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The purpose of this research project was to investigate the extent to which a compulsory 
service-learning program (SLP) offered in one secondary school inspired students to 
extend their service to the community beyond their schooling and make the connection 
between real-life social inequities and the SLP. The project involved interviewing current 
staff and past students from a co-educational Catholic secondary school in Perth, 
Western Australia, about their experiences of participating in the school’s SLP. Staff and 
student participants highlighted key elements of the SLP, including the types of 
community involvement encouraged within the program, and provided insight into how 
the SLP was taught. In addition, student participants shared their perceptions of the SLP 
and their involvement within the program. Specifically, staff and students outlined how a 
SLP can lead to students becoming active citizens in their communities and their 
participation extends to global citizenship.  

 
Introduction and significance 
 
This article reports on a study conducted in one Catholic secondary school in 
metropolitan Perth, Western Australia. The researchers interviewed current staff and past 
students from this school (hereafter ‘the College’) to explore their experiences of 
participating in the service-learning program (SLP) offered at the College. In earlier work, 
Chambers and Lavery (2012) discovered that SLP require a large commitment in 
providing resources, staffing, finance, and time. Consequently, these authors suggested 
that such a commitment may lead to an examination of the importance of the program. 
The aim of this study is to determine the extent to which the SLP at this College 
influenced past students to continue service beyond their compulsory experiences and 
within their local and global communities. 
 
The anticipated benefits and significance of this project is to provide teachers and past 
students with a deeper understanding of the effect the SLP has had beyond its 
implementation and participation, once students had completed their compulsory hours. 
The main research questions for this project were: (i) What constitutes the SLP? (ii) How 
did the SLP encourage active citizenship within student participants? and (iii) To what 
extent did the SLP influence past students to continue service learning beyond their 
experiences at the College? Our article serves to answer these questions exploring the 
influence the SLP has had on students continuing to serve the community beyond their 
secondary school experience. 
 
This study responded to limited literature reviewing the effects SLPs have had on students 
beyond their school experiences. The impact of this research will explore the anticipated 
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long-term potential for SLP within local and global communities. These interpersonal 
exchanges will be an opportunity to ascertain the success of the program in creating 
active, local, and global citizens within a community. The success will be evident by the 
translation of the SLP into their current lives. 
 
Conceptual framework 
 
The themes presented within this section form the fundamental basis of the conceptual 
framework for the study. Specifically, these concepts comprise: Service-learning and SLP, 
the benefits of SLP, and how SLP actualises active and global citizenship. 
 
Literature review 
 
Service-learning and service-learning programs 
 
Various definitions of service-learning (SL) offered in the literature share similar 
conceptual underpinnings, particularly regarding themes of community engagement, 
participatory learning, and civic responsibility. SL is a teaching approach that combines 
structured learning with community service, allowing students to apply academic 
knowledge and skills to real-world need as part of the curriculum (Arco-Tirado & 
Fernandez-Martin, 2025 et al; Erickson & Anderson, 1997). Fiske (2001, p. 6) defined SL 
as “… a teaching and learning approach that integrates community service with academic 
study to enrich learning, teach civic responsibility, and strengthen communities”. Drawing 
upon Schoenfeld (2006), Lavery (2007, p.2) noted that “service-learning aims to enrich the 
lives of students by engaging them in meaningful hands-on service to address real-life 
needs in the community while also gaining valuable knowledge and skills that connect 
with classroom studies”. A third author explained that SL is different from volunteering as 
it has an equal focus on both service and learning (Furco, 2007). 
 
While on occasion the terms SL and community service may be used interchangeably, such 
practice should be avoided. Community service activities are non-curriculum based; they 
are usually organised by a school on a compulsory or voluntary basis, and usually do not 
comprise clearly stated learning objectives, reflection or critical analysis components. In 
contrast, SL is curriculum based, integrates classroom instruction with community service 
activities, and comprises clearly stated learning objectives, reflection or critical analysis 
components (Skinner & Chapman, 1999; Tijsma et al., 2020). In summary, as students 
engage in SL, they seek solutions for the needs and problems of society, gaining valuable 
citizenship responsibilities and simultaneously acquiring curriculum learning outcomes 
(Bengic-Colak et al., 2023). 
 
