by part-time faculty. The
infusion of socially conscious literature and
activities, along with the engagement of local
charities, strengthened the course and student
interest in the major.
One of the main lessons learned from
teaching the course is that having a dedicated
and passionate faculty member run and
manage such intensive courses leads to their
success (Robinson, 2004). Given the large

Course Impact
This hands-on experiential, servicelearning course thrusts students into the world
of entrepreneurship by giving them the chance
to develop and run a business. It equips
students with the experience needed to
determine whether or not they want to pursue
social entrepreneurship as a career or to utilize
it in their future work via intrapreneurship
(transforming an organization from within as
an employee). In regard to its impact, while no
studies have been conducted to show the
impact of this course on students, the course
11
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number of students in this course and the
running of 11-14 student businesses at a time,
this course presents a significant workload for
faculty. Faculty aiming to recreate this course
at another institution should implement the
course slowly. In addition, resources are an
important investment in bringing this course to
life. Teaching assistants, for example, are
needed for activities such as walking around
selling areas during times of operation to
encourage the students during sales and to
capture their experiences via photographs.
Without proper investment in faculty, spaces,
and assistants, this course would not be as
notable as it is in Burlington, Vermont, today.
A second lesson learned is that when
students enter the course, they are doubtful
that they can actually run a business for four
weeks. However, during the last week of class,
students are eager to state how impactful it has
been and how they desire to be an entrepreneur. They enter the course shy and
intimidated, but leave confident and equipped
with various entrepreneurial skills. The very
act of running a business improves student
discipline. Student businesses open up at 9
a.m. and must run regardless of the weather in
the typically cold state of Vermont. Yet they
enthusiastically show up to run their
businesses. I believe the responsibility of
running the business coupled with the
accountability they have to their nonprofit
partners inspires their discipline.
A third lesson learned relates to the
kinds of student businesses that tend to do well
immediately and in the long term. These
businesses tend to be food-based businesses or
businesses where students design unique crafts
in front of customers such as jewelry, candle
holders made out of beer bottles, or engraved
wood plaques. In regard to food-based
businesses, colleges and universities are very
open to food-based charitable work on campus
and thus this finding was not surprising.
However, the fact that students were creative
in the kinds of foods they sold (e.g. maple
glazed donuts, crepes made to order, cakes
made in mugs, customized trail mixes) seemed
to deepen campus community interest. In

Volume 13, Number 2

regard to the product-based businesses where
students design products in front of customers,
it seems learning the story behind product
development intrigues buyers, which is
reflective of literature on the power of
storytelling in business (Margiono, Kariza, &
Heriyati, 2019). Prospective customers would
line up to watch students create these products
and were in awe of their talent and skills, many
of which were gained from a desire to create a
unique business for the class.
Given the success of this course in
terms of monetary contributions and popularity on campus and in the local community,
future research should explore the impact it
has had on the thousands of students who have
taken it since 2005. Doing so may advance
understanding of how other colleges and
universities may use courses to foster and
inspire community engagement, while also
advancing social entrepreneurship education.
CONCLUSION
The rapid growth of social enterprises
throughout the world in the last 40 years brings
with it a growing need to educate students
seeking both careers and to create positive
social change in their communities. This case
study article highlights an award-winning
undergraduate class that provides students
practical experience developing, launching,
and dissolving a business over the course of
one semester. Students spend the first half of
the semester learning about social enterprise,
business planning, and developing a social
enterprise business using the for-profit to nonprofit donation business model. Then students
launch and run their businesses on campus for
four weeks. After the four weeks, students
donate their profits to their charity of choice
and send thank you letters to all the people that
enabled their business to come to fruition (e.g.
people who donate supplies, give advice).
A growing number of courses are
being developed to teach social entrepreneurship due to a rising interest in the topic in
recent decades (Mitra, Kickul, Gundry, & Orr,
2019; Murdock, Tekula, & Parra, 2014; Jones,
12
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Warner, & Kiser, 2010). As such, case studies
like this one are needed to demonstrate how
such courses may be taught in a manner that
supports service learning and community
engagement. Emphasizing this community
and social component is important, as previous
research has critiqued social entrepreneurship
courses for barely emphasizing the “social” in
social entrepreneurship education (Mirabella
& Eikenberry, 2017). Mixing social entrepreneurship with service learning is also important,
as it immerses students into leadership roles
that may increase their interpersonal skills,
leadership capacity, and social justice perspectives (Manning-Ouellette & Hemer, 2019).
In addition, more and more faculty,
especially newly minted faculty (Lewing &
York, 2017), are embracing experiential
education. Case studies on courses such as the
one described in this paper are important for
illustrating ways faculty may design courses to
meet both student and community needs. One
of the main contributions of this case study is
that it shows that, with the right support
systems and people, a course can be developed
that makes not just a substantial impression on
students, but the local community as well. The
creator of this course has received many
awards for her work. However, she credits the
educational environment at the University of
Vermont for creating spaces and systems that
enable such a dynamic course to take place
there (University of Vermont, 2015).
Given the growth in student numbers,
community impact, and educational contribution that this course has demonstrated,
future studies of its impact on students should
be conducted to provide insight as to whether
or not it prepares students for their careers.
Many students from the course list their PopUp Enterprise experience on their resume. It
has become a major talking point during their
job interviews. Researching the short- and
long-term effects this course has on their
careers and personal development would be
conducive to the advancement of knowledge
in the literature on experiential education,
community-university partnerships, and entrepreneurial education in general.
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Baltimore and Johns Hopkins University:
How Community Voices Offer New Perspectives
Victoria E. Harms
Johns Hopkins University

ABSTRACT
This case study discusses the development of a community-engaged undergraduate history course
on the 1960s at Johns Hopkins University. It speaks to the specific limitations of contingent faculty
and the challenges of bridging historically deep divides between a predominantly White institution
(PWI) and many surrounding communities. It focuses on structural and individual support, the
partners’ needs and priorities, students’ potential, and the ways elevating community voices can
change the narratives about U.S. cities, their past and present.
Keywords: narratives, 1968, uprising, museum, middle school, PWI
(“Hopkins” hereafter) and the individual and
institutional assistance I received. I will
discuss the specifics of my positionality and
the challenges for equitable community
relations at Hopkins generally before sharing
outcomes and lessons learned.

Most community-engaged teaching
and participatory action research requires
years of preparation, trust-building efforts, and
the investment of social, cultural, and financial
capital. But what happens if faculty have
neither time nor resources? In today’s
academic setting, fewer and fewer faculty are
afforded the opportunity to stay at one
institution long enough to make long-term
commitments. Therefore, contingent faculty
have to chart their own path to creating critical
community service-learning experiences with
which they can change the ways they teach,
learn, and research.
Although contingent faculty work in
precarious conditions, this case study attests to
the developmental nature of subversive
learning experiences. It proposes ideas how
even contingent faculty can engage with the
communities in our temporary hometowns to
help chip away at the epistemological hegemony of White supremacy that many higher
education institutions sustain to this day
(Mitchell, Donahue, Young-Law, 2012). In
what follows, I will outline the development of
a community-engaged undergraduate history
seminar at Johns Hopkins University

INSTITUTIONAL SETTING
When I first arrived at Hopkins in the
fall of 2018, I taught a seminar titled “1968:
The Year of Rebellion.” The Eurocentric Cold
War framework reflected my training and
expertise. While a survey of the sixties in the
United States served mostly as a backdrop to
usher students into the topic generally, for the
most part we compared “national” case studies
such as the Prague Spring, the French May
1968, West Germany’s 1967, and Poland’s
anti-Semitic purges, and discussed larger
contiguous topics such as the Vietnam War
and decolonization.
Left out of the original course design
was Baltimore—even though the city played a
pivotal role and many of today’s challenges
can be traced back to the White backlash to the
civil rights movement and Black self-empo16
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werment in the 1960s and ‘70s (Levy, 2018).
The Eurocentric course design did injustice to
the history of Baltimore and its communities,
to my students’ interests, and contemporary
concerns. As it stood, the class—exacerbated
by the socio-cultural set-up of Hopkins as
such—perpetuated White privilege.
Historically, Johns Hopkins’ relationships with the communities of Baltimore have
been, to say the least, fraught. Exploitative
research, displacement of local communities,
and the frequent absorption of public
resources have marked the trail this private
institution has left in the city (Skoot, 2010;
Gomez, 2019). Despite recent attempts at
diversification and declarations of community
commitment, Homewood Campus, where I
teach, has remained a White space, the
proverbial ivory tower in a majority African
American city (Daniels, 2020; Johns Hopkins
University, 2017).
Feeling uneasy about my course, in
December 2018 I found myself listening to a
presentation on community-based learning
(CBL) by Dr. Shawntay Stocks, the assistant
director for Engaged Scholarship at Hopkins’
Center for Social Concern (CSC). Dr. Stocks
introduced the principles of CBL, such as
equity, reciprocity, and sustainability
(Stoecker & Tryon, 2009). Assistant Professor
Dora Malech illustrated these points with a
multi-year-poetry writing seminar she runs in
collaboration with the Writers in Baltimore
Schools and the CSC. It was apparent that
CBL had the potential to counteract the
inequitable power hierarchies between
Hopkins and many of the communities in the
city and propose alternatives to a predominantly White epistemic system that I, too,
upheld in my classroom. As a counterexample,
the seminar was to demonstrate that ignoring,
silencing, and even destroying communities of
color was not only unjust but detrimental to the
intellectual and personal progress of Hopkins’
students. Cutting community voices out
deprives them from gaining a fuller understanding of history, of how structural racism
and White privilege operate within society and
have often shaped the relationship between
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institutions of higher education and communities surrounding them.
As a foreigner, a White European and
recent arrival to Baltimore, I lacked not only
the social capital in form of connections to
local communities, but also the expertise in
working with them. Fortunately, Dr. Stocks
embraced the tentative idea of enhancing the
1968 seminar by adding CBL-elements in the
fall of 2019. It quickly transpired that her
professional advice would help me tackle the
challenges of my positionality and prepare me
for a mutually beneficial, respectful engagement with community partners. The endeavor
promised new professional and practical
competencies and opened up novel opportunities for students to learn and grow. Close
counseling through the CSC was aimed at
reassessing faculty positionality, teaching
competencies, and preempting the pitfalls of
entrenched pre-existing mentalities of racist
essentializing and “othering” (Becker & Paul,
2015).
During the annual first year orientation, students are actively discouraged from
leaving campus. Additionally, the strenuous
study regiment and constant focus on resumébuilding hardly leaves time to explore
Baltimore independently beyond the so-called
“white L,” the wealthy neighborhoods stretching from Homewood Campus to the Inner
Harbor (Brown, 2016, 2020). Nevertheless,
the great interest in tutoring and service
programs among students suggests that not all
agree with the administration’s characterization of Baltimore and seek alternative
solutions to the city’s myriad challenges.
In February 2019, the idea received
new urgency when the Maryland General
Assembly held hearings on a bill that would
grant Hopkins its own private police force.
The university administration’s plan was met
with resistance from activists, faculty, and
students alike. In a city notorious for police
violence toward people of color (most
prominently Freddie Gray in 2015), where
millions of dollars are spent on surveillance
and police overtime, a private police for
Hopkins threatens to preserve the status quo if
17
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not further entrenchment (i.e. White privilege
at the expense of everyone else) (Williams &
Goldstein, 2016; Noor, 2019; Editorial Board,
2020). The president justified the creation of a
private police force by suggesting that
Baltimore was inherently dangerous and
threatening. The bill was passed on April 1,
2019, reinforcing the notion of a fortress, of
“us versus them.” The plan, which was put on
hold in June 2020, pandered to the assumption
that only strangers, non-affiliates from the city
at large, bring crime and violence to “our”
campus and adjacent neighborhoods. The
equation of crime with people of color is
implicit, compounded by the racial profiling
students of color have reported and
Baltimore’s reputation as “crime-infested,” a
“murder capital” that is a de facto majority
African American city. The administration
chose to resolve the ensuing five-week-long
student occupation of an administrative
building on Homewood campus by calling in
the Baltimore City Police and having four of
its students arrested (Anderson, 2019).
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2019). Guided reflection and constructive
criticism during meetings with Dr. Stocks and
other CBL faculty helped me reassess my
positionality, precisely identify the objectives
of our community engagement, and tackle the
challenges specific to this institution and this
city (Muhammad et al., 2015).
To train instructors, the CSC offered
discussions that combined and alternated
between theories and case studies. For
instance, Dr. Jean Lee Cole presented a food
justice project at nearby Loyola University.
Dr. Jennifer Kingsley discussed “Housing Our
Story,” a project she had recently concluded in
collaboration with Professor Nathan Connolly,
Dr. Shani Mott, and Sheridan Libraries. To
counter the traditional archival silences PWIs
enforce, the three instructors and their students
had interviewed Hopkins staff, many of them
working in the security and catering services
(Pettit, 2019). Throughout the fall of 2019, Dr.
Joseph Plaster, another CBL Faculty Fellow,
organized the “Public Humanities Speaker
Series,” which hosted Dr. Lawrence Brown
(Morgan State), Dr. Brett Stoudt (City
University of New York), Dr. Stéphane
Martelly (Montreal), and Dr. Nicole King
(University of Maryland Baltimore County)
(Plaster, 2019). Their projects, although
different in size, aspirations, and partner
demographics, offered lessons, models, and,
most importantly, inspiration. They challenged my own attitudes, highlighted structural
and personal limitations, and helped me think
through larger issues of social justice. Many
presentations offered opportunities of selfreflection, discussions of White (and)
institutionalized privilege, and lessons of the
developmental nature of such projects.
Moreover, these events created a sense of
solidarity among community-engaged faculty
and shaped a new culture of understanding,
teaching, and learning on campus that helps us
move away from a predominantly White
culture and narrative.
Respect for Baltimore and its communities warranted self-education and a closer
study of the city’s history. For the 40th
anniversary of 1968, the University of

