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ABSTRACT

This dissertation explores the symbiotic relationship resulting from the merging of situated
learning’s socio-cultural conceptualization of the nature of learning with community service
learning’s ethos of service. As such, I enquired into the effects of the integration of situated
learning as the conceptual framework, and community service learning as both an instructional
methodology and educational philosophy. Specifically, through an ethnographic investigation I
sought to discover the nature and outcomes of learning which result when high school students take
their skills out of the classroom into the community to help solve authentic problems.

The students with whom I worked were members of a high school computer technology
class in which expectations were that they (the students) would combine learning with service by
: dévoting ten to twenty hours to help a community agency solve technology-related problems. In
this regard, eight different student groups applied their technology skills within a variety of school
and community environments. Thereupon, I looked to ascertain not only if the students improved
upon their already sufficient technical skills, but also what other abilities and knowledge of
themselves and/or the world they appropriated. Thus, as per the defining features of situated
learning and community service learning, I hoped to find evidence of learning in areas related to
technologicél development, workplace knowledge and expertise, problem solving, group skills,
personal and social maturity, and an ethos of service.

Such learning occurred and, thus, I concluded that the integration of community service
learning and situated learning in this technology classroom resulted in a symbiotic relationship in
which the nature and specific outcomes of learning were 1) accounted for by situated learning and
2) enhanced beyond what would normally be expected in a non-service Information Techndlogy
Management classroom in the Province of British Columbia. Hence, the well documented and
rigorously determined empirical findings: 1) argue that situated learning provides a viable
theoretical framework for community service learning, 2) add empirical support to the learning

claims of both situated learning and service learning, and 3) suggest a means of enabling education

to become more responsive to the students and the community.
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CHAPTER 1: INTRODUCTION
Setting the Context
This dissertation was engendered by four main factors. The first, born of vast variety of
teaching experiences over the last twenty years, was my belief that schooling would benefit from a
greater degree of student-centered teaching and learning (Smith et al., 1998). The second, flowing
from my observations of the interactions between students and computers, was that educational
technology’s capability to hold students’ attention while at the same time opening doors to the
world at large somehow presented the opportunity for facilitation of such a change. In other words,
I sensed educational technology had a role to play in the implementation of educational change, but
was unsure of the details of such a process.

My last two incentives evolved soon after I had returned to university and began to investigate
different means of consummating what I perceived to be the technology/change relationship The
first of these was my discovery of community service learning, a specific educational methodology
and philosophy which provided the vehicle by which technology could help break the limits of
traditional classroom learning by integrating students and educational technology into the
community at large. The final stimulus was realized during a research project which eventually
became 2 pilot study for this dissertation. Tflat is, I became aware that situated learning, a
socio-cultural perspective of learning, provides an explanation for the learning occurring in
community service learning. Thus, not only did it seem I had found a means of implementing
technology so as to help alleviate what I thought to be particularly problematic about the educational
process, but I also found the conceptual justification needed to test my hypothesis.

Dissertation Outline
My dissertation continues with a brief overview, and then proceeds to a description of the
inquify’s conceptual foundations, the statement of hypothesis, and the thesis statement. These are
followed by an introduction to this project’s main considerations: 1) community service learning, 2)

situated learning, 3) educational technology, 4) the Information Technology Management (ITM)

curriculum which provided the general guidelines for the main focus of my investigation, the
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students’ community service learning projects, and 5) the Computer Technology 12 class which
served as my sample population. The final sections of the chapter refine the research question and
offer the investigation’s rationale. Chapters two and three, respectively, contain in-depth literature
reviews of situated learning, and community service learning. Eac(h of the remaining chapters is
devoted to the investigation, per se. Chapters four through six present, in turn, the research
methodology, the research findings and related analysis, and the conclusions. Finally, come the
references and two appendices.
Overview

Briefly, I investigate the learning in the 1) project component of a 2) specific Computer
Technology 12 course in which student projects are directed by 3) a community service learning
model based upon the specific 4) Information Technology Management (ITM) >Curriculum in
which 5) educational technology is the implementation vehicle for community participation. In this
regard, the learning in the community service model has been determined to be conceptually
described by 6) situated learning, with its nature of learning more precisely interpreted by the 7)
situated learning/community service learning/ITM framework developed by Wolfson and Willinsky
(1998a). Correspondingly, 8) my additions to this framework allow for the hypothesis that the
juxtaposition of situated learning and community service learning expands learning to include
service related outcomes. Thus, 9) my thesis argues situated learning explains the learning in
community service learning, suggests learning is more expansive than would be found in a non-
service model, and, finally, itemizes the resulting, specific learning outcomes.

Conceptual Foundations
My hypothesis evolved in correspondence with a growing realization of the symbiotic

relationship between situated learning and community service leamihg. This evolution began early
in the development of a pilot study for this.project in which John Willinsky and I found 1) the ITM
curriculum exemplified community service leaming; 2) community service learning (and therefore

ITM) lacked a common accepted theoretical rationale to explain the learning therein, and 3) situated

learning seemed to provide this rationale:.




3

The ITM program, with its emphasis on meaningful, real-life, cooperative, problem-solving,
service-oriented work was well described by service learning. However, aware that service
learning makes few detailed claims about how acts of service provide an especially conducive
setting for students to learn what needs to be learned, we sought elsewhere for this rationale. As
ITM’s emphasis on learner participation suggested a constructivist paradigm recognizing the
primacy of culture in learning, we found [theorized] that it was “situated learning” that offered
this framework. (Wolfson & Willinsky, 1998b, p. 1-2)
In other words, we determined the ITM (service learning) curriculum’s focus on the integration of
academics, community involvement, and project management found correlation with situated
learning’s emphasis on the following: 1) learning through involvement in an authentic context, 2)
learning through participation in an authentic task, 3) learning through cooperation with others, and
4) learning through particular means of combining the practical with the theoretical (including
cognitive apprenticeship and other forms of reflection).

Subsequently, through an eight month ethnographic study of a grade 11/12 Information
Technology class using the ITM model, we were able to conclude there was little doubt that in this
particular ITM classroom “not only were all of the criteria [of situated learning] at least minimally
met, but the evidence also suggests that many are integral to the course itself” (p. 17). Based upon
this similarity of defining characteristics of these two paradigms, we then conceptualized our
framework as one which suggests that this relationship between situated learning and community
service learning (exemplified, in our casé by ITM) be depicted through the contexts for learning that
are 1) situated in 2) authentic work settings, which entail 3) collaboration with peers and mentors,
and offer opportunities for 4) reflection on practice (table 1).

