
Meng 

The Student-Volunteer: The 
Mal(ing of a Swarthmore 

Subject 

An Ethnographic Study of Swarthmore College, Chester, 
and the Volunteerism that Connects the Two 

Angela Meng 
Advisor: Elizabeth Falconi 

April 30,2012 

Sociology/Anthropology Department 
Swarthmore College 

Fall 2011 - Spring 2012 



Meng 2 

Abstract 

In my Sociology/Anthropology thesis, I explore the role of Swarthmore College and Swarthmore 
students volunteering in Chester, city nearby to the College, Drawing from various theories, I 

argue that Swarthmore students become neoliberal subjects of Swarthmore College and of the 
State in their work as volunteers who provide the goods and services in Chester that the 
government has not provided, Despite Swarthmore's decades-long commitment to volunteerism 
and civic service in Chester, I find that the nature of a four-year college and the lack of 
institutional memory create a fragmented arc of vol unteerism in Chester. Ultimately, this kind of 
volunteerism empowers the individual neoliberal subject and reifies Swarthmore's unique 
identity as a liberal arts college oriented towards the common good, However, what is lost are 
the sustainable, long-term impacts of the College on Chester and its community, 
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Introduction 
The Research Landscape 

Chester still is one of the worst, poorest school districts in Pennsylvania and SWaIthmore has been 
helping for like, many many years, like 50 years, and there's still not that change. It would make 
an outsider question, 'If Swarthmore has becn there for so long, why are there still these huge 
issues?' (Elizabeth, Interview with Author, 2/3/12) 

The above quotation displays the complexities behind Swarthmore College and its volunteer 

presence in Chester, a city nearby. It would be incredibly ambitious for me to take on answering 

a question like Elizabeth's, but I seek to investigate the practices of volunteer ism surrounding 

Swarthmore College and the city of Chester. By looking at the student volunteers in particular, I 

examine the similarities and patterns across volunteer experiences and the institutional cyclical 

patterns of the College's volunteerism in my research. In this introduction I set up the contextual 

and theoretical framework for my research. 

Swarthmore College and its Commitment to "Social Responsibility" 

To provide a contextual landscape of my thesis research, I first describe Swarthmore and 

its commitment to social justice and elaborate on its relationship with Chester in relation to its 

student and faculty-led projects and programs based in the city. 

Swarthmore College, a private, liberal-arts college located just 11 miles outside of 

Philadelphia, is renown in the higher education world as an elite, academic institution with 

socially conscious students who have a deep commitment to "social responsibility." The 

Swarthmore College: About website page conveys this fact immediately. The mission of the 

college states, "Swarthmore seeks to help its students realize their full intellectual and personal 

potential combined with a deep sense of ethical and social concern." The website page goes on to 

say, "Since its founding in 1864, Swarthmore College has given students the knowledge, insight, 

skills, and experience to become leaders for the common good." Swarthmore stands for many 
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different values, as the website claims, "from its commitment to curricular breadth and Ilgor to 

its demonstrated interest in facilitating discovery and fostering a sense of civic responsibility 

among exceptional young people" (Swarthmore College 2012). With the careful aIticulation of 

its values and objectives, the College presents itself as more than just an insular, 'ivory tower' 

academic institution. In addition to their rigorous Honors and Engineering programs and TIi

Consortium status, much of Swarthmore College's identity is built on its commitment to social 

justice and community service. It teaches its students to have an outward eye towards the world 

and to apply their critical thinking and knowledge of the world to "make their mark on the 

world" as they see fit (Swarthmore College 2012). 

As an elite liberal arts college competing for the same high-caliber of students with other 

elite higher education institutions, Swarthmore College knows the impOltance of branding and 

emphasizing its uniqueness among its peer institutions. The Admissions Website offers a page 

titled "College with Conscience" where visitors can scroll through pictures of Swarthmore 

alumni and students to see their stories of community service (Swarthmore College 2012a). The 

college markets itself as an elite school where students not only obtain an excellent education 

with accessible professors and small classes, but also apply such cIitical thinking skills and 

lessons to do good for society. The College has also several national awards for its social 

commitments, including the 2009 President's Higher Education Community Service Honor Roll 

and 2008 Carnegie Community Engagement Classification (Nicely 2010). A fascinating 

phenomenon in the Admissions process is that since Swarthmore brands itself as a college 

interested in helping the world, it tends to attract a select group of applicants who are interested 

in community service. As I will discuss in next chapters, this reinforces notions of the 

importance of community service and social justice at the College. 

7 
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It is difficult to pinpoint the exact inspiration for Swarthmore College's focus on "the 

common good," but many of the facuity, staff, and students I interviewed point to the school's 

Quaker history as the inspiration for the College's ethical goals. A group of Quakers founded the 

College in 1864. While Swarthmore does not impose Quakerism on its students, it very much 

emphasizes its values throughout all aspects of college life. The College website describes, "As a 

way oflife, Quakerism emphasizes hard work, simply living, and generous giving as well as 

personal integrity, social justice, and the peaceful settlement of dispute" (Giardinelli 2011). The 

"social justice" element has been present throughout Swarthmore's history and from the very 

beginning, the College and its students have been active in different social movements, including 

anti-slavery, suffrage, civil rights, and anti-war. In present day, the College's commitment to 

"social responsibility" manifests in the plethora of student-run and faculty/staff-run projects, 

clubs, programs, and nonprofit organizations worldwide--all funded by Swarthmore College. 

Just this Spring 2012 semester, the Lang Center reports have 533 Swarthmore students involved 

in community service, volunteering, and civic engagement activities and 357 students in 

Community-Based Learning classes (CBL). Specifically in Chester, an estimated total of 200 

students volunteer in Chester in any given semester (Alice, Interview with the Author, 2123112). 

Once students arrive at Swarthmore, the Lang Center for Civic and Social Responsibility, 

the "Lang Center," provides the institutional support for these students who are interested in 

community service. The Lang Center and its staff members provide the institutional support for 

these new and ongoing students interested in community service. Established in 2001 from a 

special endowment from a Swarthmore alumnus, Eugene Lang '38, the Lang Center allows 

interested students, faculty, and staff to "create, sustain, and learn from activities, events, and 

organizations in ways that fulfill the mission of the College and the Lang Center to provide an 
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environment that supports academic excellence in the context of social responsibility" (Lang 

Center 20 12a) The Lang Center is a physical building on the edge of Swarthmore's campus with 

5 full-time paid staff members. There are numerous programs and resources at the Lang Center 

for members of the Swarthmore community, including the Community-Based Learning (CBL) 

program, the Project Pericles Fund, the Swarthmore Foundation grants, the Lang Opportunity 

Scholars (LOS) Program, and the Chester Community Fellows (CCF) Program. I describe the 

Chester Community Fellows Program and LOS Program in depth in Chapter 2, but I want to 

describe the other kinds of resources available at the Lang Center to demonstrate the breadth of 

resources out there for students. Based on the premise that "the most profound learning often 

comes from experience that is supported by .. .intellectual analysis," the CBL program are a group 

of Swarthmore College courses that integrates service work into the academic curriculum (Lang 

Center 2012). The Project Pericles Fund provides financial support to Swarthmore student 

groups that "propose and implement social and civic action projects"; these projects can be 

domestic or international, but its main purpose is to "effect civic or social change through 

advocacy, activism, and direct service" (Lang Center 20l2c). Lastly, the Swarthmore 

Foundation, which Chester Community Fellowship Program is a part of, provides a variety of 

financial support grants, including the Summer Social Action Awards (S2A2) to provide funding 

for students interested in summer internships at non-profit organizations, the Swarthmore 

Foundation internship, Swarthmore Foundation project grants that provide seed funding to 

students and groups oriented towards social action, and lastly, fundraising support that make 

loans to order to jumpstart the fundraising process (Lang Cemter 2012d). 

Aside from the Lang Center's financial resources and grant programs, there are also 

numerous domestic and international community service-oriented clubs and projects at 
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Swarthmore, ones affiliated with the Lang Center and ones not. The Center also funds a visiting 

professor position, titled "The Eugene M. Lang '38 Visiting Professorship for Issues of Social 

Change." The Lang Visiting Professor is chosen by his/her history of work in "social justice, 

civil liberties, human rights, and democracy" and is brought to campus for semester or year-long 

positions to teach classes in those subjects (Lang Center 20l2a). 

The Lang Center provides community selvice and volunteering opportunities for 

students, but my main focus in this thesis is how it promotes entrepreneurial, self-starters who 

see problems in society, devise a program or project to address it, and successfully apply for the 

many financial resources and grants at the Lang Center. As Chloe, a LOS scholar I interviewed 

describes, "This idea is very much embedded in the culture of Swarthmore and high achieving 

institutions of high achieving students everywhere, which is something isn't valid unless you 

start it and it's new." As I discuss at length in Chapter 1, this promotion of social 

entrepreneurship creates a certain kind of student volunteer, one who takes it upon themselves to 

create and enact the projects and programs to provide solutions to the problems they see in the 

world, particularly in Chester. 

Given the College's deep philosophical commitment to serve the common good and now, 

the Lang Center's financial and staff resources to supplement such ideals, it is only natural for 

the College to be attracted to local sites of need. One of those prime, active sites of community 

service is the city of Chester, located just 15 miles from Swarthmore College. 

Research Motivation 

My research primarily explores the role of Swarthmore College in the city of Chester and 

namely, Swarthmore students who volunteer in Chester and their contributions to and takeaways 

from Chester. As the opening quotation to this Introduction questions, Swarthmore College and 
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its students, faculty, and staff members have spent decades volunteering in Chester and yet, 

many people (as well as the statistics) say that Chester is no better. My central research question 

is: Given the amount of manpower and monetary resources that Swarthmore has committed in 

Chester, to what extent have Swarthmore students, faculty and staff impacted Chester in 

sustainable ways and to what extent have their work in Chester changed them? Because there is 

an extraordinary wide range of Swarthmore programs and organizations in Chester, it is difficult 

to explore the impacts and effectiveness of each individual program; rather, in my research, I 

draw on the similarities of these projects in explaining the present and often, institutionally 

cyclical patterns of volunteer work in Chester. I focus mainly on the second part of the question 

in my analysis of subject formation of Swarthmore students. My research question is not to say 

that Swarthmore students did not make a difference at all in Chester, but rather, it questions 

Swarthmore students' role in making deeper, infrastructural changes in Chester. The purpose of 

my research is not to provide slanted critique towards Swarthmore presence in Chester or to 

argue that Swarthmore College should not be present in Chester at all. There has always been 

and will be good change in Chester as a result of Swarthmore College's presence. Swarthmore 

students have been able to start and continue much-needed programs in Chester that the local, 

state, and federal governments were not providing to its residents. Rather, my research aims to 

provide an ethnographic account of Swarthmore students' service work in Chester, exploring the 

possibilities, hindrances, impacts, and critiques of volunteer ism at Swarthmore College. 

I want to describe my own personal experiences with Chester and Swarthmore 

projects/clubs in Chester because they served as the primary reason why I selected this topic and 

they color much of my assumptions and perceptions. Since my freshman year, I have volunteered 

for the Chester Food Co-op for the Freshman Fall Semester through a CBL religion course, a 
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Lang Opportunity Scholar project titled Extraordinary Possibilities in the Freshman Spring 

Semester, Chester Bikeworks my Sophomore Spring Semester, and the Volunteer Income Tax 

Assistance (VITA) Program my Junior Spring Semester. While on paper, it certainly sounds a lot 

oftime commitment, I have probably spent less than 25 hours total in each activities. Like many 

of my peers, I volunteered in Chester because I wanted to make a difference outside of the 

Swarthmore community and these clubs seemed like great opportunities. At the same time, I had 

many other priorities on my plate, such as academics, on-campus jobs, and other clubs. These 

Chester program activities were short-term commitments because I consistently left dissatisfied. 

I felt powerless in my ability to connect and help these Chester students. For instance, 

Extraordinary Possibilities is an after-school program teaching Chester high school students 

civics lessons and Chester Bikeworks is an after-school program for Chester elementary students 

to teach them bicycle mechanic skills. In both of those programs, I felt that it was extraordinarily 

difficult to engage with these students and capture their attention for a long time. At the same 

time, I constantly asked myself, "Who am I, a suburban Asian-American female from California, 

to teach these Chester students these lessons that ultimately don't have anything to do with the 

challenges and difficulties they face at school and at home?" 

However, I kept returning to a different organization every time because I felt like every 

new time, it would be different-I could make a difference. Interestingly, Ijoined VITA because 

the student leader marketed it as a program in Chester where you can see the difference you 

make. VITA runs every Spring in Chester where Swarthmore students assist Chester residents 

with their tax filings and at the end of each tax filing, students can see the monetary refund that 

these residents obtain from the Federal Government. I thoroughly enjoyed working there and 
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seeing the amount of money that these Chester residents will receive after helping them file their 

taxes. 

My experiences drastically contrast to the students I interviewed for my thesis. Rather 

than focus on the short-term volunteer like myself (and those other, say, 150 Swarthmore 

volunteers in Chester), I chose to focus my thesis on students who have been volunteering in 

Chester for the long-term in their various programs. By selecting to interview and focus on 

students who are committed and/or have volunteered in Chester for years, I particularly analyze 

how they see themselves and their roles as volunteers in Chester and what are the personal 

lessons they take away from their volunteer work. There are several particular areas of research 

that I investigate, including the dynamics between Swarthmore students and Chester students, 

Swarthmore students' process of subject formation, and the role of the four-year institution in 

volunteering in Chester. 

Volunteer work in Chester is also integral to the identity formation for Swarthmore 

students and College. As mentioned before, Swarthmore is renown for its integration of rigorous 

academics and applied social good. I'm interested in investigating how Swarthmore students see 

themselves in the context of the Chester volunteering landscape and how has their volunteer 

work informed, reaffirmed, and/or even contradicted their identity as a Swarthmore student 

volunteer. How does the Lang Center encourage a certain type of student (hinted above)? What 

role does the College play in producing a certain kind of subject? Why do Swarthmore students 

feel compelled to volunteer, particularly in Chester? What are the skills and lessons they gain 

from volunteering? How do they see other volunteers in contrast to themselves? 

With respect to the dynamics between Swarthmore students and Chester students, I 

examine how the varied interactions between these two entities impact these programs' 
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.effectiveness as well as Swarthmore students' lessons and experiences. I'm primarily interested 

investigating the different dynamics among key participants in volunteer work in Chester and the 

ways can the Swarthmore community successfully or unsuccessfully engages with the 

community. For instance, I investigate the roles and intersections of race and class dynamics that 

occur between these Swarthmore volunteers and the Chester residents. In many cases, many 

Swarthmore student Chester volunteers tend to be Caucasian, female, and of higher 

socioeconomic standing than Chester students. While class can be invisible in certain cases, race 

definitely isn't. I remember in the preliminary stages of my research, I spoke with Alice, a staff 

member of the Lang Center and she described how she consistently has gotten requests from 

adults involved in Chester for African American male volunteers from Swarthmore (Alice, 

Interview with Author, 2/23/12). While I do not seek to answer why more black males don't 

volunteer in Chester, I am intrigued of the types of volunteers that these programs/projects tend 

to attract and how the aspects of race and class factor into the complex, everyday 

volunteer/recipient dynamics. How important are these factors important for Swarthmore 

volunteers in establishing a rapport with the Chester high school students? How can race and 

class relate to cultural and linguistic capital acquisition and accumulation (or lackthereot)? What 

is the role of race and class in Swarthmore students' subject formation? Why do some 

Swarthmore students commit to service for their careers versus for their extracurricular 

activities? 

Lastly, I look at Swarthmore's role in Chester from an institutional and historical point of 

view, ultimately addressing the question that Elizabeth poses in the opening quotation. I 

investigate the role of reinforcing stlUctures and institutions in perpetuating these patterns, 

practices, methods, and approaches to volunteering in Chester. Has Swarthmore's approach to 
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community service and social justice programs, projects, and clubs have remained stagnant or 

ever changing? If they have remained stagnant, why have such culture surrounding volunteering 

between Swarthmore and Chester remained so? If they have been evolving, what is the method 

they use to change such approaches and what have remained constant? How does volunteer work 

in Chester inform Swarthmore College's identity as an institution devoted to teaching its students 

about changing the world and committing to the common good? If any, what are the historical 

patterns of Swarthmore volunteering in Chester? Why do we not see the institutional changes in 

Chester as we expect? Namely, throughout the process, I seek to examine the nature and impact 

of culture and identity and how they reinforce one another to perpetuate the notions of 

community service and committing to the common good. 

Before moving on, I want to elaborate some key terminology and points. There is a 

critical difference between volunteerism and civic responsibility (as reflected in the Lang 

Center's title). What Swarthmore students do in their free time is volunteering, whether it's after 

school tutoring or working on an urban garden with Chester community members. Individuals 

volunteer for a variety of reasons, whether it's because it is fun or nice to get off campus. 

However, the reason why Swarthmore students volunteer is because of concepts like civic 

responsibility and service. In my interviews and observations, students profess a desire to give 

back to the community and talk about feelings of obligation to do something about these societal 

problems. The difference between volunteerism and civic responsibility is a key driver to 

understanding the Swarthmore student as a subject of the state, as I later explore in my analysis 

and application of Hyatt's (2001) work. In my research, I look at volunteerism, which is the act 

or practice of volunteering in the community, to understand the civic obligations and motivations 

behind volunteers themselves. Namely, why do they want to help the Chester community? How 
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do they feel obligated? Where do these feelings of civic responsibility come from and how are 

they reinforced? 
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In my research, I use the telID 'volunteer' very loosely because Swarthmore students are 

occasionally paid for their volunteer service. Payment is not considered an incentive for students 

to volunteer, but rather it makes the act of volunteer accessible to everyone. Students on financial 

aid at Swarthmore are enrolled in a work-study program where a campus job or paid summer 

internship is part of their financial aid package (Swarthmore College 2012a). These students may 

not always have the opportunity to volunteer on or off-campus because they have to work for pay 

as part of the workstudy program. Thus, while most volunteer projects at Swarthmore are 

volunteering without pay, there are a variety of institutionalized programs that pay students on 

financial aid for their volunteering service, including Dare 2 Soar and the Center for Higher 

Academic Achievement (CHAA). The students get paid $8.69 an hour and these payment 

changes are relatively new at the College (for instance, CHAA volunteers on financial aid started 

getting paid in Fall 2012). For Model 4 Success (M4S), one of the sites I conducted participant 

observations in, all Swarthmore students are paid for their time at $8.69 an hour (Amanda, 

Interview with Author, 2/27112). Many of my interviewees expressed that payment is not a 

strong incentive for them and they tutor because they enjoy it. While Swarthmore student 

volunteers come from a wide range of socioeconomic backgrounds, the payment structure at 

Swarthmore College allows Swarthmore students from socioeconomic backgrounds to volunteer 

in communities similar to their home communities. As I explore in Chapter 3, these students with 

similar backgrounds take away very different lessons from students with dissimilar backgrounds 

to the Chester community. These students' differences in cultural and linguistic capital transfOlID 

these students into different kinds of subjects of the College and of the State. 
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Theoretical Approach 

To provide the theoretical basis and lens for understanding the role of Swarthmore 

College in Chester, I draw on Foucault's (1991) notion of governmentality and subject 

formation, Hyatt's (2001) concept of the citizen-volunteer, Althusser's (1970) understanding of 

interpellation and Ideological State Apparatuses, and Bourdieu's (1984, 1991) concept of habitus 

and capital. I will summarize these theoretical concepts throughout my thesis, as they provide 

specific insight for understanding different aspects of Swarthmore's volunteerism in Chester. 

To summarize and outline how these theories inform my work in Chester, I find that the 

city of Chester largely reflects the rise of neoliberalism as a mode of governance. 

Governmentality, Foucault's theory of the mode of governance, produces certain kind of 

disciplined subjects (Foucault 1991). Neoliberal governmentality, in this case, supports notions 

of capitalism and free market and in effect, produces the individual as a self-enterprising subject 

responsible for their own circumstances (Rose 1996). Hyatt discusses the citizen-volunteer as a 

neoliberal subject who addresses the state's withdrawal through service and volunteerism. 

Individuals in the United States take it upon themselves to share the burdens of welfare and 

community service and construct such service as obligations and responsibilities of a dutiful 

citizen (Hyatt 2001). While these citizen-volunteers see themselves as doing good work and 

filling in the service gaps, Hyatt argues that they also simultaneously allow for the Government 

to leave public services unprovided, including public education in the case of Chester. 

Applying these concepts to my research on Swarthmore College volunteerism, I argue 

that Swarthmore College as a participatory institution in the State's neoliberal mode of 

governance because it encourages and actively facilitates SWaIihmore students to become 

volunteers in Chester. Using Althusser's (1970) understanding ofIdeological State Apparatuses 
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(ISAs) in reproducing and reinforcing a State's governance over its subjects, I see Swarthmore 

College as an educational ISA that produces a certain kind of student subject governable for the 

State. In my research, the ideology in question is that of the neoliberal volunteerism where 

citizens feel it to be their civic responsibility to contribute and 'give back' to their communities. 

With Swarthmore as an educational ISA interpellating these ideologies into its subjects, I call the 

Swarthmore student subject "student-volunteers" because the term reflects the feedback process 

of being a 'student' and a 'volunteer.' Both roles act upon each other to create a subject who 

takes the practices, actions, and rituals involved in both positions and tackle the problems they 

see from a dual academic and moral perspective. Furthermore, through their position as a 

volunteer, they are students insofar they learn the skills, practices, and tools to become 

volunteers who continue that level and kind of civic service for the rest of their lives. Then, these 

student-volunteers leave Swarthmore College to employ their passions, apply these skills gained 

from their volunteer positions, and become full fledged citizen-volunteers (to use Hyatt's 

terminology) devoted to service and civic responsibility for the rest of the lives, either as a career 

or extracurricular activity. Thus, we understand Swarthmore's programs and projects in Chester 

not only as community service projects in an urban setting that lacks governmental assistance 

and welfare, but also as a institutional practice that reproduces the ideology of neoliberal 

volunteerism. 