Within a school context, SLPs provide opportunities for students to receive exposure to 
and experience in solving real-world problems. In doing so, SLPs bridge academic 
learning and community engagement whereby students can actively fulfil civic 
responsibilities (Linker et al., 2013). According to Michetti et al. (2015, p. 161), SLPs can 
be distinguished from other experiential approaches to education by their “... intention to 
equally benefit the provider and the recipient of the service as well as to ensure equal 
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focus on both the service being provided and the learning that is occurring”. SLPs can be 
offered through different models, including field work, SL internships and problem-based 
learning (Hefferman, 2001). Such models are sometimes embedded within key learning 
areas (e.g., humanities and social sciences, civics), or they may be presented as stand-alone 
compulsory programs that students are required to complete. The models themselves are 
comprised of interdependent stages, for example preparation, action, reflection, 
demonstration (Chambers & Lavery, 2012); research, planning and preparation, action, 
reflection, sharing-celebration (Coppus, 2021), which allow students of all ages and ability 
levels to participate successfully in SL activities (Scott, 2006). 
 
Benefits of service-learning programs 
 
Students’ experiences within SLPs have been investigated by numerous authors (Macias-
Gomez-Estern et al., 2021; Grapin et al., 2023; Pilling et al., 2021). As a consequence of 
their experiences, personal benefits for participating students have been widely reported, 
with emphasis given to their cognitive and academic development (Chuang, 2019; Chung 
& McBride, 2015; Pritchard & Whitehead, 2004; Tijsma, 2020), social and emotional 
growth (Roehlkepartain et al., 2000; Yook, 2018), and cultivation of diverse knowledge 
and skills for use in a variety of contexts (e.g., skills in communication, collaboration, 
organisation) (Chambers & Lavery, 2012; Roehlkepartain et al., 2000). Through dealing 
with real-life problems and issues, scholars have also commented on the long-term 
benefits afforded to students, including a greater understanding of community needs and 
how to creatively respond to these needs (Pilling et al., 2021), and an inspiration for them 
to become social justice advocates within their communities and beyond (Grapin & 
Cunningham et al., 2023). At the same time, Miller and Oey (2015) have suggested that 
the many benefits of SLPs should be considered against a growing body of literature 
which criticises traditional models of SL. For example, Stoecker et al. (2009, p.3) have 
claimed that the learner-centred approach “... exploits poor communities as free sources 
of student education…”, whilst a ‘charity’ model can be viewed as reinforcing hierarchy 
and privilege, reproducing an unequal distribution of power, and engendering 
counterproductive affect amongst participating students (Clark & Nugent, 2011; 
Herrmann, 2011; Mitchell, 2008). 
 
Service-learning actualising active citizenship 
 
Various commentators have argued that SLPs promote global citizenship in students, with 
global education emerging as a key pedagogical framework that prepares students to thrive 
in an increasingly interconnected and independent world (Alvero, 2025; Davy, 2011; 
Tyran, 2017; UNESCO, 2015; Wasner, 2016). According to the Oxfam framework for 
global citizenship education (Oxfam, 2006), a global citizen is someone who: 
 
• is aware of the wider world and a sense of their own role as a world citizen 
• respects and values diversity 
• understands how the world works 
• is outraged by social injustice 
• participates in the community at a range of levels, from the local to the global 
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• is willing to act and make the world a more equitable and sustainable place 
• takes responsibility for their actions 
 
Davy (2011) has proposed that the requirements for a successful global citizenship 
curriculum include: knowledge and understanding of global issues, critical thinking skills, 
and pluralistic attitudes. In addition, Davy has argued that to bring about new knowledge 
and understandings relating to the concepts of global citizenship and international 
mindedness, schools must implement a critical SL model for students to participate in. 
Such a participatory model of inquiry focuses specifically on social justice, and acts as an 
appropriate way to achieve stated aims of democracy and student empowerment. 
Considering these claims, Wasner (2016) has suggested that global citizenship encourages 
criticality, which as a by-product of SLPs provides students with the opportunity to 
examine, participate and reflect on situations within the program itself. Finally, Tyran 
(2017) underscored how SLPs promote responsible leadership and ethical global 
citizenship, as they encourage students to learn and act in more ethical ways.  
 