In other words, this conceptualization emphasizes the importance of the different sub-contexts
~ within the greater social context, as any social constructivist understanding must do. At the same
time, the framework also delineates the significant phenomena constituting each of these contexts.
Thus, for instance, a situated context is characterized by participation in communities of practice,
interaction with mediating artifacts, and access to multiple resources. Simultaneously, our construct

also offers possible concrete instances in which these abstractions might find manifestation in a

community service learning environment.

Besides explaining the relationship between situated learning and community service learning
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this framework might also be said to be able to predict resulting natures of learning and general
types of related learning outcomes. For, based upon the understanding that all of these contexts
for learning are different, it is assumable the content and degree of learning will vary with the extent
to which the learner experiences some or all of the four contexts. Thus, if one learner has greater
opportunity to become involved in a collaborative context than other learners, then he or she will
have a greater chance to develop corresponding cooperative skills, like team building. Similarly,
various cooperative contexts composed of different constituting phenomena (one relying on peer
mentoring and the other on the use of community experts, for example) will see different learning
results.

My more recent exploration of the learning claims of situated learning and situated learning
resulted in my second conceptual realization. That is, although the learning outcomes of both
paradigms are in need of greater empirical support, the evidence which exists suggests by situating

situated learning in a community service environment, learning should be changed and/or enhanced
beyond what was found in a non-servcie enviornment (table 2).! Though both paradigms posit
skill and knowledge construction, community service learning’s focus on service extends these
claims to include service-related outcomes such as the development of a service ethos, the

development of social and personal responsibility, and a desire to participate in the democratic

process (Markus, Howard & King, 1993; Kendrick Jr., 1996).

1. As depicted by table 2, I have placed the research claims of situated learning and service learning in the same row
as the corresponding situated learning context. That is, for example, because the Vanderbilt Cognition and
Technology Group has determined that cognitive apprenticeship is primarily responsible for learning transference,
learning transference has been placed in the row containing that context. Similarly, some outcomes such as
improved problem-solving, I have attributed to “problem solving scenarios.” However, as it is impossible to
entirely ascribe these learning outcomes to one context, the lines of the chart between each of the rows are dotted to
indicate that these placements are not immutable, and that contexts are not mutually exclusive.

Another notable aspect of the chart is that learning outcomes associated with the Keedy and Drmacich
(1994) investigation (in bold) can be associated with both situated learning and service learning. The significance of
this will be explained later in this paper.

Finally, it can be noted that I changed the “Reflective” context heading of our first chart to
“Reflective/Theoretical.” This is more appropriate, I think, because where reflective refers to thought after an action,
theoretical refers to thought before the activity (such as planning and cognitive apprenticeship). Thus, the
“Theoretical/Reflective” heading can be considered as part of a circular process comprised of theory, action, and
reflection. :
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Hypothesis

Thereupon, I hypothesize that through the intersection of situated learning and community
service learning there results a combined learning process which 1) finds realization through service
to the community, 2) attributes learning to, and is analyzable of, our four contexts of situated
learning, and 3) as per the general nature of learning, promiées (for example) increased expertise,
greater knowlédge of community, improved problem-solving and group work skills, personal
development, and the grdwth of the will to serve. In other words, the merging of situated learning
and community service learning results in a learning process in which learning outcomes are
~ delineated by the four contexts of situated learning, and by the giving of service.

Thesis Statement

Thus, I argue that through the merging of situated learning and community service learning via
the service component of a specific Computer Technology 12 course utilizing the ITM curriculum,
1) the nature of the students’ learning in community service learning programs results from, and is
analyzable in terms of the socio-cultural context of situated léanﬁng, described as
reflective/theoretical, situated, authentic, and cooperative;
2) with the development of a service ethos among the students, the learning outcomes for the ['TM
course can be said to go beyond what is expected of the typical Information Technology course in
British Columbia (Ministry of Education, 1997).
3) that differing degrees 6f evidence argue fqr student learning in fhe following specific areas:
a) group skills, b) problem-solving c) technology skills, d) workplace responsibility, e) project
management skills, f) personal development including confidence, responsibility, independence, and
patience, g) service ethos, and h) community of practice knowledge.

Introduction to Situated Learning

Situated learning is a constructivist paradigm which posits that the social context for learning

sets the stagé for the individual construction of knowledge. Unlike the more common Piagian

notion of individual constructivism which gives little thought to the type of environment, situated

learning argues learning is a social construct best understood through contextual analysis (Rogoff,
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1990). That is, although one’s learning is ultimately constructed within one’s own mind, it is
through authentic interactions with knowledgeable individuals in authentic settings that the stage for
construction is set. Unlike the individual constructivist notion which regards the mind as
explanatory and the outer world as being in need of explanation, social constructivism posits the
environment explains why we have certain thoughts and perceptions (Marton & Booth, 1997).

Of course, this position does not deny that all learning is situated somewhere, but argues

instead that specific learning outcomes are best accomplished by combining theory with relevant
practical (situated) applications.? In other words, social constructivist analysis asks how _

surrounding fields of social, cultural, societal forces make certain ways of acting and certain ways
of thinking possible for the individual (Marton & Booth, 1997). Thus, situated learning argues the
_ practice of learning must be primarily oriented to the solving of authentic problems occurring in
appropriate (aufhentic) contexts comprised of legitimate participants, one or more of whom is able
to guide tl}e learner to higher levels of understanding. Thereupon, the corresponding nature of
learning is authentic-problem oriented, authentically contextualized, cooperative and mentored, and
reflective. According to the situated learning paradigm, then, if one wishes to become a teacher,
there is no better way of learning than through guidance by an accomplished teacher in the solving
and reflecting upon authentic teaching-related problems (such as lesson planning), within an
authentic community of practice comprised of teachers, students, administrators, and the greater
community.
Introduction to Community Service Learning

Presently, community service learning is characterized by a number of different interpretations.
However, in most general terms it can be described as an educational process in which students use
their academic expertise to engage in projects aimed at servicing community needs. It is based

upon the premises 1) students are owners and potential purveyors of valuable skills and knowledge,

2. As will be explained in the literature review, although differing perceptions of situated learning view the
relationship between theory and practice differently, all do accept its relevance. One commonality among all these
variations is the belief that more knowledgeable participants must pass along their expertise (theoretical and/or
practical) to the novices. -
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2) community agencies are in need of such assistance, and 3) community service offers significant
social and academic rewards. Briefly stated, service learning is envisioned as both "an instructional
methodology that facilitates the involvement of children and adolescents in real-life settings"
(Fertman, Buchen, Long & White, 1994, p. 1) and “an individual or group act of good will
(service) for a person, group or community, based on planned educational outcomes (learning)”
(Olszewski & Bussler, 1993, p. 4).