To assess the nuances within subject formation, I look to Bourdieu's (1984, 1991) 

concepts of habitus and capital. While these Swarthmore students are accumulating similar fornls 

of educational capital at the College, they come from very different socioeconomic backgrounds, 

from cities like Chester to the suburbs of Kentucky. These differences manifest in the students' 

possession of cultural and linguistic capital. Students who possess the appropriate forms of 
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capital to relate to these Chester students that they work in create deeper connections with these 

Chester students; thus, they are transformed to a subject who pursues service as a career. On the 

other hand, students who do not possess similar forms of capital as these Chester students cannot 

make those deeper connections and therefore, they are still transformed into the neoliberal 

subject, but one that sees service as an extracurricular aside, not as a career. Of course, I use not 

only theolY, but also previous literature, to substantiate and ground my ethnographic findings. 

Litemture Review 

My research topic touches on a variety of relevant topics, such as urban development, 

high education institutions, and youth volunteerism. While these subjects are incredibly 

fascinating, I only intend to summarize selected bodies of work in those topics in order to 

provide a context of where my research places in these relevant bodies of work. 

In my research, I primarily look at the role of Swarthmore College as a higher education 

institution in producing and reproducing a certain kind of student-volunteer. In this case, the 

College is producing a subject that is complicit and compatible with neoliberalism as a form of 

governance. However, Swarthmore College is not the only educational Ideological State 

Apparatus promotes neoliberalism as a mode of State governance. Other universities in urban 

settings have promoted urban renewal and economic development in their communities (Mullins 

and Jones 2011). Nearby to Swarthmore College, Philadelphia hosts two large universities, 

University of Pennsylvania in West Philadelphia and Temple University in North Philadelphia. 

In her Universities and Neoliberal Models of Urban Development article, Hyatt explores the role 

that these universities play in local gentrification. In developing and investing in their 

neighborhoods, these higher educational institutions were changing the landscape of the 

communities into ones of expensive housing and commercialized, retail stores (Hyatt 2010). 
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Something I find unique about Swarthmore College is it is not necessarily focusing on urban 

renewal itself, but rather urban renewal by way of its students' volunteerism. Swarihmore 

students do not necessarily engage in the same type of urban development, but they did engage 

in promoting a neoliberal practice of self-reliance in providing services to the community, 

something I expand on in Chapter 1 using Hyatt's insight and analysis (2001). 

20 

These students are volunteering in Chester, a predominantly African American city with 

high unemployment, high crime rates, poor educational resources, and economically depressed. 

Chester is often described using those statistical descriptors and Swarthmore students are no 

exception in engaging in that same discourse (See Examples 1.3-1.5), Later in Chapter 1 and 2, I 

will demonstrate how the statistical and spatial construction of Chester appeals to students. But, 

from a different perspective, it would be an oversimplification to describe Chester though just 

those numbers. Like any neighborhood or community, Chester possesses more depth than just 

what outsiders see. In the book Black Corona, Gregory conducts research in a predominantly 

African-American neighborhood in New York City and explores its residents' identities, political 

activism, culture, and social organization. Contradicting the common perception that 

neighborhoods like this are' ghettos,' Gregory explores how the construction of these 

neighborhoods as 'black ghettos' serves to depoliticize issues of racial and economic inequality 

and depict these issues as a problem of the individual, not of the state. My research does not 

necessarily focus on Chester and studying its community, but in the presentation of Chester as a 

'black ghetto,' Swarthmore students feel compelled to volunteer in the city. Indeed, one school 

newspaper ariicle on Chester headlines "Area students tutor in Black Ghetto" (The Phoenix 

1969). Students are profoundly aware of these inequalities and the government's role in 
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perpetuating them, but as I argue later, students, as subjects, engage in the same discourse and 

participate in neoliberal governance through their volunteerism. 

21 

Lastly, there have been numerous studies, ethnographic and statistical, of the impact of 

volunteerism and community service on youth. Some argue that community service, both 

mandatory and voluntary, in high school and college leads to increases in civic engagement, such 

as voting and volunteering, for the rest of these students' adult lives (Hart et al 2007; Metz and 

Youniss 2005; Andersen 1998). Reasons for this commitment include developing habits of 

volunteering, gaining senses of fulfillment, and recognizing the value of giving back to the 

community. For instance, in Community Service and Social Responsibility in Youth, Youniss and 

Yates follows high schoolers' experiences volunteering in a soup kitchen in Washington, DC. 

They find that volunteering "stimulates the political moral development in adolescents" and for 

the African American volunteers, it "heightened consciousness of black identity" (1997:36, 100). 

Often, students who have critical volunteering experiences in adolescence often continue to 

pursue community service and civic engagement for the rest of their lives. My research findings 

are similar insofar my interviewees express the same kind oflifetime service commitments and 

identity formation as others have in previous literature. However, while previous literature has 

looked at student volunteers as an overwhelmingly positive phenomenon to encourage, I 

specifically examine youth volunteerism in the neoliberal context. Specifically, the student is 

transformed not just from student to lifelong volunteer, but from student to a subject of the 

neoliberal state. This is not to say that the work that Swarthmore students have done is positive, 

productive community service, but it is to put in the context of institutions, state apparatuses, and 

govemmentality. From the theory and previous literature, I now turn to descriptions of my 
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methodology to provide a more inclusive picture of my role as an ethnographer and the primary 

research I did for this thesis. 

Methodology 
For my research, I conducted interviews and participant observations as my primary 

methods. I interviewed a total of nineteen people, a collection of students, faculty, and staff 

members who work at the Lang Center and/or in Chester. Unfortunately, I did not have the 

opportunity to interview Chester students or residents because of time and logistical constraints. 

All the interviews were tape recorded and transcribed and all my interviewees in this thesis have 

assigned pseudonyms. Table A in Appendix A displays the people I interviewed and/or were in 

my participant obselvations. Of the nineteen people I interviewed, there were four Lang 

Opportunity Scholars (a sophomore, junior, senior, and an alumnus), two volunteers from the 

Chester Youth Court (a junior and a senior), four Center for Higher Academic Achievement 

volunteers (one freshman, two sophomores, one senior), and six Model 4 Success volunteers 

(two freshmen, two sophomores one junior, one senior). There are also overlapping volunteers; 

one Model 4 Success volunteer and one Chester Youth Court volunteer both were active 

members of Dare 2 Soar. As for these types of organizations, I describe them in detail in later 

chapters, but as one can see, my interviewee selection was a delicate balance between the depth 

of one particular program versus the breadth of programs in Chester. In addition to these 

students, I also interviewed two Lang Center staff members and one professor who does 

Community Based Learning courses. I conducted these interviews throughout Spring Semester 

and they ranged from 45 minutes to an hour and 15 minutes. The questions are also in Appendix 

A. 
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In the spring semester, I also conducted participant observations twice-weekly at Model 4 

Success and weekly at the Center for Higher Academic Achievement (CHAA). I made a total of 

eighteen visits to Model 4 Success and eleven at CHAA. I took notes during my participant 

observations, but there was no tape recording or videotaping. The people from my participant 

observations have also been assigned pseudonyms. In research in general, a participant observed 

is rarely a passive pmiicipant in the field of their research. At CHAA, for the first hour, I tutored 

Michael, a high school sophomore in Chester and then did observations of the four other 

Swarthmore tutors for the last two hours. The CHAA director who was my main contact for 

allowing my research to be conducted recommended my tutoring to better facilitate my presence 

at the center. My position as an outsider was trickier for Model 4 Success, a program specifically 

closed to African American Swarthmore and Chester students. 

For instance, in my interview Katherine, she referred to my own position as 

researcher/observer and the peer leaders' degree of comfort with me. Katherine describes, 

(Example 0.0) 
We are a culturally Black group on purpose. The grant is built so tiMt we are black students 

helping black kids. One of my kids came to me, "Why is she here? Shc's looking at the black 
people from Chester." I had to catch that on the first day, "No, no, she's not doing a pity party. We 

tend to think that if there is someone who is not our color watching us, we kind of feel like, "Are 

they having one of those 'Do they think they are above us?' moments?" They were were like, 

"Why is the little Asian girl coming to watch us." I was like, "Whoaa, we can't have that 

viewpoint." And so I had to catch that. They walmed up to you velY fast, that is so cute. I'm so 
glad. Yes. 

From the very beginning, I was very mindful of my role as the only non-Black Swarthmore 

student in this setting and I would be the one taking notes about everything they do. I remember 

the very first day of my observation, when they introduced me as a Senior who will be making 

observations for her Sociology/Anthropology thesis, I joked, "You won't even notice I'm here" 

to a completely silent group of high schoolers. In the beginning of my observations, I felt rather 

awkward in all the settings and even appreciated how the peer leaders and mentors ignored me. 
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I believe the Peer leaders got used to my presence and rather started to enjoy it through 

several steps. First, the mentors, my SWaIthmore peers, started to acknowledge me, saying hello 

and engaging in conversations about things like class work and the terrible Dining Hall food in 

front of the peer leaders. In my opinion, that was a huge step in getting the peer leaders to trust 

me, because they trust the mentors and the mentors trust me, I gained the right to be there. 

Oftentimes, the mentors would ask for assistance on their lessons, asking me to provide other 

example sentences. Little by little, the peer leaders started to acknowledge me, starting with 

Nathaniel. He would say hello to me every time I came into the room. One time in a tutoring 

session, he was working in a small computer room on the second floor where there were only 

two chairs, one for him and the other for his mentor. He brought in a third chair in the room just 

for me and when Katherine came in and sat in the chair, he told her to not sit in it because it was 

reserved for me. I only learned about this later when Katherine bemusedly told me. 

Once the peer leaders got used to my physical presence and didn't see it as 

condescending or demeaning, I also had to gain intellectual and cultural legitimacy. The first 

Saturday Cultural Institute I observed was on Black History Month where the students played 

games like bingo and Taboo involving Black American history. In the Taboo game, we were 

divided into two teams. Taboo is similar to Charades where the point person of each team is in 

charge of trying to get his/her team to get the right word. In a timed minute, he/she has to 

describe the word on a given card without using certain 'taboo' words on the card. The theme of 

this taboo game was Black HistOlY Month so all the words had to with Black history. For 

instance, the word on the card would be "Martin Luther King, Jr" and the point person cannot 

say certain phrases and words like, "I have a Dream," March to Washington, and civil rights. 

When it was my turn, I was able to accurately describe 4 words, gaining my team four points. 
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Additionally, when my team had other point people, I was able to accurately guess at least 6 or 7 

words. The peer leaders were quite impressed with my knowledge and people on the other team 

started calling for me to not participate because I scored so many points. Katherine on the other 

team joked, "How is she better than us when she's not even black?" and Nathaniel, who 

happened to be on my team, "Wow, we have a new Jeremy Lin I
» Of course, it would be a great 

exaggeration to say that I had the same rapport that M4S mentors and peer leaders have with 

each other. But, especially after that Saturday, there was a certain degree of mutual respect 

between the peer leaders and me, whether it was that reserved chair for me, an exchanged glance 

and smile when one of the mentors made a bad joke, or when a peer leader asks me for help on 

their essay topic. I will later expand on these notions of intellectual and cultural legitimacy in the 

form of capital in Chapter 3. 

Overall, my experiences as a participant observer reminded me that by writing this thesis 

and questioning Swarthmore's involvement in Chester, I'm engaging in the very practices I seek 

to question. For instance, Chester high school students who weren't there that first day ask~d me 

why I'm here. When I told them I'm doing 'observations,' they didn't question me further even 

though about what my observations were for or what exactly I'm even observing. I believe that 

this is a testament to how they are used to Swarthmore students doing observations in Chester. 

Many Swarthmore students come into Chester to conduct observations for their educational 

courses, including Introduction to Education and Urban Education. Indeed, many of the 

Swarthmore students in M4S initially thought I was there to conduct observations for an 

Education class as well. As I later describe in Chapter I, Chester as a city is often used by the 

state and federal government as an exemplar or symbol of new projects and political issues on 

1 Jeremy Lin is an Asian American basketball player in the National Basketball Association (NBA) who recently 
became a big sensation in FeblUaIy 2012. 
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the community, ranging from the state governor's advocacy for privatized public education to 

Chester's status as a pilot city for a new federal government initiative. Chester as a community 

often sees new Swarthmore programs and projects created and old ones die from year to year. 

Anecdotally, I have heard of Swarthmore students (not the volunteers) derisively call Chester as 

"Swarthmore's guinea pig" where Swarthmore students experiment their social justice ideas on 

the city before moving on to applying those ideas in graduate school and beyond. While I do not 

seek to level that same criticism at Swarthmore's approach to Chester, I do seek to question the 

practices of volunteerism in Chester and the impacts of such volunteerism on these student

volunteers versus Chester residents. I am very conscious that in my role as a researcher and it is 

arguable that I am perhaps using Chester as my own 'guinea pig' in this Sociology/Anthropology 

thesis. Throughout this thesis process, I have gained insight about myself, traveled on a research 

journey as a budding academic, and written a thesis that is mostly likely physically and 

linguistically inaccessible to people in Chester. On the other side, Chester residents are still left 

in the' same positions as before. This perspective troubles me, but I am hopeful. I hope to 

leverage the knowledge and insight that I gain from this research to perhaps improve the 

practices and approaches that Swatthmore College, the Lang Center, and Swarthmore students 

goes about volunteerism in Chester. I am well aware of the institutional limits of memory (as 

explored in Chapter 4), but I hope that my thesis would provide critical insight in the ways we 

can improve our role as Swarthmore student outsiders in Chester and realize the potential of 

Swarthmore student proj ects in Chester. 

Outline 

My research focuses on three main areas, as explored each of my thesis' different 

chapters. First, in Chapter I, I look at the history of Chester and the history of Swarthmore in 
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Chester and how it traces the rise of neoliberalism as mode of governance, ultimately creating 

Chester into a place with need. I also outline a history of Swarthmore's presence in Chester, 

tracing the similarities and differences to Chester programs and projects in the past and in the 

present. Then, in Chapter 2, I assess the specific formation of subject hood through the lens of the 

Lang Opportunity Scholars program and how it produces and interpellates students into a very 

specific kind of subject. I also look at the spatial discourses surrounding Swarthmore and 

Chester, how it motivates students volunteer and how it relates to different students' own 

backgrounds. Furthermore, in Chapter 3, I investigate the processes behind subject formation by 

expanding on my participant observations at Model 4 Success and the Center for Higher 

Academic Achievement. Namely, I find that while all Swarthmore students who volunteer in 

Chester are produced into student-volunteers, there are differences in the kinds of student

volunteers that each program in Chester creates. Then, in Chapter 4, I explore the larger, macro 

implications of college volunteerism, looking at Swarthmore College's role in Chester from a 

historical perspective. I find that while Swarthmore as an institution and Swarthmore students as 

individual volunteers are empowered and gain from this volunteerism, Swarthmore students 

cannot change or help Chester in the ways they desire due to the nature of the 4 year institution. 

Swarthmore College has been present in Chester for decades in the form of four-year students 

who make small changes, but those small changes do not add to a big change because of the 

cyclical nature of Swarthmore College volunteerism. Finally, in the conclusion, I touch on 

possible further areas of research. 
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Chapter 1 
A Neoliberal Perspective: 

The History of Chester and Swarthmore 

Introduction 

In this chapter, I provide a historical perspective on the community of Chester and on 

Swarthmore College's 'volunteerism' in Chester. First, I summarize the theoretical 

underpinnings of this chapter; namely, using theories and conceptualizations of 

"governmentality" and "neoliberalism" as a lens for understanding histories of Chester and 

Swarthmore College in Chester. I describe how the history of Chester reflects the withdrawal of 

the government and the dominance of the free market. Due to Chester's political and economic 

history, Chester residents learn to utilize various strategies to seek outside services, including the 

presentation of Chester as a place of need to Swarthmore students. Finally, I summarize a history 

of SWaIthmore College's programs, projects, organizations, and volunteers in Chester. Using 

Hyatt's conception of the citizen-volunteer, I argue that these programs transform students from 

merely college students into student-volunteers, subjects of Swarthmore College and the larger 

state apparatuses. 

Neoliberal Governmentality and the "Citizen-Volnnteel'" 

At Swarthmore College, the common phenomenon of student-volunteerism is not an 

incidental or isolated phenomenon; rather, it reflects the productive power of the Government 

and institutions (namely, Swarthmore College). Defining Government as "the conduct of 

conduct," Foucault argues that the Government is simultaneously "totalizing" and 

"individualizing" in its production of subjects (Gordon 1991:2-3). Essentially, through its 

programs and services (such as welfare programs, systems of taxation, and public schools), the 
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government seeks to produce and reproduce the same kind of individual subject. The State is not 

necessarily concerned with "the common good," but rather with the convenience of governance 

to achieve certain ends (Foucault 1991: 95). For instance, in the case of the neoliberal subject as 

I describe later on, a citizen-volunteer who volunteers and participates in community service 

absolves the Government from providing those services in a form of government assistance 

(Hyatt 2001). Regarding the different parts that go into creating this system, Foucault outlines, 

The ensemble fonned by the institutions, procedures, analyses and reflections, the calculations and 
tactics that allow the exercise of this very specific albeit complex fOlm of power, which has as its 

target population, as its principal fonn of knowledge political economy, and as its essential 
technical means apparatuses of security. (1991: 102) 

In my own analysis of Chester and Swarthmore, there are multiple levels of government that 

participate in the production of citizen-subjects, from the federal government promoting the 

Strong Cities, Strong Communities Initiative to the local Chester government building casinos 

and soccer stadiums for city revitalization. The term 'governmentality' refers to how 

Government operates, government itself can be a vague term for there are varying levels of 

government (Federal, state, county, and local) that operate onto the same constituents. Therefore, 

in my research, I use the capitalized term Government to refer to government as a system, 

complete with its subjects, apparatuses, and ideology and the lower cased term government 

refers to an individual level of government whether it's a public--or even private, in the case of 

Swarthmore--institution promoting the productive power of subjectification. I believe that 

Swarthmore College as an institution can also be construed as part of 'governmentality' because 

as I argue later in Chapter 2, Swarthmore College is only one part of the larger educational 

Ideological State Apparatuses (IS As ) that promote community service and civic responsibility as 

an ideology. And, according to Althusser's theories, ISAs playa crucial role in the role of the 
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Government producing individuals into subjects. In Chapter 2, I explore this relationship 

between Foucault's concept of , govern mentality' and Altusser's 'ISAs' more in depth. 
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The fusion of"neoliberalism" and Foucaultian governmentality creates a government that 

prioritizes the free-market, capitalistic approach and produces subjects that are best suited for 

pursuing those free market, entrepreneurial ideals. Neoliberalism, as an "art of government," 

deploys organizational forms and technical methods to allow for and encourage the individuals 

as autonomous, self-reliant subjects (Barry, Osborne, Rose 1996: 11). The government focuses 

on developing and creating politics and policies--instruments ofpower-- that make it possible for 

a free market to exist and function. Although it is reversing and withdrawing many of its public 

resources and services from the individuals and communities that need it the most, the 

government is nonetheless engaging in an active form of governance (Barry, Osborne, Rose, 11). 

As Barry, Osborne, and Rose explain: "Neoliberalism , in these terms, involves less a retreat 

from governmental 'intervention' than are-inscription of the techniques and fonns of expertise 

required for the exercise of government" (14). The government focuses on governing through the 

freedom and choices of their subjects rather than in spite of them (Rose 1996:52). A neoliberal 

State sees the individual as an "enterprise" in itself, someone who will take the initiative to 

participate in civic life, such as volunteering, initiating organizations like the Neighborhood 

Watch and Homeowners' Associations (Gordon 45). The ultimate goal of government is to 

produce citizen-subjects that perform their citizen duties and responsibilities, thus lessening their 

individual burden on the State. 

In her article "From Citizen to Volunteer", Susan Hyatt discusses and investigates the 

production of a certain kind of subject: the citizen-volunteer. Hyatt summarizes the rise of 

neoliberal governance in the United States where politicians from the left and right advocate for 
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free market principles and self reliance as the cures to poveliy (Hyatt 2001: 203). Volunteerism 

and civic service are seen as the solutions and alternatives to active State intervention; however, 

they do not exist independently of the State. Through the lens of governmentality, volunteerism 

is intimately related with the State and its mode of governance insofar as the volunteer-subject 

perpetuates and reproduces the very ideas of the government. Hyatt elaborates, "The 'volunteer' 

is a new kind of political subject, one who is deemed better adapted to the particular 

requirements of the present form of neoliberal governance" (Hyatt 2001: 205). The allure and 

deception of the volunteer lies its' empowered' characteristic: volunteers see themselves as 

empowered, unique, and independent individuals working for the common good, not as 

homogeneous subj ects of the State. 

Furthermore, as Hyatt emphasizes, volunteerism and volunteer-subjects are amenable to 

the state because they "mask" the abandonment and withdrawal of public resources in these 

communities. They also mask the government's role in perpetuating "social and material 

inequality" within these communities (Hyatt 2001: 206). The government articulates 

volunteerism as a civic responsibility of citizens, thereby, producing a "citizen-volunteer" who 

sees it as their obligation to alleviate the burden of the State. Every citizen, especially women, 

members of the middle class, and members of various religious groups, feels this obligation to 

fill in the gaps that government services are not providing. Hyatt analyzes on ethnographic 

evidence of volunteers in their own communities in her article; for instance, looking at the 1997 

PBS documentary The New Urban Renewal: Reclaiming Our Neighborhoods and Philadelphia 

Inquirer series on the Passyunk housing project. In contrast, in my research, I look how 

Swarthmore students volunteer in the nearby community Chester, their community for nine 

months a year. I also emphasize that for certain volunteers, Chester may not be their home, but it 
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reminds them of their home communities. I focus on how the realities of the socio-economic 

situation in Chester are articulated and how Swarthmore functions as a neo-liberal institution to 

ultimately produce the Swarthmore student as a 'stndent-activist' or 'student-volunteer.' 

Before moving on to the history of Chester, I also want to point to Hyatt's argument of 

the "vilification of the state," and how this plays into the ways volunteers see their roles in 

helping communities where racial, social, and economic inequalities persist. Hyatt outlines 

rhetoric of attacks on the big government and discusses how citizen-volunteers feel obligated to 

free lower-income peoples from their reliance on the Welfare State. This vilification of the state 

is crucial in facilitating the citizen-volunteer as a subject who feels that only they can do a 

sufficient, adequate job for these communities in need. 
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As we have seen, governmentality, neoliberalism, and volunteerism are interlinked into 

producing system where the neoliberal government produces complicit, entrepreneurial subjects 

who perform civic, volunteer duties. These subjects fail to recognize the quiet withdrawal of 

governmental resources from poor and middle class communities. In the next section, I outline a 

brief history of Chester to illustrate this rise of neoliberal policies that pride themselves on the 

free market to fix structural and socioeconomic issues in Chester. Additionally, while there are 

instances of resistance, Chester residents have learned not to appeal to the government for 

assistance; rather, they look to the Swarthmore student as the volunteer who brings in the 

necessary resources. 