INSPIRATION AND PREPARATION
In March 2019, in the midst of the
protests against the private police, Dr. Stocks
held a workshop titled “Faculty Positionality
and Community-based Learning” to draw
attention to foundational questions such as:
“What does it look like to share power with
students and the community in the class? How
do we ensure ongoing collaborations throughout the semester? How do we present our
community partner as co-educator/co-professor for the course?” (Stocks, 2019). Such
trainings proved crucial for competence and
capacity building.
The workshop was the beginning of
months of continuous self-assessment. Not
only are our identities complex and positionality always relational but community engagement also confronts us with how others see us.
Regular consultations proved indispensable
for myself as instructor and paved the way for
a critical pedagogy and an unexpected servant
leadership experience (Jeyaraj & Gandolfi,
18
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Baltimore (UB) had spearheaded a model
research project, which resulted in a
comprehensive open access online resource
and the anthology Baltimore ’68: Riots and
Rebirth in an American City (Elfenbein, 2009;
Elfenbein, Hollowak, & Nix, 2011). This
project inspired Peter Levy’s paradigmatic
The Great Uprising: Race Riots in Urban
America in the 1960s (2018). Levy’s chapter
on Baltimore demonstrates how persistent
anti-Black policies and a growing White
backlash preceded the uprising of April 1968.
Hopkins’ own university archive presented the
picture of an activist campus beyond my
imagination—a legacy that, just like its
misogynist and racist policies, has been
largely neglected in official histories
(Hollmuller, 2018). Meanwhile, the administration defended the reverence shown for
former president Steven Bowman, who
oversaw anti-Jewish quotas at a time when
Hopkins educated White men (almost) only,
and the Hopkins alumnus and former U.S.
President Woodrow Wilson, after whom a
prestigious undergraduate research fellowship
is named (Editorial Board, 2019). Despite
protests, their busts still sit in prominent places
on a campus once owned by the Carroll family
who enslaved people of color on the very
premises (a fact Hopkins publicly acknowledges). Only the countrywide protests of 2020
initiated a rethinking of the official position.
Reverence for such figures without acknowledging their racism and silence about
resistance consolidate the university as a
White space. It shows how a White narrative
and culture is maintained despite verbal
commitments to diversity and changes to the
makeup of the student body.
The UB project encouraged me to
focus on elevating voices in the community
and changing the (White) narrative about the
1960s and protests in Baltimore generally.
Powerful institutions like Hopkins, a private
research university, have long analyzed and
catalogued communities of color and have
made policy recommendations to solve social
“problems,” real and constructed, without
reflecting their own roles (Doerr, 2019). Often
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scenarios, in which White scholars and
researchers assess communities for the benefit
of their own careers and institutions, have been
guided by deficit-oriented thinking (Yancy,
2017; Gordon da Cruz, 2017). Thus, my goal
was not a traditional service-learning experience, in which charity might be mistaken as
social justice, but critical community
engagement and a subversive learning experience, which undermines the existing power
structure and epistemological hierarchies
(Mitchell, 2020).
FINDING PARTNERS
Throughout the spring of 2019, in
search of potential partners, I attended activist
events in various locations in the city (Impact
Hub, Baltimore Community Mediation Center, Red Emma’s, etc.), including the Reginald
F. Lewis Museum for African-American
History and Culture in Maryland. Some of the
local community leaders and activists refused
to work with Hopkins out of concerns they
might lend a historically exploitative instituteion undue legitimacy. Acknowledging and
expressing understanding for such reserveations became part of my introduction.
Eventually, I developed two proposals
that might appeal to community partners and
would allow them to benefit equally and codetermine the specifics: 1) a joint 1960sthemed museum visit with a Baltimore City
public school, and 2) a public roundtable with
eyewitnesses of Baltimore in the 1960s. Both
events were to take place off campus to
highlight our commitment to leaving our
campus fortress, engaging with others, and
creating more equitable relationships. Moving
off campus also afforded my students the
opportunity to experience an environment
other than campus. After months of searching
and worrying, I was relieved that the Lewis
museum’s educational program manager,
Terry Taylor, generously agreed to host not
just one but both of the events I proposed.
Different gatekeepers recommended a
teacher at Graceland Park/O’Donnell Heights
elementary and middle school by the name of
19
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Dr. Amy Rosenkrans, a social science teacher
and a former Director of Humanities for
Baltimore City Public Schools. Terry Taylor
and Dr. Rosenkrans knew each other well and
in August all three of us met to discuss the
joint museum visit. We planned a scavenger
hunt through the permanent exhibition, followed by group work with primary sources. Dr.
Rosenkrans proposed inviting eyewitnesses
for her seventh graders to interview too. To
create a more sustainable relationship, we
decided to organize a Homewood campus tour
in the spring of 2020 at Hopkins’ expense. We
wanted to give the middle schoolers, many of
whom come from families with recent experiences of immigration, the opportunity to visit
our campus, engage with our students for a
second time, and learn about the resources
available. Ultimately, we wished to inspire
them to consider college a viable option and
familiarize them with campus life and processes such as admissions and financial aid.
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seminar proved more diverse across gender,
race, religious, and social identities than one
commonly expects at Hopkins. Additionally,
many had already been or were currently
engaged in community services.
Prior to the museum visit, we
discussed our partners’ expectations, interests,
and needs as well as our own institutional
positionality vis-á-vis the two partners, the
museum, and the middle school. The majority
was aware of Hopkins’ history of exploitation
and displacement. Several knew of Henrietta
Lacks, a woman of color whose tissue was
harvested for research without her consent.
Another undergraduate student came in to
share his recent work on the displacement of
communities in Baltimore’s Middle East
neighborhood for the expansion of Hopkins
Medical Center. We discussed how we may
not personally be responsible for Hopkins’
past, but through our institutional affiliation
we are tied to this history and are, willing or
not, beneficiaries thereof. This perception
often shapes the way others in the city perceive
Hopkins affiliates. We collectively concluded
to acknowledge this legacy and work toward
healthier engagements with the communities
in Baltimore.
In October 2019, we finally met the 35
students from Graceland Park/O’Donnell
Heights. The diversity of my classroom and
the students’ past experiences proved an asset
in lowering the barriers between college and
middle school students. We matched ESL
students with those Hopkins students who had
grown up bilingual themselves (and those who
had learned Spanish in school). As an
icebreaker, we played “living statistics,” a
quick, interactive game to discover common
ground between supposed strangers. Everyone
was asked to line up according to their
birthday, the number of siblings, and the
number of languages they knew. It was a
“happy mess” as everyone scuttled across the
room and started talking to each other.
Next, we split the over 60 college
students and middle schoolers into groups of
four or five. They either went on the scavenger
hunt or worked on primary sources, mostly

SEMINAR START AND OTHER
CHALLENGES
Although the CSC provided an institutional framework and some financial support,
I needed to acquire additional funding: My
students’ museum entrance fees had to be
covered and the participants in the roundtable
were to be remunerated for their time and
expertise. Fortunately, Professor Lawrence
Jackson and Dr. Kali-Ahset Amen agreed to
co-fund our community events through the
Billie Holiday Project for Liberation Arts,
which supports research and cultural-educational events about and with the communities
of Baltimore.
Once the semester started, my initial
worries about how students might react
dissipated: Either the current generation of
Hopkins students is generally more openminded and inclined to transgressing
traditional boundaries, or the new seminar
title, “The Year 1968: Rebels, Revolution, and
the Right-Wing Backlash,” attracted a specific
cohort predisposed to activism and community
engagement. In fact, the composition of this
20
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photos from the Baltimore Sun and the
university archives from the 1960s. Dr.
Rosenkrans had frontloaded information about
segregation, racism, and the Civil Rights
Movement. The Hopkins students resolved to
“only” facilitate the conversations, ceding the
floor to the middle schoolers who showcased
their knowledge and aptitude in working with
the sources. Finally, three speakers—Ralph
Moore, a Hopkins graduate of 1974 and lifelong racial justice advocate; Robert Bell, the
first African American judge on the Maryland
Court of Appeals; and Joyce Dennison, a
Morgan State alumna and U.S. veteran—
shared their memories of growing up in
Baltimore and working to effect change. All
three encouraged the students to take action in
the face of the lingering social injustices in this
country.
A week after the visit, Dr. Stocks, the
CSC’s Assistant Director, joined our class for
a debriefing. The students took the opportunity
to reflect on the content of the exhibition and
the group work as well as their engagement
with the students. They shared some of their
observations and, without actually being
prompted to do so, reassessed their own
positionality vis-à-vis the communities of
Baltimore, their home institution, and our new
friends from Graceland Park/O’Donnell
Heights.
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Eddie Conway, a former Black Panther who
was framed by the FBI and incarcerated for
over 42 years (Democracy Now, 2011).
Conway now serves as executive producer of
The Real News Baltimore and often hosts a
biweekly roundtable, “Real Talk Tho,” at Ida
B’s, a soul food restaurant in downtown
Baltimore. After I had attended several of the
roundtables, Mr. Conway suggested we talk
on the phone. What led him to agree was his
lifelong commitment to youth education and
that maybe I was not just another White person
from Hopkins seeking superficial brief
encounters that would console White guilt but
leave the existing structures intact. From his
autobiography I knew he had been stationed at
a U.S. Army base not far from where I had
grown up (Conway, 2011).
In September, the one female eyewitness, a Hopkins graduate of 1970 who had
been a Freedom Rider in 1964-65, unexpectedly dropped out. Fortunately, she was the one
who recommended Ralph Moore. Although
both men, Mr. Moore and Mr. Conway, were
born in the neighborhood of SandtownWinchester, their lives took very different
routes, which promised a consciously critical
conversation. Just days before the event, one
of the participants excused himself because of
a scheduling mistake. Our partners at the
Lewis Museum were displeased and considered cancelling the event altogether. Fortunately, we were able to reschedule for a week
later and, thanks to Dr. Stock’s mediation,
even managed to invite an additional speaker,
the culture activist Denise Griffin-Johnson,
also born in Sandtown-Winchester. As a
woman of color over a decade younger, Mrs.
Johnson offered views complementary to
those of the two men. A food justice and youth
empowerment activist by the name of
Dominique Hazzard, who works on a PhD
project about Black-owned businesses in
Anacostia, agreed to moderate the roundtable.
Unlike most of the audience, all of the
speakers had been in Baltimore during the
uprising in 2015 following the death of
Freddie Gray in police custody.

ROUNDTABLE AND FURTHER
CHALLENGES
On multiple occasions, the roundtable,
scheduled for two weeks after the museum
visit, almost failed. Since I had no clue about
potential eyewitnesses, I resorted to reaching
out to three Hopkins faculty members, all
scholar-activists and people of color.
Unfortunately, I found myself perpetuating a
troubling injustice that is commonplace at
PWIs: a White faculty member asking
colleagues of color to share their sociocultural capital without benefit to themselves.
Even more troubling was that they were the
only ones in a position to respond to that
inquiry. Two recommended reaching out to
21
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To get the roundtable started, mindful
of their agency, Ms. Hazzard invited the
eyewitnesses to introduce themselves. Ninety
minutes of captivating exchanges exposed the
cultural capital residing in the communities of
Baltimore, represented by the three speakers.
Evoking the roundtable’s title, “Baltimore ’68:
Memories and Legacies,” Mrs. Johnson for
instance recalled the shock she felt when
confronted with the excessive police and troop
presence both in April 1968 and in April 2015.
The speakers shared their experiences and
opinions freely and used the space and their
own voices to address such fundamental
aspects of the African American experience as
structural and everyday racism, school
(de)segregation, and excessive use of violence
toward people of color.
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the South African filmmaker Kurt Orderson,
actually outmatched “our” numbers.
CONCLUSION
To conclude, I will highlight some
findings from this case study with regard to my
own role as instructor, the development of our
projects in conjunction with our community
partners, the benefits for the students, and the
institutional framework. Being mindful of our
partners’ needs and resources, we had to be
flexible and accommodating, including when
needs and priorities changed. Creating
sustainable, respectful relationships requires
showing up also on occasions that do not
immediately benefit us. As a result, unexpectedly, the course turned into a lesson of
“servant leadership” for myself (Jeyaraj &
Gandolfi, 2019). This case study shows how
projects of critical community engagement
rarely look the same at the end as at the
beginning. Moreover, there is no “one size fits
all” approach to subversive learning experiences and critical community engagement,
which further highlights the importance of a
support network and regular self-reflection.
For contingent faculty it is important to
discover related projects and learn from other
examples, since our time for “trial and error”
is limited. Bonding with and learning from
like-minded faculty at our or other institutions
of higher education provides support and
inspiration and relieves us from the daunting
sense of trailblazing.
Without our partners’ support, the
structural framework provided by the CSC,
and Dr. Stock’s guidance, this course would
not have been feasible. The continuous
assessment and critical feedback loop that Dr.
Stocks, a quintessential “boundary spanner,”
provided was crucial for creating equitable,
constructive relationships with our partners
and preparing our students (Farner, 2019).
Exceeding her institutional role, Dr. Stocks
generously shared her expertise and advice
and helped me navigate organizational
hiccups, moments of despair, and the flaws of
the existing institutional framework. Having a

CHALLENGES
Communication had its challenges.
Emails went unanswered or only partly read.
One such instance almost foiled the idea of a
public roundtable, when the museum newsletter announced single tickets for the event
would cost $12. It seemed detrimental to the
idea of making the event as accessible as
possible. However, we also did not want the
museum to incur extra costs for collaborating
with Hopkins. Thus, we agreed on a discount
code for students that brought the fee down to
$5. For outstanding costs, the museum was
compensated from my research funds.
An honest reckoning has to address the
fact that we failed to attract media attention,
which had been our partners’ expressed wish.
Invitations to the official Hopkins news portal
and the student newsletters went unanswered.
The Hopkins Media Office, which informs
local reporters about such events, deemed the
roundtable “unattractive.” Moreover, hosting
the event off-campus was almost selfdefeating. Despite vigorous campaigning, I
was unable to convince a single Hopkins
faculty member to join us for the 6 p.m.
roundtable in downtown Baltimore. Nevertheless, 50 people showed up, meaning regular
guests, including Morgan State students and
22
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since we only asked for participants’ consent
to their use for research but not publication
purposes. To my dismay, as the fall semester
of 2020 moved to remote instruction due to the
coronavirus pandemic, the faculty support
program has been suspended.
Both community events elevated
voices usually not heard in college education,
particularly not at PWIs, and inverted the
traditional academic knowledge hierarchies by
making the community the asset holders,
highlighting its social capital and non-traditional resources. The eyewitnesses precisely
identified how White supremacy has shaped
and often limited their lives. Thanks to our
partners, we bridged the visible and invisible
divides between campus and the communities
of Baltimore, at least temporarily. It was one
of many steps toward breaking down institutionalized inequities and White supremacy in
education. That both sides benefitted from the
events is illustrated by the fact that, despite
Hopkins’ suspension of the faculty support
program and the challenges the pandemic
poses, the Lewis Museum and two of the
eyewitnesses agreed to build on our experiences, continue the partnership, and engage
anew, even if only remotely, with college and
high school students in the fall of 2020.

competent, critical, and trusted sparring
partner is, particularly for contingent faculty
like myself, paramount. Learning from other
CBL faculty helped refine my project and
tackle some of the challenges inherent to
community engagement, especially regarding
White privilege (Bowen & Kiser, 2009).
Solidarity among engaged faculty is paramount to changing the institutional culture.
There is strength in numbers when it comes to
pushing the institutional boundaries and
acceptance of critical community engagement.
In face of mostly token gestures toward racial
equality and diversity but in the absence of a
clear anti-racist commitment, only repeated
demonstrations of the benefits for students, the
institution, and Baltimore’s communities can
wear down the existing entrenchment.
Another important lesson I learnt was
to trust my students. They were the greatest
asset and source of inspiration. Their attitudes
and awareness revealed how wrong I had been
to excessively worry about reinforcing racist
perceptions and entrenching White privileges
(Mitchell, Donahue, & Young-Law, 2012).
They seized the opportunities to leave the
comfort zone of our campus and revisit the
dominant narratives about Baltimore and the
university. In light of the heterogeneity of the
cohort, the work with community partners
turned out to be immediately culturally
relevant to them, a possibility I had completely
underestimated. This generation may be very
different, more involved, more engaged as the
remarkable diversity during the often youthled protests this summer has shown. The
students’ final research projects reflected the
impact of our critical community engagement:
Many chose to write on issues—e.g. school
integration, White flight, Governor Spiro
Agnew—that had been raised during the
roundtable or that they had encountered during
the museum visit. The positive feedback,
which the CSC surveyed in an anonymous
class poll, has allowed me to draw more
attention to CBL projects and advocate for
increasing funding and enhancing the
institutional framework. Unfortunately, the
administration prevented the use of the data,
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Examining Service-Learning Pedagogical Practice
Through Centering BIPOC Student Voices
Nelson Omar Valencia-Garcia and Marilee Coles-Ritchie
Westminster College

ABSTRACT
This study centers BIPOC (Black, Indigenous, People of Color) students’ experiences in servicelearning courses at a predominantly White college. Researchers conducted eight semi-structured
interviews using qualitative case study methods and analyzed the data through a critical consciousness framework. Data illuminated tensions in predominantly White spaces, perils and promises of
preparation, and relationality with community partners demonstrating how Whiteness is often centered unintentionally. Based on the data collected, the authors suggest recommendations for implementing pedagogy that addresses the lived experiences of BIPOC students in service-learning courses.
Keywords: critical consciousness pedagogy, racism, BIPOC students, Whiteness, critical
service learning
Despite much scholarship making
known the shortcomings of traditional service
learning, there are still a number of courses
that maintain a problematic curriculum and
pedagogy. Higher education stakeholders
have, for some time, retained service-learning
programs and courses in an effort to stay
connected with their local communities
(Ostrander, 2004; Sandy & Holland, 2006).
These efforts have included institutional
mission statements emphasizing community
engagement, promoting the legitimacy of
community-engaged
scholarship,
and
developing centers for civic engagement to
support faculty creation of service-learning
courses (Kuh, 2008). However, Clark-Taylor
(2017) explains the most dominant community
engagement models are often charity focused
(Butin & Seider, 2012) or have a set up

whereby college students, often White1,
middle-, and upper-class, are established as
authorities over the community. This is especially concerning when considering how underresourced BIPOC2 (Black, Indigenous, People
of Color) communities make up the majority
of those “served” (Mitchell et al., 2012).
The experiences of BIPOC students in
service-learning courses repeatedly indicate
where and how oppressive models are
employed. Yet, “most research on servicelearning analyzes the experiences of white
students from relatively affluent backgrounds
working in non-university settings with less
affluent populations” (Price et al., 2014, pp.
23-34). This is due, in no small part, to the lack
of accommodation for students who have to
work, commute, or have other responsibilities
outside of schooling, which contributes to the

1

2

We capitalize White and Whiteness when referring
to people who are racialized as White, and their
cultural norms, including those with European
ethnicities. To capitalize “White” is to name it as a
race as opposed to viewing it as a neutral and
standard identity.