Both of these representations, in their lack of reference to a reflective element, something many
community service learning theorists and practitioners consider vital, are indicative of a general lack
of agreement about many aspects of community service learning. Whether community service
learning is a philosophy or methodology, an act of charity or societal critique, and/or best
implemented in a compulsory or voluntary manner are but three of these debates. At the same time,
community service learning also lacks a commonly accepted theoretical framework, and
sufficient research findings to allow for comfortable agreement regarding its precise academic,
personal, and social effects.

As problematic as this may all be, however, among those familiar with community service
learning, there is little dispute that it is a positive educational force whose potential has just begun to
be realized. Accordingly, the character of community service learning is multifaceted. Because
community service learning is a particular example of situated learning, the resulting nature and
outcomes of learning are those described by the generic situated learning model. At the same time,
however, because community service learning focuses upon learning through service, learning
outcomes are consequently effected. Thus, they are expanded to encompass those outcomes of
learning associated with the development of a service ethos and other aspects of altruism and
citizenship.

Technology and Educational Technology

Although the term “technology” may conjure up variety of different understandings and

images, it can be concisely defined as the practical implementation of intelligence (Ferre, 1988),

and/or the embodiment of human ideas (Levinson, 1988). Within these parameters, however, there



Table 1: The Relation of Situated Learning Principles to Service Learning Activities
Using the Example of the Information Technology Management (ITM) Program

SITUATED LEARNING
Learning results from...

SERVICE LEARNING
Possible instances...

A. SITUATED CONTEXTS

1. Communities of Practice (Brown & Duguid,
1993; Lave & Wenger, 1991)

2. Artifacts as Mediating Devices (Engestrom,
1990; Molli, 1990)

3. Multiple Resources (Goldman, 1992; Lave
& Wenger, 1991)

Students form project teams to offer their new
technology and project management skills to
the local community centre where they will
interact with, learn from, and utilise the
resources of the centre and local businesses to
help the centre achieve its mission.

B. AUTHENTIC CONTEXTS

1. Authentic Projects (Engestrom, 1990; Lave
& Wenger, 1991)

2. Problem Solving Scenarios (Rogoff, 1990)
3. Intrinsic Motivation and Student
Responsibility (Volpert, 1989; Collins, 1994)
4. Dynamic Assessment (Lunt, 1993)

Students engage in development of the
community centre’s web page which serves as
an educational/ advertising tool for the centre.
Students design web page representative of the
community centre and accessible for all.
Ongoing monitoring of page’s utilisation and
value, while transferring skills to centre staff.

C. COLLABORATIVE CONTEXTS

1. Small Group Interactions (Brown, Collins
& Duguid, 1989; Saxe, Gearhart, Note &
Paduano, 1993)

2. Skilled Peer Guidance (Rogoff, 1990;
Tudge, 1990)

3. Community Expert Guidance (Lave &
Wenger, 1991)

Students divide responsibilities among
components of the project while working in
close consultation with centre staff, with
community professionals for provide services
necessary to achieve success, and other
students peers who have related experience in
this type of task.

D. THEORETICAL /REFLECTIVE CONTEXTS

1. Goal Setting (Collins, 1994)

2. Formative Assessment (McLellan, 1993)
3. Cognitive Apprenticeship (Brown et al.,
1989; Collins, Brown & Holum, 1991)
including Teacher Modelling & Scaffolding
(Collins, Brown & Newman, 1989)

4. Critical Reflection (National
School-To-Work Learning and Information
Centre, 1996)

Students engage in individual and project-team
meetings in the classroom with their teachers.
They review goal-setting and skill-assessment,
while teacher poses critical questions on their
work and that of the community centre, while
preparing them to report on the scope of their
learning.
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Table 2: The Learning Outcomes Of Situated Learning Versus The Learning Outcomes Of

Community Service Learning

SITUATED LEARNING
CONTEXTS

LEARNING OUTCOMES
OF THE SITUATED
LEARNING
ENVIRONMENT

LEARNING OUTCMES OF
THE SITUATED
LEARNING/SERVICE
LEARNING
ENVIRONMENT

THEORETICAL/REH ECTIVE
CONTEXT (Vygotsky, 1994a)
1. Goal Setting (Collins, 1994)
2. Cognitive Apprenticeship
(Brown, Collins & Duguid,
1989; Collins, Brown &
Holum, 1991; Collins, Brown
& Newman, 1989)
3.Formative Assessment
(McLellan, 1993)

STUATED CONTEXT (Vygotsky,
1994b)

1. Communities of Practice
(Brown & Duguid, 1993; Lave
& Wenger, 1991)

2. Artifacts as Mediating
Devices (Engestrom, 1990;
Moll & Greenburg, 1990)

3. Multiple Resources
(Goldman, 1992; Lave &
Wenger, 1991)

-Academic achievement (Allan
and Thompson, 1995; Keedy
and Drmacich, 1994)
-Learning transference (The
Cognition and Technology
Group at Vanderbilt, 1994)

-Legitimate peripheral
participation (Lave and
Wenger, 1991)
-Connections between
classroom and real world
(Keedy and Drmacich, 1994)
-Knowledge of different
communities (Damarin, 1993)
-Understanding and use of
aritfacts (Engestrom, 1990)

-Academic achievement
(Markus, Howard & King,
1993)

-Development of a service
ethos (Kraft, 1996)
-Development of a societal
critique (O'Grady & Chappell,
1997)

-Development of positive
values and attitudes (Williams,
1991)

-Improved self concept (Kraft,
1996)

-Improved sense of personal
efficacy, self esteem and self-
confidence (Giles Jr. & Eyler,
1998)

-Development of feelings of
connection to community
(Giles Jr. & Eyler, 1998)

-Development of career
maturity (Williams, 1991)
-Development of political
skills (Giles Jr. & Eyler, 1998)
-Improved racial tolerance
(Giles Jr. & Eyler, 1998)

-Improved citizenship skills
(Wade, 1997)
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Table 2: The Learning Outcomes Of Situated Learning Versus The Learning Outcomes Of
Community Service Learning (continued)

AUTHENTIC CONTEXT
(Vygotsky, 1981)

1. Authentic Projects
(Engestrom, 1990; Lave &
Wenger, 1991)

2. Problem Solving Scenarios
(Rogoff, 1990)

3. Intrinsic Motivation and
Student Responsibility
(Collins, 1994; Volpert, 1989)
4. Dynamic Assessment
(Lunt, 1993)

-Transference to higher order
problem solving (Billet, 1994)
-Attendance (Keedy and
Drmacich, 1994)

-Problem solving (The
Cognition and Technology

Group at Vanderbiit, 1994)

COLLABORATIVE CONTEXTS
(Vygotsky, 1994b)

1. Small Group Interactions
(Brown et al., 1989; Saxe,
Gearhart, Note & Paduano,
1993)

2. Skilled Peer Guidance
(Rogoff, 1990; Tudge, 1990)
3. Community Expert
Guidance (Lave & Wenger,
1991)

-Achievement (Johnson, 1981)