Research design 
 
Operating within a qualitative, interpretive epistemology, the researchers planned and 
carried out the design, implementation, and analytical phases of the project. Given that the 
research focused on specific people and a specific phenomenon, with an emphasis on 
words rather than numbers (Bryman, 2012; Maxwell, 2005), a qualitative approach was 
used to investigate the SLP at the College. Furthermore, the researchers emphasised 
allowing participants to construct their own realities to answer the specific research 
questions (Pervin & Mokhtar, 2022). Consistent with a symbolic interactionist lens – the 
theoretical perspective chosen to inform the methodological conduct of the study – the 
researchers sought to understand the perceptions and how individuals interpreted the 
College’s SLP (i.e. the ‘world around them’) and the significance of these views (Berg, 
2007; Blumer, 1969; Carter & Fuller, 2015). For the methodology, an intrinsic case study 
was selected as the inquiry was organised around a “snapshot” (Neuman, 2011, p.44) of 
the phenomenon under scrutiny, whereby the researchers wished to enhance their 
understanding of a particular case (Stake, 1994). 
 
Methods 
 
The study relied principally on the audio-recorded exchanges between the researchers and 
the participants through individual semi-structured interviews. Such exchanges were 
opportunities for the participants to express in their own language, their perceptions, 
opinions, and ‘lived experience’ (Neuman, 2011) of SL. The exchanges were recorded 
exclusively in the ‘natural’ language of the participants as they attempted to articulate their 
understandings and experiences of the SLP. Qualitative journaling was also used by the 
researchers to record participants’ reflections on SL as they emerged during the course of 
the data collection stage. This method was also used to keep an ongoing record of the 
researchers’ practices, and their reflections on them, in an effort to make sense of how the 
study progressed (Denzin & Lincoln, 2008). Prior to the data collection phase, the 
researchers had received written approval from the Human Research Ethics Committee 



1414 Compulsory service-learning programs in secondary schools: The lasting impact beyond the classroom 

both at their university and Catholic Education Western Australia, and written permission 
from the College Principal, for the project to proceed at the College.  
 
Instruments 
 
Staff and students participated in a single, audio-recorded, 15-minute, semi-structured 
interview with both researchers. Each interview schedule comprised five items which 
directly assisted the researchers in pursuing the aim of the project. These items required 
participants to describe at length aspects of the College’s SLP, as well as to adopt a 
critically reflective stance towards the program and its influence on students’ lives. To 
enhance the trustworthiness of the study, the researchers field tested both instruments 
(Guba, 1981) and their own interviewing techniques (Patton, 2002), with staff and 
students who would not be participants in the study, prior to the data collection phase. 
The interview schedules for staff and students are included below. 
 
Staff interview schedule 
1. Could you describe the service-learning program that is offered at your school? 
2. How do you achieve the curriculum requirements in your learning area through the 

service-learning program? 
3. What are the types of service-learning activities that you encourage students to 

complete? How do these activities vary across different year levels? 
4. How does the service-learning program contribute to the school community? 
5. How does the service-learning program encourage students to be global citizens? 
 
Student interview schedule 
1. Could you describe the service-learning program that you participated in at your 

school? 
2. What are some of the activities you completed as part of the program? 
3. To what extent have you continued offering any of the services, once your 

participation in the program was no longer required? 
4. How did the service-learning program encourage you to participate in the community? 

Do you think you have made a difference in the community? 
5. To what extent has your participation in the service learning encouraged you to be an 

active global citizen? 
 
Research context 
 
The research with the school participants was conducted at one co-educational Catholic 
secondary school in Perth, Western Australia with an enrolment of over 800 students. 
This College was chosen as it had an established compulsory SLP. Students in Years 7 to 
11 (12-16 years of age) are required to take part in a compulsory Christian service-learning 
program (CLSP). In Years 7, 8 and 9 (12-14 years of age) students are required to 
complete tasks in their home and record these tasks in their SL booklets. In Years 10 and 
11 (15-16 years of age) the students are required to complete 10 hours of community 
service. Students were required to complete the SLP hours to graduate from the College. 
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Participants 
 
The participants in this study are categorised into two distinct groups: staff members and 
past students, each providing a valuable insight into the SLP implemented into the 
College. 
 
Staff participants 
Staff participants were individuals who were explicitly engaged in the SLP at the College. 
This included representatives from various areas of the school community, including the 
Humanities learning area, SL Coordinators, Campus Ministers and the Principal. These 
staff members were instrumental in implementing and shaping the SLP at the College. 
 
Student participants 
The student participants consisted of individuals who were once enrolled in the school 
and had previously participated in the SLP. The inclusion of past students as participants 
enriched the study as they were able to offer retrospective accounts, offering a unique 
perspective. The participants in this study, both staff and students, played integral roles in 
sharing their understanding of the program’s implementation, impact and effectiveness. 
 