The use of BIPOC (Black, Indigenous, People of
Color) is meant to acknowledge the unique position
Black and Indigenous identities hold in the history and
creation of race.
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classes are structured” (Price et al., 2014, p.
27). BIPOC students cannot engage in
Whiteness the way White students can, which
is why their experiences, when shared, may
point to how prevalent the pedagogy of
Whiteness is in service learning even when the
intentions of instructors are based in critical
service learning (CSL) practices (Mitchell &
Donahue, 2008; Mitchell, 2008).
It is important to acknowledge the
similarities and distinctions between the
treatment of BIPOC students and community
partners, as work to undo the pedagogy of
Whiteness takes place in and outside the
classroom (Mitchell et al., 2012; Paris & Alim,
2014). Scholars regularly critique service
learning by locating the practice of Whiteness
(Bocci, 2015; Green, 2003, 2011; Mitchell,
2012; Munoz et al., 2019; Novick et al., 2011).
More recently, some scholars in civic
engagement literature have shifted focus from
decentering Whiteness to exploring how
BIPOC identities and cultures can be centered
and the significance of this to critical practices
(Paris & Alim, 2014). By centering BIPOC
students’ voices, the problematic issues and
promising alternatives that benefit BIPOC
students and community partners and, by
extension, White students, are illuminated.

longstanding reputation of service learning as
the “Whitest of the White” (Butin, 2006, p.
482; Price et al., 2014). The effort to create and
maintain community engagement courses is
backed by the understanding that it benefits
students with leadership and communication
skills, but little attention is devoted to
exploring if and how service-learning courses
can empower students to become more
socially aware of systemic and societal issues
(Mitchell & Donahue, 2009). Many servicelearning courses use the language of
community engagement with the end goal of
student learning for future success, as opposed
to goals that include how the community
partner can also benefit (Clifford, 2017;
Wollschleger et al., 2020).
Pedagogy of Whiteness
Scholars have researched how
Whiteness continues to be centered in service
learning’s curriculum, pedagogy, and
practices (Bocci, 2015; Endres & Gould,
2009; Mitchell et al., 2012). This study utilizes
Whiteness, the idea that people racialized as
White and their customs, culture, and beliefs
operate as the standard by which all other
groups are compared. The researchers align
with Mitchell et al. (2012) and further
contextualize Whiteness as a pedagogy, in
service learning, that places White racial
identity above BIPOC students and
community partners. This framework
demonstrates how Whiteness becomes a
“racial perspective or a world-view….
supported by material practices and
institutions” (Leonardo, 2002, pp. 31-32).
Whiteness informs why underprepared
students enter local communities with their
biases, a saviorism or authoritative sense of
self, and a general lack of understanding of
societal issues (Endres & Gould, 2009;
Mitchell, 2008). When BIPOC students enroll
in courses designed around a pedagogy of
Whiteness, they often report “feelings from
tokenism and alienation, to becoming cultural
translators, to describing their satisfaction of
‘giving back,’ to critically inserting their own
ideas as feedback to change the way the

Critical Consciousness Pedagogy
The concepts of critical consciousness
pedagogy (Freire, 1973; hooks, 2003), critical
service learning (Boyle-Baise & Langford,
2004; King, 2004; Mitchell, 2008), and
culturally sustaining pedagogy (CSP) (Paris &
Alim, 2014) informed this study. Critical
pedagogy (Greene et al., 2009; Freire, 1973;
hooks, 2003) asserts that teaching should push
students to examine power relations in their
communities and courses by promoting
authentic dialogue and social change within
those contexts. Additionally, culturally
sustaining civic engagement pedagogy is
rooted in an understanding that all people are
members of multiple, overlapping societies,
and that this should inform how instructors
engage with students in the learning process
(Kuttner, 2016). On combining critical and
27
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1. What are BIPOC students’
experiences in service-learning courses at a
predominately White institution?
2. How does centering BIPOC
students’ experiences illuminate Whiteness in
the courses?

culturally sustaining pedagogy, Paris and
Alim (2014) further explain that BIPOC
students should not be expected to have an
extensive awareness of power relations in their
communities, as they, just like White students
with Whiteness, have a lot to unpack in the
historical, racial, and social makeup of their
identities. The assumption that BIPOC
students have this innate ability lends to the
centralization of Whiteness, as there is less
urgency in teaching BIPOC students to
deconstruct what their identities mean in the
context of their own society. Another
important move away from Whiteness and
toward critical consciousness is to transform
conversations on Whiteness in servicelearning courses to acknowledge BIPOC lived
experiences. Leonardo (2002) explains
BIPOC students “benefit from an education
that analyzes the implications of Whiteness,”
since “their colorness is relational to
[Whiteness]” (p. 31). In this way, instructors
should question what knowledge they strive to
teach, for who, and why. Even critical
concepts can “empower or oppress,”
depending on how they are implemented in the
classroom (Winans-Solis, 2014, p. 619).
Some characteristics of critical and
culturally sustaining pedagogy include critical
self-reflection for students, educators, and
community partners based on their lived
experiences,
well-designed
interactive
projects, engaging discussions, and authentic
assessments rooted in the community partner
experience. How these components are
employed is another key factor in determining
how service-learning courses can be
empowering or oppressive for BIPOC
students. The “starting point” of a movement
away from the pedagogy of Whiteness to
critical consciousness pedagogy is within the
experiences and voices of students. CSL must
“confirm and legitimate the knowledges and
experiences through which students give
meaning to their everyday lives” (Giroux et
al., 1989, p. 235).
Therefore, the primary questions of
this study were:

METHODOLOGY
Case Study Context
This research implemented case study
methods defined by Yin (2003) as “an
empirical inquiry that investigates a
contemporary phenomenon within its real-life
context” (p. 13). The case study focused on
perspectives of BIPOC students who enrolled
in courses with a service-learning component.
The study takes place at a private, non-denominational college in the Intermountain West
with primarily White faculty. Its undergraduate enrollment is just under 2,000 students,
and the campus is located in an urban setting.
The racial diversity of the college is Black,
(2%); Asian, (3%); Latinx, (11%); International, (non-citizen, 5%); Multiracial, (5%);
American Indian, (1%); White, (70%), Unknown, (4%). The college encourages service
learning in courses and supports the projects
with a stipend through their civic engagement
office. The courses described in the study have
a service-learning component ranging from
first-year learning communities, courses from
a program for first-generation, underrepresented students, and other subject oriented
courses. Not all service-learning courses at the
college involve children/youth, but those that
were identified from our interviews did. The
office of civic engagement offers professional
development opportunities on a volunteer
basis, but no professional development is
required to implement service learning.
The two researchers who conducted
this study are (1) a college student/researcher,
Valencia-Garcia, who has taken servicelearning courses, and (2) the Faculty Fellow
for Civic Engagement/Education Faculty
member, Coles-Ritchie. In the paper, we apply
participant observation methods in that
Valencia-Garcia participated in service28
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learning courses and Coles-Ritchie interviewed him about his experience, and ColesRitchie taught a service-learning course
referenced by students in their interviews. As
such, we will use first person pronouns to
describe the research. Participant observation
allows for an insider perspective into a context
by allowing researchers the opportunity to
experience with participants during those
natural situations that comprise the events
studied (Dewalt & Dewalt, 2010). Like all
researchers in the education field, ColesRitchie and Valencia-Garcia come to this
context with previous experiences and lived
history. Through carefully examining how
they came to this setting and interacted with
these participants, they have placed
themselves in the multilayered contexts of the
research (Fine, 1994). Valencia-Garcia is a
male-identifying, second-generation, workingclass mestizo Mexican-American seeking to
understand college students’ experiences with
identities similar to his own. Coles-Ritchie is

Volume 13, Number 2

a daughter of a European immigrant whose
home language was not English, a teacher of
diverse language learners (DLLs) in various
contexts, and a privileged, middle-class White
female. This positionality afforded the authors
the opportunity to analyze the data from two
unique perspectives based on student/faculty,
male/female, and White/BIPOC identities.
Participants
We obtained a list of students from the
college’s civic engagement office who
identified as BIPOC students and had enrolled
in a course/s that had a service-learning
component. From that list, we sent emails out
asking who would be willing to be interviewed
and contacted those willing (see Table 1).
Valencia-Garcia interviewed and transcribed
the 30-65 minute, semi-structured interviews
with exception of the interview that ColesRitchie did with him as a participant. Note that
we used the identity markers that the students
shared with us rather than imposing our own
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identity markers on them. For example, some
shared their religious identity and some did
not, one used the term African-American and
the other Black, and all shared their socioeconomic status in different ways. We assert
that having participants describe their
identities aligns with critical consciousness
pedagogy.

solely on the experiences of the BIPOC
students. To fully understand the program and
decisions of service learning at the institution,
the instructors and community partners would
need to be consulted. In addition, observations
of the service-learning site and courses would
add to the understanding of BIPOC students’
experiences.

Data Analysis
We implemented the inductivedeductive
approach,
following
the
construction of a conceptual framework drawn
from a comprehensive literature review that
guided our data collection and analysis but still
left us space for unanticipated information to
emerge (Saldaña, 2013). As a faculty and
student researcher collaborating on this
project, we intentionally decided to have the
student, who identifies as a first-generation
and BIPOC, conduct the one-on-one semistructured interviews with the other selfidentified BIPOC students. Our thought was
the students might feel more open and
comfortable sharing their experiences with a
peer with at least one shared identity. We
wanted the contributions to include both of our
perspectives and expertise on a continued and
ongoing basis, to create a rich and nuanced
analysis. Implementing the relevant first-cycle
coding methodologies outlined by Saldaña
(2013), we coded and recorded our field notes
and interview transcripts to develop categories
and themes. This process began with each one
of us engaged in open coding all the interview
data using the research questions as a guide.
Then, we re-coded the aggregated data for
common themes. With these emerging themes,
we created memos where we began initial
organization of the codes and analysis.

Findings and Analysis
Gathering data from BIPOC through
interviews by a fellow BIPOC student added
complex, valuable data to the research on
designing effective service-learning courses.
Even though we believe instructors were well
intentioned when constructing their servicelearning courses, nevertheless, the data from
the student interviews shed light on contextual
aspects of service learning that unintentionally
centered Whiteness. From the coding, recoding, memo-writing, and multi-layered
analysis, three themes emerged that
encompassed much of what the participants
shared in their interviews. We share and
analyze data within each of the following
themes: (1) tensions in predominantly White
spaces, (2) perils and promises of preparation,
and (3) relationality with community partners,
through the lens of pedagogy of Whiteness and
critical conscious pedagogy.
Tensions in Predominantly White Spaces
Instructors play an integral role in how
students come to see their positions in the
classroom. When students in service-learning
courses work with local communities, the
instructor is responsible for framing the
relationship between the student, classroom,
and community partner. In the interviews,
Valencia-Garcia asked all the students what
was challenging and rewarding about their
service-learning courses. Wilson, a 4th year
student, enrolled in a course that had a
mandatory service-learning component. The
students worked at a local after-school
program serving primarily Black children with
refugee status. In the interview, he told
Valencia-Garcia his initial thoughts after
being in the course for a few weeks. He said,

Limitations
The design of this study was
qualitative including 30- to 65-minute
interviews with nine participants. As such, it
may not be generalized to larger populations.
The findings are also specific to one institution
and may not be generalized to other
institutions. Additionally, this study focused
30
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“...girl, make it make sense to me, girl, how
you all White and this is an all-White situation
and y’all not doing what you supposed to do.”
Our data demonstrated that instructors, aware
of some of these concerns, centered White
students because of their desire to employ a
CSL pedagogy, such as that discussed in
Mitchell et al. (2012). It seemed that these
instructors were aware, like Wilson, that
White people can have a damaging impact
when entering BIPOC communities without
recognizing their privilege, the prevalence of
White saviorism, and deficit views of marginalized communities (Gonzalez et al., 2008). As
a Black student in the college course, Wilson
saw this and in questioning it, hinted at his
own discomfort. With the demo-graphic of the
course being majority White, an issue presents
itself: how BIPOC students might feel
witnessing White students deconstruct their
White racial identity as a precursor to working
with young Black children.
Valencia-Garcia, in the same course as
Wilson, points to the issue of conversations
going nowhere when instructors do not have a
clear goal in mind for their class discussions or
teaching materials. The instructors attempted
to lead discussions on race and class because
the community partner consisted of majority
Black children from refugee families, but it did
not feel significant because it was too general
and did not focus on the partner’s needs.
Valencia-Garcia explains “… It felt like we
were talking about race and class forever.”
This is partially an issue of instructors keeping
topics of White privilege at the center, as well
as an issue of instructors not knowing how
they want their students to engage. Wilson’s
discomfort with the majority White students in
the course highlights the instructor’s
intentions. Although they may be attempting
to be more critical by teaching White students
to deconstruct their identities, too “much
attention being devoted to deconstruction of
the white center,” causes “experiences on the
margin [to] fade to black” (Leonardo, 2002, p.
45). Leonardo (2002) points us to the
precariousness of critical conversations when
the pedagogy of Whiteness is latent in service-
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learning paradigms and beyond. An insistence
on examining White racial identity aimlessly
is, in fact, the nature of Whiteness.
A pedagogy devoted to White students
cannot be expected to provide outcomes that
are helpful to BIPOC communities. By
definition, such pedagogical practices do not
do the work of learning about BIPOC
communities, and they end up having to
supplement the curriculum. They “feel this
responsibility because their instructors share
the same assumptions and limitations as White
and middle-class students and do not have the
capacity to challenge racist and class-biased
comments” (Mitchell & Donahue, 2009, p.
180). Alex, a 2nd year student, reports having
had to do just this. He had two service-learning
courses at the time of our interview, one of
which was partnered with a high school, and
the other with a city organization to service
multiple schools from K-12. Of the course that
partnered with the city organization, he said:
Because of my identities I feel like
there’s this responsibility for me to
educate people. It becomes frustrating
after having to do it so much, like
having to tap into my lived experiences and into my traumas to benefit
somebody else, but like it doesn’t
benefit me in any way.
With centering the curriculum and
pedagogy on White students, the servicelearning courses referenced in these interviews
repeatedly create a rift between BIPOC
students and White students. BIPOC students
commonly take issue with the Whiteness they
see and feel, like Wilson, and then as the
course goes on they have to teach from the
margins, like Alex.
When Wilson said, “Y’all not doing
what you supposed to do,” he complicated the
act of centering White students’ identities,
even if the intention is to have them
deconstruct it for a critical outcome.
Deconstruction of White racial identity might
be essential for White students going into
BIPOC communities, but it can be done in
ways that do not set them at the center and at
31
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the expense of BIPOC communities and
students (Leonardo, 2002; Mitchell &
Donahue, 2009; Paris & Alim, 2014).
Wilson’s and Valencia-Garcia’s concerns
additionally bring up questions of how
instructors will manage group discussions
between White and BIPOC students. An
example from another student who was
enrolled in the same class as Wilson and
Valencia-Garcia, but during a different year,
follows. Nyla said:
I felt very uncomfortable in [the
college] class when we started to
talk about race and privilege. And a
lot of things were just coming up
out of students [sic] mouths… they
were like saying the N-word thinking it was ok, and saying that it’s ok
to be racist because everyone’s a
little bit racist and I just felt kind of,
very uncomfortable because I was
the only Black person in the
class…. Only one of our professors
was there and she didn’t even
address the issue.
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out the interview, she speaks on the pedagogy
of the course, making note of how inviting it
was for both White and BIPOC students, and
how it focused on the high school they were
working with. Brenda first described how it
was a “student-led class,” where each week
had one service-learning student “going up
and giving a presentation and… an activity.”
About the effect of this, Brenda continued to
explain what she saw as the White students
being tasked with thinking critically about
who their community partner was because
they had to connect racial and immigrant
identities to larger social issues, then teach the
students to do so through presentation and
activity. From the interview we saw that the
instructor had multiple strategies of promoting
critical service learning, from self-reflections
to guest speakers from the high school, to
providing students with a pathway to speak
with youth and teachers from the high school.
Everything Brenda described previously made it clear that the instructor had
fostered a course where students felt a sense of
solidarity between themselves and with the
high school youth. At the start of the course,
Brenda had felt annoyed with how she saw her
White peers share various emotional
responses, such as guilt and pity, when
learning about immigration. As time went on,
she explained that she began to feel more
comfortable with those peers processing their
emotions, sharing how one described himself
as “‘just this White boy who [comes] in and
[doesn’t] feel like [he’s] doing anything’” for
the community partner. About this she said “he
had a really hard time…. which was good, he
was humbling himself… because [instructor’s
name] taught us that way.” Watching the
White student process his own sense of
purpose in the course is something Brenda
does not express having a problem with. She
does not describe feeling affected by the White
student, an immensely important instance that
differs from an experience like Nyla’s.
Finally, Brenda’s course fostered student
learning and growth by focusing on the
community partner; in contrast Nyla’s course,
in being devoted to Whiteness, created a

Her instructors’ failure to address the
racial slur further illuminates the issue of
prioritizing White students. When a White
student used a racial slur, the instructor did not
hold them accountable because the space was
designed for them. Further, Nyla as a Black
student is not protected against anti-Black
racism and is left to fend for herself, in a class
that continuously proves itself to be for White
students. The course becomes increasingly
more dangerous for Black students and,
although this is not completely under the
instructor’s control, we question how she set
the parameters for White students to be placed
above the BIPOC students and children at the
partner site.
An alternative to this positioning of the
class and curriculum against BIPOC students
was observed in other student interviews.
Brenda, a 1st year student, was enrolled in a
course that partnered with an English
Language Development (ELD) program at a
local high school. At multiple points through32
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hostile space for BIPOC that did little to
prepare for working with their own
community partner.