-Cooperative devlopment
(Johnson, 1981)

-Higher quality and more
creative problem solving
(Johnson, 1981)

-Equal opportunity for
minority and low SES

students (Keedy and
Drmacich, 1994)

-Improved school attendance,
(Markus et al., 1993)
-Greater participation in
community (Markus et al.,
1993)

-Development of a systematic
approach to social problems
(Giles Jr. & Eyler, 1998)

-Generally greater learning
(Conrad & Hedin, 1991)

-Improved relationship
building (Giles Jr. & Eyler,
1998)

-Improved helping skills
(Markus et al., 1993)

-More positive attitudes to
peers (Conrad & Hedin, 1991)
-Development of favourable
attitudes to adults (Conrad &
Hedin, 1991)

-Development of social skills
(Giles Jr. & Eyler, 1998)
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is little common agreement as to the effects of technology. At one end of the continuum, for
example, technology may be seen simply as a neutral, malleable tool to be wielded at one’s desire,
and at the other, as a way of thinking and acting that both consciously and unconsciously permeates
and mediates all aspects of our lives. In other words, there tends to be general agreement as to what
technology is, but little consensus regarding its outcomes.

Educational technology refers to the application of technology for educational purposes, or said
differently, educational technology is a particular approach to achieving the ends of education (Ely,
-1993). Examples of this technique include the use of blackboards and chalk, and the organization
and structure of schools. Thus, it might be said schooling and educational technology have always
been inseparable. However, it was not until the advent of radio and instructional television that
educational technology began to be seen as an entity of its own, with computers presently
considered the epitome of technological manifestation (Cuban, 1986). At the same time, somewhat
paralleling the debate regarding the general effects of technology, the argument regarding
technology’s epistemological attributes was born, and continued to develop at an ever increasing

rate.

Significant within these considerations is the argument concerning the effects of technology on

the nature of learning. Although a comprehensive investigation of this debate falls well beyond the

scope of this dissertation, one brief and relatively well accepted response might be that the related
nature of learning is dependent upon the way that the technology is used.® That is, research

suggests if technology is implemented with and eye toward change, as was the case in this class
under study, then the nature of learning has the potential to be correspondingly revolutionary in its
empowerment of the learners. On the other hand, if technology is applied in a more traditional
manner, then the essence of learning will continue to remain both teacher and content-centered
(Schofield, 1995). Hence, the non-traditional character of the students’ projects herein argues that

the resultant nature of learning and learning outcomes will be non-traditional, or change-oriented.

3. For a comprehensive investigation of the role of technology and educational technology, one might search the
literature on the philosophy of technology.
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At the same time, though, as will be elaborated upon as part of my justification for this project,
one aspect of educational technology is its role as an initiator and/or exacerbator of educational
discrepancies between different interest groups (Sutton, 1991). That is, as evidence argues
educational technology often tends to _favour Caucasian males from upper income group, the
resulting nature of learning could be described as being biased. However (as will be later
discussed), although certain gender-related anomalies did surface, this investigation did not allow
me to arrive at any conclusions concerning technology’s part in this regard.

Meanwhile, within the scope of the debate regarding the attributes of technology, the prevalence
and influence of computers in schools continues to grow. The following list illustrates this variety
of applications:

a) computer assisted instruction: the computer simulates drill and practice exercises needed to teach
certain automatic and repetitive functions,

b) computer aided writing: keyboarding skills facilitate the mechanics of writing,

c¢) computer assisted composing: creativ-ity and composition are enhanced through partnership with
the computer,

d) mathematical applications: the computer performs mathematical operations, runs mathematical
models, simulates/presents mathematical problems,

e) technical/artistic applications: graphic representations, page layout, computer assisted drafting,
photographic manipulations, computer assisted art and design, video/multimedié productions,

f) musical applications: composing, musical instrument simulations,

g) business orientations: keyboarding, spread sheets, data bases,

h) computer science: computer programming, computer maintenance and repair, network design and
maintenance, |

i) research: electronic referencing on CD ROM, and other digital applications and data bases,

J) computer mediated communication (a form of telecommunications or networking): e-mail,

electronic bulletin boards, teleconferencing, electronic data bases, electronic networks, and live talk

or chat.
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Most importantly, according to the most recent surveys, networking (as described in ‘j” above)
is one of the fastest growing trends in education. Thereupon, another major educational propensity
is that which equates educational computing with Information Technology Management (ITM), a
technological perspective which emphasizes the application of hardware and software for the
purposes of netWorking and other forms of communication (Ely, Blair, Lichvar, Tyksinski &
Martinez, 1996). In other words, the most common educational facet of computing is based upon
the teaching of means of developing and managing computer-oriented communications.
Significantly, the computer technology class which is the focus of this investigation was
categorized as an information technology management class, although the students’ projects were
not necessarily concerned with the communicative aspects of technology.

The Information Technology Management Curriculum (ITM)

The Information Technology Management Curriculum is a specific, 134 page information
technology management curriculum and resource guide developed by Knowledge Architecture, a
private company working sometimes in partnership with the Federal and Provincial Governments,
and school boards to develop and provide information technology instructional vehicles for grades
ten through twelve. Most generally, ITM describes itself as an information technology program by
which senior high school students can improve their skills and benefit the community by combining
in-class learning with technology oriented service to the school district:

The Information Technology Management Curriculum (ITM) is a curriculum for Grades 10,

11, and 12, designed to provide students with skills and problem-solving experiences that are

demanded by technology environments in both industry and post-secondary education. The

program combines technical content, in-school work experience and an exploration of the social
and work place issues of Information Technology. In addition, the program will provide
exposure for students through on-line mentoring facilitated by industry partnerships from the
information technology sector. Through this program the students provide much needed
services for the maintenance and development of technology systems in the high school and its
feeder schools, thereby assisting their school district in optimizing existing resources and

planning for new education technologies. (Forssman & Willinsky, 1995, p. 1)

Furthermore, the introduction to the ITM curriculum explains that the program is organized around

the “acquisition and application of a broad understanding of information technology which

includes both the technical elements of systems planning, implementation and management, and the
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social aspects of providing information technology to a client base, in this case, the school
community” (p. 3).

Included within a detailed elaboration of the program’s organizing principles, the curriculum
makes reference to one particularly relevant curricular requirement, project management skills. In
this regard, it suggests “students need to acquire project management skills that will enable them to
effectively utilize tim¢ and resources at their disposal, and recognize the roles and responsibilities of
project collaboration with others” (p. 3). Thus, while regarding/ project management as “the art of
directing and co-ordinating human and material resources throughout the life of a project by using
modern management techniques to achieve predetermined objectives of scope, cost, time, quality,
and participant satisfaction ” (The Project Management Institute cited in Forssman & Wiilinsky,
1996, p. 3), Forssmén and Willinsky describe how project management provides the most
productive and realistic approach to the successful completion of the students’ community projects.
However, as will be further elaborated upon, the lack of a project-oriented classroom component in
the class under study resulted in the want of a forum in which students could receive formalized
direction in the development of their project management skills. Hence, what they did learn in this
regard seemed primarily to be a function of their on-site work.