The City of Chestel" 

As the oldest city in Pennsylvania, the city of Chester has a rich past and the changes in 

the city are emblematic of the social, political, and economic transformations in America. The 

ongoing transformations in Chester illustrate the rise of the neoliberal State and I can only touch 
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the surface of the social and political complexities that Chester face. It may take years of service 

for an outside to completely understand Chester's infrastructural problems. Indeed, part of the 

process of becoming a Swarthmore volunteer in Chester, as I argue in Chapter 4, is becoming 

immersed in understanding the social and systemic structures in Chester in order to circumvent 

them (See Example 4.3). Below I provide an overview of Chester's complex history and the 

relevant social, political, and economic issues that Chester has faced since the 20th century. 

Chester's Industrial Past 

Founded in 1644, Chester is located on the Delaware River waterfront, near major cities 

such as Philadelphia, Wilmington, New York City, Baltimore, and Washington, DC. Its prime 

location, near the riverfront and close to major Railroad lines, made it attractive for firms to base 

their factories and manufacturing plants there in the late 19th and early 20th centuries. In her 

article on the history of Chester, sociologist Elizabeth McLean Petras writes, "Chester's location 

permitted raw materials to be delivered to factories at the edge of the river, and finished products 

to be back-loaded for shipment all over the world" (Petras 1991: 4). Indeed, large manufacturing 

corporations including Sun Ship, Scott paper, Ford Motor Company, Defense Plant Corporation, 

Penn Steel Casting Company, took note of Chester's location and began to dominate the local 

Chester economy as early as 1901. But it was not until demand for industrial goods and 

productions for World War I and World War II that made Chester a regional economic 

powerhouse. The city flourished and attracted new labor, including African-Americans from the 

South and many immigrants from Eastern Europe. By 1967, there were 83 industrial 

establishments that employed a total of over 12,000 people (Petras 1991: 18). Chester's 

population exploded from 34,000 in 1900 to 59,000 in 1940, peaking at 66,000 in 1950. 
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However, after this rapid economic success came an equally, if not more, rapid economic 

decline in Chester. With the end of WWII in the 1960s, demand for industrial products declined 

in the 1960s and manufacturing companies and factories relocated to places with cheaper labor, 

including overseas. When companies like Ford Motors and Atlantic Steel closed their factories 

and Sun Ship and Boeing Aircraft cut back on jobs, more than 5000 jobs were lost in the 1960s. 

Consequently, unemployment in Chester soared. Thirty-two percent of jobs in Chester 

disappeared between 1950 and 1980. By 1980, all but two major companies, Scott Paper and Sun 

Ship, had left Chester (Petras 1991: 18). Similar to other American urban areas experiencing the 

"white flight" phenomenon at the time, the proportion of African-Americans in Chester tripled as 

population rapidly declined in second half of the 20th century (Petras 1991: 11). As upper class 

white and black Chester residents left the city for the suburbs, more and more African-

Americans from the South continued to move into Chester, seeking employment, cheap housing, 

and strong social networks (McLamon 2003: 226). Table 1 below presents the numbers. 

Table 1. Population and Percent African 
American in Chester (1900-2010) 

Total % African 
Year POl'ulation American 
1900 33,988 13% 
1910 38,537 12% 
1920 58,030 12% 
1930 59,164 15% 
1940 59,285 17% 
1950 66,039 21% 
1960 63,658 33% 
1970 56,331 46% 
1980 45,794 57% 
1990 41,856 62% 
2000 36,854 76% 
2010 33,972 75% 
Source: U.S. Census 
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With the rise in unemployment and racial segregation, Chester experienced the many 

compounding effects of a poor, urban setting: decreasing tax base, declining propelty values, and 

poorly funded public resources. In 1986, the Department of Housing and Urban Development 

(RUD) named Chester "the most economically depressed city of its size in the entire United 

States," based on the per capita ratio of deteriorated housing stock (Petras 1991: II). What made 

the city's decline worse was a unsympathetic local government with politicians more fixated on 

their own profits than the welfare of its constituents. 

Chester's Political Machine 

Since the 1910s, Chester has been dominated by a Republican 'political machine' that left 

the city with a poor, increasingly privatized education system, environmental waste dumping 

sites, domination of large corporations with little local employment, and a philosophy of civic 

disengagement (Petras 1991; McLarnon 2003; Harris 1991). 

In his book, Politics and Prejudice: A History of Chester (PA) Negros, Richard Harris 

provides a detailed history of the McClure 'political machine' in Chester, established in the early 

1900s. First elected as mayor of Chester in 1917, John McClure created an extensive network of 

political allies, titled the "War Board", and it oversaw every public decision the city made, from 

building contracts to job appointments. As they reaped thousands and thousands through bribery 

and embezzlement, they maintained the people's support by "patronage" system where they paid 

Chester residents favors, such as a job appointment or food, in exchange for their support. Petras 

elaborates, 

McClure's War Board handed out patronage, collected votes and kickbacks, skimmed off public 

moncys and intimidated opposition ... evelY transaction in the city from the repair of a strcct to the 

installation of a stop sign was negotiated through the machine .... Since the machine lavished 

benefits, its legal infractions or eonuption did not weaken public veneration (1991: 13) 
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The McClure machine dominated the local labor industry and each job, public and private, 

required Party loyalty. In Chester, even to this day, there's an old anecdote that you can't even 

get ajob as a garbageman, unless you are registered as Republican (Chester 101 Panel, 9/17/11). 

McClure ruled Chester for 58 years until his death in 1965 but the machine's legacy still 

persists in Chester to this day. After McClure's death, Jack Nacrelli became mayor and 

continued the McClure system of patronage politics until the late 1970s when he was convicted 

by a federal grand jury on tax evasion, racketeering, and bribery charges (Harris 1991: 134). 

Yet, he still managed municipal affairs from jail and in 1986, he handpicked his receptionist to 

become the next Chester Mayor (petras 1991: 22). Then, in 1991, the city elected its first 

Democratic city council, but the Republicans regained control in 1996 due to low voter turnout 

and the politicians' being preoccupied with party clashes and lawsuits. 

In the present, whether there is a clear cut machine leader or not, Chester city government 

is still mired in informalized practices of bribery, corruption, and embezzlement. There is still an 

overwhelming number of Republican registered voters and Chester African Americans still vote 

Republican at the local, county, and state level (petras 1991 :20). In the 1990s, despite high 

unemployment and low incomes, Chester residents paid propOitionately higher real estate tastes 

for the Republican government than their richer suburban neighbors, and yet they received fewer 

services (Petras 1991 :21). The city, because of its impoverished residents, qualify for a number 

offederal and state government grants and loans. However, the residents rarely see this money. 

In 1987, the U.S. Department of Housing and Urban Development (RUD) gave Chester a total of 

$7.5 million in action grants to be loaned to three businesses but that money and those businesses 

disappeared. $5 million was loaned to NasiJco, a company specializing in silicone products, to 

build a plant in 1984, but that loan was never repaid and as of 1991, there is no Nasilo activity in 



Meng 

Chester. Chester also received a total of $2.3 million for housing rehabilitation and the removal 

of dangerous buildings and $1 million of that was used to pay the salaries of 40 policemen and 

firemen (Petras 1991 :23-24). One of the students I interviewed saw this siphoning of public 

money firsthand in her summer internship at the Chester Economic Development Authority. 

Elizabeth describes, 

(Example 1.0) 

The Chester Economic Development AuthOlity was specifically run by Republicans in Chester 
who didn't necessarily have the best interests of the individuals in mind. They were kind of 
concemed with their own paychecks for that summer with the proceeds from the soccer stadium 
and casino. I didn't see a lot of efficient, good work for the people of Chester ... it [the internship] 
was an eye-opening experience, I lcamcd why cCliain economic business deals happen in this 
really poor region. 

Surprisingly, even to this day, the political machine has left a legacy of inefficient public 

government with officials more concerned about their "paychecks" than the community impact 

of their business deals. 

The decades of corruption and history of the political machine have disempowered 

Chester residents. Petras talks of them having little faith in the voting process and in the local 
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politicians. She says, "Increasingly, Chesterites accuse the institutions of the city, specifically the 

school system and the local political system of working openly against, instead of toward, 

potential solutions to the unemployment and poverty of the residents" (1991 :24). Some 

ChesteIites even argue that the machine has purposefully played a role in orchestrating Chester 

as a place of poverty so local politicians can embezzle the federal and state grants. Additionally, 

because the people of Chester have been used to decades of political suppression, they lacked the 

organizational skills to protest the political machine. Petras explains, "Organizing popular 

mobilizations among the community to search for alternatives to stop, delay, or compensate for 

the demise of the remaining industrial jobs was not in their repertoire. The machine was 
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dedicated to controlling people, not energizing them" (1991: 14). Later in this chapter, I will 

describe how Chester residents deal with the long-running incompetence and corruption of the 

city council by turning to Swarthmore and other Chester city activists as the answer to Chester's 

problems. 

It would be an over-simplification to say that all the Chester residents were politically 

apathetic and naive. In the 1960s, Chester residents were very active in the civil rights movement 

in the city; hundreds protested the overcrowding of segregated black schools, rallied for the 

racial desegregation of public schools, and fought against poor housing conditions (Petras 

1991:11, McLarnon 2003:230; Dixer 1963; The Phoenix 1964a). Local chapters of civil and 

political organizations like the National Association for the Advancement of Colored People 

(NAACP) and Congress of Racial Equality (CORE) played prominent roles in these protests. A 

handful of Swarthmore students also were involved in these protests and were arrested along 

with these Chester resident protesters. Now in Chester, there are a variety of civic and 

community organizations such as the Boys and Girls Club, Chester Eastside Ministries, and 

Chester Community Improvement Project, involved in the community, showing that civic life is 

still alive and thriving in Chester (Chester 101 Packet, 9117/11). And there is still hope for 

Chester's political system. In 2008, Chester residents turned out to help elect President Barack 

Obama and in 2009, the Democrat politicians won two city council positions. Even though they 

do not hold majority of City Council, the two Democrat politicians are the second group of 

Democrats (the first being in 1991) to hold citywide office since 1906 (Rodgers 2010). 

Applying the theories described in the first section, the vilification of the State in Chester 

did not come from a big Welfare government perpetuating poor, minorities' dependence on 

governmental aid and assistance. Instead, it came from the lack of governmental services and the 
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sentiment that citizens could not rely on the government when they needed it the most (from the 

1960s and on). The Chester government produces a disempowered citizenry who see the 

government as the adversary to their needs aud can only rely on themselves, organize their own 

community groups to address and fix their concerns. Nowadays, however, it's not about the 

Chester government stealing money from federal and state grants intended to go to Chester 

residents; it's about the federal, state, and Chester governments being complicit in the spread of 

free market ideals and reliance on capitalism to fix the structural problems of racial inequalities, 

corrupt governance, and poverty. I demonstrate the rise of neoliberalism in Chester's economic 

development policies today. 

Chester Today 

Today, the story of Chester is not unlike many post-industrial American cities. Table 2 

below presents the selected statistics. For contrast's sake, I also included the same, selected 

statistics on Delaware County and the United States of America. According to these statistics, 

Chester is rather atypical of the usual privileges of education, income, and safety typically found 

in the suburban communities of Delaware County. Additionally, crime rates have consistently 

been significantly higher in Chester than in the Pennsylvania arid the United States (see Table 3). 

While Chester has a small population, it has proportionately high crime rates compared to the 

state and the nation. According to NeighborhoodScout.com (2012), an online source of 

"location-based data", Chester has one of the highest crime rates in American compared to 

communities of all sizes (from small towns to large cities). The chance of becoming a victim of a 

violent or property crime is 1 in 16 in Chester and NeighborhoodScout found Chester to be 

second of the top 100 most dangerous cities in the U.S.A. by their metrics (after East St. Louis in 
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Illinois). Just recently, in the summer of 2010, the Chester mayor had imposed a 9pm curfew in 

selected, designated places, after there were 4 deaths in 8 days (Eckholm 2010). 

Table 2. Chester and Delaware County 20 I 0 Census Statistics 
Delaware 

Chester County 
Population 33,972 558,979 
Median Household Income $26,787 $61,876 
Median Home Value $66,900 $232,300 
% African Americans 77% 20% 
% Single-Female Parent Households 36% 15% 
% Vacant Housing Units (out of total I-lousing Units) 21% 7% 
% Food Stamp Benefits 30% 7% 
Poverty Rate 35% 9% 
Unemeloyment Rate 15% 7% 
Source: U. S. Census Bureau 2012 

Table 3. Crime Rates in Chester, Pennsylvania, and the United States 
Location Mnrders Raees Robberies Assaults 
Chester, PA (total) 14 25 194 734 
Chester, PA (per 100,000) 38.3 68.4 531.1 2009.4 
Pennsylvania (per 100,000) 5.2 29 138.9 207.4 
U.S. (per 100,000) 5 28.7 133 262.8 
Source: USA.COM 2012 

USA 
303,965,274 

$51,914 
$188,400 

13% 
13% 
12% 
7% 

14% 
8% 

Burglaries 
488 

1335.9 
434.7 
716.3 

FUlihermore, Chester is home to number of waste management facilities, exemplifying 

environmental justice and racism at its best to some Swarthmore student activists (Prager 2007). 

Chester owes these number of waste site facilities to the history of the political machine and 

polluted, abandoned industrial lands. In 1985, the local city government sold the land along the 

waterfront to a Pittsburgh investment banking firm Russell, Rea, and Zappala (RR&Z) (along 

with suspected generous profit cuts). With Westinghouse, RR&Z created the Chester Solid 

Waste Associates organization with the ultimate goal of making Chester a prime site for waste 
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management facilities. Since then, they were able to successfully rent out the land to a number of 

waste facilities, including the ones cited above. Now, Chester is home to the Covanta Resource 

Recovery Facility, the largest garbage-burning incinerator in the state (and 7th largest in the 
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nation). Covanta processes waste from Delaware, New York, New Jersey, Maryland, and the 

entire Delaware County. It is also home to the DELCORA sewage treatment facility that 

processes sludge, Abbonizio concrete and aggregate recycling facility, other chemical 

companies, hospital incinerators, and hazardous waste treatment facilities (Delco Alliance for 

Environmental Justice 2012). 
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In my presentation of these statistics, I want to approach these numbers with a word of 

caution. Numbers can only go so far in describing Chester as a city and as one of my 

interviewees put it, "We [volunteers] talk about the problems in Chester, but we're not talking 

about the awesome people in Chester" (Stephanie, Interview with Author, 2/24/2012). While it is 

important not to look at Chester through the lens of these statistics and their associated 

stereotypes of the urban underclass, nonetheless, it is helpful to keep in mind that these much of 

numbers and facts consist of Swarthmore students' first and arguably ongoing impressions of 

Chester (to be discussed in later this chapter). In light of these statistics and the very real issues 

that plague Chester, since the I 990s, the city has increasingly taken a neoliberal, free market 

approach to solving these issues. 

Economic Development and the Free Market in Chester 

Attempts to revitalize Chester economically have been aimed towards attracting large 

corporations to locate in Chester and hopes are that they will bring revenue and jobs to Chester, 

revitalizing local businesses. Chester is working on redeveloping its waterfront and in the late 

2000s with Harrah's Casino and Racetrack and the new Major League Soccer (MLS) 

Philadelphia Union Stadium. 

Built by the world's largest casino company, Harrah's Casino and Racetrack opened in 

2007 in Chester. To build the facilities, the casino developers tore down 26 out of 27 
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shipbuilding structures on Chester's waterfront and started building in 2005. The facilities 

totaled approximately 700,000 square feet with 100,000 square feet (and 2,750 machines) 

devoted to gambling slots (Milford 2006). Harrah's Casino cost a total of $440 million dollars. 

Chester officials anticipated 800 to 900 new jobs and at least $10 million revenues from the 

Casino. Since Chester is designated a Keystone Opportunity Zone (an area eligible for 10 year 

period of state and local tax breaks), Harrah's also benefits financially from the location. 
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Similar to other major cities in the United States, Chester welcomes the new casino 

because of the potential jobs and revenues it could bring to the city. According to a Salon. com 

alticle, since the 1990s, there has been an increasing trend of casinos being built throughout the 

US. Casinos are now legal in 40 states and make $34.6 billion in revenue while paying just $7.59 

billion in taxes and $13.3 billion in wages and benefits. Detroit, Lehigh Valley, and Chester are 

just a few cities where casinos are seen as the potential savior for the local economy (despite 

economic studies that argue casinos have no effect) (Denvir 2012). 

In addition to the casino, there is also the MLS Philadelphia Union Soccer Stadium on 

Chester's waterfront. Keystone Sports and Entertainment LLC, the private developer for the 

stadium, started looking for a home for the new MLS team, the Philadelphia Union, in early 

2007 and decided that Chester was a good location for its generous tax breaks and cheap land. 

Opened in June 2010, the 20,000 seat soccer stadium is a $115 million investment coming from 

the Delaware County, privately-raised funds, and grants from the state government (paz 2007). 

Pennsylvania Governor at the time, Ed Rendell, voiced his support for the stadium as early as 

August 2007 and proposed to give the stadium $47 million, added together from smaller grants 

(Thompson 2009). The Delaware County Council put up $30 million and the Delaware River 

Port Authority contributed $10 million. The developers found the rest of the $115 million 
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through other five state grants. The city anticipates that the stadium will stimulate the local 

economy and bring in $400 million in private commercial developments. As Andrew Reilly, 

Chairman of the Delaware County Council, put it, 

We wanted any soccer stadiwn that was built to be an anchor for positive development. It's going 
to spur other economic development in the city of Chester. We wanted something compatible ,~'ith 
a soccer stadium, such ~s retail and office buildings and town homes. (Thompson 2009) 

The casino and soccer stadium is part of a bigger economic development plan to revitalize the 

Chester's waterfront, but private development in Chester does not stop there. A Chester 

Economic Development Authority handout from Chester 101 boasts a total of $1,488,700,000 in 

public and private economic investment in Chester from 1996 to 2009 (Chester 10 1 Packet, 

9/17111). In addition to the stadium and casino, there have been developments of private housing 

complexes, local highways, new public and private office buildings, factory plant upgrades, and 

new Widener University buildings. In housing alone, the city spent more than $5 million 

demolishing 1000 abandoned properties and worked with private developments to build 100 new 

homes in three areas of Chester (Kopp 2011). 

The state and local governments are not the governments instl1lmental in promoting a 

free market approach in Chester. In 2011, President Obama started an initiative titled "Strong 

Cities, Strong Communities" (SC2) and Chester was chosen as one of the six pilot cities for the 

new program (other cities include Cleveland, Detroit, Memphis, New Orleans, and Fresno). The 

SC2 initiative aims to "strengthen neighborhoods, towns, cities, and regions around the country 

by strengthening the capacity oflocal governments to develop and execute their economic vision 

and strategies." For Chester specifically, the SC2 team will help the city "diversify the local 

economy, support small business development and revitalize the downtown" (Barnes 2011). 

Rather than giving the city grants or providing direct assistance, the program provides local 

officials with workshops and teach them how to apply to these federal grants. The SC2 team will 
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also provide the Mayor and the Council with guidance on how to better implement their own 

development plan. Interestingly, the SC2 program performs neoliberal governance on two levels. 

On one level, the Chester government is encouraging its residents to find jobs, start their own 

businesses, and become responsible for themselves, much in line with neoliberal do-it-yourself 

subject. On a higher level, the Federal government is also producing Chester government 

officials into independent, do-it-yourself subjects that must rely on themselves to obtain money 

for Chester. The initiative does not give them grants, it teaches them how to get grants. 

Chester's current emphasis and focus on the free market and private economic 

development is illustrative of the rise of the neoliberal state of governance. I see the casino, 

soccer stadium, and other various economic development projects in Chester as prime examples 

of the neoliberal ideoloflY Chester government is adopting. The Chester government focuses on 

private businesses and enterprises as the solutions to Chester's economic plight and depends on 

these developers to stimulate the economy and bring Chester to its pre-1960s economic glory. 

Additionally, Chester's political machine compounds the divestment of economic resources from 

the public to the private sector. Chester officials are not necessarily beholden to the votes of 

Chester residents so there are no political reparations for promoting private enterprises like the 

casino as opposed to funding the school district. This neoliberal ideology also permeates 

different levels of government as it is the County, State, and Federal governments providing the 

financial and manpower assistance. Thus, in the rise of the free market in Chester, we see how 

neoliberalism has permeated all levels of government to produce a Government system of 

disciplined subjects who look to themselves, not to the next higher level of government, for 

assistance. In the next section, I explore Chester's education system and show that even 

resources conventionally thought to be public are becoming increasingly privatized. 
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Chester's E'ducation System 

Chester's school district reflects the ciiy's lack of economic resources for public goods. 

In 2012-2011 school year, Chester-Upland School District has a total of6,625 students. 

Currently, based on state test scores, the district is ranked 496 out of 497 school districts in the 

state whereas Swarthmore School District is ranked 13th (Pittsburg Business Times 2011). 