Data analysis 
 
The researchers analysed qualitative data collected from the staff and student interviews 
according to a framework offered by Miles et al. (2018) that comprises three components: 
data reduction, data display, and drawing and verifying conclusions. Within each of these 
components the researchers executed the following operations: coding, memoing, and 
developing propositions. According to Miles et al. (2018), codes are “tags or labels for 
assigning units of meaning to the descriptive or inferential information compiled during a 
study” (p. 56). Codes developed by the researchers were affixed to interview transcripts 
and were generated a posteriori from those interview data based on their meaning. After the 
first pass of coding, researchers met to discuss themes and thematic patterns that arose 
throughout the analysis. This discussion allowed the researchers to ensure that the codes 
were applied consistently, to incorporate any additional themes and to remove themes 
inapplicable to certain questions. 
 
Once coding was complete, they met once more to discuss similarities and differences in 
their analyses and came to consensus on codes for each participant's response to each 
question. Memoing was then used to synthesise coded data so that they formed a 
recognisable cluster of information anchored in one general concept, e.g. knowledge of the 
SLP. Additionally, memoing helped to capture the ongoing and emerging thoughts of the 
researchers as the coding process proceeded. Finally, the researchers generated 
propositions about connected sets of statements, reflected on the findings, and drew 
conclusions about the project. 
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Findings 
 
Thematic analysis of the transcribed interviews provided initial codes and subsequently 
developed into key themes which are presented with evidence to provide transparency of 
the process undertaken. The findings are presented by assigning a pseudonym to each 
participant. Evidence from teacher participants is presented as TP, and evidence from 
student participants is presented as SP. The initial findings from the participants in this 
study are presented under the findings for staff and students. The findings have revealed 
three main themes, namely knowledge of the SLP; continuing beyond the program, and 
the development of local and global citizenship. The interview questions permitted 
participants to discuss their experiences within the SL program. 
 
Knowledge of the SLP – Teacher participants 
 
The first theme that emerged was the knowledge of SLP, which encompassed the staff 
and students’ understanding and implementation of the SLP’s goals. Collected data 
highlighted staff comprehension of the program’s objectives and the variety of 
opportunities it offered to students. Overall, staff demonstrated a strong knowledge and 
deep appreciation for the SLP, emphasising its integral role within the College curriculum 
for Years 7-11 as a graduation requirement. TP1 detailed the structure of the program, 
which required students to complete community service hours: 
 

Children are expected, from Year 7 to Year 11 to do a certain amount of Christian 
service … in Year 10 and 11 they have to do 10 hours each year, and this is part of them 
graduating out of the College. In the younger years, Year 7, 8, 9, they have booklets 
where they have to do certain things in the community, in their home - and also bring in 
items for the needy, and they also need that - that goes onto their report. 

 
All teacher participants outlined the various SL opportunities offered to students, 
including activities such as a winter sleepout, volunteering at Vinnies (St Vincent de Paul) 
stores, assisting in nursing homes, working with the homeless, and organising fun days for 
underprivileged children. This was summarised by TP2 who discussed multiple 
opportunities available within the SLP: 
 

… we have what’s called, ‘Young Vinnies’, which we have about 80-100 students from 
all year groups that go to a meeting every Monday, and we’ve a massive program, each 
term of different activities that we do … going from … a Winter Sleepout - that’s going 
on in a fortnight - a migrant picnic, we’ve got … nursing homes … Fun Day Out for 
underprivileged children on a Saturday, and different things like that. 

 
TP1 explained that the SLP was completed through their Pastoral Care Groups (PCGs). 
Students were organised into year-level groups that remained together for consecutive 
years. Each morning, they gathered with their assigned teacher. On Wednesdays, students 
had an extended session dedicated to SL opportunities. TP2 explained that there were 
different requirements for students depending on their year level. As an example, Year 7 
students were provided with a restrictive program with suggestions of what activities they 
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could participate in within the SLP. As they became older and more familiar with the 
program (e.g., when reaching Year 10), students were able to develop their own criteria. 
 