At the same time, the Introduction to the Curriculum and Resource Guide also gives special
empbhasis to the service component of the program, stressing “to have students provide technical
support services to the school community on a client-contract basis is an important part of the ITM
curriculum” (Forssman & Willinsky, 1995 p. 4). Thus, it goes on to suggest that this educational
technique will not only benefit the school, but call upon the students for the development and
application of a special set of capabilities while challenging the “more traditional notions of
students working in their desks” (p. 4). |

Regarding my purposes herein, the significant aspect of the ITM curriculum is that it was seen
to exemplify a community service learning/situated learning model through its emphasis on the
following: 1) service to school and school community, 2) the development of technological and

project management skills through practical and theoretical amalgamation, 3) a cooperative project
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maﬁagement approach utilizihg the skills of knowledgeable peers and community experts, and 4)
reflection on the place and effects of technology. Consequently, the corresponding nature of
learning can be expected to be similar to that which I earlier described as pertaining to a situated
learning environment embellished by a community service ethos. Specifically, however, ITM’s
empbhasis on technology and project management suggests technology and project management
skills should be highlighted within the four contexts.

The Computer Technology 12 Class

The Computer Technology 12 class at Western School was described in the 1997/98 school
calendar as “an advanced course in pefsonal computer networking and local area network (LAN)
management . . . both hardware and software areas are examined closely.” Composed mainly of
grade 12 students with higher than average computer skills (as expressed by the students and their
teacher), the course objectives stresé the development of a combination of theoretical
understandings and practical applications of a number of technological skills associated with IBM
compatible personal computers (PC), and related hardware and software. In terms of the different
applications of educational technology previously delineated, it can be said the emphasis in the
Computer Technology 12 class was on information technology management as manifest through
computer science, research, and computer mediated communication. Besides the technological
orientation, class objectives are stated to include personal growth, and the development of an
understanding of how to run a business.

As expressed in the outline, course assessment was to be based upon demonstrations, hands-on
practice, quizzes, projects, and exams. It was within the “projects” category that the community
service learming component was integrated, and as Dr. Taunton (the class teacher) indicated, would
be used to help determine the student’s overall course mark. Although Dr. Taunton originally
stipulated two projects, one of 20 to 30 hours and another of 5 to 10 hours, these time-expectations
did not necessarily come to fruition. Because of the uncertainty associated with first year

implementation of a project component in the course, and because the projects were all very

different, it proved to be difficult to set consistent expectations for all. As a result, the time varied
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considerably for each of the students who participated in the community service learning projects,
from approximately 10 hours to approximately 25 hours, usually spread over several months. Part
of the reason the projects’ hours varied so considerably was because Dr. Taunton was responsible
for organizing the school’s work experience component of the provincial Career and Personal
Planning Course (Province of British Columbia, 1994) in which students need 30 hours of work
experience to graduate. Thus, for certain students, he was able to combine their work experience
requirement with the class project and appropriate a greater number of hours on-site.

What was particularly relevant about the Computer Technology 12 class, was that Dr. Taunton
and I modelled its project component upon on the general precepts of the ITM curriculum. In most
general terms, students were expected to complete projects in which they used their academic
expertise (as taught in the classroom) to solve community, technology-related problems. These
expectations included that students, in conjunction with their teacher and clients, determine a client-
need, plan and execute strategies to solve the related problems, document progress, and maintain
communication among all interested parties. Student evaluation, via client feedback, self-assessment
and reflection, and teacher assessment, was to be based upon written and oral reports of all those
involved. Though many of the more specific points of the ITM curriculum were not used as a daily
guide, the intent and processes varied little from that described by the curriculum as a whole, and
our understanding of the philosophy of the project component certainly was expressed by the ITM
curriculum.

There were two significant difference between the practices of the Computer Technology 12
class and the I'TM curriculum. The first was that unlike the ITM curriculum which specified the
service be oriented toward the séhool and school district community, Dr. Taunton’s class was
mainly involved in service to the outside community. In this regard, then, it mi ght be said to more
closely resemble community service learning’s openendedness. The second difference was the
on-line element of the course was not used as suggested. That is, Studio A, an Internet site

developed by Knowledge Architecture to assist in the record keeping, mentoring, communications,

and other networking aspects of the projects was never used or referred to in more than a cursory
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manner by one or two of the students. This was due to a lack of Internet connections on the part of
the students, and problems with Studio A, itself. In what manner or to what degree this effected
project outcomes was not a subject of this investigation, and the inability to utilize the Internet site
certainly did not seem to be of concern to the students, clients, and/or the teacher. However, student
and teacher use of Studio A certainly would have given the projects more of an information
technology focus than was necessarily the case.

The Research Question

This study investigates the nature of learning and related learning outcomes when a specific set
of high school technology students participate in community service learning. It, correspondingly,
inquires into the ways in which the nature of learning, and resulting learning outcomes are
expanded through the juxtaposition of commuhity service learning upon a situated learning model.
As such, it demands elaboration upon and specification of the following terms: students, community
service learning, situated learning, participation, the nature of learning, and learning outcomes.
These, I now discuss in turn.

'As previously indicated, the “students” were the students in the Computer Technology 12 class
who participated in the service learning component. Generally, the skills which they were wishing
to improve were of a technological nature. In addition, expectations of the course as a whole,
including the service component, were that students would also develop their personal and business

oriented skills.
The second and third terms, “community service learning” and “situated learning,” need no

further elaboration other than to reiterate that the learning occurring within the former is accounted
for by the latter.

Third, we have “participation,” which refers to participation in the community service learning
component of the course. In particular, however, the conceptual framework’s delineation of four
different contexts for participation suggests a more precise inquiry into the learning outcomes

associated with each of these contexts.

Fourth, the nature of learning, refers to the general characteristics or attributes of learning
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experienced and/or demonstrated by the learners. For example, in a competitive environment the
nature of learning might be said to be competitive while in a collaborative situation it would be,
correspondingly, collaborative.