According to the Pennsylvania Department of Education (PDE) website, the district's 2009-2010 

graduation rate is 49% (PDE 2011c). The school district is in "Corrective Action II 9th year", 

meaning that for nine straight years, the district has not met Adequate Yearly Progress (A YP) 

measures (PDE 2011 b). A YP is a measure for the state to gauge if schools are making process to 

meet the 'proficiency' score range in the Pennsylvania System of School Assessment Test 

(PSSA) annual standardized tests (PDE 2011a). Ifa school district is in "Corrective Action", the 

district is qualified for various levels of technical assistance from the state and state is authorized 

to make governance changes, including chartering and privatization. In 20 I 0, 2.2% of the 

district's lIth graders scored as "Advanced" in Math and 63.9% scored as "Below Basic". In 

reading, 5.1% scored as "Advanced" while 50.7% scored "Below Basic". In contrast, 28.8% 

students statewide scored "Advanced" and 21.6% "Below Basic" in Math and 36.1 % students 

statewide scored "Advanced" and 13.9% scored "Below Basic" in Reading (PDE 2011). All 

these statistics speak to the performance of Chester-Upland school district on one level; however, 

Chester students also internalize these messages of the hopelessness of their educational 

opportunities. In Kristen's work in Chester, she tells me, 

(Example l.l) 
When I'm talking with the [Chester] students, the two things that really stuck with me were: 

Number one, how aWare the students were of their civic environment and about issues in their 
community issues and in their state without a sense of what to do about them. They were really 

flustrated. And second, how much the kids had intemalized a lot of the messages about them 

being telTibIe students. The number of times I heard 9th and lath graders use the phrase, 'The 



Meng 

worst school in the state' would actually blow your mind. The kids had really taken it in 
themselves this kind of heatlbreaking sense that things were awful and never getting better. 
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Kristen provides evidence of the direct civic disempowerment that these students feel in face of 

Chester's political and economic situations. These Chester students have largely internalized 

messages of their terrible education system and adopted despairing attitudes about their own 

opportunities. They are deeply aware of Chester's political-economic state, yet feel 

disempowered to directly change it. Example 2.5 is yet another example of how kids as young as 

9 have internalized the negative messages about Chester. Of course, not all students are 

despondent of their situation. In Fall 2011, dozens of high school students have organized a 

walk-out to protest the school district's budget cuts (Hardy 2011). 

Financial, organizational, and structural problems in Chester-Upland school district go 

deeper than just the present. The school system began to openly collapse in the early 1970s and 

by the mid 1980s, Chester had some of the highest dropout rates in the state (Petras 1993). By 

1994, the Chester Upland School District had accumulated several million dollars in debt and the 

Pennsylvania State government declared the district "financially distressed." The state replaced 

the district school board with a "Control Board" composed of three state-appointed members 

with 5-year terms. However, the Control Board did not provide substantial results for the 

schools. From 1994 to 2005, there have been six Control Board chairmen and 11 superintendents 

(Revkin 2005). Chester Upland School district was then placed under direct state control in 2000 

under the Education Empowerment Act that targeted low-performing districts (Hardy 2002). 

Then, from 2001 to 2005, the Control Board gave a multi million contract to a private 

educational company, Edison Schools Inc., to manage 8 out of9 of the district's public schools. 

However, the district cancelled Edison's contract after legal controversies, monetary 

disagreements, and frustrations over the lack of progress. Towards the end, animosity between 
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the district and Edison reached a peak. Edison officials described how the district maintenance 

workers refused to move books and materials from storage rooms to classroom (Mezzacappa 

2005). When Edison Schools Inc. left, the company claims that they had losses of $30 million 

and claimed that they were not given accurate information about the schools in the beginning 

(Hardy 2002; Mezzacappa 2005). This was not the first case where Edison Schools Inc. was 

asked to leave. In Macon, Georgia and in Dallas, Texas, school administrators cancelled 

Edison's contract due to low test scores, high teacher turnover, and little quautifiable progress 

(Hardy 2002). 

In 2005, the same year that Edison left, the State successfully sued tlle district on claims 

iliat the Control Board (most recently appointed in 2003 by a Republican governor) had 

"mismanaged the district" and "not been sufficiently attentive to the needs of ilie children." A 

state judge gave the Pennsylvania's Education Secretary veto power over the spending and 

district affairs, making Chester Upland the first and only school district under the direct 

oversight of the Secretary of Education (Hardy and Patrick 2006). Then, in 2010, the state 

handed back control to Chester. 

All while these district politics played out, private charter schools have becoming 

increasingly popular in Chester. In recent years, there have been new charter schools in the 

district, including the Widener Partnership Chester School (K-5), Chester Community Charter 

School (CCCS) (K-8), and a variety of state cyber charter schools. CCCS grew from less than 

100 students in 1998 to 2600 in 2012 with two campuses now and 45% of the students in the 

district now attend private charter schools. Two of Swarthmore faculty and staff have actually 

recently opened their own private school, Chester Upland School of the Arts, in Chester for 

elementary school students (Chester Fund 2011). 
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However, there is controversy surrounding Chester Community Charter School (CCCS), 

its sources of funding, and monetary decisions. As a non-profit school run by a for-profit firm, 

CCCS has faced ongoing criticisms of its spending habits. In 2006-2007, the school spent 47 

percent on administration and 31 percent on instruction compared with the nationwide charter 

average of 17 percent and 50 percent, respectively. Furthermore, Chester residents and the school 

district have criticized CCCS for overestimating the number of students with speech- or 

language-impairments. In a show of cultural bias, CCCS is predominantly African-America; 

many low-income African American children enter schools unfamiliar with standard English and 

may be identified as language- and speech-impaired based on their scoring on Standard English 

tests. CCCS reports that 14 percent of the students have speech- or language-impairments 

(compared to Chester Upland's 1.4 percent and Pennsylvania's 2.4 percent of speech- or 

language-impaired students. In public subsidies, CCCS receives $8000 for each regular

education student and $23000 for special-education students. Under the state's charter law, 

schools receive additional funding for impaired students and are allowed to keep the rest of the 

money they don't spend on special-education. Since 2000, CCCS has only budgeted or spent 21 

percent, on average, of its special education students on special education services. 

The school district, especially in light of the budget crisis discussed below, critique the 

charter schools for taking away their fair share of scarce state funding and claim that the state 

gives pIiority to CCCS over Chester's public schools. As mentioned above, CCCS receives 

millions in additional funding because of their special education students and yet pay exorbitant 

managing feeds to the private management firm (around $5000 per student) (Taverine 2012). On 

the other hand, despite these controversies, parents support CCCS as the better alternative to 

Chester's public schools. And, the charter school does marginally better on test scores compared 



Meng 49 

to Chester-Upland's public schools. 53% ofCCCS students met the proficiency standard in math 

and 50% in reading compared Chester public schools' 28% in math and 29% in reading (the state 

target is 56% for math and 63% in reading) (Hardy 2008). 

Now, the school district is facing a huge budget crisis. The mismanagement of the 

district's money is reminiscent of the nepotism rampant in the Chester's politics and its political 

machine. For instance, in a report issued by the Education Secretary (as required by the federal 

judge in the 2012 lawsuit), it reported severe mishandling of moneys, including a payroll of 54 

unverified or questionable employees. Just this year, in January 2012, Chester-Upland School 

district became bankrupt. The school stopped paying teachers (many left afterwards), forced 

merger of two public high schools, and all students did when they went to do was gym, gym, 

library, gym (Tamarine 2012). Many teachers who stayed in the school district who worked 

without pay have been hailed as heroes by the media; one teacher, Sara Ferguson even became a 

guest on the Ellen DeGeneres Show and a guest of Michelle Obama's box during President 

Obama's State of Union address (Huffingtonpost Education 2012). The valorization and respect 

for these teachers working for free is reminiscent of the praise for volunteers in Hyatt's article 

(2001). Of course, students were not complicit nor subdued in this issue; several dozen high 

school students from Science & Discovery and Allied Health organized a walk out during school 

in Fall 2011 with complaints about overcrowding, unqualified teachers, and standing-room-only 

classes (Hardy 2011). The district had to file a federal lawsuit against the State's Department of 

Education to force the state to send more money and on January 17, a federal judge ordered the 

state to give $3.02 million to tide the school for the rest of the year. 

However, this controversy is far from over. Chester obtains 70 percent of its budget from 

the state. In 1994, 1997,2002, and 2005, Chester Upland officials said they were at serious risk 
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of not making payroll due to their debts. Now, they have a projected debt of 20 million at the end 

of the school year (Taverine 2012). Republican Governor Corbett has agreed to abide by the 

$3.02 million mandate, but he has not ruled out closing Chester-Upland School District. He may 

even use Chester to make a larger political point about the need to privatize public education 

(Hardy and Martin 2012). This also shows that Chester has been repeatedly used as an 

experimental site and as an exemplar for the state and federal governments, whether it's as a 

"pilot" city in the Strong Cities, Strong Communities federal initiative or its the state government 

using Chester as a prime political battleground over public schools. 

Chester: The Future 

Chester, in its historic and current state, has experienced both the American story of 

decline as well as unique circumstances that have allowed phenomena like the McClure political 

machine and the number of waste site facilities to proliferate and expand. Much like other 

American post-industrial cities, after the decline in factory and industrial jobs in the mid-1900s, 

unemployment, racial segregation, and the lack of public monetary resources compound upon 

each other to produce a dismal, sliver of Chester's past and glorious days. 

Chester's history illustrates the complex institutional, interdependent levels of 

governmental structures in dictating its past, present, and its future. Its recent history illuminates 

the political reliance on free market ideology as the cure to Chester's societal and economic 

illnesses. With Chester's reliance on higher levels of government for funding, it subjects itself to 

the modalities of the state and federal government and its instruments of power, namely, the rise 

of neoliberalism as a mode of governance. As we have seen in the soccer stadium, casino, and 

school district, the free market is prioritized over all other methods of governance. Rather than 

money going to education or public housing, millions are going into private investments. While 
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the state and federal government uses different tactics and techniques, Chester residents are 

produced into self-enterprising subjects who can rely on themselves and their social connections 

to create a thriving community. In the next section, I explore the different kinds of strategies that 

Chester residents and officials have employed to seek public and private resources. I mainly 

focus on how Chester is articulated as a place of need to these Swarthmore students. 

Chester's Strategies to Seek Resources 

Due to the rapid economic decline of Chester after World War II, Chester governmental 

officials and residents have adapted interesting strategies to seek federal assistance and grants. 

For instance, there have been criticisms of Chester's political machine for cultivating the poverty 

in Chester for more state money. Chester residents have expressed feelings that the City 

government facilitated the poverty of its residents to order to continue embezzling federal and 

state grant money (Petras 1991:24). Additionally, the 2012 report from the Education Secretary 

stated that the school district adopted a strategy of failing to pay the schools' necessary expenses 

in order to force the state to give them more money (Matheson 2012). Whether these two 

allegations are true or not, it is clear that Chester has remained increasingly reliant on state and 

federal funding. However, federal and state funding is not the only venue for Chester officials 

and residents to seek resources. 

As exemplified in Example 1.1, Chester residents have learned not to rely on the 

government for services, such as education and welfare assistance. Even if the government 

succeeds in securing public funds for its school district, Chester officials mostly pocket the 

money and residents rarely see the direct impact of this money. Given the history of Chester's 

political machine and the monetary divestment from public goods, Chester residents taught to 

seek outside governmental provisions for assistance. As I explore at length in this section, 
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Swarthmore College has been involved in Chester for at least fifty decades, but first, I look at 

how Chester is initially presented to SWaIthmore students as a place of need, appealing to these 

students' sense of civic responsibility. 

Chester: A Place of Need 

In addition to its liberal arts education and rigorous academics, Swarthmore College is 

arguably most known for its commitment to social responsibility and the common good. As 

discussed at length in the Introduction, Swarthmore College builds its reputation on not only 

teaching very smart students, but also teaching them to become socially conscious of the world 

and to pursue the common good. Thus, Swarthmore's passion and commitment for social 

responsibility and Chester's political, economic, educational, and environmental issues in need 

of financial and human resources, the fusion of the two--passion and need--seems like a natural, 

organic relationship. Indeed, the city of Chester is a major site for Swarthmore students, faculty, 

and staff to design new volunteer projects and continue old ones. Currently, we see countless 

Swarthmore projects and programs in Chester, including tutoring, financial literacy, college 

access, youth mentorship, and vocational programs. Swarthmore's involvement in Chester goes 

back to the 1960s since the beginning of Chester's economic decline. However, before I 

introduce the history and provide a detailed description of Swarthmore's programs in Chester, I 

would like to provide descriptions of how Chester is constructed as an object of intervention and 

a place of need, appealing to Swalthmore students' senses of civic responsibility and morality. 
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The moment Swarthmore students step onto campus as Freshmen, they are be exposed to 

the opportunity to volunteer in Chester. Given my personal experience at Swarthmore, there are 

constant reminders that there is work to be done in Chester, ranging from the community service 

groups tabling at the Student Activities Fair (an event where clubs at Swarthmore all have a table 
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to advertise their group for incoming freshmen) to flyers posted throughout Swarthmore 

advertising volunteering in Chester. Once the Swarthmore student agrees to volunteer, they can 

attend an event titled "Chester 101" intended to provide generic information to any curious 

Swarthmore student interested in volunteering. 

In the beginning of the academic year, I chose to attend' Chester 10 l' along with an 

Urban Education class, geared towards introducing students to the basic political, social, 

environmental background of the city. 
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On a cold weekend morning in late September, there were approximately 30 students, 

including myself, who were bused from Swarthmore to Chester and the event took place in a 

large empty basketball court in a Community Christian Church. When the students arrived, there 

were several round tables with folder packets for each student. Each packet contained an 

informational handout, maps of Chester, a printed sheet on Census 2000 Chester information, 

recent newspaper clippings on events in the city, informational sheets on Environmental Justice, 

and a schedule for the day. The schedule stipulated that the first half of the event will be devoted 

to Panel Discussion with selected speakers involved in various parts of the city and the second 

half will be dedicated towards a tour of the city. 

The panel consisted offour people from diverse backgrounds in Chester, including the 

President of Chester-Upland Citizens for Educational Progress; a representative of the Chester 

Economic Development Authority; a retired teacher of the Chester Upland School District; and 

someone from The Delaware County (DELCO) Alliance for Environmental Justice2 They all 

provide different outlooks on the historic and cun'ent challenges of Chester. 

However, something that all the panelists have agreed upon at the end of the panel was 

the need for Swarthmore students to volunteer in Chester. Throughout the event, the panelists 

2 I do not mention their names for confidentiality pUl]Joses 
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emphasized the needs and deficits in Chester and despite its deep institutional flaws, the city 

needs hopeful, well-intentioned volunteers like Swarthmore students. The Chester Economic 

Development Authority representative talked about working with a Swarthmore intern and what 

a wonderful job she did. He later said, "We need more Swarthmore students like her and you to 

make Chester an even better place." The Environmental Justice activist took a different tactic 

and passed out a sign-up list for students to take part in environmental justice activism, including 

a planned march in the city. The other two panelists both emphasize the importance of 

Swarthmore student tutors in ongoing after-school programs and encouraged all the students to 

sign up and participate in order to fill in the gaps that the Chester school system was not 

providing to these Chester students. 

My own experience at Chester 101 is no exception; Chloe, a Lang Opportunity Scholar I 

interviewed, also describes a similar experience. She says, 

(Example 1.2) 

When I went to the Chester 10 I panel, there was an interesting dynamic. We had a couple of 

different people from different sectors. They were all saying the same thing over and over again, 

which is like 'Oh you smati people, come use your knowledge and talents here, we really need 

you, blah blah.' That was the whole emphasis of the talk: 'Look at all these te!Tible things going 

on in Chester. We need you. > 

Later, Chloe expresses discomfort at the general message of Chester 101, but she admits that it 

was a good introduction to Chester where she obtained a "better sense of the community." 

Chester 101 is not the only way in which Chester as a city and community is introduced 

to Swarthmore students. Swarthmore students can get involved in Chester in various ways that 

does not include mandatory participation in Chester 101. For instance, in my own experiences 

and ones described to me by my interviewees, they first learned about Chester though its 

stati sti cs. 
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Chester by the Numbers 

As mentioned in the Introduction, Swarthmore students can become involved in Chester 

through many organizations and programs, including volunteering as a tutor or participating in a 

Community-Based Learning class. However, a common introduction to Chester that all 

Swarthmore students are exposed to is its statistics. Chloe describes, 

(Example 1.3) 

I was definitely first introduced to Chester through its statistics. Chester is described as a small, 
low-income city, primarily African-American, velY velY close to Swarlhmore. It had its heydays 
like a couple decades ago and then declined as a result of political conuption and manufacturing. 

Amanda, a volunteer at the Center for Higher Academic Achievement agrees. She says, 

(Example 1.4) 

I guess I was introduced to Chester via its poor education statistics. Previous to Bikeworks [a 
Swarthmore volunteer program in Chester], I wasn't introduced to Chester, I kind of just ended up 
lherc. I kind of picked up diff things along the way, but I never had fOlmal introduction to Chester. 

Like Amanda, other volunteers I interviewed never had a formal introduction to Chester, but 

developed a deeper understanding of Chester as they volunteer more and more in the city. 

Phrases and words they commonly use to describe Chester include "probably one of the most 

depressing, dilapidated school districts," "a very bad place to grow up," and "economically 

depressed." But, even though the statistical descriptions of Chester are similar among all the 

volunteers I interviewed, Swarthmore volunteers all have different takes on it. Some of my 

interviewees come from places similar to Chester, including Baltimore, the South Bronx, Mount 

Vernon in New York, and Chicago. They expressed excitement at finding a place similar to their 

homes and felt drawn to Chester precisely because it was like their home community. Jessica, a 

Model 4 Success volunteer, says, "Chester in some many ways felt like the kind of descriptors 

that are used for the South Bronx and so hearing that, I kind of quickly attached myself to 

Chester." Sharon, a Lang Opportunity Scholar, tells me, 
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(Example 1.5) 
I feel like a lot of Swathes' who have been in Chester or not have definitely have a "Oh it's 
dangerous. Oh the students are hard to work with' mentality. So I guess I was kind of exeited just 
to do compalisons of where I live and where Chester is and be like, 'Okay, is it really that bad or 

are you just from a really ritzy neighborhood and now you're scared?' 
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These volunteers felt drawn to Chester precisely because of its similarities to their homes and 

because they felt an obligation to give back (Also see Examples 2.5 - 2.10). Similar to Hyatt's 

research, my interviewees were not exactly volunteering in communities, but they were 

volunteering in communities like theirs. I discuss this later at length in Chapter 3 and Chapter 4. 

On the other side, Swarthmore students who were not from similar places to Chester felt 

drawn to Chester because it was so different. It exposed them to a completely different world and 

gained them a better understanding of the outside world. I demonstrate this in Chapter 2 in how 

some volunteers describe the paradoxical close/far-ness of Swarthmore and Chester and how 

they felt drawn to Chester because it was so foreign to what they have seen at Swarthmore and in 

their lives. 

These statistical descriptors are often students' first introduction to Chester, it helps them 

quantify Chester's problems in concise numbers as well as it appeals to their sense of civic 

obligation and duty. However, Swarthmore students already feel this civic obligation and burden 

for volunteering, with or without Chester 101 and these statistics. As Hyatt emphasizes, 

Swarthmore students feel the burden of civil responsibility themselves and as I describe next in 

the history of Swarthmore College in Chester, Swarthmore students feel compelled to help in 

Chester, especially in light of the political, economic, and social realities in Chester. 

The History of Swarthmore College's Involvement in the City of Chester 

3 <C Swattie" is a nickname for to Swarthmore students. Many student intelviewees refer to themselves and their 

friends as 'Swatties' 
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As mentioned before, previous literature has touched on how people perfonn what they 

see as their own civic responsibilities on·behalf of the state all the while masking the withdrawal 

of the state's resources in their communities (Hyatt 2001). While we do see this happen in 

Chester, I'm primarily motivated to investigate and problematize what Swarthmore students see 

as their civic responsibilities and what they can do for Chester on behalf of the state and the 

people of Chester. Through their volunteering, they are simultaneously lessening their own 

burden on the state by sharing part of Chester residents' burden. This sharing of burdens is 

extremely important for understanding the volunteer as a neoliberal subject. 

Swarthmore's Involvement in Chester: The Past and Present 

For as long as many faculty and students can remember, Swarthmore College has always 

been involved in Chester through a variety of programs and projects, ranging from education to 

housing projects. In my interview with a Swarthmore alumnus '74 and current Lang Center staff 

member, Alice describes growing up in Chester and remembers being tutored by a Swarthmore 

student as part of the College's after-school tutoring program in Chester. Many students talk 

about Swarthmore College's involvement in Chester as "decades-long" and I rarely get a definite 

answer on the year of origin. There is a lack of institutional knowledge about the history of 

Swarthmore's involvement in Chester, something that I will discuss in length in the final chapter. 

To research the history of Swarthmore College in Chester, I have looked through The Phoenix, 

the school newspaper, archives from the 1960s to this year, 2012. While the articles offer only a 

limited insight of what had actually happened between the College and the City, I believe that 

they provide an important glimpse of Swarthmore students in Chester. Table B in the Appendix 

offers a list of all The Phoenix articles that I have found on the subject material. Table C in the 
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Appendix A indicates the Swarthmore formal and informal projects and programs in Chester 

since the 1960s. 

58 

Swarthmore College and its volunteer programs have been involved in Chester since the 

late 1950s and early 1960s. The earliest Swarthmore volunteer involvement I found was in 1958 

when 30 Swarthmore students volunteered at the Robert Wade House and Community Center 

(Robert Wade was the name of a public housing project) and worked with elementary school 

students on fun activities, like arts and crafts (The Phoenix 1958). The volunteer initiative was 

first started by the Swarthmore Political Action Committee (SPAC) and the Swarthmore 

Christian Association (SCA). The Swarthmore-Wade Program later morphed into the Upward 

Bound Program at Swarthmore in 1964 (The Phoenix 1964). In 1965, the Upward Bound 

Program was started and aims to prepare high school students, mainly from Chester, for college 

in lengthy summer sessions and weekly after-school workshops during the school year. The 

program continued until 2007 when there was no more federal funding and it was too expensive 

for Swarthmore to pay for. In the 2000s, it cost approximately $30,000 per student per year in the 

program (Gunner 2007, Conversation with Alice 4/12/12). Two current Swarthmore alumni 

faculty members are from Chester and went through the program. With leadership from SP AC 

and SCA, Swarthmore students' interest in working with Chester youth also expanded to creating 

the Chester Tutorial, an after school program (Elsa 1963). The program started with 100 

volunteers in 1962 and the last Phoenix article I have seen on it was in 2005. When I came to 

campus in 2008 as a freshman, it was no longer in existence, but the program had lasted at least 

43 years. The program was mainly run by Swarthmore students and with funding from the 

school. In 1965, a new program called Chester Home Improvement Project (CHIP) was formed 
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and did a series of weekend work camps where students would paint and repair houses in Chester 

(The Phoenix 1965). 