Staff members noted that students felt compelled to complete the SLP, as it was a 
mandatory requirement for graduation. TP4 highlighted that students found the time 
commitment for the SLP stressful, especially as they were already struggling to manage 
their academic workload. As a result, students often did not prioritise the SLP, putting in 
minimal effort just to pass. Many students expressed that they should not be forced to 
participate in the program. According to TP4: 
 

Well, I just don’t think … a lot of them feel they shouldn’t be forced to do it, they think 
it should be a choice, so there are a lot of students in my PCG who actually do things for 
school and for the community out of choice. 

 
TP2 and TP3 highlighted the connection between the SLP and social justice, discussing 
how the Social Justice League partnered with Amnesty International by writing letters to 
prisoners. This activity was seen as a way to help students understand the importance of 
fairness, redemption, and inclusion for all members of society. TP3 stated: “…we have 
social justice, where students write letters to prisoners of conscience and so on.” 
 
TP1 expressed the belief that the SLP should remain connected to Religious Education, 
seeing it as a way for students to live out their faith through action. This connection 
between faith and service was framed as a core aspect of Catholic identity, which involves 
giving back to the community selflessly.  
 

Well, we’re a Catholic School, and my belief is its faith in action. So if they just say, ‘I’m a 
Catholic,’ but they don’t put their faith into action, it’s not faith at all; faith is dead. And I 
believe also that children need to learn to be giving and to give and not expect anything 
in return, and this what they learn in RE [Religious Education] and in the other subjects 
they learn in the College. 

 
TP2 agreed with this sentiment as they were the HASS [Humanities and Social Sciences] 
coordinator and said it would be difficult to include it in other curricula while trying to 
adhere to the School Curriculum and Standards Authority requirements (see 
https://www.scsa.wa.edu.au/). However, they did point out that the broad concepts of 
the Civics and Citizenship and the Goal 2 of the Mparntwe Declaration (see 
https://www.education.gov.au/alice-springs-mparntwe-education-declaration) were 
covered in the SLP, in terms of active and informed citizenship. 
 

…. one of the Melbourne declarations [MCEETYA, 2008] is about preparing students 
for the 21st century and having and active and informed citizens which is covered in 
civics and citizenship. 

 
Overall, staff were highly supportive of the program, noting its role in fostering 
community connections and promoting active and informed citizenship. They emphasised 
that the SLP provided students with unique opportunities to engage with diverse members 
of the community and learn about various local volunteer programs, thereby broadening 
their social awareness and sense of responsibility. 
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Knowledge of the SLP – Student participants 
 
The findings in the first theme highlighted the structured side of the SLP and the evolving 
expectations placed on students as they progressed through their schooling. Students 
demonstrated a clear understanding of the program’s framework, which required them to 
complete service hours annually and reflect on their experiences. SP1 outlined the 
structure of the program stating:  
 

So, you just had a certain number of hours to complete and that went onto your report 
and then after each year you’d do a reflection about what you kind of got out of it and 
then they kind of looked at that when they were giving you whatever they wrote on your 
report.  

 
SP2 explained that students from Year 7 to Year 11 were required to complete around 20 
hours of service. SP2 also referred to the connection between the program and the 
school’s values and charism: 
 

I participated in the CSLP over the course of my time at [the College] so from year 7 
right through to Year 12 … it really drew upon the charism of our school … and it 
sought to affirm that in students. In Year 7 through to about Year 9 it involved 
participating in about 14 or 15 activities over the course about two terms and then in 
Year 10 and Year 11 it involved 20 hours of service over the two years.  

 
This student’s response indicates that the program was not only a requirement but also 
an opportunity to embody the [College] charism and develop a sense of service. SP3 
shared examples of basic and more involved activities that students engaged in explaining 
that the SL activities varied depending on the year level.  
 

So there was pretty much like your basic activities like washing the car for your family, 
um … just like cleaning around the house, you know, your basic ones like that, but then 
there was also ones like the Young Vinnies group at [the College], you could also [use] 
the activities they created like the Migrant Picnic or things like that you could participate 
in that and that would go towards like a higher amount of hours. 

 
SP1 highlighted that each year level had a different theme, such as environmental or 
family-oriented tasks. Students completed service hours that reflected their experiences, 
and their efforts were recorded in their reports. These reports were then used to evaluate 
their participation in the program. 
 
The SLP demonstrated a multifaceted approach to fostering service-orientated values 
within students, connecting their efforts to the school’s mission and values. By fostering 
engagement in meaningful service activities and encouraging reflective practice, 
participants agreed the program supported the development of students as active and 
informed citizens. 
 