Volume 13, Number 2

socioeconomic, racial, ethnic)? What is it like
for them (Black refugee status students) to “go
to school” in an area that is predominantly
White? What are some pedagogical tools for
working with children who are in the process
of learning a new language? Nyla shares a
desire for her instructors to be intentional in
how they create reciprocity with their
community partner by first preparing their
students with culturally sustaining practices
(Paris & Alim, 2014). She points to the critical
need for the preparation at the college to
include focusing the curriculum on how to
effectively support the children where they
will be working. Her suggestions demonstrate
that she reflected deeply about her experience
and what that meant for her to engage in a
space, not her own, with integrity.
In contrast, in another service-learning
course, instructors prepared their students in a
starkly different way by focusing on the
community site’s context. Interestingly, the
course’s racial demographics were mostly
BIPOC students. In this course, college
students worked with local secondary students
to mentor them in the college admissions
process. Gabby, a 3rd year student, explained,
“I felt a big part had to do with our cohort, um,
I felt like we were all excited to help because,
just because [we had a] similar background to
them.” Diana agreed that she was excited to
give back in a way because she “[navigated]
everything by [herself].” She shared how it
was “really nice to get that opportunity to help
a student out and be like ‘this is how you apply
to FAFSA, this is how you do this.’” This
shared identity seemed to create an intrinsic
desire on the part of the students to engage in
the partnership. In addition, the instructors did
not assume that having a shared identity was a
replacement for intentional preparation for the
community needs. The instructors spent
considerable class time preparing Diana’s and
Gabby’s cohort with specifics on effective
mentoring strategies (Paris & Alim, 2014;
Price et al., 2014; Mitchell et al., 2012;
Winans-Solis, 2014). Diana told how
“[instructors] are a huge thing…. [the
instructors] were a huge resource to us in

Perils and Promises of Preparation
The previous theme explored how
centering BIPOC students illuminated how
Whiteness infiltrated the courses. In this
section, we explore how Whiteness continues
to impact how the instructors prepare students
in their course to engage with partners at
specific community partner sites. We asked all
students these questions: What did the
professor(s) have you read/do to prepare for
the service experience? How did those
activities impact your engagement? In this
first example, the service-learning course
required that students engage in an afterschool program that served primarily Black
refugee children. Valencia-Garcia explains
“[everyone’s] conversation, most conversations outside of class, between students, would
be that they were not preparing us very well
for being there.” Instead, he laments time was
“spent going in circles with class discussions
in a vague way.” Nyla offered suggestions on
what could have prepared her better:
…. I feel like the professor should
have given us articles and videos on
what we’re walking into. So, like
dealing with [name of school]
students and how most of them are
POCs and how most of them come
from different, um, backgrounds,
socioeconomic classes, and having
readings on like what it is for POC
to be in a predominantly white area,
or what it is like for a student to go
to school, who’s pressured to go to
school and not want to go to school.
Nyla offers practical ways of
addressing community partners’ needs under
the lens of critical consciousness. For
example, she suggests that they could have
read articles and videos focusing on children
with similar backgrounds as those at the site.
They could have explored questions such as:
What are their backgrounds (i.e. linguistic,
33
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learning how, how to connect.” It’s interesting
to note that Diana and Gabby did not share the
same frustration at having to wade through the
process of watching White students process
through their privilege and saviorism in the
course, presumably because the course was
primarily BIPOC students.
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students and the high school students
empowered each other to feel seen in their
respective contexts.” Even as the curriculum
of service-learning courses and partner sites
often embraces a pedagogy of Whiteness due
to structural constraints, these students created
a space that highlighted and validated nondominant identities and languages.
Further, some BIPOC students utilized
their lived experiences to inform engagement
with community partners. Diana shared the
identity of the student she worked with as
female-identifying, and both were from
immigrant families. She explained how she
would sometimes “go off the agenda and see
how [her student] was feeling.” When she
focused on her mentee’s specific life
circumstances, in addition to the college
access content, their relationship flourished
and became one of trust. She gained
confidence in her ability to mentor and make a
difference, and this outcome made [her] more
confident that [she] could help” another
student by leaning on what she knew from her
own identity and experiences.
Although shared identities had
immense potential for BIPOC students in their
respective contexts, it is inaccurate to assume
that is always the case. Wilson and Nyla, both
working-class, first-generation Black students
who attended the same service-learning
program (during different years), had distinct
experiences. Working at the community site
was a relief and confidence booster for Nyla
compared to the college classroom. In
describing her work with children, she
explains, “we would really connect just
because we had a lot of similarities and
backgrounds in growing up.” Her expression
of comfort stands in stark contrast to her
earlier quotes about the college classroom
feeling hostile and negligent of Black
identities.
Wilson, in contrast, felt extremely
uncomfortable and disconnected with the
children despite shared racial identity. He
expressed that his identity of being a gay and
male student was more salient in this context
than being Black. He expressed feeling

Relationality With the Community Partners
Relationality is the interconnectedness
drawn between phenomena—in our case that
includes the BIPOC students, Whiteness that
permeates everything, the partner site,
instructors, and classmates. This term
addresses the dynamism of the connections
BIPOC students had when engaging in service
learning. Interviewing BIPOC students about
the relationships they built at the service sites
demonstrated how their connections were
impacted based on their complex identities
(Green, 2003; Mitchell et al., 2012; WinansSolis, 2014). We asked the students: How did
your identity (race, class, ability, etc.) impact
the connections you made with the people from
the partner site? Not surprisingly, their
answers were nuanced. The connections/
relationships contributed to tokenism,
discomfort, meaningful connections, and
pressure. We share and analyze data of the
relationality of these connections as BIPOC
voices are centered.
In two different courses, students
engaged in service learning at secondary
schools. One focused on college preparation
assistance and the other on supporting ELs
(English learners). Sharing a minoritized
language surfaced as one of the most
meaningful connections between BIPOC
students and children at two different partner
sites. The Spanish-speaking BIPOC students
we interviewed formed connections based on
their ability to exchange on a deeper level with
children/youth who shared their language. The
connection, through language and race,
provided a space where both groups of
students felt their identities were valued and as
Diana said, “[We] were bringing something to
the table” that those who were monolingual
could not bring. Alex explained, “The college
34
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worried about sharing himself fully, “dealing
with children as a gay person, as a queer
person, um, I was like mindful of my actions
and, um, what I did, what I said, what I wore.”
He clarifies the need for instructors to be
aware of who their students are and what kind
of support they need/want. He expresses how
he did not understand enough about the
children at the site when he said, “I don’t want
to be having these conversations about
queerness and shit like that with these
children, um, because ...I don’t know their
experience with queerness. So, that could
either lead to positive things or negative things
and… I didn’t want to find out.” In Wilson’s
case, he did not know how those at the partner
site would react if he expressed his queerness
fully. His insecurity points back to the lack of
preparation within the course concerning the
context of the partner site. Nyla and Wilson’s
distinct experiences based on the intersections
of their identities underscore the need for
instructors to take a nuanced approach to
finding placements for students. While Nyla’s
shared Black identity created connection,
Wilson’s created discomfort as he was not able
to express his intersectional identity of being
Black and gay (Mitchell & Soria, 2019).
Relationships built at partner sites can
create extra pressure on BIPOC students when
the engagement ends at the end of the
semester, as they often see themselves in the
youth they work with. Brenda lamented, “...it
kind of makes me mad that, like, at myself,
that once we stopped going, I just cut off
everything with that school and, like, the
students there.” Similarly, Diana said, “I just
didn’t do a good job…. Part of me feels bad in
that way, I created a relationship and I haven’t
continued it.” Both Nyla and Brenda indicated
an additional investment with the children and
the site where they engaged. Because the
connection was strong, and they often “saw
themselves” in the students and the partner
site, they said they were “mad at themselves”
and “felt bad” when the experience ended
(Mitchell et al., 2012). They both seemed to
take responsibility for what they felt was their
failure to continue the relationship with the
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high school students, despite them both
expressing extraneous reasons for why a
relationship was difficult to maintain.
Importantly, both students were in servicelearning programs they deemed to have been
supportive and critical in their pedagogies, yet
the issue of “feeling bad” persisted. Because
the service-learning experience is embedded
within the semester time structure,
relationships are fostered and then end
abruptly. This is another example of how
Whiteness disrupts the way relationships are
created and valued from the BIPOC students’
perspectives.
All of the BIPOC students shared how
their experience at the partner sites seemed to
be different from that of the White students.
They expressed how they were able to connect
in meaningful ways with the children at the
site because they shared a historical BIPOC
background. Like Jones et al. (2011) explain,
the BIPOC students in all the partner sites
experienced connection with children at the
site differently “than their peers with dominant
identities” (p. 36). Therefore, they were more
likely
to
experience
empowerment,
confidence, and connection than their White
classmates. Unlike their White classmates
who may be overwhelmed by the complexity
of social issues they hoped to solve, the
BIPOC students in the study already came
with lived experiences that mirrored some of
the students at the service sites (Winans-Solis,
2014). We noted how often the BIPOC
students said they felt “connected” to the
children and more comfortable at the site than
they did in the college classes, especially when
the college classes were majority White
students. At the same time, Wilson’s
experience provides a cautionary tale of how
instructors need to understand the nuance of
shared identity.
CONCLUSION AND
RECOMMENDATIONS
BIPOC students in service-learning
classrooms have been the central focus of this
study for two major reasons: first, because
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their experience, voices, and learning are
pushed to the margins, and, second, because
movements toward the empowerment of
BIPOC in service learning necessarily work
toward the deconstruction of pedagogies of
Whiteness. Critical consciousness pedagogy
and critical service learning call for inclusion
of community members in spaces of
formalized education, like a college or
university setting. We kept our focus on
BIPOC students in the classroom, without
much reference to community partners or their
voices, because the work to transform service
learning into something more critical needs to
be approached from multiple angles: “the
demographics of our institutions are changing.
Service and service-learning can no longer be
framed as an experience of ‘giving back’ or
‘giving to’ people less fortunate than
ourselves” (Mitchell & Donahue, 2009, p.
187). In addition to the relationship between
service-learning courses and community
partners, the internal dynamics of such courses
require their own scrutiny. On this, we present
data from interviews where students had
experiences ranging from painful to joyful,
alienating to empowering. We contextualize
these interviews in the study by analyzing how
they viewed their course: how instructors set
the tone, how peers treated each other along
racial lines, how the curriculum made BIPOC
students feel, and how they engaged at the
partner sites. Students, in classes with primarily White students, reported the most alienating, uncomfortable, or painful experiences.
On discussions of critical concepts like
race, the instructors led from the launching
point of privilege, which does not allow for
conversations to reach beyond the limitations
of how privileged students already understand
their own society. Setting up conversations to
be more digestible for privileged students
lends to the centralization of White identities
(Winans-Solis, 2014; Butin, 2006). Critical
scholars call for service-learning courses to
meet the needs of various students; however,
the treatment of White students’ learning must
be contextualized in how “privileged students
also learn at the expense of their peers”
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(Mitchell & Donahue, 2009, p. 183). Critical
scholars ask for instructors to develop
curriculum around critical consciousness
pedagogy, but we found those concepts were
often appropriated rather than embraced
because instructors were overly concerned
about accommodating their White students.
They could be led to critically interrogate their
own identity by understanding themselves as
racialized through Whiteness and that be the
launching point for discussions around their
own identity (Leonardo, 2002). To prevent
from teaching White students at the expense of
BIPOC students and community partners, they
must be taught with the intention of
connecting their identity deconstruction to
something more.
Given the tensions that existed within
the service-learning courses, the data suggests
we need to decenter Whiteness and implement
critical consciousness pedagogy by focusing
on the experiences these BIPOC students
shared with us. We suggest three overarching
recommendations as a result: (1) Resist the
urge to center the service-learning preparation
and pedagogy on Whiteness even if the class
is majority White; (2) create choice and
variety within the course and partner sites to
address the variety of needs and experiences
students bring; and (3) make a conscious effort
to create accountable spaces so BIPOC
students’ experiences are considered and
valued, but not tokenized.
First, instructors are used to teaching to
the majority, which means primarily White
students, especially in service-learning
courses. All of our interviews revealed how
Whiteness was centered in the courses. Our
recommendation is for instructors to focus on
the BIPOC students’ lived experiences, funds
of knowledge, and pedagogical preferences
through critical conscious pedagogical
strategies (Gonzalez et al., 2006; Paris &
Alim, 2014). For example, instructors could
implement community circles where students
share their positionalities, create surveys with
questions about their backgrounds and preferred ways of learning, and assign autobiographical timelines that highlight important
36

© Journal of Community Engagement and Higher Education
Copyright © by Indiana State University. All rights reserved. ISSN 1934-5283