Finally, for an understanding of the meaning of outcomes of learning, or more commonly,
learning, I find satisfactory all of the following definitions offered by Webster's Third New
International Dictionary, Unabridged (1996):

a: to gain knowledge or understanding of or skill in by study, instruction, or experience,
b: to develop an ability to or readiness for by practice, training, or repeated experience,
¢: to become aware,
d: to acquire (as a skill or habit or a modification of an existing habit) through experience, practice,
or exercise.
It follows, then, regarding the Computer Technology 12 students who participated in the course’s
community service component, I ask the following:
1) what are the general characteristics and/or attributes of learning experienced?
2) what specific knowledge or understanding did they gain, what abilities did they develop, what
new awareness did they develop, and/or what skills or habits did they acquire?
3) how does the situating of situated learning within the community service learning environment
change/increase learning outcomes beyond what could be expected in a non-service environment?
4) how do the nature of learning and learning outcomes vary as per variations in the learning
contexts?
5) what other aspects of the nature of learning (as for example, gender bias) seem to be effected by
this situated learning/service learning model?
Rationale for the Study

The justification for embarking upon this study is sevenfold. The first three of these
rationale concern the need to provide empirical support for the learning claims of situated learning
and community service, the uniqueness of this study’s juxtaposition of situated learning and service
learning, and the increasing emphasis on the school-to-work relationship. The remaining four

rationale are related to that aspect of this investigation which is devoted to the search for a means of

applying educational technology in a positive manner. Specifically, these are related to the findings
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that 1) computers and their related hardware and software are continuing to proliferate in schools;
2) those benefits of educational technology which do exist are best realized in particular
applications; 3) the benefits of educational technology are not distributed equally among all
stakeholders, and 4) there exists significant institutional and personal resistance to educational
technology.

Beginning with the rationale concerning the need to provide empirical support for the learning
claims of situated learning and community service learning, each of the seven shall now be
elaborated upon in tumn. First, this sfudy of the ITM class will help support some of the assertions
of service learning and situated learning. As will be elaborated upon in the two literature reviews,
although there is considerable literature devoted to the virtues of both situated learning and service
learning, there is a decided lack of empirical support for their learning claims (as there is little or no
support for this combination of the two). Thus, support for the finding that community service
learning and situated learning improve learning could increase the possibilities of varying the
processes of schooling while making learning more relevant and productive.

The second justification for this study is that the Computer Technology 12 class provides a
unique opportunity to study the educational effects of the merging of situated learning and
community service learning. Though there must be a number of programs in which community
service functions as an curriculum implementation vehicle, my exhaustive search of both the situated
learning and service learning literature located only one other study in which such integration was
emphasized. Furthermore, although this study by Keedy and Drmacich (1994), offered cursory
allusion to learning through service, there was no mention of the term “community service
learning.” In other words, it seems possible my study is the first to consciously consider and
investigate the theoretical and practical results of the integration of these two learning paradigms.
As such, it offers the possibility of further supporting my contention that situated learning offers
the rationale for learning in community service learning. |

The third rationale is a function of the increasing emphasis on career education within the

education system (Balcombe, 1995; Gulleksén, 1995). As much of ITM’s focus on experiential
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learning and project management coincides with so-termed “employability skills,” a better
understanding of the nature of learning inherent in ITM curriculum could encourage more effective
means of integrating education and the world of work (Leroux & Lafleur, 1995). In other words,
evidehce of significant and multifaceted learning occurring in a situated learning environment might
be used to give support for the increasing number of career development type programs across
Canada (Technology and Life Skills Task Force, 1989). More consequentially, I think, [TM’s
emphasis on community service may help determine and promote the educational rewards of work-
oriented involvement with service agencies, something particularly significant in regard to the
service sector’s growing importance in society (Rifkin, 1995).

I now turn to those rationale more directly related to those aspects of this investigation which
are concerned with the search for beneficial means of implementing educational technology. First,
regarding the ongoing proliferation of computers in schools, it is reported between 1981 and 1986,
the number of American public schools using microcomputers rose from 18% to 96%, and from
1984 to 1988 the total computer usage rate of students at schools increased from 27.3% to 42.7%
(Hart, 1993). By 1995, with the American student to computer ratio falling to 12:1, computers were
found to be “pervasive in schools and higher education institutions [as] virtually every student in a
formal education setting has access to a computer” (Ely et al., 1996, p. 11).

In Canada, numbers are similar. For example, in 1997 it was reported that one half of all
schools were connected to the Internet, and the student-to-computer ratio for the country as a whole
was 11:1 (Spandier, 1997). More recently, the Vancouver School Board announced its goal was to
decrease the present student-to-computer ratio for elementary school students from 12:1 to less
than 7:1, and for high school students from 8:1 just over 4:1. In a similar fashion, the Premier of
the Province of British Columbia stated his government would increase funding to rural schools so
all students would have equal access to the Internet (Culbert, 1998).

In itself, this proliferation of computers in schools suggests a need for ongoing research into its

educational effects. However, additional justification is offered by the more current findings that

“advocacy for the use of educational technology has increased among policy groups, . . . new
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delivery systems for educational technology applications have grown in geometric proportions, . . .
educational technology is perceived as a major vehicle in the movement toward education reform”
(Ely etal., 1996, p. 21, 29, 35). In other words, if computers are assuming this growing
importance, it is imperative the results of their new role be investigated.

The next justification for this study regards the potentially beneficial effects of technology.
That is, it has been generally found that computer technology, when implemented with an eye to
change, allowed the teachers to act more as facilitators and friends rather than authority fi gures as
students tried harder and enjoyéd their work much more (Schofield, 1995). Similarly, a number of
investigations primarily into the communicative potential of computers found the use of e-mail and
electronic bulletin boards facilitated student interactions and horizontal communications and better
enabled “students to create their own agendas to fulfil their needs” (Bresler, 1990, p. 136), and
"computer mediated dialogue structured around ongoing classroom activities can enhance its
productivity and raise it to a new level of excitement"” (Goldberg, 1988, p. 28). So, too, it was
determined the “interactive, non-hierarchical structured context [of the Internet] appears to
encourage children to ask questions and teachers to communicate in imaginative ways while
discouraging the use of manageriél language" (Harris, 1994, p. 252). Thus, I suggest if computers

do offer such potential benefits, it is important more research be initiated into determining the best

‘means of achieving these results.

The sixth justification for this inquiry ensues from the findings that educational technology has
favdured boys, the middle and upper economic classes, and the ethnic majorities (Acker & Oatley,
1993; Bryson, 1993; Schofield, 1995; Robyler, M. D., Dozier-Henry, O., & Burnette, A. P, 1996;
Willinsky, 1996). As a result, already existing educational disparities have been exacerbated and/or
new one have developed. Specifically, "the evidence indicates that computer use during the 1980s
did not bring éducation closer to equal educational opportunity. Rather it maintained and
exaggerated existing inequities in educationali input, processes of computer learning, and output"

(Sutton, 1991, p. 494). Thus, it is imperative new research be instigated to discover proéesses by

which these disparities might be alleviated. And, although, this was not a primary focus of this
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investigation, I did hope to determine that though this particular application of educational
technology positive and non-biased learning would result.