Service-learning continuing beyond the SLP - Teacher participants 
 
The second emerging theme was the opportunities for SL to continue beyond the 
mandated SL requirements for the SLP. Staff responses indicated that the activities 
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offered to the students often inspired them to continue engaging in service with the 
broader community. To illustrate, TP1 recalled an instance where she invited students to 
assist the homeless outside of the Catholic faith, which required a weekend commitment. 
Despite the additional time and effort, the students reported feeling enthusiastic and 
motivated to participate. She shared:  
 

I’ll give you an example of Saturday. I took a group of kids; we went to an expo in 
Joondalup for the homeless. We went to another Church, I took them to Riverview 
Church, who we had to convince that we … could combine with them, and I said, ‘that’s 
evangelisation,’ y’know? I said, ‘wouldn’t it be wonderful if we both minister to the 
homeless?’ And it was fabulous! We gave out toiletries, the kids brought toiletries, 
whatever. 

 
This participant also recounted another experience in which students were invited to assist 
at a women’s shelter. Despite a restriction on numbers due to staffing limitation, student 
interest was overwhelming: 
 

And I said, we’re restricting it to 90 because we need staffing for overnight. I just put the 
word out while I was on the bus taking the kids to the women’s shelter. The next 
morning, I think I had 90 lining up at the door: ‘Can we be first? Can we have the form?’ 
It’s just, it’s there, it’s engrained in them now, and the ones that have gone tell the ones 
that are coming it’s a great night and to open their eyes. 

 
Similarly, TP3 provided further examples of how students extended their service beyond 
the mandated requirements, including participating in a ‘migrant picnic’ with refugees, and 
involvement in a winter sleepout where they met and worked with individuals who had 
experienced homelessness. Additionally, students volunteered to cook for others on 
weekends, engaging with people who those facing hardship. This teacher participant 
emphasised that while these experiences were often confronting, they allowed the students 
to interact meaningfully with the community and deepen their understanding of social 
justice: 
 

These things like the Migrant Picnic and so on, it’s to do with refugees from other 
countries, so you’re connected to the refugees from other countries … mainly the 
children, but they’re also connected to people from St Vincent De Paul who come along 
with that, so they get to interact with people like that. Some of the things are more 
school based … Winter Sleepout they get to meet people, I think they get to meet people 
who may have been homeless at some stage? I know that we’ve had people come in and 
give talks about how they’ve been homeless and how they’ve managed, and they’ve had 
people from agencies who look after the homeless come and talk to them. 

 
These accounts highlighted how students, once engaged in meaningful service experiences 
were encouraged to move beyond the obligation and into authentic ongoing service. 
 
Service-learning continuing beyond the SLP - Student participants 
 
Student participants also indicated their SLP engagement extended beyond their schooling 
years, with many continuing to offer service within the community after graduation. 
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Student participants reported various ongoing volunteer efforts, including continued 
fundraising initiatives and a lasting commitment to programs (e.g., Young Vinnies). They 
reported that their experiences in the SLP influenced their career paths, reinforcing the 
long-term impact of the program. SP1 discussed the chronological way in which the SLP 
influenced her to continue assisting in the community. She recalled during her 
participation in the program she found joy in giving without expecting anything in return, 
which motivated her to seek further opportunities for service. This led her to join a 
Christian Youth Group outside of school, where she continued making a difference. In 
particular, SP1 explained that she wanted “to feel that self-gratification of doing stuff for 
other people”. 
 
In a similar vein, SP3 discussed how participating in the SLP encouraged him to be 
become more actively involved in his parish and volunteer in a deeper capacity. Initially, 
he found the experience overwhelming, questioning his ability to make an impact: 
 

Oh, the community’s so big and I’m just a tiny part of it, am I really making a difference 
here?’ But I think from little things, big things grow, and I think in the little parish 
community that I’m apart of I have actually made a difference. The lady who was looking 
for volunteers was getting quite desperate, and she’s still really really appreciative of the 
fact that I’m like ‘oh, y’know I’ll continue to help you out,’ because um every time she 
puts out ‘oh we need volunteers,’ people are still quite - I think - apprehensive to give it a 
go, so I think in that way I actually have made a difference.  

 
Many student participants also credited the SLP with shaping their career choices. For 
instance, SP4 reflected on how volunteering through the Duke of Edinburgh program, 
particularly working with people with disabilities, led them to pursue a career in 
support work and teaching children with special needs: 
 

I did a lot of volunteering with the Duke of Edinburgh Program, and that was, I did a lot 
of volunteering for people with people with disabilities, and then from there, that led me 
into support work and choosing the career of teaching children with special needs. 