Swarthmore students have also been involved in political activism in Chester. There have 

been a series of protests in the Civil Rights Era that Swarthmore students have participated in, 

including a housing eviction protest in 1963 where 25 students joined 300 Chester residents, a 

1963 school segregation protest with 57 Swarthmore students and 240 Chester residents, and a 

protest outside the machine politician, McClure's house with 170 protests and 7 Swarthmore 

students (The Phoenix 1964, BeiI1964). Swarthmore students no longer participate in those 

kinds of protests after the 1970s, but various voter registration drives have been throughout the 

decades, including in 1964, 1969, 1984, 1986, 1991, and 2004 (The Phoenix 1964, The Phoenix 

1969; Levy 1984; Struble 1986; Kernighan 1991; Heyman-Kantor 2004) 

During the 1970s, Chester Tutorial and Upward Bound remained the two main ways for 

Swarthmore students to get involved in Chester and the programs when through its own ups and 

downs, including cut federal funding, retention rate with Swarthmore tutors, and a tutoring 

shortage due to high demands from the Community (The Phoenix 1969a; The Phoenix 1969b). 

Then in the 1980s, new programs and projects in Chester started up again, especially in 

the 1981, when Eugene Lang '38 founded the Lang Opportunity Scholarship (LOS) Program 

with a $8.5 million grant, a program that I will discuss in detail in Chapter 2. Since the founding 

of the LOS program, there have been at least two LOS projects in Chester in the 1980s, one in 

the 1990s, nine in the 2000s, and seven currently starting, in implementation, or finishing in 

Chester in 2012. In the early 1980s, the Chester Community Improvement Project (CCIP) was 

the first major LOS project in Chester. Salem '84, the Lang scholar who helped revive CCIP as 

part of his LOS project. Swarthmore students are no longer integrally involved in CCIP, but the 
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program remains currently a successful, community organization with Chester. CCIP focuses on 

providing housing accessibility and economic development to Chester. Susan from the Lang 

Center has mentioned CCIP several times in our interview and describes it as the "exemplar" of a 

sustainable LOS project. Also, Salem and a group of his friends founded the Swarthmore

Chester Internship Program (SCRIP), a community outreach program where Swarthmore 

students intern at Chester community organizations for a semester or year-long commitment 

(Belkin 1983). 

In the mid-1980s, the Volunteer Clearinghouse was established as a "campus agency 

which coordinates student volunteers with the needs of various agencies" (Blaine 1987). Then, in 

1988, the Swarthmore College Volunteer Program (SCVP) became the umbrella organization 

that managed SCRIP and the Volunteer Clearinghouse (Winzelberg, 1988). In 1989, a full-time 

Volunteer Coordinator was hired to manage and assist Swarthmore volunteers in Chester with a 

special grant from the Scott Paper Company (Sieck 1989). Additionally, in 1987, the 

Swarthmore Foundation was founded. The Foundation is a college-affiliated group that pooled 

private and public grants to the college together and gave student groups seed funding for their 

volunteer organizations (including $8000 in public service grants for Chester programs) (Garlin, 

1989). To this day, the Foundation funds the Chester Community Fellow Internships and Project 

Pericles grants (as mentioned in the Introduction). The Chester Literacy Project was also started 

in 1989 and with Foundation funding, they started a series of reading programs in Chester 

(Sieck 1989). 

In the 1990s, volunteering exploded in Chester. By 1991, approximately 250 Swarthmore 

students volunteered in Chester through various new and ongoing programs (Dasgupta 1991). In 

1990, a new umbrella organization called Cooperative Involvement & Volunteers in the 
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Community (CIVIC) was fonned with the help ofa $155,000 grant from Scott Paper Company 

and enhanced what used to be the Volunteer Clearinghouse and SCVP (Oettel 1990). In 1990, 

students started the Motivation and Growth in Chester (MAGIC), another tutorial and 

recreational program for Chester youth (Gallagher 1990). SWaJ1hmore faculty and staff members 

also became more involved in volunteer in Chester; in 1992, a new Political Science seminar 

incorporated and created the Democratic Practice Project that studied Chester and sent student 

volunteers there weekly. Faculty in 1992 volunteered with several students to help 4th and 5th 

graders understand science in their classrooms (Sharper and Meyer 1992; Johnson 1992). In 

1993, the Chester-Swarthmore Community Coalition (CSCC) was founded as a group that 

facilitated the Chester-Swarthmore relationship (Meyers 1993). Also in 1993, CSCC oversaw 

PENNpals, a new tutoring program based in the William Penn Housing Project, served 30 to 40 

Chester youth. PENNpals worked closely with MAGIC, Chester tutorial, and the Chester 

Literacy Project (Meyers(a) 1993). Students also started an urban gardening project in Chester. 

Currently, since the 2000s, the number of programs and clubs in Chester continued to 

increase dramatically due to the creation of the Lang Center (as the sudden rise of LOS programs 

in Chester in the 2000s indicate). As discussed at length in the introduction, the Lang Center for 

Civic and Social Responsibility (called the "Lang Center") is a major promoter and funder of 

these programs and clubs. Eugene Lang '38, the same alumnus who started the LOS program 

gave the college a special $30 million endowment for the Lang Center (Lang Center 2012) 

In 2000s to this day, volunteering and the number of programs and projects in Chester 

dramatically increased. One reason could be because I am more personally knowledgeable about 

the current happenings in Chester whereas The Phoenix articles may not always report 100% of 

the activities and programs in Chester in previous decades. However, I argue in the next section 
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that I believe this dramatic increase of programs goes hand in hand with the rise of a neoliberal 

volunteering model. Just this semester, there are many programs happening in Chester. CBL 

courses are academic courses that have a mandatory volunteering or service component. Also 

this semester, the programs in Chester include an Environmental Justice Garden, a new ABLLE 

mentoring program, Dare 2 Soar tutoring, Student teaching from the Education Department, 

Chester Children's Choir, the Chester Youth Court, Model 4 Success, and several LOS projects, 

just to name a few. The exact number of Swarthmore projects in Chester remains constantly in 

flux, as students graduate and old ones die, Swarthmore professors leave or go on sabbatical and 

programs take breaks, and new students come and ,create new or revive old ones, According to 

Alice, the Lang Center staff members are even uncertain on the exact number of programs in 

Chester because it isn't mandatory for students to report their community service activities to the 

Lang Center and the members constantly hear about new student volunteers from their Chester 

community contacts. 

Overall, the presence of Swarthmore College and its student-volunteers has remained 

relatively constant throughout the decades. However, in my opinion, there has been a 

fundamental shift from the 1960s-1980s model of volunteering in Chester to 1990s-present 

model. Taking on a neoliberallens to understanding this shift, I argue in the next section that 

programs in this day focus more on the Swarthmore individual's own initiatives, rather than on 

the need of the Chester community. 

The New Neoliberal Model a/Volunteering in Chester 

Drawing on Hyatt's analysis of the neoliberal citizen-volunteer, I believe that 

Swarthmore's current programs and projects in Chester follow a neoliberal model of service 

because of its private grants and funding resources, the community's demand for more and more 
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Swarthmore volunteers as a result of the city's divestment from the public sector, and finally, the 

focus on the individual volunteer in the creation of new programs and projects. 

The funding sources and structure of these organizations is pivotal for understanding the 

neoliberal model of community service. The programs described throughout the history of 

Swarthmore College's presence in Chester have had a variety of funding sources, including 

private foundations, public governmental grants, and fundraising by student-volunteer 

themselves. However, since the 1960s, programs and projects in Chester are becoming 

increasingly funded by private grants. There have two major programs that are publically funded: 

The Upward Bound Program (1965 - 2007) and the Model 4 Success (M4S) program (2006-7). 

For Upward Bound, after federal funding was cut for the program, there was not enough money 

to continue the program and it ended in 2007. As for Model 4 Success, it is currently funded by 

the Office of Minority Health in federal government. For next year, funding is up in the air as the 

government has not put out any new applications. Both situations is further discussed in Chapter 

4. In my opinion, both programs have been or are incredibly effective. There are two alumni of 

the Upward Bound working as faculty/staffmembers at Swarthmore right now and both Alice 

and Marie of the Lang Center have expressed deep regret over the program's termination. As for 

M4S, from my participant observations, Chester students in the program appear deeply 

transformed from this program and 100% of the students are graduating and pursuing higher 

education, whether it's a university or vocational school. While federal grants have fluctuated for 

these programs, what's also interesting is that these federal grants are designed to give students 

and the College the money for them to help Chester, not necessarily directly helping Chester 

itself. I cannot speak to the different effectiveness of the two types of approaches, but given the 
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legacy of Chester's political machine and corruption, perhaps federal grants designed to help 

students help Chester is purposeful to some extent. 

On the other hand, there have been an increase in privately funded programs and projects 

in Chester. The Lang Center for the most part is privately funded from Swarthmore alumnus, 

Eugene Lang's generous donations to the College. In the archives of the Friends Historical 

Library, an on-campus collection of Swarthmore College archives and Quaker documents, I 

found multiple applications for private foundation grants for the Swarthmore-Chester Internship 

Program (SCRIP). Additionally, students engage in their own type offundraising. In the 1960s 

and 1970s, it was common for students to spend a weekend doing random odd jobs and running 

en"ands for Swarthmore community residents to raise money for Swarthmore Chester Tutorial 

and the Upward Bound (The Phoenix 1969b; The Phoenix 1970) This is also common for sports 

teams today. In a key example of the neoliberal model, as federal funding gets cut back, students 

take it upon themselves to ensure that funding follows through. 

Furthermore, as emphasized in the earlier sections of this Chapter, Chester residents have 

seen a serious shift from funding for public resources and goods, like education, to private 

investments, like a casino and a stadium. In reaction to this phenomenon, they turn to 

Swarthmore students to help fill the gaps of services that ought to be there. When I asked Alice, 

a Lang Center staff member, how Chester residents see Swarthmore students, she replies, 

(Examplc 1.6) 
Thcy scc it as a positive. If they didn't, we wouldn't be there and we celtainly wouldn't be getting 
the requests we get for student participation. We get a lot of requests, definitely because of the 
school district issuc and tutors ... As the needs for support grow and as funding gets cut, community 
groups are asking for more .. .1 think the community couldn't imagine Swarthmore being not 
involved. Any program we've ever had, wc've always had a waiting list. For cxample when we 
had the Upward Bound program here, they took 30 students a ycar, but there was always a waiting 
list of forty, fifty peoplc ... The demand is coming from the [Chester) community. 
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Alice reveals that Chester residents rely on Swarthmore College and Swarthmore student

volunteers to provide the resources that the government is not providing. For instance, with the 

declining budget of the school district, Alice talks of increasing demands for tutors and more 

sites for Dare 2 Soar, an after school tutoring program. She also hints at the long relationship that 

Swarthmore has had with Chester. Jessica, a volunteer at the M4S program, describes the kind of 

SAT and college application preparation work she did with the M4S Chester high school 

students. She says, "Basically, we were filling in the roles that their college counselors at school 

were not." When funding for the Chester's public education system decreased and the school 

district became mired in state/local politics and corruption, Chester residents turned to 

Swarthmore students as the ones who perform the services that the government was not. Chester 

residents no longer see the government as a reliable source for assistance, making them complicit 

in the status quo and accepting of the lack of governmental services as the norm. 

However, throughout the history of Swarthmore College volunteerism in Chester, I argue 

that there has been a critical shift in the focus from community need to the individual volunteer 

in the creation of new programs and projects. In the 1960s to the 1980s, Swarthmore students 

volunteered in Chester, based on Chester's own community needs. For instance, the Upward 

Bound and Chester Tutorial program focused on resources lacking in the community and worked 

to fill in those gaps. LOS Scholar, Salem Shuchman's project revitalized a then-defunct 

organization in Chester with his LOS funding and renamed it the Chester Community 

Improvement Project (CCIP). He also took a year off Swarthmore and chose to live in Chester 

(Ferreira 1982). Nowadays, I personally have never heard of a Swarthmore student living in 

Chester for their work. Even in summer internships like the Chester Community Fellowship, 

students live at Swarthmore and bus to Chester. The Swarthmore-Chester Internship Program 
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(SCHIP) and Volunteer Clearinghouse in the 1980s focused on matching organizations and 

agencies in Chester and Delware County with Swarthmore students. In the matching process, 

locally based organizations that are underfunded approach the SCHIP saying that they need 

assistance and then SCHIP recruits for Swarthmore volunteers to intern at these organizations. 

Now, the Chester Community Fellowships (CCF) (in what I see as the evolvement of SCHIP) 

also connects students and locally-based organizations, mostly in Chester. However, the process 

of volunteer-organization is very different. Thomas, a Swarthmore volunteer who is interning as 

a Chester Community Fellow scholar this upcoming summer (Summer 2012), described the 

process to me. There's a rigorous application process where the interested volunteer writes five 

short essays and obtains a letter of recommendation from a faculty member. For the matching 

part, Thomas and his CCF interns had to talk to a community organization in Chester that agrees 

to let them work in the organization for the summer. Namely, the volunteer seeks the 

organization, not the organization seeking Swarthmore students. 

This reversal maps onto the length of these programs in Chester. Whereas Upward Bound 

and Chester Tutorial have lasted for decades, programs like Chester Bikeworks and Chester 

Noise have lasted for only three - six years. For Kristen, a Lang Opportunity Scholar I 

interviewed, she based her project on what she saw as the civic disengagement and 

disempowerment in Chester youth. Her program focused on after-school civic lessons to 9th and 

10th graders, including teaching them the basic structure of the federal government to writing 

letters to their congressman. She started her program junior year and it lasted for a year after she 

graduated (for a total of three years). Thus, we see the timeline of these student-initiated projects 

goes hand in hand with the length of the student leader's time at Swarthmore, which is a 

maximum of four years. Chester as a community therefore faces a disadvantage when funding 
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and assistance comes in the form of Swarthmore student organizations that does not necessarily 

address community needs. At the same time, students with their entrepreneurial programs in 

Chester are exactly the kind of subject Hyatt analyzes and discusses. They express a kind of 

moral and civic responsibility to volunteer and contribute to the community. From there, these 

students create their own organizations or programs to address the problems they see in Chester. 

The College and Lang Center enables this type of individual community service entrepreneurship 

with its many grants and funding opportunities. These students may not be engage in these 

actions to be good citizens persay, but by engaging in this kind of volunteer ism, they become 

citizens of Swarthmore College and its institutional mission for the common good. As we see in 

Chapter 2 and throughout this thesis, this promotion and focus of the individual volunteer creates 

student-volunteer subjects who gain the moral and practical knowledge to becoming citizen

volunteers for the rest of their lives. 

While the number of Swarthmore volunteers and the number of Swarthmore programs in 

Chester remain in a constant state of flux, one thing has remained constant in all these decades: 

the presence of Swarthmore students in Chester. What's also interesting is that in all of the 

diverse programs in Chester, from tutoring to urban gardening, they are all student-initiatives 

with various sorts of funding, from the college, private corporations, and federal grants. Thus, we 

see the neoliberalism element take effect: the student-volunteer is must take these resources and 

create opportunities to volunteer for themselves. 

Conclusion 

In this chapter, I established the theoretical and historical groundings of neoliberalism 

and how we have seen it take effect in Chester and in Swarthmore College's role in Chester. 

Now that we understand free-market values and the kind of subject neoliberal governance 
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produce, we now look at the production and reproduction of the neoliberal subject. In Chapter 2, 

I will look at the creation of the Swarthmore student as a citizen-volunteer of Swarthmore 

College. Namely, what are these students' primary motivations for volunteering in Chester? Why 

do they feel compelled to help? What kind of subject is Swarthmore College producing? What 

lessons do they gain from volunteering? Finally, how do they take these lessons and 

subjectification with them after graduation? 
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Chapter 2 
From Student to Student-Volunteer: 

The Lang Opportunity Scholar 

Introdnction 
In this chapter, I will explore how the Swarthmore volunteer conceives of his/her role in 

their respective programs in Chester and how they become student-volunteers throughout their 

years and experiences at the college and in the city. For this particular chapter, I draw on 

interviews I conducted during my research with 4 LOS scholars, 2 Lang Center staff members, 

and 2 Swarthmore volunteers in other programs. In order to get a wide range of students at 

different points of their volunteerism, I interviewed a sophomore LOS, a junior LOS, a senior 

LOS, and a LOS alumnus; I also interviewed a non-LOS junior and a non-LOS senior. From 

these interviews, I examine the development of the Swarthmore "student-activist" as a subject 

produced and reproduced by the College, the Lang Center, and other student-activists (Althusser 

1970). I emphasize that while these students come from a variety of backgrounds and different 

levels of awareness about community service, they undergo a shared process of subject 

formation, becoming student-volunteers who see their work creating small differences in 

Chester. 

After discussing the theoretical groundings of 'subject' -hood and 'Ideological State 

Apparatuses', I will apply these ideas to viewing the Swarthmore student as a self-disciplining 

subject. Namely, they internalize notion that they volunteer because they want to, not because 

Swarthmore College forces them. I will also draw on Foucault's notion of discipline and 

Bourdieu's habitus to analyze the subject formation from a comprehensive point of view. I focus 

special attention over the structure of the Lang Opportunity Scholar (LOS) Program because it 

plays a vital role in encouraging students to develop their own community service projects and is 
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one of the key methods in which students engage with Chester in a sustained manner. Later in 

the chapter, I emphasize how I see the LOS program as platform for the College to transform 

these students into student-volunteers. 

70 

After outlining the LOS program, I will focus on my intelviewees' tenninology when 

remarking on the spatial boundaries between Swarthmore and Chester; such discourse is vital to 

understanding how students see their position in relation to Chester and why they feel compelled 

to help. Finally, I investigate how the students see their position as volunteers compared to other 

Swarthmore volunteers and their perspectives have strong implications for the dynamics of 

various Swarthmore groups in Chester. Ultimately, I find that the process ofneoliberal subject 

formation imbues these students with the firm commitments to pursue service for their rest of 

their lives. 

Subject-Making and Ideological State Apparatuses 

In his article, Ideology and Ideological State Apparatuses, Louis Althusser introduces 

several main concepts important and applicable for my research. Althusser takes on a Marxist 

perspective in his work and aims to study "the conditions of production," "the reproductions of 

the conditions of production," and "reproduction of the relations of production" (Althusser 1970: 

100). He introduces two forms of State apparatuses that allow for production and reproduction to 

remain in the hands of the I1lling class: the "Repressive State Apparatus" and the "Ideological 

State Apparatus" (Althusser 1970: 110). While the Repressive (e.g. the police, the army, the 

prisons) function through violence, the Ideological function through ideology (e.g. the church, 

the family, the political, the trade-union) (Althusser 1970:111). Focusing his attention on the 

Ideological State Apparatuses (IS As), Althusser argues that they can be prime sites for class 
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struggles as the ruling class's control over ideology and IS As allows for the reproduction of class 

inequalities in society. 

Ideology is the driver behind the ISA and relates two main theses to ideology. He defines 

ideology as "a system of ideas and representations which dominate the mind of a man or a social 

group" (Althusser 1970:120). In his article, Althusser goes on to categOlize ideology as a 

"representation of the imaginary relationship of individuals to their real conditions of existence," 

indicating that subjects see an "imaginary distortion" of their real conditions of existence in the 

world (Althusser 1970:123-24). Additionally, ideology has a material existence with material 

actions, material practices, and material rituals (Althusser 1970: 127). AIthusser uses the church 

and its many matelial rituals, such as confession, prayer, and the physical space of the church as 

the materiality interlinked with religious ideology. Applying AIthusser's ideology at 

Swarthmore, I see neoliberal volunteerism as the dominant ideology at Swarthmore where 

students are inculcated with ideas of volunteering and helping Chester. Drawing from Hyatt's 

arguments, Swarthmore College, as an educational ISA poses the volunteering and community 

service as civic responsibility for Swarthmore students. Students feel ethically drawn to the 

realities of Chester. This volunteer entrepreneurism is a system of ideas where Swarthmore 

students see their imaginary relationship (i.e. what they want to see) in relation to the work they 

do in Chester and their other peers who volunteer in Chester. This ideology is actualized in their 

weekly rituals of going to Chester every week, their practices of tutoring, and their actions to 

take the initiative and volunteer or form a new project in Chester. 

Apropos of my investigation, AIthusser argues that the modern dominant ISA in "mature 

capitalist social formations" is not the church, but the education ISA (Althusser 1970: 116). The 

education ISA's hegemony in society is largely invisible and subtle because school is often 
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thought of as a "neutral environment purged of ideology," rather than reproducing the ruling 

class' ideology (Althusser 1970: 119). Commanding the mandatory attendance of children for 

eight hours a day and five days week, school teaches these students the 'know-how' of their 

professions--both the practical skills and appropriate behavior expected of them. As Althusser 

explains, "The reproduction of labour-power requires not only a reproduction of its skills, but 

also, at the same time, a reproduction of its submission to the rules of the established order" 

(Althusser 1970:104). In my research, I do not precisely investigate the conflicts between the 

ruling class and the proletariat, but I do look at Swarthmore College and various other levels of 

governance (including the local, state and federal governments) from a neoliberal, free market 

perspective. The College produces these students as neoliberal subjects and even though these 

students may not be necessarily trained with the 'know-how' for their futurejobs, they are 

indeed trained with their strengths and weaknesses as activists that they learned from their 

experiences in Chester. The ideology of neoliberal volunteerism interlinked with the productive 

power of educational ISAs sheds light on understanding the student-volunteer as an interpellated 

and self-disciplined subj ecL 

Althusser's idea of the subject and the process of interpellation sheds light onto how 

Swarthmore students are produced as subjects of the College and governments' Ideological State 

Apparatuses. The term 'interpellation' to refer to how individuals are transformed into subjects. 

He explains, 

Ideology 'acts' or 'functions' in such a way that it 'reclUits' subjects among the individuals (it 

reclUits them all), or 'transfOlTIls' the individuals into subjects (it tranSfOITIlS them all) by that 
very precise operation which I have called interpellation or hailing, which can be imagined 
along the lines of the most commonplace everyday police (or other) hailing: "Hey, you there!" 
(1970:30-31) 
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In response to the policeman's hail, the individual turns around and in that precise moment of 

acknowledgement, is transformed into a particular kind of subject in relation to the policeman. 

By engaging in these acts, they acknowledge their position and their role in the ISA; namely in 

the police example, to answer to the person who hails them. In a more applicable example, in the 

classroom setting, a professor would ask students pointed questions about the homework and 

class readings, to which students would answer and discuss their responses. By answering the 

professor, the student reaffirms their positionality as subjects in the educational ISA framework. 