The final rationale concerns the finding that there tends to be a great deal of teacher and system
resistance to the implementation of educational technology (Bailey & Cotlar, 1994; Cuban, 1986).
It has been determined, for example, that because many teachers had to implement predesigned
computer curriculums which they did not understand and of which they could take no ownership,
they felt de-professionalized and deskilled (Apple & Jungck, 1990). At the same time, many
teachers often thought computers add little of value to current practice, while disrupting the
traditional atmosphere with which they are most comfortable (Schofield, 1995). In other words, it is
apparent that fora variety of reasons many teachers are delaying the implementation of educational
technology in their classrooms and their schools. Thereupon, it is my hope the results of this
investigation will help some educators come to understand at least one benefit of educational
technology and, hence, encourage them to play a role in its corresponding implementation.

At this point I must pose the potential argument that this study is not primarily about
technology and, thus, these rationale are irrelevant. To this I respond as follows. First, although I
investigate the results of community service learning, the determined outcomes are those which
ensue diréctly from a very particular application of student technology skills. Thus, while it is
possible to argue that some of the student learning might be the same if the students engaged in
other forms of community service learning, such an inquiry is not the intent of this investigation. In
other words, this study concerns itself with what Computer Technology 12 students learn when
they use their technology skills to solve technology problems in their community. Just because
English 12 students working on a community newspéper might learn the same things (except, of
course, the technology ski‘lls), does not suggest this investigation is not about technology.

My second rejoinder regards my four above mentioned concerns about the implementation of
educational technology. That is, each of these regards the fact that while educational technology is

proliferated at an increasing rate, there are major disagreements as to its effects. As such, this

dissertation specifically investigates the learning outcomes of one particular instructional strategy of
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applying educational technology, community service learning. In this regard, if the results are
positive, it can be concluded this approach is one which might be pursued and encouraged. Thus, I
argue, this investigation is specifically about the effects of one application of educational
technology. In the same way, then, if I was investigating the integration of English and community

service learning, I might be able to conclude community service learning is a positive means of

teaching English skills.
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CHAPTER 2: SITUATED LEARNING LITERATURE REVIEW
Introduction

Chapter two presents an overview of situated learning. It begins with an overall perspective of
the paradigm, and then moves to an explanation its origins and recent developments in the field.
The chapter then discusses issues regarding the transfer of situated learning, critiques of situated
learning, the relationship between situated learning and technology, research informing educational
applications of situated learning, and the significant lack of empirical support for situated learning.
The final three sections of the chapter describe a “typical” situated learning classroom, address
appropriate means of assessment in a situated environment, and draw conclusions.

An Introductory Perspective on Situated Learning

Although theories about the nature and processes of learning remain contested, Piaget’s
ahistorical and non-contextual constructivist paradigm is presently dominant (Rogoff, 1990).
Emphasizing logic, deduction, and rationality, learning is attributed to the individual construction of
representations of knowledge in memory and, in turn, the application of these mental models across
settings (Jonassen, 1984; Tudge, 1990; Woolfolk, 1990). Of special significance, then, is the
centrality of the individual as meaning-maker, and the need for “decontextualizing knowledge so
that, abstracted, it may became generailizable, and therefore transferable to situations of use in the
real world” (Lave, 1997, p. 18-19). Accordingly, this cognitive approach holds that both its
scientific and educational success can be attributed to “the careful cognitive task analysis of the
units that need to be learned” (Anderson, Reder & Simon, 1997, p. 21).

In contrast, situated leaming accents knowledge as “something that exists in interaction among
individuals, their activity, and the context in which that activity takes place” (Jacobson, 1996, p. 20).
Thus, the individual and the internal process of the mind as the basic units of analysis are replaced
by the “social and cultural genesis and appropriation of knowledge” (Billett, 1996, p. 264). At the
same time, however, situated learning does not totally dismiss constructivist analysis of the learning

task but rather its main interest is the culture of learning or what James Greeno (1997) describes as

"the trajectory of participation" that can take place within "communities of practice," as students
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engage in a form of learning that is "more personally and socially meaningful and {allows] students
to foresee their participation in activities that matter beyond school” (p. 11).

Situated learning, then, though certainly not denying thinking takes place in the mind, is
distinguished by its emphasis on learning as more of a form of participation in and with the
environment rather than as a decontextualized cognitive task. The archetypal study of situated
learning, according to Marton and Booth (1997), is Hutchins’ (1993) description of how a ship is
navigated on leaving San Diego Harbour:

What this takes is not capabilities within one individual, but capabilities distributed over several

individuals plus the coordinator of those capabilities. Knowledge is also seen as being

embedded in the artifacts used, in this case the navigational instruments (p. 10).

L;ev Vygotsky and the Development of Situated Learning

Though present interpretations may vary, situated learning (or situated cognitidn as it is also
termed) originates with the work of the Russian psychologist and paedologist, Lev Vygotsky,
whose work during the earlier decades of this century took exception with many traditional ideas
about education and child development (van der Veer & Valsiner, 1991). Finding fault with the
individuated, independent, and ahistorical approach, his work countered with the following three
motifs:

1) reliance on genetic (i.e., developmental) analysis; 2) the claim that higher mental functions in

the individual have their origins in social life; and 3) the claim that an essential key to

understanding human social and psychological processes is the tools and signs used to mediate

them. (Wertsch, 1990, p. 113).

In other words, Vygotsky thought as persons aged they passed through a number of distinct
developmental stages in which they were particularly sensitive to the mediation of particular socio-
cultural events and artifacts that, in turn, ordered and influenced learning.

At this point, it might be appropriate to add that Wertsch (1985) suggests it is Vygotsky’s

assumption of a unidirectional relationship between mental development and the environment which

is the most susceptible to criticism:

The practical intelligence of the natural line of development is transformed as a result of coming
into contact with aspects of the social line . . . even if one were to devise such a unidirectional
account of the dynamics between the two forces, one would have to specify what is transformed
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as well as what transforms it. (p. 48)

Similarly problematic, adds Wertsch, is that Vygotsky does not adequately deal with what he means
by natural development, particularly in light of the research which indicates there is no such thing as
universal natural development. However, he also adds that rather than dismissing this perspective,
more investigation is required:
Although Vygotsky's account of natural development is a weak link in his overall line of
reasoning, I would not suggest that the weakness can be rectified by abandoning this aspect of
his approach. Indeed I would argue that his theoretical approach could not remain intact if his
claims about emergent interactionism were dismissed because it would change the basics of this

theory. Instead, it seems most reasonable to say that this is a point at which his empirical
research failed to explore an issue that is an essential part of his methodological framework. (p.