 
SP1 also attributed his decision to become a teacher to his experiences in the SLP: “I 
thought that doing education and um hoping to do RE accreditation as well would be a 
perfect match”. For SP5, the SLP experience had a profound impact, inspiring her to 
study law with the goal of becoming a human rights lawyer. These findings underscore the 
significant and lasting influence of the SLP on students’ values, aspirations and 
professional pathways. The program not only instilled a sense of civic responsibility but 
also inspired students to integrate service into their personal and professional lives.  
 
SLP encouraged global citizenship 
 
The third theme was that participation in the SLP encouraged global citizenship. The 
general consensus for both staff and students was that the opportunities provided in SLP 
encouraged global citizenship values such as compassion, empathy, and appreciating 
perspectives of others in different countries.  
 



Cranley & Hine 1421 

Teacher participants 
Teacher participants highlighted that the variety of SL opportunities available to the 
students fostered an awareness of global issues and encouraged them to look beyond their 
immediate lives to global communities. For example, TP1 discussed the importance of 
experiential learning in developing empathy recalling how the Hunger Banquet allowed 
students to better understand food insecurity in different parts of the world: 
 

It’s called a ‘Hunger Banquet’, and we had politicians came and sat and we divided it into 
like, ‘you’re the very poor, you’re the next stage …’ and every so often, we ring the bell 
and say, ‘another person has died of hunger’. You know? 

 
Many of the staff participants also reflected on the impact of an outreach program in 
which a small group of students and staff travelled to an international location to assist in 
local schools and engage in service activities (International Mission). TP1 explained how 
this experience moved students beyond passive learning and allowed them to actively 
engage with global challenges: 
 

The SLP actually gets kids not to just be exposed to information by watching the video 
or completing some activities from the text books but they’re actual hands-on experience 
… the biggest or greatest activity we have that reflects global citizenship is the 
International Mission, where the kids go and they undertake service activities all year to 
raise funds for the Sisters of Our Lady of the Missions in [country removed]. A lot of 
kids come back and there’s a change in them, there’s a very different appreciation for a 
lot of things. 

 
TP3 further elaborated on how the SLP broadens students’ perspectives, fostering a sense 
of global citizenship by encouraging them to think beyond their own circumstances.  
 

Well I think it gives them compassion … well it stops you thinking about yourself. So 
then you’re thinking of others in your community, then you might start thinking about 
others in the world. And also, I think that’s one thing in Humanities [and Social 
Sciences] we do, is that we do look at countries that are developing and so on and people 
struggling, and I think maybe the two together might give them a bit of a global outlook 
instead of just an ‘Australian look at things’. 

 
Student participants 
Student participants reflected on how their experiences in the SLP encouraged them to 
develop a global perspective. SP1 explained how the SLP motivated her to seek 
opportunities to make a lasting impact, stating “[The SLP] made me want to leave an 
impact on the community”. Other students discussed how the SLP experiences inspired 
them to engage in volunteer work abroad, deepening their awareness of social injustices. 
SP5 echoed this sentiment, sharing instances of the ‘eye-opening nature’ of their 
experience; “seeing the crushing poverty and political oppression, I came back with a 
keener sense of social justice”. 
 
For some students, the SLP influenced the career decisions by broadening their 
understanding of service and community needs. For instance, SP2 described how the 
program shifted her perspective, leading her to consider working outside of her local 
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community and teaching in rural and remote areas. She mentioned how her participation 
in the SLP helped her reshape her thoughts “Like even the little things, like looking into 
rural immersions and things like that with teaching, I think that’s kind of opened me up to 
opportunities like that”. Similarly, SP4 shared how the SLP heightened their awareness of 
global injustices reinforcing an appreciation of her own circumstances: 
 

It [SLP] definitely has given me more of an awareness of what’s happening around the 
world, and you see on the news there’s like so many sick kids that don’t really have the 
resources that we have in Australia and um yeah it I think it’s made me a lot more aware. 
And even like the Fun Day Out, people that don’t necessarily have everything they need 
to survive and like we have more than enough. Um so I think it’s made me more aware 
in that sense when you look, like we’re so fortunate to have what we have but there’s so 
many people that aren’t as fortunate as us and they’re still so happy and it’s like well- you 
know?  