Journal of Community Engagement and Higher Education

elements of their education journeys and
previous service-learning experiences. In addition, the community partner could be invited
to the higher education space to share the
culture and histories of the participants at their
sites so that those identities are not silenced or
reified. Instructors can bring empowering
BIPOC voices into the classroom through
guest speakers, films, articles, and podcasts
that take the burden of teaching White students
in the class from the BIPOC students.
Second, to address the needs of students who bring different lived experiences,
instructors can employ a variety of strategies
and options. Choice can be powerful if the
instructor focuses on the curriculum content,
but allows multiple pathways to arrive at an
understanding of the core objective. Some
strategies include literature circles and small
reading groups where students read and
discuss different material connected to the
objectives allowing for students to process
outside the whole class. The discussion of
Whiteness, which is different from the
pedagogy of Whiteness, could have multiple
pathways that allow for BIPOC and White
students to discuss race from multiple
perspectives but with the unifying idea that
race is dependent on what Leonardo (2002)
calls “whiteness” and “colorness” (p. 31).
Some students may need to read about White
fragility and how Whiteness circulates
structurally within our society and education
institutions. Others could read about how to
empower marginalized voices within colonial
spaces—for example, how using the term
BIPOC highlights that Blackness and
Indigeneity are two additional categories with
equal but distinct weight when discussing
race. Not all students need to read the exact
material or process as an entire class.
Finally, we recognize that CSL is
difficult to achieve and maintain. Nevertheless, it is crucial that the instructor is
accountable to BIPOC students. We have
observed, repeatedly, that when Whiteness is
present, critical service learning cannot be
achieved and BIPOC students cannot be
supported. For example, service-learning
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instructors often teeter between putting too
much focus on BIPOC’s racial identity, and
neglecting the needs of BIPOC because of
their racial identity (Novick et al., 2011). To
resolve this constant overcompensation,
Novick et al. (2011) suggests instructors
consistently monitor the issue to prevent from
going one way or another. We would further
add to this and say that, while monitoring the
issue is important, perhaps more important is
the recognition that Whiteness is at the center
of this metaphorical teeter-totter. Our data
show that instructors’ struggle with critical
service learning often has to do with their concern for accommodating White students instead of being accountable to BIPOC students.
BIPOC students’ experiences and
perspectives are often missing from servicelearning research and literature. Our study
demonstrates that when they are given the
weight and attention they deserve, BIPOC
students present thoughtful inquiry for how
instructors can purposefully analyze their
pedagogical decisions with a critical conscious
lens. Our research highlights BIPOC students’
struggles with the power dynamics of racism
and Whiteness in service-learning courses at
the college and the partner sites. Although we
did not center community partner voices,
focusing on BIPOC students facilitates the
transformation of service-learning courses for
community partners, as some of their lived
experiences are intertwined. To advance what
our participants shared, we suggest concrete
ways instructors can center BIPOC students’
lived experiences, funds of knowledge, and
pedagogical preferences, create a variety of
pathways for reaching the purpose of the
service-learning experience, and become
accountable to BIPOC students even if they
are small in number. Our work here contributes to the decentralization of Whiteness in
civic engagement literature. We also recognize the need for critical scholarship that
explores potential BIPOC centered pedagogies, so that the decentralization of White-ness
can be followed up with further transformations of service-learning pedagogies.
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ABSTRACT
This article details the ways a series of architecture graduate classes partnered with a nonprofit youth
sports organization and other community groups to design a shelter to accommodate those
experiencing homelessness in Lubbock, Texas. The researchers use a case study approach to discuss
how graduate students repeatedly engaged with the public for feedback on their designs and
eventually created a design for a community-specific homeless shelter and treatment center. This
article shares the project’s engagement methods, which included precedent studies, design charrettes,
regular presentations to the public, meetings with stakeholders, and professional collaborations.
Keywords: urban planning, architecture, homeless shelters, campus-community partnerships,
case study
more in-depth treatment for mental, physical
and addiction issues. Caton et al. (2005)
defined chronic homelessness as individuals
who “use the system for extended periods of
time and are the greatest users of shelter care
services” (p. 1753). Relevant factors for how
long an individual will remain homeless
include: “employment history, family support,
drug treatment (or lack thereof), [and] arrest
history” (Caton et al., 2005, p.1757).
According to the National Alliance to End
Homelessness (2019), chronic homelessness
has decreased by 35% since 2007, but those
individuals suffering from chronic homelessness often have difficulty “getting back into
housing, and they can experience long or
repeated episodes.” The chronic homeless
make up a distinct subset of America's
homeless population and current definitions of
homelessness and attempts to aid them do not
consistently account for their experiences.
Burt (2002) argued that the Steward B.
McKinney Homelessness Assistance Act
presents a “narrow” (p.1269) definition of

Homelessness Engagement Precedent and
Chronic Homelessness
What came to be known as the High
Cotton project arose out of a desire to
determine the existing priorities of individuals
experiencing homelessness in Lubbock,
Texas. Urban homelessness was a pressing
issue in 2011 when this project began (Duara,
2011) and remains so today. As an example,
according to the Lubbock-based South Plains
Homeless
Consortium,
there
were
approximately 283 individuals experiencing
homelessness in Lubbock on June 25, 2020
(KCBD Staff, 2020). This article discusses the
authors’ efforts to design a shelter that would
best address the complex needs of Lubbock’s
urban homeless population, particularly those
experiencing chronic homelessness.
Chronically homeless individuals
make up “24 percent of the total population of
homeless individuals.” (National Alliance to
End Homelessness, 2019). Individuals experiencing chronic homelessness are difficult to
document and study, as they often require
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homelessness focused on if a person has a
place to sleep in the previous night or the
upcoming night. Such a narrow definition fails
to account for different types of homelessness,
as some individuals experience chronic homelessness for an extended period, while some
find temporary shelter, only to experience
homelessness again in a relatively short
amount of time (Kuhn & Culhane, 1998).
Frankish et al. (2005) repudiate the relatively
narrow definitions in favor of a holistic
approach to homelessness concerns as part of
a “continuum” (S24) of related problems and
potential solutions; for Frankish et al. (2005),
individuals experience homelessness in
markedly different ways and require tailored
forms of housing and help.
This study discusses Lubbock Texas’s
struggle to address the issue of urban
homelessness and the engagement methods a
coalition used to collect and incorporate
community feedback into shelter designs. In
2011, local service providers and community
members formed a coalition around the issue
of homelessness and toured several regional
homeless shelters to learn more. Then, Driskill
(the second author) and several colleagues
used regular public engagement sessions and
end of semester projects from a series of
graduate courses to refine what the coalition
had learned and generate a community-driven
shelter design with housing and treatment
options for individuals experiencing homelessness.
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relocate to a small city park near an entrance
to downtown Lubbock. The Lubbock
encampment of individuals experiencing
homelessness was in a small but prominently
located city park. The encampment’s location
boosted the public’s awareness of the city’s
homeless population and galvanized city
leaders to act.
In March 2011, the encampment was
relocated from the small city park to a former
cotton gin site just outside downtown that was
owned by Link Ministries, a now defunct
faith-based organization that focused on
community engagement through youth sports.
Residents were soon sheltered in Army
surplus tents, lending the encampment its
nickname—Tent City.
The Lubbock City Council quickly
approved the rezoning for the cotton gin site
and appointed a Homelessness Take Force to
study the homelessness issue (Hoover, 2011).
The late Louise Hopkins Underwood, a
Lubbock philanthropist, petitioned the Texas
Tech’s College of Architecture classes to aid
the Homelessness Take Force through
graduate classes at Urban Tech, a branch of
Texas Tech University’s College of
Architecture; Urban Tech is an engagement
studio directed by Driskill, which focuses on
design-based solutions to public, urban issues.
At the Homelessness Task Force’s
request, Urban Tech began basic research
about the ongoing issue of homelessness in
Lubbock. An initial map of existing
homelessness service providers and bus routes
revealed two important issues. First, downtown Lubbock was indeed the city’s default
homeless center; second, Link Ministries’
former cotton gin site was a good new location
because of its relatively remote location from
other housing and short distance from the
city’s transit center and downtown resources.
Even though the new Tent City
location benefitted residents, both Link
Ministries, and Urban Tech had to educate
themselves about the best ways to collaborate
with a series of fragmented and underfunded
organizations that provided services to the
city’s homeless population.

PROJECT BACKGROUND
By early 2011, the Mahon Public
Library, located in downtown Lubbock, had
become the central gathering space for the
city’s homeless population, which is
commonplace in urban libraries throughout
the nation (Vartabedian, 2016). In response to
this concern, the city’s downtown library
ended their children’s programming, restricted
what could be brought into the library, and
installed a midnight to 5 AM curfew for their
campus (Bramlet, 2010). The city’s swift
response forced the homeless population to
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stakeholders at a public meeting as a five-point
list. The community ideas were refined even
further through a series of design charrettes,
which are “a gathering of people for an intense
period of brainstorming and design”
(Roggema, 2014, p.15) that focuses on finding
a design-based solution to a problem. During
most charrettes, design professionals engage
stakeholders through drawings, maps, and
other tools to generate and synthesize potential
solutions.
Once the World Café revealed client
and community priorities, the research team
focused on addressing a social problem
through design; Ravina et al. (2019) similarly
addressed a social issue with design by
creating a mobile vending cart and temporary
shelter for Filipino street vendors that costs
roughly one hundred and three Euros to build
from local materials (p.7). Ravina et al. stated
that they are planning to share their design
with the public for feedback so that it can best
fit community needs and be readily adopted (p.
7); the shelter design the Lubbock coalition
created was similarly vetted through roughly a
year of community feedback. Petrovich et al.
(2016) also investigated a series of preexisting studies and then proposed a series of
practical day shelter designs for shelters in
Dallas, Texas that emphasized safety and
health. The authors’ project similarly
combined best practices for building shelters
based on precedent studies and engaged with
the local community to refine their ideas to
produce a community-specific shelter design
that featured temporary and semi-permanent
shelter options. Figure 1 outlines the design
team’s process for directly engaging different
parts of the Lubbock community across a
series of discreet steps.

This study implemented a modified
version of the World Café method to learn
more about local citizens and organizations’
priorities for a potential shelter, and then used
a mixture of continued engagement and urban
design principles to generate a city-specific
shelter design that best served individuals
experiencing chronic homelessness in
Lubbock. In terms of focus, the authors’ study
of design and homelessness did not investigate
the way individuals experiencing homelessness interact with the urban environment like
Fahnoe (2018) and Kaplan et al. (2019).
Instead, the study focused primarily on
designing a new shelter around community
needs. The final shelter plans did not radically
reconsider existing shelter models like
Culhane and Metraux (2008) and Siemiatycki
(2017). Instead, similar in intent to Goel et al.'s
(2017) study of regional homelessness shelters
in the Uttar Pradash state in India, this study
focused on a region—Lubbock and nearby
major cities in Texas and Oklahoma. A
narrower focus clarified what shelter
amenities and housing options would best
appeal to individuals living in the TexasOklahoma area. While Goel et al. (2017)
reported a lack of basic amenities like first-aid
supplies, drinking water, and cooking space,
our study looked mostly at operating concerns
like a facility’s hours, access to treatment
options, and connections to healthcare (p.92).
The research team used the World
Café format to engage local stakeholders who
had visited a regional shelter; then the authors
refined stakeholders’ initial ideas through
series of public research presentations and
professionally led design charrettes. To
discuss potential options for a city-specific
shelter, the research team used a series of
“small group rounds,” each built around a
single issue or “question” (World Café, n.d.)
based on what they had observed at other
regional shelters. After listening to stakeholder feedback, the research team held an
extended “harvest” (World Café, n.d.) where
they presented the results of the World Café to

Student Involvement Throughout the Project
The large-scale social goals of the
High Cotton project required significant time
and labor from both Lubbock service
providers and Urban Tech. And so, as
Allahwala et al. (2013) stated about their own
project, Driskill adjusted his graduate courses
to “combine curricular objectives with civic
43

© Journal of Community Engagement and Higher Education
Copyright © by Indiana State University. All rights reserved. ISSN 1934-5283

Journal of Community Engagement and Higher Education

Volume 13, Number 2

Figure 1. A process diagram of the engagement model’s major steps. This figure’s catalytic event
section on the left shows what began the program; each circle across the top of the figure shows the
next major step, while the boxes under each circle show the stakeholders participating in each phase.

engagement to enhance students' understanding of urban homelessness” (p.46).
Drawing from Allahwala et al.’s
(2013) findings that students need responsibility to fully engage with the community,
the year-long engagement process made
students the focus of this “triumvirate” (p.48)
of a university-student-community partnership. This project encouraged graduate
architecture students to engage with the local
community and professional designers as

communicators and budding designers.
Driskill initiated the partnerships, but the
graduate students often served as the “face and
program of the university” (Allahwala et al., p.
49) to the public as they facilitated monthly
engagement sessions to gather public feedback
about their evolving shelter designs. Facilitating and then sharing their findings with
faculty, professional designers, and non-profit
groups helped graduate students develop as
listeners and problem-solvers, as they served
44
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as a bridge between professional designers and
community stakeholders. In short, this project
allowed graduate students to engage in the
complex process of collective decision making
with stakeholders from a variety of backgrounds (Bainbridge et al., 2014, p.79).
For this project, graduate students
toured selected shelters discussed later in this
paper; the tours served as in-person precedent
studies, allowing students to learn what was
successful and what could be better at each
location. These visits touched on everything
from popular design ideas and amenities to the
political moves necessary to build and maintain a shelter. During Summer 2012, students
enrolled in Driskill’s urban design courses
were trained as facilitators for the World Café.
After the World Café, students compiled notes
and shared their findings through several interactive presentations. In the third phase,
graduate students created a design that
incorporated stakeholders and a community
teams’ priorities into a functional site plan
with assistance from design professionals
from Lake Flato Architects, headquartered in
San Antonio, Texas1. The architects had their
travel and lodging paid for by a stipend from
Louise Hopkins Under-wood, a local
philanthropist, but they contributed their
expertise pro bono.
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provided valuable ideas about serving the
chronic homeless. At each shelter, the team
asked shelter designers, administrators, and
employees what worked well in the shelter and
what they would change if they were able to.
Driskill took notes during these discussions
and used his notes to inform the World Café
that makes up the bulk of Data Collection Step
2, shared in Table 1. Though the HCC did not
reach a consensus after the initial visits, most
stakeholders knew they wanted to explore
options for a twenty-four-hour shelter with a
treatment option.
In the second phase, stakeholders
moved from a series of general ideas for a
shelter to a consensus, as graduate students
enrolled in Driskill’s courses collected feedback from the HCC and the public using the
World Café method. This particular World
Café was a one-time event where students
asked Lubbock citizens and the providers,
advocates, and decision makers of the HCC to
share their ideas about what makes for a
successful shelter. The World Café facilitators
each selected a table and recorded stakeholder
ideas on butcher paper mounted to the walls.
Each table focused on an issue for individuals
experiencing homelessness like transportation
options or health services. After a set amount
of time, participants were invited to move to
another table, so that they could visit all the
tables over the course of ninety minutes to
provide feedback. A month or so later, student
discussion leaders reported back the trends
they had recorded in another open-to-thepublic session that was mostly attended by city
officials and homelessness group stakeholders.
During the third data collection period,
Driskill led an architecture graduate student
staffed design charette, several small group
meetings, and monthly public exhibitions to
refine the project's conceptual design based on
a mixture of design expertise and public feedback. Graduate students produced some initial
design work based on priorities established

DATA COLLECTION METHODS
The High Cotton project featured a
kickoff event, which was a gathering of
community stakeholders and leaders, followed
by three distinct data collection phases that are
outlined in Figure 1. The first phase of data
collection involved a small core of community
stakeholders known as the High Cotton Core
(HCC), made up of Driskill (with timely
assists from Urban Tech staff), several philanthropists, and representatives from community health providers. The HCC visited three
regional shelters in nearby major cities, which
1

Driskill was involved in the first and second data collection phases as a college representative and
the third phase as a classroom teacher and charrette facilitator. Elliott, the first author, toured West
Town as part of one of Driskill’s classes.
45
© Journal of Community Engagement and Higher Education
Copyright © by Indiana State University. All rights reserved. ISSN 1934-5283

Journal of Community Engagement and Higher Education

Volume 13, Number 2

Table 1. Steps in the Process and Key Findings and Accomplishments.

during the World Café and then shared their
ideas in monthly public exhibitions. In these
community-focused data sharing sessions,
students gave primarily visual presentations,
sharing site drawings and other project images
to communicate crucial ideas to the audience.
The presentation and monthly exhibition
formats allowed for a stimulating, small-scale
student-to-public dialogue. The public’s
feedback was recorded and incorporated into
subsequent iterations of the project, which
were presented at the next month’s design
exhibition for additional public feed-back.
After a year of engagement, Urban Tech team
brought back several of the Lake Flato
architects to lead a design charette with local
stakeholders and finalize a shelter site design.

and hours of operation for these shelters varied
significantly, each shelter's approach taught
the HCC some best practices for providing
resources. The first facility, West Town, is a
day shelter in Oklahoma City, Oklahoma that
provides a diverse array of services. The
Bridge in Dallas, Texas is a twenty-four-hour
facility that provides an appealing courtyard
and dining room for all clients and transitional
accommodations. Lastly, Haven for Hope in
San Antonio, Texas offers a therapeutic
program for clients and collaborates with local
police and medical personnel to holistically
address clients’ needs.
Site 1: West Town, Oklahoma City, Oklahoma
The West Town facility is a day shelter
with limited hours but a wide variety of
services and service providers for clients.
West Town opens at 9 am and closes at 4 pm
Monday through Friday (Homeless Alliance,
n.d.). West Town’s schedule does not offer
weekend or overnight accommodations, which
limits its ability to offer shelter or provide full
therapeutic services. Despite West Town’s
restricted hours, the HCC noted the facility’s
effectiveness in offering a series of coordin-

Data Collection Part 1: Visiting Regional
Shelters
Members of the HCC visited three
existing homelessness outreach facilities that
serve nearby major cities’ homeless
populations. The HCC visited each site hoping
to learn what amenities, services, and models
would help them best serve Lubbock’s
homelessness population. Though the services
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ated, desirable services to individuals experiencing homelessness on a single campus.
Specifically, the West Town facility
provides office space for organizations
dedicated to helping individuals experiencing
homelessness find jobs and obtain housing in
the same building where they can easily exchange files on clients through a shared
database. The shelter itself also features a
kitchen, showers, “…space for AA [Alcoholics Anonymous] and NA [Narcotics Anonymous] classes, devotionals…and other educational opportunities” (Homeless Alliance,
n.d.). In addition to these facilities, the West
Town facility provides several recreational
options, including a library, a TV lounge and,
crucially, a dog park. According to the National Alliance to End Homelessness, some 5-10%
of homeless individuals keep pets, primarily
cats and dogs (Pets of the Homeless, n.d.).