On the other hand, interpellation is not a one-way street in which a person of a higher 

authOlity in the ISA interpellates the individual into a subject. Althusser describes, "The vast 

majority of (good) subjects work all right 'all by themselves', i.e. by ideology (whose concrete 

forms are realized in the Ideological State Apparatuses)" (135). Subjects engage in a feedback 

loop where they consciously acknowledge these hails, participate in these practices, and reaffirm 

the ideology of the ISA until it is natural for them and other subjects to regulate themselves. To 

continue the classroom example, the moment a professor walks into the classroom, the students 

would quiet down and wait for the professor to speak; in this case, a hail was not even needed 

because the students are deeply embedded in the classroom's practices and rituals. Thus, the 

power of the ISA lies in its ability to interpellate the subjects and produce and reproduce 

categories of people. 

This subject-hood closely relates to Foucault's notion of self-discipline and subjecthood 

(Foucault 1975). In his body of work, Foucault looks at the lived experiences of one's 

domination; he studied under Althusser, but his theories specifically look at the "microphysics of 

power" and "capillary powers," namely the micro-situations of how power is produced and 

reproduced by subjects. However, in my opinion, Althusser and Foucault's theories actively 
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reinforce one another in my research. Namely, in these volunteers' individual experiences at 

Swarthmore College and volunteerism in Chester signify the larger patterns of educational ISA's 

ideology. I will point to this throughout Chapter 2 and Chapter 3 where students come to 

Swarthmore College from diverse backgrounds. Some have already volunteered in high school 

and middle school (again, the influence of educational ISAs) and Swarthmore volunteerism 

reaffirms their desires to do service whereas others are introduced to community service for the 

first time at Swarthmore College. Even though these individual stories vary, Swarthmore College 

is a key site for the subject formation from student to student-volunteer and it is largely 

illustrative of the neolibearl volunteerism ideology that other educational ISAs promote. 

Before moving on, I also want to touch on the process of socialization as discussed by 

Bourdieu in his theory of habitus. Both Bourdieu and Foucault discuss socialization are 

embedded in subjects' behavior and actions. In his book, Outline of a Theory of Practice, 

Bourdieu describes habitus as "a subjective but not individual system of internalized structures, 

schemes of perception, conception, and action common to all members of the same group or 

class" (Bourdieu 2004:86). Individuals internalize certain practices in the world and are 

socialized towards having a certain disposition towards the world. This socialization is often 

misrecognized as the objective truth; Bourdieu introduces the idea of doxa where individuals 

treat the "natural and social world" as self-evident (Bourdieu 2004: 164). He expands, 

Schemes of thought and perception can produce the objectivity that they do produce only by 
producing misrecognition of the limits of the cognition that they make possible, thereby founding 
immediate adherence, in the doxic mode, to thc world of tradition expeIienced as a 'natural world' 
and taken for granted (Bourdieu 2004:164). 

Namely, habitus and doxa refer to individuals' socialization to accepting the world "as is." In 

application to my research, I demonstrate that for many students, they unconsciously produce 

and reproduce neoliberal volunteerism through their understanding of the world. Specifically, 
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they encourage their peers to volunteer and they feel that the desire to give back to the 

community has always been inside them. In my interviews, students describe how Swarthmore 

helped them discover their inner passions--passions that have always existed inside them. Then 

again, from another perspective, Swarthmore students are taught these kinds of volunteer and 

civic responsibility values and do not recognize how Swarthmore College has socialized them 

into possessing these values and ideology. 
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Furthermore, as I demonstrate later in this Chapter, volunteers misrecognize their role as 

a volunteer; many of these students think of their work as meaningful and impactful whereas 

their peers' work is not. This idea is directly linked to Althusser's ideology as an imaginary 

distortion of their real position and Marx's idea of false consciousness (but not explored in this 

research). I find that these Swarthmore student-volunteers are reflexive in their choices and work 

in Chester, acknowledging that their programs are perhaps not as revolutionary as they initially 

envisioned. However, while they acknowledge the failures and flaws in their own programs, they 

still believe in the value of community service work on a whole and plan to continue pursuing it 

after graduation. 

Althusser's framework for analyzing subject-formation sheds light on understanding how 

the Swarthmore student becomes a student-volunteer. Namely, Swarthmore College instills this 

ethos of an entrepreneurial approach to community service into the Swarthmore student and by a 

process of interpellation, creates the Swarthmore student as a subject: the student-volunteer. 

Furthermore, the student takes in this ideology and naturally engages in these practices and 

rituals by instinct and as a consequence, reaffirms the ISA's power in society. 
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Interpellation: The Lang Opportunity Scholars Program 

The Lang Opportunity Scholar Program (LOS) program is a unique 0ppOIiunity for 

Swarthmore students to develop their social entrepreneurship ideas. Founded in 1981, the LOS 

program selects up to six Swarthmore students in their sophomore year each year and gives them 

a $10,000 grant to "conceive, design, and carry out" a project idea that meets a need or affects 

social change in a community, abroad or domestic (LOS Program 2012). In addition to the seed 

money for their original project idea, scholars also receive the human resources associated with 

the Lang Center, such as staff guidance throughout the process, staff support to make the 

necessary community connections, and an assembled committee to assess the program's 

objectives and implementation at the end of the student's project. In addition to the seed money, 

scholars also receive substantial financial support for a summer internship (-$4250) designed to 

give them other resources and knowledge to help flush out their ideas and for graduate school 

($10,000) to pursue their higher education interests. In this section of Chapter 2, I focus on the 

development of the LOS scholar as a specific subject transformed by the College. 

In the application, training, and execution process, the College interpellates onto the 

Swarthmore student and transforms them into student-volunteers. If the application is construed 

as the initial 'hail' to the Swarthmore student, they respond by applying and subjecting 

themselves through a rigorous process that produces the student-volunteer as a subject, who then 

graduates Swarthmore with these ideals still inscribed onto them. 

The Application Process 

The entire LOS selection process filters Swarthmore students through various steps, but 

in each step, Swarthmore students incorporate the neoliberal volunteerism ideology. I 

interviewed Susan, a Lang staff member, who works closely with the Lang scholars of all class 



Meng 77 

years (there is an average of 24 Lang scholars at any given point). The process of being selected 

as an LOS scholar is very "grueling". The selection process takes semester-long, beginning in the 

Fall. The application process asks students to submit the relevant materials in the beginning of 

the semester and finally notifying the successful applicants before Winter Break. According to 

Susan, every year, she receives 25-30 "Letters ofInterest" in which sophomores express their 

interests in the LOS program and summarize their project idea. From there, students are invited 

to apply to the program. Susan meets with these students individually and there are two 

workshops to help the students fill out their lO-page application and asks the students to write 

short essays about themselves, their projects, and their relevant experience. Approximately 20 

students actually apply and others withdraw for various reasons, inclnding other school 

commitments and perhaps even intimidation of the long application. From the 20 applications, 

10 are selected for an interview before the LOS selection committee and 6 are selected. In every 

class year, there tends to be two individuals who base their project in Chester. 

For those were rejected, this isn't the end of the road for the students stilI interested in 

community service. Susan describes, 

(Example 2.0) 

At the end of the process, what we've really bccn intentional about is reaching out to all of those 
students who were not succcssful in this application process and adding thcm to our listscrves, 
inviting them in to come meet with me, and discuss 'Okay this docsn't work out, but this isn't the 
end of the road. What are some options and possibilities for you?' 

Susan has only anecdotal evidence about where these students go after their rejection, but she 

describes how she continues to see the same students involved in other Lang Center programs of 

funding, including the SWaIthmore Foundation and Project Pericles--organizations that give seed 

funding for new community service programs and projects. She says, "Once we meet, it's like 

we have an ongoing relationship, I feel like a lot of them do [come back], but I'm sure that there 

are some who decide it's not for them." 
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Even though approximately seventeen percent of interested applicants are accepted into 

the program, the Lang Chester ensures that one-hundred percent of the applicants deeply 

embedded into the process. As a result, the College socialize these applicants, not just the 

successful ones, into the neoliberal volunteerism ideology. After the Letters of Interest, Susan 

invites them for one-on-one discussions about their projects. The students taken in her guidance 

and fill out a long application. Applicants are also invited to two workshops. Two current LOS 

scholars run these workshops and teach these prospective applicants how to engage in the COlTect 

discourse and practices in their applications that appeal to the LOS selection panel. From there, 

the 6 LOS scholars are selected. However, for these rejected students, the process of discovering 

their entrepreneurial community service program does that end there. 

As Susan describes, the Lang Center staff are very purposeful in bringing in all the 

applicants, including the rejected ones, into the dialogue and practices of volunteer ism. In fact, I 

interviewed Judy, a Model 4 Success mentor, about her own experience through the LOS 

selection process. Judy, who spent her freshman summer working on the application, was 

ultimately rejected in the final round. However, she found other venues to pursue her idea of a 

dance-empowerment program in New Orleans. Judy applied for a Summer Social Action Award 

(S2A2), a Lang Center funding program that gives students $4000 for a summer intemship 

oriented towards social action and public service. After receiving the grant, Judy interned for 10 

weeks at a internship related to her project idea and took entrepreneurship classes on the side. 

She is still pursuing her project idea and plans to fully start it after she graduates. Judy admits 

that she was discouraged when she was rejected, but she took a positive outlook on it. She says, 

"It [the rejection] tumed out to be a blessing in disguise. Had I done the LOS, I would have had 

all these deadlines ... not having all the money makes me work harder for it." She goes on to 
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discuss how she already has people willing to donate space and time. Based on Judy's story and 

Susan's explanation, there is a two-fold process of interpellation through which the College 

transforms students into entrepreneurial volunteer-subjects: first, they must think of a creative 

project idea to address a problem they see in society; and second, they must also be 

entrepreneurial in their pursuits of funding that project. 

77Je Training Process 

Successful LOS scholar applicants go through an intensive training process, intended to 

give them the ideas and appropriate skills to execute their projects. Similar to a graduate school 

program, resources and the training process are focused more on developing individuals, rather 

than developing the program or project itself. The emphasis on the individual, rather than the 

project itself, provides a key insight that I believe is seen throughout Swarthmore College's 

emphasis on giving back to the community. The College, as part of larger educational 

Ideological State Apparatuses, inculcates the individual with the 'know-how' ofvolunteerism, 

guiding them through their journey of self-discovery. While the LOS program emphasizes the 

development of the individual, their training process is quite uniform from scholar to scholar (to 

be discussed below). Therefore, in actuality, the LOS program focuses on the individual by 

training them to become subjects with the same skills and civic service outlook on volunteering. 

There is a general timeline that scholars tend to follow in developing and implementing 

the project in their junior and senior years at Swarthmore. Once the scholars receive notification 

of their successful application process, they are immediately inculcated in the process of 

transforming from student to Lang scholar. They attend the "Effective Grantsmanship 

Workshop", an annually held two-day workshop series intended to give the scholars the skills in 

how to successfully apply for grants. This is required of scholars because sustainability is a 
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"huge concern" for the Lang Center this program, according to Susan, The scholars are 

encouraged to take the "Organizing Skills Institute," a 9-day workshop series over 3 weekends to 

train students in the appropriate technical and leadership skill set for their organizations, The 

Lang Center hosts both workshops and the workshops are free of charge for students, scholars 

and non-scholars, to attend, 

From there, the summer after Sophomore year, they intern at an organization that gives 

them the appropriate connections, skills, and knowledge to carry out their potential project idea, 

Junior year, they gather to write the project proposal and assemble an 'Advisoree Committee' 

that will review their final budget proposal and guide them through the project process, In their 

junior year, senior year, and the summer in between, they implement the project. There is a great 

degree of variation in the timeline, depending on a variety offactors such as the students' project 

and his/her personal preferences, 

The breadth and amount of resources endowed to the LOS program is indeed impressive 

and as the direction of the funding and resources suggest, the program focuses more on the 

individual LOS scholar, rather than the project itself. The committee selects the student, not the 

proj ect. Susan explains, 

(Example 2,1) 
Nine times out of 10, Lang scholars change their project idea, They change their project idea from 
the time they wlite the application to then Dlcir junior year when they write a proposal for the 
project. [fyou look at the application, you'll notice that the one thing that we do not ask for is a 
budget and the reason is that this is an application to a program, not an application for a grant to 
do a proj ecl. 

The LOS program is a key example of the way Swarthmore students are engaged with 

their volunteering as students, Because Swarthmore is an educational institution, the Lang Center 

and the LOS program focuses on developing the student. These students are simultaneously 

students and volunteers and these roles feed back into each other, For example, as students, they 
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learn big ideas in the classroom such as educational refonn, racial privilege, and gender identity 

formation and they apply their academically-nuanced awareness of the world and energy into 

developing programs such as a LOS project. As volunteers, they engage with community 

members and apply their passions and interests into creating a project they are personally 

invested in. From there, they can take their lessons learned and skills gained with them to post

graduation, whether its graduate school or Career. 

The Execution Process and Afterwards 

For these LOS scholars, the transformation from individual to subject is more than just 

what the College trains you to do and tells you to do. Applying Althusser and Foucault's idea of 

the self-governing subject, the LOS scholars becoming self-disciplining subjects insofar they 

take these lessons the College and Program actively taught them, apply them in their projects, 

and cany these lessons and subjectification with them past graduation. 

While we talk about the College and the Lang Center interpellating these students into 

becoming student-volunteers, these Swarthmore students often already feel a natural inclination 

to do community service even before coming to Swarthmore. Kristen, a Caucasion female, is a 

LOS scholar alumnus and graduated from Swarthmore two years ago. She always knew that 

social justice and community service work has always been important in her life ever since she 

volunteered in middle school. She describes, " I knew that I wanted to be an activist, I knew that 

i was interested in trying to make the world a better place, but I didn't know what form to put 

that into." In her sophomore year, her friends were applying for the LOS program and she also 

decided to apply. Kristen sought to be a student at Swarthmore, not just in an academic sense but 

also in a holistic way. Applying Althusser's theories, she directly sought the 'hail' and thereby, 

acknowledged her position as a subject of the institution. Moreover, Swarthmore is a four-year 
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institution, but the skills and tools that Kristen learned in the LOS program are lifelong. She 

says, 

(Example 2.2) 
I think I grew really tremendous amounts through the program, it was something I hadn'1 ever 
done. The number one lesson I leamed is how different it is to take over something that already 
exists versus build something from scratch .. .I don't think I appreciated that before, it was 
incredibly helpful to get that experience .. .! think I leomed a lot about things that I'm good at and 
not good at in leadership. I think that I'm good with volunteers, making people feel welcome and 
appreciated. I think I'm pretty good at figuring out what people are good at and putting their skills 
in use .. .! also leamed about a lot of things I don't do well. I'm not great at controlling a classroom. 
I'm not great at adjusting on the fly in my plans. 

Not only does Swarthmore teach her the formal 'know-how' of writing grants and 

organization, the LOS experience also gives her the informal know-how of being a lifelong 

volunteer leader. Furthermore, Kristin talks of how she always felt like she knew she wanted to 

do social activism and Swalthmore gave her the foundation to build on that passion. She 

describes, 

(Example 2.3) 
It absolutely confirmed to me that I wanted to do social justice work as a career. It also really 
confinned to me that I had a lot to leam about how to do that effectively. I think that I was little 
cocky going in and it was really humbling experience to have a lot of things not work out and to 
have to figure out how to make them better. . .1 walked away from the Lang Center scholarship 100 
percent committed to a career in activism in what I love and value, but also I got a stronger sense 
of how I wanted a career that combines helping people with thinking big thoughts .. .! walked in 
thinking that 1 wanted to be an activist and 1 walked out thinking that J wanted to be an activist 
and I still think that but the ways I think about what that means has changed a lot. [emphasis 
mine] 

Swarthmore college produces these LOS scholars from being just college students into student-

volunteers. However, the lessons they learn transcend their years at Swarthmore and these 

individuals incorporate these lessons for their future career plans. In Kristen's situation, she is 

currently studying at Yale Law School where she hopes to gain knowledge of changing 

educational policies, essentially learning "big thoughts" in order to continue helping people. 

82 
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LOS scholars are no exception. The other Swarthmore volunteers I have interviewed also 

discuss finding similar goals for themselves with similar lessons in volunteerism. Miriam, who 

volunteers at the Chester Youth Court (CYC), a program in Chester with approximately 10 

Swarthmore volunteers, talks of always having an interest in community service too. She says, 

(Example 2.4) 

I did a 1000 hours of volunteering service in high school because it was something I enjoyed and 
my parents raised me with the idea that because your community gives you so much, you have to 
give back to the community. It was always really important to me ... I came into Swarthmore and I 

was really busy with music and debate. But it felt like I was missing out on something so I was 
shopping different groups in Chester and was really impressed by the Mock Hearing.4 

Like Kristen, Miriam also felt like she wanted to "give back to the community." Interestingly, 

she saw volunteering as a personally fulfilling responsibility ("It felt like I was missing out on 

something") and therefore, was compelled to seek out these volunteer opportunities. Also similar 

to Kristen, Swarthmore has cemented her devotion and commitment to community service work. 

While she is not sure it is career-related, Miriam is certain that she wants to continue 

volunteering. She elaborates, "I don't know ifit's a career ... but even after graduating from 

Swarthmore, I would have a hard time picturing a life where I would be happy if I wasn't in the 

community" 

Both Kristen and Miriam discuss how they were already interested in community selvice 

before coming to Swarthmore, but Swarthmore College have transformed them student-

volunteers, subjects ready with the right tools and skills for becoming life-long volunteers. 

Additionally, their prior experiences demonstrate the influence of educational ISAs on a whole. 

Kristen and Miriam describe their volunteering experiences in middle and high school and 

desired to continue that kind of service into college and beyond. Furthermore, it is difficult to 

separate their own desire to do community service versus what their family and schools teach 

4 The Mock Hearing was a CYC recruitment event 



Meng 84 

them. We see how habitus and socialization playa role in how Kristen and Miriam see the world. 

For Miriam, when volunteering and community service has been so normalized for her to the 

extent that without it, she felt like she was "missing something." 

This ideology of community service becomes produced and reproduced through various 

apparatuses (not just the educational ISA, but also the family ISA) to the point where subjects 

internalize these messages and claim them as their own desires and interests. Below is a key 

example as to why students chose Chester in particular to be a site in need of services. By 

drawing similarities surrounding the discourse that Swarthmore students use about Chester, I 

demonstrate the reproductive nature of power and exactly why these students feel compelled to 

volunteer in Chester, versus all other possible sites of need. 

The Bubble versus The Real: Spatial Accessibility betweeu Swarthmore aud Chester 

The proximity between Swarthmore College and the city Chester presents many 

opportunities and paradoxes for students and their construction of the city. Throughout my 

interviews with Swarthmore students, they often speak about Chester as paradoxically physically 

close yet so metaphorically far away from the kinds of resources and privileges that are plentiful 

at Swarthmore College. In this section of the chapter, I will examine how different Swarthmore 

volunteers draw the spatial distinction between Chester as a "real" place with many problems 

and Swarthmore as a "bubble" with many resources to share. By portraying these places as such, 

Swarthmore students make the choice to volunteer very obvious for themselves and their peers. 

While all my interviewees had similar thoughts about this, I will particularly draw from 

one interviewee, a senior student volunteer involved in a variety of Lang Center programs. 

Stephanie, is an African American senior who has been involved in a number of programs and 

organizations since Freshman year. She started spring of her freshman year in Dare 2 Soar, an 
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after school tutoring program with 80 volunteers and 6 centralized sites of tutoring (e.g. the 

Chester library, the middle, school, etc). In her sophomore year, she became coordinator for 

Dare2Soar with an increased responsibility of scheduling the volunteers' hours and 'sites'. She 

also started volunteering at the Chester Youth Court and she was also a Chester Community 

Fellow in the summer between her sophomore and junior year. In her junior year, she went 

abroad and this year, she is still coordinator at Dare2Soar, continues volunteering for the Chester 

Youth Court, and is currently working on creating an "Alternative Spring Break" program in 

Chester for Swarthmore students. 

Stephanie has dedicated three years at Swarthmore (she went abroad for the entire year 

junior year) to volunteering in Chester. She first got involved because a friend signed up for Dare 

2 Soar and she thought it was sounded cool (note the importance of social capital in reproducing 

ideology). However, she remained committed to Chester for this many years because of the kids 

in Chester. She describes creating bonds with these kids, who she sees as her "siblings". 

Oftentimes, she phrases Swarthmore and Chester as entirely separate worlds where Swarthmore 

students are able to navigate both worlds but Chester residents cannot. She describes a profound 

moment when she realized just how metaphorically far apart Swarthmore and Chester are, 

despite its physical proximity. She explains, 

(Example 2.5) 
I also understand that I can leave Chester. That's my biggest thing, I get on the Lang Van and then 
I leave. They don't leave .... Like, I talked to a little boy Freshman year and I was like, "What do 
you want to do when you grow up'?" He's like, "Well, I don't even know if I'm going to grow up." 
This is little 8-year-old who just said to me, "I don't even know I'm going to grow up" and that's 
when it hit me. This is something that I can walk away from. My relationship and thought of 
Chester changed in that I know that I can walk away from this but I don't want to walk away from 
this because this little boy can't walk away from this. 

Stephanie talks about her own accessibility to both worlds, at Swarthmore and in Chester; she 

consciously chooses to volunteer to Chester because she knows that she can leave while Chester 



Meng 

residents cannot. The idea of accessibility between Chester and Swarthmore, in Stephanie's 

opinion, is only one-sided. She continues, 

(Example 2.6) 
Swmthmore has been in Chester for decades and how many kids from Chester end up at 
Swarthmore-a lot of these kids have never been to campus. So you have this school that 
continually comes and does research 011 your community and works to improve your community 
and if you don't see those changes, you see that your kids aren't even able to get into Swarthmore, 
there's a disconnect there. I don't really blame a few people for being cynical about our 
relationship in Chester, because I'm starting to feel cynical about it. When I was talking to a 
couple of high school students who were at the Youth COUlt and I was like, "Yeah you should 
come to campus" because they have never even seen campus and they were talking about college. 
They were like, "Well, I would never could go to Swmthmore." I was like, "Why?" and they said, 
"Well I'm from Chester and no one from Chester ever goes to Swalthmore." That hUli me and it 
dido't make sense. We bring you on campus to study you, we don't bring you on campus to let 
you study. And that bothers me. 