48)

Flowing from his basic framework, Vygotsky (1994b) proposed that both social interactions
and cultural context are integral to cognition because "man is a social creature, that without social
interactions he can never develop in himself any of the attributes and characteristics which have
developed as a result of methodological evolution of all humankind" (p. 352). Accordingly, rather
than being autonomous, learning must be understood to be “the product of a collaborative
construction of understanding” (Vygotsky cited in Billett, 1994, p. 7) in correspondence with
“socio-culturally evolved means of mediation and modes of activity" (Vygotsky cited in Harley,
1993, p. 47). Furthermore, as higher levels of development are reached, cultural tools and signs
(whose epitome is speech), aid in establishing social interaction (Vygotsky, 1981). Thus, as human
development and interchange are dependent upon thé use and understanding of cultural artifacts, at
least some aspect of schooling must be contextualized to enable the learner the greatest opportunity
for meaning making, either about a particular community or about society as a whole.

Central to the emphasis on interactive learning is the idea of “zone of proximal development”
or “the distance between the actual developmental level as determined through independent problem
solving and the level of potential development as determined through problem solving under adult

guidance or in collaboration with more capable peers" (Vygotsky cited in Tudge, 1990, p. 157). As

summarized by Vygotsky’s student and collaborator, “childrens’ participation in cultural activities
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with the guidance of more skilled partners allows children to internalize the tools for thinking and
for taking more mature approaches to problem solving” (Leont’ev cited in Rogoff, 1990, p. 11).
Thus, besides lleaming having to be socially embedded, it is dependent upon a specific teaching-
learning relationship in which one partner is able to offer expertise and assistance to the other(s).

In this way, not only is learning an attempt to understand and solve the problems situated within and
posed by the institutions, artifacts, and norms of society, but, just as importantly, it is a cooperative
venture.

Although Vygotsky highlighted the social context of learning, he understood the need for a
corresponding theoretical foundation as well. By differentiating between scientific concepts (those
learned in a formal situation) and everyday concepts (learned informally) he theorized there are two
types of mutually constitutive and interactive Ieafning:

Both types of concepts are not encapsulated in the child's consciousness, are not separated from

one another by an impermeable barrier, do not flow along two isolated channels, but are in the

process of continual, unceasing interaction, which has to lean inevitably to a situation where
generalizations, which have a higher structure and which are peculiar to academic concepts,

;%%l;ld be able to elicit change in the structure of spontaneous concepts. (Vygotsky, 1994a, p.

In other words, classroom and in situ learning are not just complementary, but actually
reconceptualize each other. For example, through language study in school, children develop the
capacity to consciously manipulate the symbolic system, while in the world beyond the school
walls, these symbol acquire meaning as "school knowledge grows into the analysis of everyday"
(Vygotsky cited in Moll, 1990, p. 10). Reciprocally, everyday meaning of language is transformed
through interaction with the schooled cohcepts. Thus, comprehensive learning occurs when the
scientific and everyday work in concert through a transference between contexts.

Finally, Vygotsky also saw situated learning as enabling development from lower to higher
orders of cognition. Based upon the proposition that "social relations or relations among people

genetically underlie all higher functions and their relationships" (Vygotsky cited in Wertsch &

Smolka, 1993, p. 71), he posited "any higher function necessarily goes through an external stage in

its development because it is initially a social function" (Vygotsky, 1981, p. 162). For example, a
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child first must be able to physically experience a sign for the number three (through the social
mediation of the raising of three fingers) before being able to conceptualize the number itself.

Correspondingly, Vygotsky also felt that as socially distributed cognitive systems are more
successful than a single person attempting to perform a number of parallel tasks, humans working
in collaboration have the potential to integrate their cognitive abilities into one which surpasses its
individual parts. In other words, the highest levels of development must be social, or as Edwin
Hutchins (1993) states during his previously mentioned study, "because society has a different
architecture and different communication properties than the individual mind, it is possible that there
are interpsychological functions that cannot ever be internalized by any individual” (p. 60).

Present Interpretations of Situated Learning

Vygotsky’s work in social psychology and contextualized learning sets the foundation for
situated learning’s paﬁ in the present growing interest in the possible restructuring of formal
educatioﬁ and workplace learning. Though there is both a general unawareness and/or candid
resistance to his central ideas, nonetheless, they are being revitalized due to the growing tendency
which views "human mental functioning in terms of an aggregate of skills or an aggregate of
contextually situated Iprocesses" (Wertsch, 1990, p. 111). Attesting to this new interest is the
burgeoning number of works addressing the likes of situated learning, situated cognition, and other
related concepts. It is to these this review now turns. |

The one piece of scholarship which might be held the most responsible for rekindling Western
interest in situated learning is Lave and Wenger’s (1991) ethnographic investigation of five
traditional and nontraditional apprenticeships in Mexico, Liberia, and the United States.
Emphasizing apprenticeship’s diversity of historical forms, cultural traditions, and modes of
production in order “to show how learning or failure to learn in each of our examples of
apprenticeship may be accounted for by underlying relations of legitimate peripheral participation”
(p. 63), their purpose, in other words, is to examine thé relationship between learning,
contextualization, and the changing roles of novice and experts within communities of practice.

Besides reinforcing the basic proposition that "understanding and experience are in constant
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interaction-indeed are mutually constitutive" (p. 52), Lave and Wenger add an analysis of the
dialectic relationship between learning, activity, and setting. That is, they propose that not only do
learners aﬁd teachers change through the activity of learning but so, too, do “communities of
practice” reproduce and change as cultural novices stowly move from the periphery to the centre of
society and eventually replace the experts from whom they have learned. Thus, Lave and Wenger
contend that in any given concrete community of practice the historically constructed process of
reproduction “must be deciphered in order to understand specific forms of legitimate peripheral
participation through time" (p. 57), a motif that .ave emphasizes in later works.

Finally, though they had attempted to steer clear of an analysis of school learning in order “to
develop a view of learning that would stand on its own” (p. 40), nonetheless, they do conclude it is
insufficient to think about schooling as simply what happens in a classroom. Acéordingly, they
argue, that because such a large part of learning is dependent upon situated, tacit knowledge and its
cultural context, including the use and understanding of cultural artifacts, community participation is
a necessity. For, as does Vygotsky, they hypothesize that only through authentic utilization, do
these cultural tools become both visible and invisible. Visible, that is, in one’s awareness of them,
and invisible in our almost unconscious acéeptance of their need and use.

Consequently, Lave and Wenger argue that as the most influential cultural tool is language, it is
instrumental that any learning be steeped in the language of the practice itself. As epitomized by the
institutionalized setting of schooling, “the didactic use of language, not itself the discourse of
practice, creates a new linguistic practice which has an existence of its own" (p. 108). In other
words, as there is a difference between talking about and talking within a practice, schooled and
decontextualized learnin