Volume 13, Number 2

funded by large donations from Haven for
Hope founder William E. Greehey and political assistance from former mayor Phil Hardberger (J. Henry, personal communication,
April 2017). The Haven for Hope campus feels
like a small town with different housing
options for three major populations: individuals experiencing chronic homelessness are
given only minimum accommodations, dorms
are provided for a transitional population
seeking support, and parents with children
receive apartments (Haven for Hope, n.d.).
In short, Haven for Hope’s therapeutic
program addresses client needs and saves
taxpayers money through a streamlined
medical care and a proactive police intercept
program. A police intercept facility—known
as the Re-Engagement Center—serves as a
coordination hub that offers help to individuals experiencing homelessness, battling
addiction, or facing mental-health issues
without processing them through the judicial
system. In its first year of operation in 2008,
the Re-Engagement Center “served 519
homeless individuals who would otherwise
have been processed through the legal and
hospital systems multiple times, saving…
[Bexar] County $5.1 million and the City [of
San Antonio] $1.4 million” (Wolff, 2009).
Haven for Hope’s coordinated police presence
also saved the community an estimated
$40,000 per case its first year and offers a
better opportunity for rehabilitation (M.
Legacy, personal communication, June 2012).
On-site dental and medical care also prevents
emergency room visits, a financial benefit to
both clients and hospitals.
Haven for Hope uses their facilities to
enhance clients’ odds of success, which they
define as graduating from the program and
maintaining a job and a residence for one full
year. As of 2012, clients who have completed
a minimum ninety-day treatment program
have an eighty percent success rate (M.
Legacy, personal communication, June,
2012). Those who have not completed a
minimum ninety-day treatment program have
a zero percent success rate (M. Legacy,
personal communication, June, 2012).

Site 2: The Bridge, Dallas, Texas
The Bridge is a twenty-four-hour
shelter that addresses the needs of several
subsections of the homeless population. The
well landscaped and tranquil courtyard is
accessible to all clients, and the elegant dining
facility features flowers on the table and piano
music during dinner. The Bridge offers
extremely basic accommodations for individuals experiencing homelessness who are not
clients—a mat to sleep on at night and access
to a simple enclosed day area. The Bridge does
feature more desirable accommodations for
clients, as working individuals experiencing
homelessness enrolled in shelter programs can
live in semi-permanent transition dorms.
The Bridge illustrated the importance
of comfortable day rooms, courtyards, and
twenty-four-hour facilities (The Bridge, n.d.).
The Bridge also stood out for its ability to recognize that one type of space does not address
the varying needs of the diverse subsets of
individuals experiencing homelessness.
Site 3: Haven for Hope, San Antonio, Texas
Haven for Hope is a large-scale day
and night shelter, a massive hundred-milliondollar investment in cutting edge transformational and therapeutic care for the homeless,
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organizational identity, but the World Café
format helped facilitate dialogue. The World
Café yielded strong results because participants met face to face and shared their various
perspectives. Placing most of Lubbock’s prominent homelessness organizations in a single
room allowed them to discuss their overlapping values and goals. Exchanging perspectives built trust among the participants and
allowed the entire HCC to create a set of five
shared priorities, detailed in the next section.

Analysis: Generating Rough Ideas from
the Group Visits
In April 2012, the HCC organized a
trip to the Haven for Hope for Lubbock
community-service providers, civic leaders,
and concerned citizens. Approximately thirtyfive participants paid their own expenses for
the roundtrip to San Antonio. Lubbock
attendees included the then-newly elected
Mayor of Lubbock, a city council member, the
city police chief, several judges, and representatives from service providers. The evening
before touring the campus, the Lubbock group
learned about Haven for Hope and participated
in discussion groups with San Antonio city
administrators and Haven for Hope staff. After
touring Haven for Hope, participants had
various ideas for a possible twenty-four-hour
facility in Lubbock but not a consensus plan.
In the next phase, Urban Tech’s summer 2012
graduate studio collected and synthesized
various community ideas to create a consensus
from this initial set of priorities.

Analysis: Five Priorities from the World
Café Consensus-Building
Tu Nguyen, then a Ph.D. student in
Land-use Planning, Management, and Design
at Texas Tech University and research assistant at Urban Tech analyzed participant and
facilitator notes from the World Café and
found five priorities for a potential shelter in
Lubbock:
1. Crucial amenities like a courtyard with
basic services, a police intercept facility
with non-judicial options, and a physical
health assessment processing center.
2. Transportation solutions with vans, cell
phones, and software.
3. Medical facilities that could serve
clients as well as train clients and staff
members to administer basic first aid.
4. Housing for every client level from
nightly to semi-permanent.
5. Training facilities to transition
individuals into jobs.

Data Collection Part 2: Cultivating an
Initial Consensus
To share their ideas with the larger
Lubbock community, the High Cotton Core
organized a World Café for additional service
providers for the homeless, city and county
officials, individuals experiencing homelessness, and advocates for individuals experiencing homelessness. The HCC World Café was
funded by donations to the HCC and held at
Urban Tech’s offices. The World Café is an
established data-gathering method, “a way of
thinking and being together sourced in a
philosophy of conversational leadership” (The
World Café, n.d.). In this case, the World Café
facilitated an open, trust-building conversation
about the key issues and potential stopgaps to
building a shelter between community partners.
The World Café helped expose and
address some of the existing trust issues
between the various smaller independent
homelessness organizations, so all in attendance could develop a shared vision. Initially,
providers and organizations expressed
mistrust, uncertainty, and a fear of losing their

Once the World Café had established the basic
priorities for the HCC, Driskill worked with
his graduate studio classes to create designbased responses to the HCC’s priorities.
Data Collection Part 3: Graduate Studios
The next three sections discuss a series
of graduate design studios that incorporated
findings from one studio into the next to provide an evolving, inclusive design. Each of the
studios incorporated community feedback
through monthly public design presentations
and a few charrettes with professional
designers.
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Graduate Design Studio 1: A Site Plan Based
on Public Feedback and HCC Consensus
During Urban Tech's summer 2012
graduate design studio, students and HCC
members explored multiple ideas for the
proposed site based on priorities established
during the World Café.
After presenting their work to their
classmates and Driskill, students presented
their findings to the public for feedback during
First Friday Art Trail (FFAT) research
presentations at Urban Tech’s downtown
studio, which are held once a month on a
Friday night. During the presentations,
students share their research through posters
and informal dialogue. Urban Tech’s research
presentations are one of many FFAT
exhibitions that are part of a neighborhood
wide FFAT program. Urban Tech’s monthly
exhibitions are funded by the College of
Architecture and feature student research,
local art, and free food; each event typically
draws between 200 and 300 attendees from
various parts of the surrounding area.
Visitors to Urban Tech’s FFAT
research presentations include a mix of
College of Architecture students and faculty,
local design professionals, city officials, and
members of the general public. Attendees are
invited to visit the rooms with student research
to speak with students about their on-going
projects, which are updated and displayed
each month. During summer 2012, students
also gave exploratory presentations to groups
of local service providers for feedback. While
these presentations did not generate systemic
qualitative feedback, students recorded what
they heard and discussed the feedback they
received in class. Students then incorporated
service provider and public feedback into their
evolving designs and presented their revised
designs at the next FFAT research
presentation.

Volume 13, Number 2

1. Separation of client types is necessary.
The proposed site included two parcels of
land separated by a railroad track. The High
Cotton site plan used this two-parcel
structure to separate individual clients seeking treatment from other types of clients.
2. Administrators from The Bridge and
Haven for Hope found that barriers between
temporary and chronic groups tended to
disappear over time, making for a more
inclusive
housing
experience.
The
populations intermingled successfully due to
a series of basic ground rules for visiting and
living on the campus.
3. A connection to the Lubbock’s park
system would provide psychological and
physiological relief opportunities.
4. Tents are a viable solution for temporary
client housing because they offer a sense of
privacy and space that dorms with bunk beds
do not (Haven for Hope, n.d.). Tents also
serve as a semi-permanent form of transition
housing for individuals working to secure
permanent housing.
5. Landscaping is critical to a facility where
residents spend most of their time outside.
6. Services that cater to a broad population
will enhance the surrounding neighborhood. At the time, five thousand individuals
lived within a half mile radius of the High
Cotton site without any neighbor-hood
conveniences like food markets or
convenience stores.
The summer studio’s vision also
included suggestions for neighborhood
conveniences, job training, youth sports, an
event center serving the greater Lubbock
community, a local Black history museum,
and future housing for families temporarily
experiencing homelessness.
Graduate Design Studio 2: Professional Collaboration and Public Design Charrette
Using the six basic findings provided
in the previous section, the fall 2012 Urban
Tech graduate topical studio sought additional
public feedback for the High Cotton project
through a design charrette. The charette would
help pinpoint design ideas that the public and

Graduate Studio 1 Findings
As a unit, the service providers within
the HCC and the summer 2012 graduate
students combined public feedback and stakeholder priorities to create a working list of six
key findings:
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Graduate Design Studio 3: Final Designs and
Visioning of the High Cotton Core
A third topical graduate studio, held in
the summer of 2013, focused on incorporating
the community-generated ideas refined during
Graduate Studio 2 into a usable site plan for
the High Cotton site. This final site plan
functioned as an initial contact point for those
in need of shelter, food, clothing, and minor
medical help in Lubbock. The site plan
concept represented in the upper right-hand
corner of Figure 3 had proven its validity
through multiple design reviews.

the HCC found most relevant for the High
Cotton site, using the ideas generated during
Graduate Design studio 1 as a starting place.
Lake Flato Architects from San Antonio,
Texas collaborated with the class through a
stipend provided by Louise Hopkins Underwood. Four Lake Flato architects spent two
days in Lubbock for the charrette. Approximately seventy-five members of the Lubbock
community participated in the charrette including individuals experiencing homelessness,
service providers, and concerned citizens.
The graduate student studio and design
charrette established the design character for
the project—shown in Figures 2 and 3—and
generated more proposed uses for the High
Cotton site. Community members suggested
the site feature a new branch of the Lubbock
public library, a grocery store, a local events
center, nearby youth recreation and sports
facilities, and additional housing options.
Images from the charette and students’ cotton
gin-focused final projects were displayed to
the public during Urban Tech’s monthly First
Friday Art Trail presentations.

Figure 3. High Cotton site plan. This image
features a concept and view of the High Cotton
chapel (Johnathan Card, Billy Henly, and
Urban Tech with assistance from Lake Flato
Architects).

Graduate Studio 2 Findings
Through discussion and debate, the
High Cotton team drew on community input
and conceptually organized the homeless
facilities on the north site using a series of
sketches and plans, like the one shown in
Figure 2.
Figure 2. High Cotton character sketch
developed from the Lake Flato Architects
design Charrette from Graduate Studio 2 (Gus
Starkey and Urban Tech with assistance from
Lake Flato Architects).

Three Texas Tech College of
Architecture faculty members ran studios
during summer 2013 that focused on different
aspects of the proposed facilities to finalize the
site plan. Dr. Elizabeth Louden, then
preservation faculty, led a studio that explored
how the existing cotton gin could be adapted
for use as a fully functioning shelter. Associate
Professor Robert Perl led a studio that
developed small single occupancy units that
could be used for transitional housing. Driskill
led a studio focused on changes to two key
proposed buildings: the chapel and the
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community service center. These three
summer studios’ collaborations established
confidence in the proposed concepts and
solidified the design direction through feedback from monthly summer public exhibitions
and end of semester architectural reviews
provided by College of Architecture faculty
and Dr. Scott Ackerman, an executive from
Haven for Hope.
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In the fall 2013, the team began
searching for design partners. The final design
team consisted of Driskill in his role as
director of Urban Tech, Brantley Hightower,
Highworks LLC, who had led the design
Charrette team with Lake Flato Architects a
year earlier, Jonathan Card of Urbanist
Design, a Texas Tech Alumni whose offices
are shared with Highworks, and Tary
Arterburn, a landscape architect from Studio
Outside. Once the professional design team
was finalized, the next step was a design
charrette that focused on the north side of the
High Cotton campus, which became the focus
of the Genesis Project.
Later in fall 2013, Urban Tech hosted
the design team for a two-day design charrette
with the full Link Ministries Board and the rest
of the HCC. Driskill and the fall 2013 Urban
Tech research assistants supported the design
team throughout the charette, which included
design information sessions with the HCC and
intense work sessions. To get a sense of the
existing facility, Brantley Hightower spent the
first evening sleeping in Tent City. Mr.
Hightower’s stay provided insight into the
final design from the perspective of the site’s
intended users. The design team also visited
Tent City and invited residents to the charrette.

Graduate Studio 3 Findings
The summer 2013 classes confirmed
that the site plan design was viable, as it
included space for a ninety-day therapy
program within a secure camp community.
The chapel would function as a therapy center
with various sized meeting rooms. The service
center would occupy a semipublic zone where
residents would interface with service
providers. In terms of on-site amenities, the
land-scape would provide shade, block the
severe Lubbock wind, promote water
management, and produce food through a
planned garden.
The Genesis Project design produced
and finalized during the summer 2013
graduate studios was the culmination of 12
months of graduate course work and combined
concepts from preservation, small house ideas,
and needs-specific design. The courses’ initial
design work in summer 2013 launched
conceptual ideas that were integrated into Link
Ministries’ final plans for the site. What
started out as an exploratory venture in the
summer of 2012 had evolved into an actionable set of design plans that needed one more
engagement event to refine site plan designs.

Professional Charette Findings
The charrette clarified the importance
of incorporating treatment into the Genesis
Project design and separating the individuals
in treatment for a minimum of ninety days
from any outside influences. Despite this
planned separation, the design allowed all
clients and the public access to the campus’s
community health center. After the charrette,
several of the professional architects
collaborated to produce renderings of the
team's vision for the Genesis Project, and Mr.
Arterburn, the team’s landscape architect,
developed the final site plan.

LAUNCHING THE PROJECT FROM THE
UNIVERSITY TO THE PRIVATE SECTOR
The HCC—in particular Link
Ministries—and Urban Tech had successfully
collaborated for two years. The next step was
to locate a professional design team to produce
a final set of documents that communicated
the team's vision. This final design charette
was also funded by Louise Hopkins
Underwood.