 
SP3 recounted how the SLP encouraged her to volunteer internationally, further 
reinforcing their commitment to service: 
 

The SLP made me want to leave an impact on a community and in the world wherever I 
can. So I went to [country] and taught I was able to give myself over to the kids in such a 
remote place like [country] and in that way give to the kids in a way that maybe they’re 
never going to get. 

 
Reflections from both staff and students reinforce the profound influence the SLP had in 
shaping students’ perspectives on social justice, service and global citizenship. 
 
Discussion 
 
The findings from the student and teacher participants in this study revealed three main 
themes, namely: knowledge of the SLP, continued participation within the community 
beyond the SLP, and global citizenship. Most participants were able to clearly outline the 
program and indicated that their involvement in it was a positive experience. Overall, 
descriptions of the SLP’s focus and structure reflected themes consistent with published 
literature, including engagement in various community service activities (Fiske, 2001; 
Jacoby, 1996), and the integration of community service and academic activity (Fiske, 
2001; Skinner & Chapmen, 1999). 
 
In addition, staff participants tended to articulate the overarching principles of the SLP 
with connections to social justice, the Religious Education and Humanities and Social 
Sciences learning areas, and the Catholic identity of the College. Such articulations 
reaffirm the instructive, social and civic benefits afforded to students participating in SL 
activities (Bengic-Gelk et al., 2023; Jacoby, 1996). At the same time, staff participants 
noted a point of tension for some students who struggled to manage their SL activities 
(particularly the academic component; e.g., workbook reflections) with other scholastic 
priorities. For the most part, student participants underscored how the concrete (i.e., their 
engagement) and scholastic (i.e., their workbook reflections) components of the SLP 
helped them develop a strong appreciation for the importance of SL within a community 
(Bringle & Hatcher, 1995).  
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The second theme revealed that student participants continued their SL participation 
beyond the College’s SLP requirements. According to staff and student testimony, and in 
alignment with SL literature, this extended participation was largely in part to students’ 
positive experiences within the SLP. Effectively, these experiences benefitted students’ 
personal and cognitive growth (Chuang, 2019, Chung & McBride, 2015) and acted as 
catalysts for interpersonal and emotional development (Chambers & Lavery, 2012; 
Roehlkepartain et al., 2000; Yook, 2018). Having participated in the College’s SLP, which 
has been characterised both as a ‘fieldwork/internship model’ (Hefferman, (2001) with 
global citizenship attributes (Davy, 2011), and directly linked to various learning areas 
(Scott, 2006), students expressed how their participation influenced their decision to 
remain engaged with civic and community-based service. In particular, students echoed 
the sentiments of various commentators, in that serving others was a gratifying experience 
(Michetti et al., 2015) which broadened their understanding of a community’s needs 
(Pilling et al., 2021), and in several cases influenced their own career pathways (Grapin, 
Cunningham & Sital, 2021).  
 
The third emerging theme was that through their participation in the College’s SLP, 
students were able to develop their global citizenship potential. To commence, teachers 
shared how they felt the SLP had helped students move beyond passive learning and to 
actively engage with both community and global challenges. These challenges were 
underpinned by active citizenship, social justice, and service to others, and resonate with 
scholars who have summarised the benefits of such experiences (Chuang, 2019; Davy, 
2011; Linker et al., 2023; Oxfam, 2006; Tyran, 2017; Wasner, 2016). Student participants 
recalled having been inspired by their experiences within the SLP, with some choosing 
career paths (e.g., law, education) where social justice is administered not only within local 
or national communities, but on a global scale. Moreover, these students expressed that 
their experiences within the SLP broadened their views on ethical leadership (Tyran, 2017) 
and helped them develop their potential as global citizens (Davy, 2011; Oxfam, 2006; 
Tyran, 2017; Wasner, 2016).  
 
Conclusion and overall contribution to the field 
 
The consensus of this research is that the SLP at one Catholic, secondary school has had a 
significant impact on students’ service-learning potential. Results from staff and students 
indicate that students achieved an authentic type of learning through their own 
participation in the SLP. In particular, analysed data indicate that this learning 
encompassed the development of global citizenship potential, and how students could 
apply these specialised skills and knowledge to real-life situations. In addition to 
experiencing cognitive and social development, students reported some degree of 
emotional growth by engaging in such situations, which resulted in a deepened 
understanding and awareness of social issues. 
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