Stephanie is profoundly aware that while Chester is only "three bus stops away," the exchange 

between the two spaces is not reciprocal. Swarthmore students can come into Chester with their 

ideas and projects and leave the city at the end of the day, but Chester students see Swarthmore 

as this impenetrable place, too elite and selective for them. 5 Also, Stephanie also elaborates on 

something mentioned in Chapter 1: the use of Chester an experimental, symbolic site. 

Aside the notion of spatial accessibility between Swarthmore and Chester, there are 

common words and refrains used to describe the differences between the two places. In my 

interviews with the Swartmore volunteers, they use the words "real" to describe Chester and 

"bubble" to Swarthmore. For instance, below, Stephanie describes two experiences where she 

uses the telms. When asked about a negative experience in Chester, she describes, 

(Example 2.7) 
The negative experience was in Sophomore summer as a Chester Community Fellow and Chester 
had put on a curfew because they had something like five murders in eight day. It was really bad 
and I was riding the bus to Chester that day to go to work at CCIP. I was waiting at the bus stop 
and I saw a car dlive really slowly by the bus stop. It made a circle and it came back again and 
evelyone go really seared. I saw these babies, aged 2 and 3, and tbey didn't know what was going 

5 When I interviewed Stephanie, this was before Admissions admitted a Chester student for the class of 20 I 6. 
Additionally, I'm not sure if she was aware, but the fOlmer Upward Bound Program and Maps 4 Success program 
brings Chester students onto Swarthmore campus. Her lack of awareness is something interesting for the next 
section in this chapter. 

86 



Meng 

on and evelyone was like "drive by." That's when it hit me. This is real. !tjust hit me,just how 
real the situation was and how I can be nicc and safe up at Swarthmore and you know, these kids, 
this is evelyday. One of these babies could have easily been shot and that's the end of thcir life. 
That impacted me hugely and I needed to make an impact and I need to tIy to help as many kids as 
I can. [emphasis mine] 

When Chester students come to Swarthmore to visit the campus, other Swarthmore students 

would stare at them and intuitively know that they do not belong here. She says, 

(Example 2.8) 

My Youth COUlt kids came onto campus a couple of times. They were in McCabe6 and 
people can kind of tell that it was obvious that they didn't go there. People would stare at 
them and I'm sitting here, looking like, 'Why are you staring at them? Yeah they are 
black kids and they are in McCabe.' ((makes a sarcastic sound)) I think it's on part of the 
Chester students to just kind of open themselves up more but also Swarthmore students to 
be more open to outsiders because I think we are very l11uch in our bubble. It kind of 
comes off as 'We don't want you hcre' as opposed to 'Ooh you're new, who are you?' 

For Swarthmore students, Chester is highly accessible. The Lang Center provides the 

"Lang van" for free (the Center pays for transportation costs and the driver). The van picks up 

students at Swarthmore, drops them off at their volunteer locations, and picks them up and takes 
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them takes them back from Swarthmore every day in the late afternoon. There also is a bus route 

that takes you down to Chester and the Lang Center provides you with free bus tokens (priced as 

$ I .50 if sold in bulk). Not only is Chester physically accessible, there are many opportunities 

that Swarthmore students can go into Chester under, from the Chester Community Fellow 

program to after-school tutoring programs. Because Swarthmore College have been involved in 

Chester for decades, it is certainly the norm to see Swarthmore students volunteering in Chester. 

But, when Chester Youth Court students visit Swarthmore, it is clear that they do not belong and 

Swarthmore students do not make advances to welcome them on campus. 

By using the terms 'real' and 'bubble' to describe these two locations, Stephanie implies 

that Chester is of the "real world" where dangerous things can happen at any moment whereas 

6 Swarthmore College's main librmy 
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Swarthmore is its own isolating location, immune to things like drive-by shootings. For 

Swarthmore and Chester students alike, the spatial boundaries and degrees of accessibility are 

clearly delineated. 
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Stephanie's experiences and discourse on Swarthmore and Chester are by no means the 

exception. First, Swarthmore students-at least the ones I have interviewed-often discuss the' 

paradoxical physical closeness and metaphorical of the two locations. For instance, on going into 

Chester, Elizabeth describes, "It just takes me out of the stresses of the Swat bubble and reminds 

me that there are bigger problems besides upcoming homework or papers. It goes me a dose of 

reality that I think is really important." Miriam also says, "There's something about the bubble 

where you forget that there's an outside world." The discourse surrounding the physical and 

spatial distances between Swarthmore and Chester is circulated throughout Swarthmore. I find it 

particularly fascinating that the language Swarthmore student-volunteers use is so similar

indicating the ways in which discourse is produced and reproduced throughout Swarthmore 

College. 

This spatial boundary is fundamental to understanding the academic and applicative 

connections that Swarthmore students experience and process. As mentioned before, there is a 

feedback loop where students constantly balance their obligations as students and their passions 

as volunteers. In the same way that Stephanie can physically leave Swarthmore, she can also 

leave with her increased knowledge and awareness of the world and about herself. Also, the 

framing between these two locations is also key for understanding why exactly these students 

feel personally compelled to volunteer in Chester. Because it is so close, because they can access 

Chester and Chester can't access Swarthmore, because the money and resources exist for them to 

volunteer, Swarthmore students feel like it is their personal duty and responsibility to help. 
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Swarthmore students internalize these ideas of civic responsibility and make these ideas their 

own; there is no need for mandatory, forced community service. 

The paradoxical spatial closeness and far-ness between Chester and Swarthmore is 

precisely what draws Swarthmore students in. Miriam elaborates on a moment when she realized 

her commitment to Chester students. She says, 

(Example 2.9) 

I remember my freshman year...We were outside the [Chester] sehool and there was no grass on 
the ground and we went back to Swarthmore and it was just a beautiful day with all these green 
trees and grass on eampus. That was one of those moments I was like, 'Wow I am really lucky to 
be here.' It was one of those motivational moments. I want to help kids get here. I want Chester 
students at Swal1hmore College. 

Describing how the differences between Chester and Swarthmore's economic and political 

situations manifest in grass (or lack thereof), Miriam describes her urgent, passionate desire to 

bring Chester students to Swarthmore College. For these students, their work in Chester is more 

than just community service or volunteering. They take on a personal kind of responsibility to 

help Chester. Hence, emphasizing the 'civic and social responsibility' in the Lang Center's 

formal title and Hyatt's citizen-volunteer as a subject. These students feel morally obligated to 

work here because Chester is so distinct from the privileges that they see at Swarthmore College. 

In many ways, Swarthmore is a resource to Chester in its many programs, student volunteers, 

and organizations. At the same time, Chester is a resource to Swarthmore College and these 

volunteers too. Working in Chester teaches these volunteers about real world problems and the 

actions they can take to make the world a better place. As mentioned in Chapter 1, Chester 

relates to students to two, distinct ways: one as a strange, real world and the other as a familiar 

place to home. These two distinct perspectives is draws these students in: because it is 

simultaneously so foreign, yet so physically (occasionally metaphorically) close to home (See 

Example 1.5). 
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One last note about Stephanie: As mentioned in the previous section, Swarthmore 

College helps students already interested in activism and community service with providing them 

with the right resources and tools to become student-volunteers. But for those who did not even 

know they wanted to pursue activism, Swarthmore gives them the right ideas and resources to 

discover that passion in the first point. Stephanie is a great example of how Swarthmore College 

and volunteering has changed her. She elaborates, 

(Example 2.10) 
I came here [to Swarthmore] and I had my idca of the world. I volunteered but I didn't know it 

was social justice or social work I was doing. I just like volunteering with kids ... what's changed 

about me was that I was going to come to Swarthmore, get my Poli Sci degree, go do corporate 

law, and make bank «laughs». And now my approach is different. I want to teach. And I decided 

I'm just going to go ahead and do it. I want to make an impact and I didn't really notice that until I 

just went to Chester. Just personally for me, as an African-American, I want to make an impact on 

these children's livcs to show them that you can be something positive and you don't have to play 

a sport or be a singer. You can embrace your mind and become something ... I've changed my 

focus from really making sure I'm successful for my own personal gain to being successful to help 

my community. 

Stephanie's work in Chester really spoke to her in that it made her realize that she wants to be a 

role model for African-Americans like herself. Throughout my interview with her, she expresses 

a heartfelt responsibility to the African-American community; while she is not volunteering in 

her physical community like Hyatt's citizen-volunteers are, Stephanie sees herself volunteering 

in same cultural community. Stephanie sees herself as making an impact in these children's lives, 

but as with other Swarthmore volunteers, she does not necessarily see other Swarthmore students 

making these same positive impacts. 
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Volunteer Exceptionalism 

In this section, I explore how these Swarthmore volunteer veterans see themselves as the 

exceptions to the general feeling that programs and projects in Chester don't do anything. As 

Stephanie points out, Swarthmore has been involved in Chester for decades and some argue that 

there has been no visible improvement. However, the long-term volunteers I have interviewed 

think that their individual project/program is making a 'small' difference while similar others are 

not. Seeing themselves as the exception, volunteers position themselves in a situation where they 

are largely critical of others, but do not apply the same critique to themselves or their own 

projects. I argue that because they see themselves as isolated individuals doing good, this point 

of view precludes them from certain form of collaboration. 

The students I have interviewed expressed profound awareness of such critique and even 

participate in similar discourse themselves, juxtaposing themselves against the casual, one-

semester volunteer. At the same time, they see themselves as exceptions to the stereotypical 

Chester volunteer. I particularly draw on my interview with one junior LOS scholar to 

demonstrate how sentiments about other volunteers compare to her own self-perception. 

Elizabeth is a white LOS scholar from the Philadelphia area. She started volunteering in 

the Volunteer Income Tax Assistance (VITAf Program her freshman year because the college's 

Economics Department was doing a study on "savings bonds uptake" in the VITA program and 

after she started volunteering, she felt "compelled" because "it seemed like it [Chester] was in 

dire need of help." 

Elizabeth was a Chester Community Fellow the summer after her freshman year where 

she interned in the Chester Economic Development Authority. Her sophomore year, she became 

7 The VITA program provides tax-filing assistance for lower income families and individuals. Swmthmore 
volunteers spend 2-.3 hours evelY week in the spring semester to help Chester residents file tax fOlms. This year, 
there arc 26 volunteers and 2 sites where they go. 
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co-coordinator of the VITA program and received the Lang program for her project idea of 

starting a financial education program in Chester, given her experience from VITA. The next 

summer, she interned at the Delaware County Asset Development and Management group and 

now as a junior, she's working on her project, molding and changing the original idea to better 

reflect the pragmatic application and needs of the community. 

Elizabeth describes that she has become so deeply involved in economic development in 

Chester and remained as such because of the "open oppOitunities" and "once I've already been 

invovlved in one thing, there were contacts I could talk to that were interested in having me 

somewhere else." She was already aware that she did not work well with kids and working in 

VITA was the one of the only options for her. She remarks, "It's not only important but also the 

only thing that was available if you didn't want to work with kids." Her remark is at odds with 

the reality of the range of options that the Lang Center offers. On the website, they list multiple 

organizations that students can volunteer in that address issues such as housing, environmental 

justice, and women's issues. At the same time, other students I have interviewed have also 

touched on the same kind of isolation they feel in their work. 

Miriam of the Chester Youth Court talked about her lack of awareness of other programs 

in Chester. She describes, 

(Example 2.11) 
I wish that there was more communication between groups .. . like I mentioned Dare 2 Soar. The 

only reason I know about it is because I'm friends with HillalY, who's a friend of a friend and 
evelyone at Swat knows evelyone. She was like, "What is Youth Comt?" And I was like, "What is 
Dare2Soar'?" ... We had this conversation two weeks ago and we've both been involved in this 
since freshman year first semester, but why is there such a massive disconnect, I don't know. It's 
hard to point your finger at one thing. 

Amanda, a volunteer at the Center for Higher Academic Achievement, talks her own failure to 

collabroate with Dare 2 Soar. She recalls, "These [Swarthmore-Chester] groups are all pretty 

fractured. I have over the years tried to develop a relationship with Dare 2 Soar multiple 
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times ... but nothing has ever come of it." Miriam describes this desire for open communication 

with all the groups in Chester, but does not understand why such a collaboration exists. 

Stephanie also expresses the desire to connect all the leaders of the Chester groups together: 

(Example 2.12) 

If I didn't have to go to class, I've been playing around with the idea of a Chester Council at Swat 

just to bring together all the groups that work in Chester, maybe once a month or so to get 
together. . .!t's to try to understand that we arc all working to do good in Chester because I feel 
light now, it's like, 'Well I'm working in Chester, you should be working in Chester.' It's very 

competitive and we shouldn't be that way. If we coordinated our effOIis in Swarthmore, our 

impact will be greater in Chester and I think you 'II see an improvement in our relationship with us 

and the kids but also us and the administration. 

Interestingly, Stephanie uses the word 'competitive' to describe the state offunding and 

resources at the Lang Center. This competition for these resources and grants directly relates to 

the neoliberal model idea of the free market where students with the best project ideas are the 

grant 'winners.' The lack of collaboration also touches on a concept mentioned in Chapter 1 
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where there is a historic shift from Swarthmore-Chester community-based projects and programs 

to an individualized approach where Swarthmore students come up with ideas on their own. 

LOS scholar Sharon, echoes Stephanie and Miriam's thoughts. She says, "I think that if more of 

the student groups cooperate together and talk to each other about what was going on, then I 

think they would do a lot better instead of acting as islands as very isolated ways." Given the 

same desires to collaborate, it is important to wonder why this is not happening. 

I argue that this lack of collaboration is a direct result of the different ways SWaIthmore 

volunteers see themselves versus other volunteers. In contrast to other Lang projects and student 

organizations that volunteer in Chester, Elizabeth sees VITA as "extremely efficient" because 

it's "getting people the refunds that they deserve." When asked about other Lang projects or 

student-led programs in Chester and their effectiveness, Elizabeth has a more critical viewpoint. 

She says, 
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(Example 2.13) 
I'm sort of concerned that if the after school programs are actually effective ... May be kids aren't 
really getting enriched or learning too much but at least they are staying at school for a couple 
more hours until their parents get home so I think tilat helps ... I think the VITA program is helpful 
because it's getting people big refunds that happens immediately and puts money in their 
pockets ... I don't have a real answer for the good that's going on outside of the VITA program ... I 
just don't have a conclusive understanding of what Swarthmore is doing in Chester is really that 
helpful, outside the VITA program, which I think is velY hclpful. [emphasis hel~l 

Elizabeth is equally critical of other Lang projects. She describes, 

(Example 2.14) 
A lot of Lang projects I've seen in the past in Chester fail in that they were instituted for one 
semester, like a Swarthmore semester, like I remember a Civics project was one of them. Then 
they don't continue and they didn't have measurable change that I'm familiar with ... I think that 
will continue to happen unless you partner with a national organization or a county organization 
like I'm doing ... the VITA program isn't going anywhere and as long as I connect to the 
organization that institutes it and it's not going to go anywhere cither... I would say that I'm 
finding a way around that and I think that students who are doing Lang projects in Chester need to 
connect with an organization existing already. 

It is clear that Elizabeth believes that her project, which is currently evolving to a potential 
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educational video played at VITA sites, will be the exception to the Lang projects that eventually 

die off or the after-school programs where it's difficult to tell the measurable change. By 

distancing herself away from other LOS projects and other programs, she frames the 

effectiveness of her own program compared to its counterparts. She also makes sure to stress that 

her own project may not create "meaning and lasting change," but that it will make "small 

changes" in the community and the individuals who are impacted. 

Additionally, Elizabeth's quotation is a direct pushback against the idea of a Swarthmore 

program or project that focuses on the individual. The neoliberal approach volunteerism suggests 

that individuals should singularly approach their self-interests as opposed to collaborate with 

others and have a centralized approach to tackling these issues. As mentioned in Chapter 1, we 

can see how this individualized approach leds short-term projects (lasting as long as the lead 

organizer is a student at Swarthmore). In fact, efforts to centralize programs and create programs 

that better reflect what the community needs as opposed to individual volunteers' desires 
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produces long-term results like the Chester Tutorial and Upward Bound. Indeed, in my 

interviews with Alice and Susan, they claim that the LOS projects are specifically designed to be 

short-term programs, yet they encourage all students to link up with an existing Chester 

organization to ensure their program's sustainability. In my opinion, these two messages are at 

odds with one another. Even the LOS program is structured to focus on the individual and their 

unique project idea, Lang Center staff encourage these students to connect with existing Chester 

organizations for sustainability purposes. 

Similar volunteers have expressed similar "small changes" sentiments and critiques of 

other programs. Chloe, a senior LOS scholar, is doing her LOS project on 'digital story-telling' 

in Chester youth. She says, 

(Example 2.15) 

I think digital stOlytelling is velY much a method that relies on the ripple effect as a theory of 
change .. .! can't say its transfOlming Chester as a city, I think that that would be overblown 
((laughs)) but I definitely think it contributes to a largcr effOli to provide morc opportunities to 
learn and practice these kinds of skills. 

Klisten sees the impact of her LOS project in similar ways. She says, "I think it's making a very 

small, but meaningful impact." Klisten sees the work of her LOS project as small and 

meaningful, while the "nonprofit industrial complex in Chester" is really quite off, in her 

opinion. She says, 

(Example 2. I 6) 

I think for a lot of Swarthmore people, it's sort of 'Come in Chester, start some SOli of program 
and then walk away in just one year' ... there's something rcally gross about thaLwe want people, 
volunteers, activists, to be really bold about these issues, but I think there's a logical counter to 
that about being really humble about what you know and what you can do and what your 
contribution is ... the fact that you come in with your ten-thousand dollar grant and your big 
theories doesn't mean that you have the magic wand. 

Swarthmore students see their involvement in these programs and projects as making 'small 

differences' and cliticize other volunteers for their large, hopeful ideas of making these large 

differences. However, most of my interviewees did not express their hopes to create large, 
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institutional changes. All of them think of the differences they are making as small, yet 

meaningful impacts. They do not apply the same critiques to themselves. For instance, Kristen 

discusses the importance of sustainable programs in Chester and making sure she passed down 

leadership to an underclassmen. Her LOS program only survived for another year after she 

graduated and when I asked her what happened to the program, she says, "I don't know what 

happened, you would have to talk to John [the new leader] about the details for that." 

This kind of exceptional point of view that students take on themselves and on their peers 

points to the misrecognition and imaginary distortion of their real position. These students 

perceive their work as something valuable, yet small, to the Chester community while other 

students do not see it as such. They question others' attitndes towards Chester and the 

effectiveness of others' work, and yet think ofthemse1ves as the exceptions. Therefore, we see 

how stndents are reflexive about other students' ways of volunteering in Chester, yet do not 

question their own disposition. In Chapter 4, I talk about the possibility that students perhaps do 

not question their contributions in Chester because it is what keeps them volunteering in Chester, 

despite getting 'burned out' (See Example 4.2). 

For instance, in Example 2.14 where Elizabeth references a Lang civic project that only 

lasted for one semester, she was referring to Kristen's project, which was actually run for two 

separate semesters over two years. Miriam also referenced Kristen's project and she said, 

Ooxample 2.17) 
I was good fricnds with Kristen, but I don't know what happened with her project or if it's still in 
existence .. .! don't know if it stopped happening becausc Swatties were no longcr committed to it 
or if it was something the community no longer wanted, 

Miriam's remark reflects the individualized nature of these projects; after Kristen graduated, the 

Lang project died because no other stndent was passionately attached to the issues it promoted or 

that the community did not want it. While many of my interviewees profess to be committed to 



Meng 

Chester in the long-term as opposed to their peers who are all in the short term, in a way, all of 

these volunteers are short-term. Whether it's a semester or three years of volunteering, these 

students can only volunteer here insofar as they are still students at Swarthmore. They 

simultaneously recognize that this is a four-year college, yet believe that the work they 

contribute--these 'small changes' -- lasts a lifetime. Maybe this is true for some volunteers and 

not for others, but the way students continue to misrecognize their own role as a volunteer in 

Chester remains a critical insight in understanding how Swarthmore has been present in Chester 

for so long, yet provide no deep, structural changes that we can easily see today. I return to this 

in Chapter 4. 

This' exceptionality' perspective provides powerful implications for the lack of 

cooperation and collaboration in the projects and programs in Chester. Because they see their 

work as productive and others are not, Swarthmore volunteers are not willing to work with the 

other volunteers. 

Conclusion 

Swarthmore, as a educational IS A, interpellates and 'hails' the Swarthmore student 

through its variety of programs and resources for the interested volunteer. For Swarthmore 

students who do not know about social justice or community selvice, Swarthmore teaches them 

these values. For the Swarthmore students who already know their passion for activism and 

selvice, Swarthmore gives them the correct tools and techniques to pursue it as a career. 

However, when I use the term "Swarthmore teaches" or "Swarthmore gives," I do not mean that 

it direct "teaches" or "gives" students. Through the process of reproduction and the productive 

nature of power, students internalize these messages of the need for community service. For 

instance, in the discourse surrounding the spatial boundaries of Swarthmore and Chester, 
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students feel naturally compelled to volunteer in Chester because it is so close and yet so far 

away from the privileges and resources they experience at Swarthmore. This is a sentiment not 

only shared by current students at Swarthmore, but also by students of all Swarthmore class 

generations (see Chapter 4). 
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As we have seen in the examples in the previous section, the educational ISAs' 

approaches to community service is highly individualizing. Volunteering in Chester gives these 

individual students the skills, lessons, and tools for pursuing a life of community service and 

activism. These subjects are empowered as individuals that learn how to serve the community in 

the right way and they take these lessons with them in their career plans. However, as a group, 

they are disempowered because their perspectives on themselves versus others inhibit the 

collaboration that these volunteers need to more effectively impact Chester. In Chapter 4, I will 

analyze this from a more institutional level; namely, what does Swarthmore gain as an institution 

and as an arm of the Educational Ideological State Apparatus. But, before delving deeper in the 

productive power of Swarthmore College as an institution, I look at the processes of exactly how 

the Swarthmore student is transformed. In the next chapter, I discuss two programs in Chester 

and investigate the process behind how Swarthmore students are transformed into student

volunteers and citizen-volunteers. 
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Chapter 3 

The Subject-Making of a Student-Volunteer: 

The Comparison of Two Chester Volunteer Sites 

In this chapter, I look at the processes of how exactly is a Swarthmore student 

transformed from just a student to a student-volunteer subject. I investigate how these 

Swarthmore volunteer programs interpolate onto the Swarthmore student and change their 

perspectives, and in some cases, entire career goals, on the community service and volunteerism. 