FINAL DESIGN CONCEPTS
First, the team followed the therapeutic
model adapted from Haven for Hope, which
included separate housing facilities for
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individuals experiencing homelessness intreatment and those not enrolled in a treatment
program. In addition, the design featured petfriendly spaces, on-site spaces for community
non-profits, inviting public spaces, and quasiprivate space.
Second, the design team’s local
community partners also played a role in the
final design. Link Ministries was a religious
organization and requested a contemplative
space and chapel designed to accommodate
religious ceremonies and music. The HCC
also added quiet rooms for small meetings and
therapy sessions near the chapel. And
StarCare, a local mental health authority and
part of the HCC, requested office space for
community health care providers.
Third, the project’s final designs
adaptively reused a historic cotton gin and
connected the site to the adjacent Canyon
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Lakes by restoring a branch of a local creek,
which would have re-established a connection
to the native landscape.
In April 2014, Urban Tech formally
announced the Genesis Project through a press
release and exhibited the design concepts at its
downtown office space. The final Genesis
Project design includes three components
drawn from the design teams and graduate
classes: a facility for the chronic homeless, anonsite community health center, and ninetyday housing for clients in treatment. Despite
all the collaborative design work that went into
creating the plan, the Genesis Project followed
the path of available funding options and the
cotton gin site has not been developed further.
Instead, federally funded tiny houses have
replaced the tents at Tent City. Table 2
discusses the state of each major project
element circa 2020 in more depth.

Table 2. Major project elements and their status as of 2020.
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integrated, community-based design. Still,
with periodic public check-ins, this
engagement model seems applicable to a
variety of social and design issues because it
can generate and respond to a large volume of
public feedback through a series of focus
groups, interactive presentations, and design
charrettes. All of these engagement activities
present ideas to the public for feedback and
incorporate this feedback into the next phase
of the design. This approach certainly rewards
engaged stakeholders like the HCC, and the
authors think the basic approach of ‘design,
listen to the public, consult experts, then
present design to the public for feedback
again’ has the potential to generate an actionable consensus that can be further refined
through regular public feedback sessions.
As evidenced by the sheer number of
parties listed in Figure 1, this process can
sometimes be messy and difficult to quantify.
So future studies might more concretely
document and articulate community feedback
through more detailed meeting notes, more
standardized questions during charrettes, and
perhaps even follow-up interviews with
extremely
engaged
stakeholders
and
designers. In addition, the project benefitted
from Louise Hopkins Underwood’s financial
commitment to the design and engagement
process on multiple occasions; a future study
might trace the impact (financial and
otherwise) that one committed person can
have on a design project aimed at addressing a
social issue at the local level.
Together, the HCC applied the method
outlined in this article to design a treatment
and housing facility for individuals
experiencing homelessness in Lubbock; but
every city's homeless population has different
needs, and each city has different resources.
Future studies could apply this article’s
methods to gather precedent data, establish
joint priorities, and explore and refine a
design-based response that best addresses an
issue like homelessness in a specific
community setting. There is no one-size-fitsall solution to community-specific versions of
larger social issues.

Urban Tech's work forming a
community
team,
gathering
data,
collaborating with community members and
professionals ultimately produced a viable
Genesis Project. The basic engagement model
outlined here allowed students to design
something meaningful for the community
based on community feedback; but students
also learned how to collaborate with the public
and other design professionals and build their
skills as listeners and communicators. Public
engagement was listed as a course outcome for
the graduate design studios, certainly; still,
engagement became the most crucial
component of the various graduate studios’
work, as they collected public feedback and
designed with a shared vision in mind. Due to
the studio-based approach that included space
for key assists from design and non-profit
professionals, students were involved in
everything from charrettes to small group
presentations to collaborative design. Instead
of simply creating a design solution in a
vacuum, students engaged with the public
throughout the project. And their final product
reflected the consensus that addressing
homelessness involves more than providing
temporary housing.
The HCC used community feedback to
create a Genesis Project design that offered
both housing and community services,
including treatment options, for all clients.
Without substantial feedback from the
Lubbock community, Urban Tech would have
consulted a loose alliance of stakeholders and
designed a homeless facility without treatment
options; the community feedback the team
received guided them towards a more
community-appropriate design.
STUDY LIMITATIONS AND THOUGHTS
ABOUT FUTURE STUDIES
The authors believe this method for
engaging the communities are replicable for
other classroom-community projects. It does
take substantial work and time to produce an
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While each community-centered
solution will be different, this article presents
a method for generating a shared vision; this
article’s mixture of engagement and design
provided real world experience to future
designers and responded to community needs.
Future projects may not feature the exact same
mix of community priority gathering,
community-engaged design studios, local
partnerships, and professional collaborations
outlined here, but these elements make for
strong building blocks.
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Bridging Education and Service Learning Through Palliative Care
Jamie Borchardt
Tarleton State University

ABSTRACT
Service learning can bridge the gap between traditional and transformational learning, as students
are able to relate the course terminology directly to field experience. This project was set up to
determine if volunteering for a semester at Hospice had any effect on emotional intelligence and
positivity. A paired samples t-test compared differences in pre- and post-test scores on the Positivity
Scale (PS) and the Schutte Self-Report Emotional Intelligence Test (SSEIT). The PS revealed a
significant difference in pre- and post-test surveys: t(5)=-2.4, p=.03.
Keywords: transformational learning, volunteering, college classroom, hospice
Service learning (SL) is a way for
students to apply what they are learning in the
classroom to a particular academic objective.
This experience, if done correctly, can
enhance the learner’s experience, and can
contribute to community service and wellbeing. Service learning has been shown to
increase retention, probability of success,
emotional intelligence, social awareness and
academic competencies (Geller et al., 2016;
Manring, 2012).
According to Munter (2002) students
need to develop an active community
engagement in order to understand the needs
of the community and the inequities of social
class. With the growing diversity of the United
States, universities need to integrate more
opportunities for students to engage in
interactive collaboration with individuals
outside of their typical day-to-day interactions
and communications (Munter, 2002).
Employers state that recent college
graduates come into the workforce with the
textbook knowledge, but not with the knowhow to work with individuals in a variety of
settings. In order to facilitate this process,
service learning aids in bridging the gap
between traditional and transformational
learning. Another area of concern for
employers is a graduate’s emotional or social

intelligence, which is the ability to be able to
understand emotions displayed by others and
regulate one’s own emotional responses
(Mayer & Salovey, 1993). According to
McKenzie et al. (2019), “emotional
intelligence can be practiced and developed
over time” (p. 675). Emotional management
can include dealing with difficult clients,
working with others, and general working
conditions. However, there may be social
inequities that further burden groups like
social class, gender, and ethnicity (McKenzie
et al., 2019). Studies on service-learning
opportunities have shown that students who
engage in projects that increase emotional
intelligence, also show an increase in
academic performance (Vandervoort, 2006;
Lundy, 2007). This has been shown in both
primary and secondary education. Selfawareness and interpersonal and intrapersonal
skills assist in development of emotional
awareness (Vandervoort, 2006). Lundy (2007)
found that students had significantly higher
scores on exams if they were involved in a
service-learning project compared to those
who did an interview or research project. In
addition, these students also showed increased
empathy.
Positivity is associated with a
multitude of items related to volunteering.
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Service learning provides opportunities for the
student to develop a positive outlook on life,
and foster emotional and social intelligence.
Service learning or volunteering in outside
organizations related to the field are often
linked with increased happiness, as it often
leads to a greater development of empathy and
positive social awareness (Geller et al., 2016).
According to Caxton-Oldfield and Jones
(2013), volunteering is often attributed to an
activity that makes a person feel good about
themselves (p. 467). It is something that has
been studied in depth at the palliative care
level, due to the amount of time and money
that goes into training a volunteer. Psychology
is a very broad field, in which future
employees may seek out jobs dealing with the
public in a variety of capacities. Increasing
emotional intelligence is correlated with
positivity in job and life satisfaction. When a
person is self-aware, they are more likely to
choose appropriate career paths and
relationships that meet their personal needs
(Vandervoort, 2006).
For purposes of this research, students
were asked to volunteer with Hospice, so each
learning goal below is related to the Hospice
experience. The American Psychological
Association has identified a set of learning
goals that provide the framework for the
completion of a successful undergraduate
program. The goals are: A knowledge base in
psychology, scientific inquiry and critical
thinking, ethical and social responsibility in a
diverse
world,
communication
and
professional development (APA, 2013).
Service learning and volunteering at
community locations can help address each
one of the above goals. The knowledge base in
psychology is related to understanding that the
“students should demonstrate fundamental
knowledge and comprehension of major
concepts, theoretical perspectives, historical
trends and empirical findings…” (APA, 2013,
p. 17). Students who apply what they are
learning in the classroom to a service-learning
experience are likely to expand on their
understanding of the concepts and
terminology within the textbook content. The
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second goal, scientific inquiry and critical
thinking, is related to students’ basic
understanding
of
interpretation
and
application of behavior and understanding
research. Students who volunteer are exposed
to these behaviors first-hand. For example, if a
student were to volunteer with Hospice, when
learning about Elizabeth Kübler-Ross’s death
and dying model, he or she could experience
the client’s stages of grief instead of just
reading about and researching these items.
Goal three is related to ethical and social
responsibility in a diverse world. A student
who works with Hospice will learn how to deal
with difficult situations related to death, not
only with the patient but with the family and
staff assigned to work with the patient. They
must also learn to work with individuals who
are often outside of their own age and social
class, as they work with the individual, the
family, the Chaplin, nurses, and doctors.
These students get to experience a variety of
behaviors and multicultural differences within
this population. In addition, these students
must learn how to work within the laws of the
Health
Insurance
Portability
and
Accountability Act of 1996 (HIPAA)
associated with the patient Privacy Act. The
fourth goal is related to communication. This
is an important factor, as the students are put
into difficult situations with someone they
have never met prior to this experience. They
must learn how to communicate with an
individual who is in the final stages of life, and
is going through a range of emotions. In
addition, the students must have close contact
with the Hospice volunteer coordinator, the
nurses, and any individual related to the
patient’s care team. Finally, the last goal is
professional development. This is related to
developing skills that will foster future success
in employment or graduate school. Training,
experience, and the ability to deal with
difficult circumstances are extremely
beneficial skills that students gain while
working with Hospice.
For the purposes of this research study,
graduate students in a Social Psychological
Processes course were given a semester-long
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assignment related to service learning and
volunteering. Students were required to use
two textbooks in this course. One was a social
psychology textbook, to facilitate the
understanding of social psychology termino
logy. The second textbook was a socialproblems service-learning textbook. The
social problems book facilitated under
standing of social inequities and fostering
service learning in a sociological perspective.
These students were required to pair what they
were learning in the course with outside
experiences in a real-world setting. Students in
the course were required to volunteer at a
Hospice location of their choice; however,
most worked for one particular Hospice
company given the proximity to their relative
living location. The course was online, with
requirements to volunteer on a weekly basis.
Students were contacted upon registering for
the course to discuss the requirements of the
volunteer process, as this would be a majority
of their grade in the course. Discussion boards
played a big part in the development of course
engagement (see Appendix). Students were
asked to relate the volunteer experience
directly to the social psychology textbook
information. The discussion board postings
and number of hours completed at the
volunteer site were part of the grade in the
course, so ability to connect the servicelearning project to course content was
assessed in each assignment. In addition, this
connected students to each other in an online
environment. These students were asked to
keep all information confidential by removing
patient information and any form of
identification. Students were required to
respond to other students, thus creating a
community of volunteers among the group.
Some discussion boards required video
uploads, further engaging students in the
practice of discussing difficult situations and
directly applying them to coursework while
facilitating communication skills. Prior to
offering services to Hospice, the researcher
determined best practices for providing care to
those who are terminally ill, and found that
positions like this can often take a toll on the
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volunteer. According to Van Campen, de
Boer, and Iedema (2013), working 1-5 hours
per week is the most beneficial for volunteers
in palliative care. Engaging in this amount of
activity is beneficial for the person’s
satisfaction ratings as well as their retention
with the organization (Claxton-Oldfield &
Jones, 2013). It is for this reason that the
student volunteers were asked to commit to 3
hours per week, which is the same amount of
time that they would have dedicated to a faceto-face course meeting.
METHODS
Participants
A total of six graduate students
participated in the service-learning and
volunteer experience from start to finish. The
course started out with 12 students, and six
individuals completed the course at the end of
the semester. Some students dropped the
course in the very beginning upon finding out
about the mandatory volunteer requirements in
the course. All students were part of an online
Social Psychological Processes course within
the Department of Psychological Sciences.
Students were required to volunteer with
Hospice for a minimum of 3 hours per week
during the semester. Five females and one
male participated in the final process, and gave
consent to participate in the research process.
Students did not have to complete the survey,
but all chose to do so. In order to compare preand post-test surveys, students who did not
finish the course were not included in this
research. The age of the participants ranged
from 22-29, with a mean age of 24. Since this
was an online course, participants lived in a
variety of locations across central Texas.
Materials
The course took place online, so
participants had to have access to a
Blackboard learning platform to complete the
exams and discussion board postings (see
Appendix for discussion board prompts). Two
textbooks were used for this course: Social
Problems: A Service Learning Approach by
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Corey Dolgon and Chris Baker, and a free
open access textbook called Principles of
Social Psychology.
The Schutte Self-Report Emotional
Intelligence Test (SSEIT) was used in order to
measure emotional intelligence. There are four
sub-scales including emotion perception,
utilizing emotions, managing self-relevant
emotions, and managing others’ emotions.
This is a 33-item, 5-point Likert scale that
allows individuals to self-report from 1
(strongly agree) to 5 (strongly disagree). Each
sub-scale is scored for a grand total score,
which can range from 33-165. The higher the
score, the higher the emotional intelligence.
The Positivity Scale (PS) was utilized
to measure positivity among students in the
course. The PS is a 15-item, 5-point Likert
scale that allows individuals to choose
between the numbers of 0 (never agree) and 4
(always agree). Questions related to the PS are
associated with personal optimism and
external security, and scores can range from 060. A higher score indicates a higher positivity
rating.
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project and present the final results at the
Engaged Scholars Academy showcase.
To prepare for a non-traditional course
setup, emails were sent to the students one
month prior to the start of the semester. This
informational email was sent to prepare the
students for the service-learning and volunteer
experience expectations. The main goal of the
email was to encourage completion of the
paperwork and the background check process
so that volunteer hours could begin during the
first week of classes.
Students had to complete a background
check, volunteer training, and medical testing
to make sure they were a good fit for the
organization. Once all background checks
were completed, students were given an
identification badge to check into the facilities
that they would be volunteering with. Patients
were selected by Hospice if they were in need
of additional human interaction, as these
patients were determined to have little to no
visitation from family or friends. At the time,
the main Hospice organization that we worked
with had two volunteers for three large
counties, and approximately 30 people were in
need of volunteer services.
This study set out to measure positivity
and emotional intelligence with volunteers at
Hospice in a pre- and post-test survey. The
pre-test surveys were sent out during the
beginning of the spring semester to the
students. The pre-test survey consisted of a
few demographic questions, such as age,
gender, and past volunteer experience. In
addition, students were asked to take the
SSEIT and the PS. The exact same post-test
surveys were sent out at the end of the
semester upon the completion of the students’
Hospice experience. This process allowed the
researcher to assess differences in the SSEIT
and PS over the course of a 4.5-month period.

Procedure
This project was associated with an
Engaged Scholars program, which is
supported by the university. The realm of the
project encompasses a plan to support faculty
in developing overlap between the academia
and a community project that serves a
population in need. Hospice was a location
that was determined to have a high need for
support, as they do not have a lot of volunteers
available to support the terminally ill
population. This Hospice location had reached
out to the university in an attempt to gain
volunteer support. Faculty applicants could
apply to the Engaged Scholars program or be
recommended. If numerous recommendations
or applications were received, the College
level Dean would recommend the final
applicant. Participants attended six informational workshops during the fall semester in
preparation for the project. During the spring
semester, the scholars had to implement the

RESULTS
A paired samples t-test was used to
compare the mean differences in the pre- and
post-test survey scores on the PS and SSEIT.
With the SSEIT, participants scored slightly
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higher on the post-test survey (M=139.33,
SD=11.94) than on the pre-test survey
(M=136.33, SD=12.19). Cohen’s effect size
value (d=0.42) suggested a small to moderate
significance 95% CI [-∞,-0.30]. The
assumption of normality was not violated, as
assessed by Shapiro-Wilk’s test (p=0.713).
Although scores slightly increased, there were
no significant differences in the pre- and posttest survey results on the SSEIT, t(5)=-1.035,
p=.17 (see Figure 1).

Positivity Scale, a Bayes factor of B10 =3.5
indicates that the observed data are 3.5 times
more likely under the alternative hypothesis
than the null hypothesis (see Figure 3).
According to the Bayesian classification
scheme, this constitutes moderate evidence for
the changes related to the pre- and post-test
survey on the Positivity Scale (Jeffreys, 1961).
For the SSEIT, a Bayes factor of
B10=.90 indicates that the observed data
shows slight evidence for the null hypothesis.

Figure 1. SSEIT Pre- and Post-test

Figure 2. Positivity Pre- and Post-test

The Positivity Scale revealed that
participants scored higher on the post-test
survey (M=48.16, SD=3.06) than on the pretest survey (M=46.66, SD=3.20). Cohen’s
effect size value (d=0.98) suggested a large
significance and high practical significance,
95% CI [-∞,-0.11] . The assumption of
normality was not violated, as assessed by
Shapiro-Wilk’s test (p=0.389). There was a
significant difference in the pre- and post-test
survey results on the Positivity Scale, t(5)=2.4, p=.03 (see Figure 2).
A Bayesian paired samples t-test was
also used to quantify the evidence for the
hypothesis that participants scored higher on
the post-test SSEIT and Positivity Scale than
on the pre-test. Items were placed into the
program called Just Another Statistics Program (JASP) for computation. For the

Figure 3. Bayes Inferential Plot for Positivity
Scale
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topics pulled in terminology from the social
psychology textbook. Items such as altruism,
self-concern, social influence, reciprocal
altruism, general adaptation, fundamental
attribution error, and behaviors and
perceptions were explored in an atypical way.
Normally, students will simply use course
materials such as textbooks or supplement
articles to pull in additional examples, but
these students were able to learn about
terminology and apply it directly to the
Hospice situation. In addition, their textbook,
Social Problems: A Service Learning
Approach, provided a great way to incorporate
a sociological perspective related to world
problems. This was beneficial in addressing
social inequities such as poverty, inequality,
race, gender, and sexuality, among others.
Students can certainly benefit from a
short-term service-learning experience in
more ways than what the surveys and
discussion boards have captured. According to
Lundy (2007), students develop increased
empathy in service-learning projects. One of
the main reasons to require a service-learning
project is to give students the opportunity to
acquire marketable skills. Students who
volunteer with Hospice are exposed to a
variety of difficult situations, and therefore
gain experience in an area that may help
prepare them for social and behavioral
employment settings. Psychology in itself is
extremely broad, so engaging in activities of
this nature is absolutely necessary. When
faculty require service learning, it facilitates
growth in both the academic and personal
realm (Vandervoort, 2006). Students are not
likely to seek out these opportunities, and
sometimes a course requirement is what they
need to make the connection between the
textbook and the real-world setting. Some
students will continue to volunteer at the
required location, while others may have
learned that they do not want to work in that
particular setting. Either way, both are valuable insights for future career aspirations.
There were quite a few limitations in
this study that future research needs to address.
First, the number of students completing this

DISCUSSION
Positivity and SSEIT scores were
relatively high prior to beginning the servicelearning project. This may be due to the fact
that these were graduate students, or other
factors outside of the realm of this survey. The
Positivity Scale ranges from 0-60, and our
students had a mean score of 46.66 on the pretest survey. The SSEIT has a range from 33165, and our students had a mean score of
136.33 on the pre-test survey. This was
slightly higher than the normed data mean
(M=133.6, SD=12.83) (Borchert, 2018).
Emotional intelligence can be
beneficial in academia, personal life, and
work-related areas. Students were exposed to
relationship building opportunities with a
terminally ill patient, and conversations were
had with doctors, nurses, staff, the volunteer
coordinator, and chaplain. The volunteer
coordinator had forms for students to fill out
each week to evaluate the patient’s overall
mood and needs. These activities directly
related to emotional situations, and patient and
personal goals. Students were asked what they
would like to gain from this, and they were
asked to determine what the patient would like
to gain from the experience. At the heart of
emotional intelligence lies the potential for
growth within the individual. According to
Vandervoort (2006), this facilitates interpersonal and intrapersonal intelligence, which
ties back to the APA Psychology domains
mentioned above and future decision-making.
Discussion board postings were a large
part of the service-learning piece of the course.
A lot of classes incorporate volunteering, but
students need to see the connection between
the textbook and the experience. Students in
the Social Psychological Processes course had
to create discussion board postings, respond to
their peers, and engage in video discussions.
In order to bridge the connection between the
items that students were learning in the course
to the volunteer and service-learning piece,
regular discussion board postings were
assessed during the course of the semester (see
Appendix). Each of the discussion board
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project was very small. The project started out
with a larger number of students, and dropped
to half of the initial enrollment for the course.
This number is not something that could have
been modified; however, it is still beneficial to
the current literature in service learning. The
diversity of the population needs to be
expanded, as this included only graduate
students and had one male participant. It
would be extremely valuable to work with an
Introduction to Psychology course with a wide
variety of majors, and do a comparison study
between majors outside of Psychology. One
anticipated problem might arise with
commitment to the profession if the student
was a freshman. This study focused on
graduate students, because in a profession like
Hospice, consistency and commitment are a
key factor for an individual who is terminally
ill. In addition, even in the graduate level
course, half of the original students dropped
the course, and this could be associated with
the volunteer location at Hospice. The next
project will include areas outside of Hospice,
although students will continue to volunteer in
locations that offer difficult situations to work
with, as this was the purpose of the project.
The overall goal with this particular Engaged
Scholars project was to prepare students for
workforce programs that deal with difficult
situations on a daily basis, make students
aware of community needs, and allow them to
connect the terminology of the textbook with
a service-learning piece. Overall, this project
was able to provide students the opportunity to
deal with many areas related to a variety of
these goals, which was indeed a success.

Volume 13, Number 2

individuals who were transitioning into the
final stage of life.
Overall, positivity and emotional
intelligence increased from pre- and post-test
surveys. The biggest takeaway from this is the
experience that students gain from
volunteering at a location where difficult
situations may arise. Exposure to nurses,
doctors, chaplains, families and Hospice staff
teach students communication techniques, and
give them new perspectives working with a
vast group of professionals. In addition,
student learning soars to a new level when they
are exposed to a service-learning project that
incorporates their textbook with real world
experiences. Universities should consider
offering more coursework like this to increase
marketable skills related to service-oriented
majors. In the future, it would be very helpful
to increase the volunteer numbers and conduct
a larger scale project.
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APPENDIX
(Click here to return to original text.)

Discussion Board (DB) Postings
DB 1
Part 1: About Me
This is an online class, and because I will not be able to see everyone face-to-face, I want to know
a little more about you. Please tell me a little about yourself. What made you come to graduate
school? What do you see yourself doing in the future? What are some interesting things about you?

Part 2: Volunteering
Did you know that employers have stated that although students have an education, they often lack
the emotional know-how to handle a serious situation? I was proof of that experience. I was 21
years old with a Psychology degree, and had taken a job as a case manager with MHMR (that is
what it was called at the time). I worked with individuals with schizophrenia, dementia, anxiety,
depression, bipolar disorder, intellectual disabilities and borderline personality disorder (among
others). I had read all about these disorders, and I was ready to tackle the world of mental health
issues. My first crisis case was at the emergency room about a week after I started. A person had
attempted suicide, and it was far more than I had ever anticipated seeing at 21. This encompassed
my “on call” life for the next year, as I was the “suicide” qualified mental health professional
(QMHP). I was not prepared for the cases that I worked with, including: serious mental health
issues that led to the removal of personal rights due to safety risks, numerous emergency room and
home visits. Learning how to work with police, doctors, nurses, judges, and being in an out of
courtrooms. As I look back on that time, I now know that it is imperative to be exposed to these
difficult situations early on, to prepare for these cases. If anyone would like more information on
the above items, I am happy to make an appointment with you to discuss this in further detail. My
situation above, is the reason that I am requiring you to volunteer at Hospice. I have no doubt that
you will experience some tough things, but you may also walk away knowing that you did a lot of
good. Think of it this way, a future employer will see this as a level of determination and a
strength, and know that very few people will have this experience on their future resume or
curriculum vitae. As you complete this course, think of it as a learning experience, and as you
complete these questions, think of the areas that you might need more support with.
1. Have you ever volunteered before? If so, what was it like, what did you take away from
the experience? How long did you volunteer?
2. What do you know about Hospice? I want you to go to the Hospice webpage and read
their information, and comment using their website as a reference. If you have not done so
already, you will need to go to the “Join the Team” tab and begin the process of
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volunteering. On the application page, please state that you are a student of mine, and that
you are volunteering for my class, this will allow the Hospice coordinator to fill me in on
the information regarding your placement.
3. What kind of things do you think will relate to the area of Social Psychology and
Hospice? (I want you to use at least 2 references to relate the volunteer experience with
Hospice). Do you have any concerns about volunteering, if so what are they?

DB 2
Part 1-Social Psychology textbook
From the online Social Psychology textbook, consider the following terms: Social influence, selfconcern and reciprocal altruism. Read the following articles (which should be free for you to
access, let me know if you have trouble pulling up the free version):
http://journals.sagepub.com/doi/pdf/10.1080/00986280709336644 and
http://journals.sagepub.com/doi/pdf/10.1207/S15328023TOP2801_02 and discuss how each one of
the terms above could potentially relate to or influence the information presented in these articles.
You should use the online textbook and these two articles as references for part one.

Part 2-Dolgon textbook
In the Dolgon textbook, you should have read about poverty, inequality and homelessness in
chapter 2. I want you to find outside resources that discuss the following issues: poverty and
homelessness among children and the elderly. How are we addressing this issue in the U.S.? What
percentage of children and the elderly face these problems? After reading about these areas in your
textbook, and in your outside sources, what is something that surprised you? You will need to use
your textbook and at least two outside references for part two.

Part 3-Volunteering
Please tell me about your volunteer experience this week (use discretion when you are reporting
about this experience, and keep in mind that we need to follow the regulations of HIPAA). What is
a preconceived idea that you originally had about Hospice that has changed after volunteering
during week one? Use your textbook to explain how reciprocal altruism plays into this experience
this week. What kinds of things can you see that you are accomplishing through volunteering for
this organization, specifically, what need are you fulfilling for the company of Hospice, and for the
individual you are serving?
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DB 3
Part 1- Video documentary
This week you will need to complete a video documentary and post the link to the discussion
board. This will be a short reflection related to the following items: Describe a goal and outcome
that you want to achieve with the volunteer process. What skills are you bringing to the table after
volunteering a few times? What has your experience been over the last few weeks in volunteering
with Hospice? This should be no more than five minutes in length. You can upload a video link to
YouTube, and post the link to our site. Please make this private, and do not include any identifying
information in the video. You need to plan ahead, and do not wait until the last minute to upload
this video, as they often take a lot of time to upload.

Part 2-Social Psychology textbook
According to your Social Psychology text, describe the stages associated with general adaptation
syndrome. In describing these stages, how would those working with the patient (nurses, doctors,
staff, volunteers and family members) be able to self-regulate and deal with emotional situations
that put stress on the body? What types of physiological and emotional impacts can long-term
stress do to the body? You do not have to describe the effect associated with each person, rather
generalize these and explain the overall impact.

Part 3-Social Problems textbook and two outside articles
You will need to address one concept in chapter 4 of the Dolgon text and incorporate how
volunteering and community service play into changing stereotypes and overcoming the unknown.
How does incorporating service create social ties within the community? You will need to use the
articles below, as well as the Dolgon text to complete this section.
Read the following articles to complete part 3:
Gilster, M. E. (2012). Comparing neighborhood-focused activism and volunteerism: Psychological
well-being and social connectedness. Journal of Community Psychology 40(7), 769-784.
doi:10.1002/jcop.20528 URL: http://eds.a.ebscohost.com/ehost/detail/detail?vid=2&sid=75
6e2f56-1a70-4693-8194299abde9acd8%40sessionmgr4009&bdata=JnNpdGU9ZWhvc3Qt
bGl2ZQ%3d% 3d# A N = 2012-21603-001&db=psyh
Bromnick, R., Horowitz, A., & Shepherd, D. (2012). The benefits of volunteering for psychology
students. Psychology Teaching Review 18(2), 47-51. URL: http://eds.b.ebscohost.com/
ehost/detail/ detail?vid=3&sid= 190cfe1a-430c-44aa-a405-8c1d86ed2033%40sessionmgr
101&bdata=JnNpdG U9ZWhvc3QtbGl2ZQ%3d%3d#AN=2012-28654-008&db=psyh
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DB 4
Part 1-Social Psychology
These questions came straight from the Social Psychology textbook, so all of the terms in questions
1-3 can be found there. Please use your textbook as a reference in this first section.
1. What is casual attribution? Describe a time when you used causal attribution to make an
inference about another person’s personality. What was the outcome of the attributional
process? Do you think the attribution was accurate?
2. Consider a time when you made an attribution about your own success or failure. How
did your analysis of the situation relate to Weiner’s ideas about these processes?
3. What is the fundamental attribution error? Describe a time when you engaged in the
fundamental attribution error, the actor-observer difference, or a self-serving attribution.
What was the outcome of the error?

Part 2-Social Psychology paired with Hospice
In the past two chapters of the Social Psychology textbook, you have read about attitudes,
behaviors and perceptions. Now that you have been working with Hospice and have read up on all
of these above items, what are your own perspectives and society’s perspective regarding the
following items: 1. The right to die, physician-assisted suicide; 2. The perception of suicide among
the terminally ill.
You will need to use at least two outside articles to support your statements. There are a few states
that allow physician-assisted suicide, please read up on this information.

DB 5
This week, you were asked to watch the “When Kids Get Life” video on the PBS website. I would
like to have your opinion on the documentary first, followed by facts related to your text and
outside sources.

Part 1
Discuss your opinion of the life in prison rule for those under the age of 18 in the state of Colorado.
I would like specific details regarding the five cases; so that I know you watched the entire
documentary. Did you know that this type of punishment took place? When did this take effect?
Has this law ended, if so when? You will need to use at least one outside source for this section.
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Part 2
Pick something in your Dolgon text related to deviance, crime and building communities to discuss
in relation to the video you just watched. You will need to cite your textbook and explain in depth
the area that you are describing within the text.
Part 3
How could community involvement, engagement and positive adult support change the community
as a whole? What kinds of things do communities do in order to lower the crime rate? You will
need at least two sources and two examples. I want these to be things that are outside of the
norm....think outside of the box.
How does your volunteer experience at Hospice play into this? Specifically, how could
volunteering reduce crime and deviance?
DB 6
Part 1
Wrap-up your volunteer experience with a final YouTube video. What are your thoughts about this
process beginning to end? What kinds of things have changed, regarding your perception? What
have you learned throughout this process? Has anything about Kübler-Ross’ death and dying stages
changed for you after going through this process? How did you see this volunteer process work
with the Social Problems and Social Psychology content? What kind of changes have you seen in
your patient and the staff since your arrival? Did you feel like your service was appreciated? If so,
by whom and how...if not, what could have facilitated this process? Did you feel connected to the
organization or the location in which you volunteered, how and why? Will you continue to
volunteer with Hospice? Will you seek out other volunteer opportunities? What can you take away
from this experience?
You will need to pick two terms from the Social Psychology text, and two terms from the Social
Problems text to discuss within the content of the video in relation to Hospice or volunteering
(these must be terms that we have not discussed in a prior discussion board posting). In addition to
discussing terminology in the video, you will need to post this information in the discussion board,
and use references and page numbers utilized from both texts in this section.
Part 2
The last portion of your discussion board should include your weekly volunteer log. I will receive
your final report from C.L. as well, to make sure the service logs were maintained. You can add the
log as an attachment, or copy and paste the hours logged. Volunteering was a big part of your
requirements for this course, so half of this discussion board grade will be related to your volunteer
hours, and the completion of the reports provided to C.L. You should have approximately three
hours per week of volunteer hours. Of course, I will give some flexibility in these hours to account
for spring break, and illness if you discussed it with me prior to the end of the semester.
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