In describing my ethnographies of two main volunteer sites, I also demonstrate differences 

between the Swarthmore students who commit to community service as a career and those who 

commit to it as an extracurricular. I draw strongly from Bourdieu's theory of legitimate language 

and symbolic capital to understand why students decide to pursue community service and 

activism as a career versus as a fun activity on the side. Both types of students are produced into 

subjects because they choose to spend the rest of their lives post-graduation fulfilling their 

responsibilities as citizen-volunteers, but that difference is fundamental to understanding the 

different ways Swarthmore College and its volunteer programs operate onto these student

volunteers. In the next section, I outline and describe the two volunteer sites I conducted 

participant observations at and then proceed to discuss the key differences and similarities 

between the two. Then, I demonstrate how the two different programs attracts different kinds of 

students and as a result, these student and program differences create nuances in subject 

formation at Swarthmore. 
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Introductions to the Model 4 Success Program and the Center for Higher Academic 

Achievement 
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Among campus volunteer activities, academic tutoring programs in Chester are by far the 

most popular at Swarthmore. They have the most number of volunteers as well as the most 

number of the type of volunteer programs in Chester. Alice describes, , "Educational academic 

enrichment are the most popular--it's something that students are familiar with and feel that they 

are good at. And they feel more comfortable working with young people." There could be a 

number of reasons why Swarthmore students are particularly drawn to tutoring; maybe it appeals 

to their identity as an academically successful student or it's where they feel most comfortable. 

Sean, a volunteer at CHAA, simply puts it, "I enjoy reliving high school material, it's kind offun 

to be an expert at something. It's nice to interact with people younger than you and it's nice to 

get off campus.' 

There are a great number of small and large tutoring programs available. The larger, more 

institutionalized groups associated with the Lang Center include Dare 2 Soar and the Center for 

Higher Academic Achievement (CHAA). As mentioned before in Chapter 2, Dare2Soar has 

eighty Swarthmore tutor volunteers and eight location sites with hopes of expanding in response 

to community demand. It offers free after-school tutoring and activities for mainly elementary 

and middle school Chester students. CHAA, as referred to as "the Center", is a site where I 

conducted primary observations has sixteen Swarthmore tutor volunteers that come to the site 

location throughout the week to do one-on-one tutoring with high school students (with the 

occasional elementary and middle school students). 
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There are smaller organizations that are adveJiised mostly through word of mouth and 

beginning of the year during student activities fairs and recruitment informational events. I 

personally have only heard of these because my interviewees have mentioned them. These 

programs include a tutoring and mentoring program run by the club Achieving Black and 

Latino Leaders of Excellence (ABLLE) with ten Swarthmore volunteers, two developing 

Lang Opportunity Projects on youth mentoring, and a student teaching program in the Education 

Department. The aforementioned tutoring programs does not include the number of youth

oriented programs in general, which include Chester Children's Gamelan, Chester Children's 

Choir, and Physics Demonstrations. Model for Success (M4S), another site where I conducted 

my participant observations, also focuses on tutoring and mentoring for fifteen to twenty high 

school students from different Chester high schools. My interviewees associated with Model for 

Success (M4S) and the Center for Higher Academic Achievement (CHAA) have also been 

involved with now-defunct groups, including ChesTech, Chester Bikeworks, and Chester Noise. 

I have conducted participant observation at Model for Success (M4S) and the Center for 

Higher Academic Achievement (CHAA) because they provide interesting contrasts with regards 

to the different institutional nature of the projects and types of volunteers they attract. These 

observations were gathered over Spring Semester during tutoringlmentoring sessions twice

weekly and weekly at M4S and CHAA, respectively. For M4S, I observed academic tutoring and 

mentoring twice a week on Tuesdays and Wednesdays from 4pm to 6pm and one Saturday 

Cultural Institute for a total of 18 visits. For CHAA, for my observations, I tutor a student, 

Michael, from 3-4pm and then do observations of the four other Swarthmore tutors for the last 

two hours. I have observed a total of 11 times at the Center. The Center's director recommended 

tutoring because people will become more used to my presence. Additionally, I have interviewed 
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six M4S and four CHAA former and current volunteers to supplement my participant 

observations. 

Model 4 Success 
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Ajoint project among Swarthmore College's Black Cultural Center (BCC), the Center 

for Higher Academic Achievement (CHAA), and the Crazer Well ness Center, Model for Success 

(M4S) was first conceived in March 2006 by the former Swarthmore Director of the BCC at a 

Youth Empowerment Conference at Widener University where a group of middle-school 

students said adults who provided them with a map to guide their lives (away from the traditional 

pitfalls of youth and urban life), they would follow it. Currently in its sixth and last year, M4S is 

a project funded by the federal agency Office of Minority Health and focuses on five main 

objectives: academic enrichment, life skills, personal developmentlwellness, cultural enrichment, 

and career development. According to the Employee Handbook, the overarching purpose is to 

take "at-risk" youth in the Chester Upland School District and provide them the resources, 

emotional and physical support, and mentorship to "counter the effects of risk factors associated 

with the Chester youth experience." Started in 2007, the project took a group of twenty to thirty 

7th grade students selected to be "Peer Leaders" in their community and guide them through the 

high school and college application process. The ultimate goal is to have them graduate high 

school and attend college. This is a federally-funded program. Funding was broken up in 2 parts

-the first three years were funded by $700,000 grant from the Office of Minority Health and the 

second three years was funded by an additional $880,000 grant from the same agency. When 

broken down, the program costs $300,000 a year with $10,000 per student per year. While the 

federal funding provided the necessary financial support for the project, I will later discuss the 

implications of federal regulations on the program. 
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I also want to briefly go over the terminology used in the program. 'Peer leaders' refer to 

the Chester high school students and 'mentors' refer to the Swarthmore students. The use of both 

terms is purposeful for the program. The Employee Handbook for M4S states, "The label 

'Peerleader' implies the development of essential skills that will allow the students to succeed in 

overcoming the odds pitted against them." There is also a community service component of the 

grant where these Peer leaders conduct workshops for younger students that address "sexual 

health, drug and alcohol awareness, personal health, and relationship health." 'Mentors,' on the 

other hand, reflects the emphasis on the relationship between the Swarthmore and Chester 

student. According to the handbook, the mentor is "responsible for the administration and 

guidance of these peer leaders through academic and cultural enrichment." Additionally, "The 

Peer leader-Mentor relationships seek to develop student's visions of their future and strengthen 

community partnerships." The terminology highlights the roles of these different counterparts 

and implies the expected impact of the program. As the terminology in this program illustrates, 

Swarthmore students mentor these Chester students, who will then take these lessons and 

relationships and develop similar ones with younger Chester residents, and to whom they will 

pass on those skills. Again, we see the productivity of power on subjects making other students 

subj ects as well. 

M4S is specifically catered to African American students tutoring other African 

American students .. Katherine, a M4S mentor, explains, "We are a culturally Black group on 

purpose. The grant is built so that we are black students helping black kids." The program 

presumes an automatic connection between the peer leader and mentor based on race; most of 

this times, these connections do happen and deeply change how the peer leaders and mentors see 

themselves and each other. But, this does not always happen and it also takes cultural capital and 
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symbolic capital to cement those relationships, not just a common race background as shown 

later in this chapter. 
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The Swarthmore students are 'volunteers' in that they are engaging in community service 

work; however, they do get paid for their time. As I mention in the Introduction, the terms 

'volunteer' and 'community service' may not necessarily mean free of payment M4S are paid 

for their time, but rather mentors express that payment is not the main incentive for them (Judy, 

Jessica, and Katherine). All mentors, financial aid or not, are paid, but many mentors I 

interviewed are on financial aid. Payment for their tutoring gives them the leeway to 

simultaneously 'volunteer' for the things they are passionate about and assuage their worries 

about personal finances. Judy told me that she first heard ofM4S when she walked into the 

Black Cultural Center her Freshman fall semester looking for a campus job because she was on 

financial aid. Even though the payment component ofM4S first attracted her, she chose to stay 

for three years because she enjoyed working with the kids. Judy explains, "They [the peer 

leaders] know that we are there without the money." Katherine elaborates, "People come to 

M4S for the different and same reasons. At first it can be about the money, but that transforms 

quickly. They sucked me in and I haven't been able to leave." Rather than thinking of payment 

as the wrong incentive for attracting volunteers, I think the payment portion of the program is 

fundamental to the make-up of student 'mentors'. It attracts black students who are on financial 

aid -- drawing on both the racial and economic with the peer leaders. There are many alternative 

campus jobs at Swarthmore, but many black students feel drawn to M4S precisely because it is 

so fulfilling and provides payment In recruitment at the beginning of the year, the M4S program 

is advertised as Swarthmore black students helping other black students achieve the same 

academic success as they have. Jessica states, "It was one of the most important jobs to have as a 
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black student" Consistent to what we have seen in the LOS program, recruitment for M4S is 

very much based on social ties and connections. Out of the six mentors I interviewed, four 

(Katherine, Jasper, Jessica, and Judy)were directly recruited by the Dean of the BCC, the founder 

of the program. Then, Katherine recruited Jennifer and Jasper recruited Tyler. 

The goals and breadth of program's objectives influence the structure of the program and 

the partners associated with the program are responsible for different parts of the program's 

goals. The peer leaders do different activities every day from Monday to Thursday, but on 

Tuesdays and Wednesdays, they come to Swarthmore's campus at the Black Cultural Center 

(BCC), a separate, rather large house located on the edge of campus, for academic tutoring and 

mentoring with Swarthmore 'mentors' from 4pm-6pm (they arrive on campus at 2:30pm for 

another session of personal development with a M4S staff member). Once or twice a month, the 

peer leaders also go to Swarthmore's BCC for Saturday Cultural Institute (SCIs) where 

Swarthmore students are responsible for conducting workshops from Warn to 2pm that provide 

cultural enrichment and another opportunity to establish mentoring relationships between the 

Swarthmore and Chester students. Past SCI workshops include fun social activities such as 

games about Black History Month, discussions about M4S as a family, and the role of 

'blackness' in today's society. This program is done through the academic year and in previous 

summers, there have been 4-week long summer programs. There have also been non-mandatory 

weekend trips to places such as New York City, Canada, and the Poconos that Swarthmore 

students can attend with the peer leaders--furthering and cementing the mentoring bonding 

process. 

There are typically seven to ten mentors and ten to twenty peer leaders on any given day. 

The SWalihmore student coordinators ofM4S are students, typically freshmen and sophomores, 
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who provide logistic support and leadership for these tutoring sessions, such as assigning the 

mentors to the peer leaders, handing out the 'books' and folders, disciplining tardy mentors, etc. 

The beginning of each tutoring session begins downstairs in the large, living room of the 

Bee. At 4pm, everyone gathers in the room and mentors call out their tutees' names to begin the 

tutoring session. Then, everyone migrates to different rooms in the house. There are several 

rooms upstairs where the tutoring happens. There is a computer room with two computers" a 

lounge with couches and armchairs, a library, classroom, and a smaller computer lab. There is 

occasional tutoring on the third floor too where there is a family room with couches and a small 

computer lab. One to three groups occupy each room, depending on the size of the room and 

availability of desk and chair space. 

The first hour is devoted to going through the lessons from these books the program 

provides. The books are a stipulation of the federal funding and are new this year. Each peer 

leader has one book. The books are outside material intended to supplement the peer leaders' 

education and fill the gaps of what they are not learning in the school classroom. I will discuss 

more about the significance of these books later on in this chapter. There is a fifteen minute 

break between the two hours, and this semester the coordinators stalted having scheduled breaks 

at Spm because peer leaders get distracted when their friends are on breaks and they were not. 

After break, when everyone settles back down, the mentor-peer leader groups work on school 

homework where mentors assist students on class projects, readings, papers, in addition to 

scholarship essays and job applications. Of course, there is flexibility in the division of the two 

hours. Breaks can be cancelled or moved because the tutoring sessions start late or because the 

individual peer leaders want to work through break. Students also don't strictly devote the first 

hour to the books and second to homework. If the student has pressing scholarship or paper 
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deadlines, school homework can take priority and books occupy only 30 minutes of the session. 

lfthe student has no homework, both hours can be devoted to getting through the lessons. 

Lastly, in the last ten minutes of the tutoring session, coordinators hand out blue folders 

to the mentors to note the progress. Each peer leader has a blue folder that contains a spreadsheet 

detailing the date, subject, lesson(s) accomplished, and the mentor's initial. Afterwards, the 

folders and books are locked in a black file box with a lock combination that only the 

coordinators and Crozer Wellness staff members know. Eventually, all the peer leaders wait for 

the van to go back to Chester while the mentors gather in the classroom on the second floor to 

finish their paperwork, complain about their work at Swarthmore, and submit their tutees' books 

to the coordinators. 

The Center for Higher Academic Achievement (CHAA) 

In addition to my observations at M4S, I also have conducted participant observations at 

the Center for Higher Academic Achievement (CHAA), a physical building belonging to 

Widener University on the edge of Chester. The center is run by a nonprofit organization and is a 

joint effort by six Delaware County colleges. According to the website, the center aims to 

"address the educational needs of county residents." They provide a variety of services geared 

towards college preparation, including SAT/ACT classes and practice test sessions, one-on-one 

academic tutoring, assistance with college application materials, financial aid workshops, and 

resource library with college prep books, college brochures, and scholarship information. 

Everything at the Center is free and accessible to any student in the Delaware County, including 

Chester students. 

There is one-on-one academic tutoring Monday through Thursday every week 3pm to 

6pm where Swarthmore students sign up to tutor students. Tutoring sessions are only an hour 
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each and there is a Swarthmore student coordinator who receives tutoring requests and schedules 

the students with Swarthmore student volunteers in the appropriate subjects. Even though the 

center is in Chester, students in need of free academic tutoring come from a range of different 

high schools, including Chester charter schools, Springfield high school, Strath Haven high 

school, and local private, parochial schools. 

Once coordinators schedule the tutoring, the Swarthmore tutors are largely responsible 

for getting themselves to the site, tutoring, and getting back to the school. For instance, my 

typical day starts at 2:40 when I take the 109 bus to the center. I obtain the bus tokens from the 

Lang Center where I drop by the front desk to pick up the right amount of tokens for a month of 

tutoring. After an eight minute bus ride, I would enter the Center and go to the front desk. There 

is a sign-in clipboard by the water cooler for the tutors to sign in their name, time in, time out, 

and school affiliation. Currently, there are only Swarthmore tutors, even though the Center is on 

the edge of Widener University's campus. Tutors come from Swarthmore because there is a paid 

Swarthmore student coordinator who works with the Lang Center to actively recruit student 

tutors. This also indicates the strength of Swarthmore and Chester's relationship and the 

institutionalized nature of volunteering at Swarthmore. After signing in, I go to a backroom on 

the first floor and search for my tutee's sheet in an alphabetically filed cabinet. On the front of 

the tutor sheet, it contains the tutee's information such as address, phone, high school, and 

subjects in need of assistance. On the back is a form where I, as the tutor, fill out the dates and 

the subjects/progress worked on. I also initial my name next to each session. 

After obtaining the sheet, I would typically wait in a table near the reception desk area for 

my tutee. There are two floors at the Center. The first floor has a reception area, a large computer 

room, and a smaller computer room. There is also an office, kitchen, and restroom on the first 
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floor. Upstairs, there is a large classroom, a small classroom, a small computer lab, an office, and 

restrooms. After my tutee arrives, we typically go upstairs to the small classroom. Other tutors 

also like the small classroom and the small computer room on the second floor. Oftentimes, we 

have to share the space. After the tutoring, we would catch the 5:58 or 6: 14 109 bus back to 

Swarthmore. Occasionally, the Lang Center van comes by the College Access Center, but it is 

often full or there is not enough space for the volunteers. 

CHAA volunteers who are on financial aid are paid for their time while volunteers not on 

financial aid are not paid; the payment program was just instituted this year. In previous 

years,voluneers were not paid at all. Similar to M4S, the payment is intended to provide 

volunteering as an equal access extracurricular to students on and not on financial aid. However, 

unlike M4S, the CHAA recruits all kinds of students and does not cater or target a specific 

volunteer demographic. They have general recruitment events at College Activities Fair day at 

the beginning of the year and general interest meetings. Nonetheless, CHAA recruitment also 

relies on social connections and networks. Out of the four volunteers I interviewed, Sean and 

Amanda were recruited by their friends who also volunteered at the Center. Alice at the Lang 

Center recruited Lisa, who then recruited Thomas to tutor at the Center. I discuss the dominance 

of social ties and social capital in these programs later in Chapter 4. 

Use of the Books: Being Teachers versus Students 

Using the books at the M4S and lackthereof at the CHAA, I demonstrate how the books 

are integral for understanding the faciliation and negoiation between Swarthmore student and 

Chester student. The subject books that M4S can be constrused as a physical artifact that 

transfers and facilitates the knowledge and relationship, respectively, between mentor and peer 

leader. The program previously had "Bright Skies" books last academic year, but that was 
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thrown out because no one liked them. Both the mentors and peer leaders thought they were 

incredibly condescending and the subject material made the peer leaders feel dumb. This year, 

they have new books. Titled "20 Minute Lessons" by Learning Express, the books span 7 

subj ects, ranging from algebra, grammar, vocabulary, and practical math. Figure 1 below shows 

pictures of the books. Each book has 20 lessons and it takes the students a semester to finish 

them. The students at the beginning of the semester, take a pre-test to gauge areas for 

improvement and after they finish the book, they take a post-test to gauge their progress. 

Figure 1. Model 4 Success Learning Express Books 
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In contrast to the books at M4S, there are no books available at the Center for Higher 

Academic Achievement that are suitable for academic tutoring. At the center, there are a plethora 

of SAT/ACT/AP prep books, but high school and middle school students often don't bring their 

school textbooks to tutoring. Since the Chester Upland School District have very little money, 

they do not have enough funds to afford home and school copies of textbooks. Students arrive at 

CHAA with worksheets and problems copied from the book and whiteboard. 

As a consequence, the presence (or lack thereof) of books lends to the creation of the 

different kinds oftutor-tutee relationships. As I show below, the books at the M4S program 

spark natural points of conversations and subsequent bonding, faciliate a trust between the 
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mentor and peer leader, and create a student-student tutoring relationship for mentors and peer 

leaders. In constrast, CHANs lack of books lends to the exactly opposite: not many 

conversations occur in the tutoring sessions; tutors question whether their tutees understand the 

material or not; tutors are put in a position of power where they are the teacher rather than just a 

peer tutor; 

M4S: Books as Sparks of Conversations 

Each mentor had a different approach to getting the peer leaders through the lessons and 

it largely depends on how the peer leaders prefer to work. Some work on the material in silence, 

plugging in their favorite rap music with their Ipods while others like to go through the lessons, 

question by question, verbally with their mentor. While both methods may work, I found the out

loud interactions between mentor and peer leader to be the most interesting. Such interactions 

allows for active mentoring and bonding while going through the questions. 

One freshman male mentor, Tyler, typically works with three Peer Leaders, Nathaniel, 

HalTy, and Steven on the Vocabulary and Grammar books. They like to work on the third floor 

where there is a nice lounge and a small room with two computers. While Tyler tutors these three 

rather consistently, he rarely gets all three of them because there might be more mentors than 

Peer leaders on any given day. It would be unfair for Tyler and the three Peer leaders to have a 

three-on-one session when others have just one or none. The four typically have a nice, 

conversational rapport going and their lessons constantly juggle the desire for fun conversations 

and the need to finish the lessons and homework. 

One day, it was just Tyler and Nathaniel working on fill-the-blank grammar exercises in 

the 3rd floor computer room. Tyler uses a different, more interactive tutoring technique 
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compared to other mentors. In this situation, Nathaniel closes his book and reads the exercise 

sentences out loud to quiz Nathaniel about the position of the hyphen in these sentences. 

(Example 3.0) 
Nathaniel: Have you see the state of the union? 1 seen 30 minutes, it was good. 
Tyler: I joined the GOP. 
N: Oil. [silence} 
T: I'mjust kidding. I'm a Democrat. ((smi/es)) 
N: It's okay if you like. I'm not going to discriminate against you because you're Republican. 
Tyler: ((laughs)) I know. Okay, it's belfer to knock this book out. Let's finish [Lesson} 20, then 
next tuesday, we can go on to 21. 
[after some more verbal sentence exercises, the word "Barbados" came up] 
No Barbados? Rihanna is from Barbados. 
T: Yeah, I've been to Barbados. I've never seen Rihanna though. I thought the island would be 
full of Rihannas, but no, no such luck. 
Nathaniel: Was it beautifol though? 
Tyler: Yeah, it was great. [goes back to quizzing Nathaniel] 
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In another example, Tyler is tutoring Harry and Steven in the same computer room. All of them 

are in sitting, facing each other in a circle. This time, Tyler quizzes Harry and Steven on the 

definitions of words like "exorbitant" and "malevolent" and asks for an example sentence. 

(Example 3.1) 
Tyler: Retrospect. 
Steven: l.ooking at the past? 
T: Good. Can you give me a sentence example? 
Steven and Harry: !silence} 
T: Okay, it's normally usedfor looking back at the past and reminiscing about it. Like, in 
retrospect, I had an awesome childhood. 
ll: I can', remember mine. I've gotten whipped too many times. 

T:[silence} I've had my fair share. [silence} But that's neither here nor there. [moves on to 

quizzing them again} 

The books drive the direction of random conversation and the sharing of experiences. By relating 

it to their personal lives, mentors provide relief to the academic nature of the lesson and it's an 

opportunity to relate to each other and know each other better. In the first example, Tyler is 

comfoliable enough to joke around with Nathaniel regarding politics and then in the next second, 

casually talk about the singer Rihanna. In the second example, Tyler and Harry bond over their 

common childhood experiences and use the book as a way to open about their own personal 

lives. Because of the silence following Harry's comment and Tyler's quick rejection of the 
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subject, it sounds like Tyler is coldly rejecting Harry's childhood experiences. But, in the setting, 

it was obvious that Harry was very exhausted from a long day at school and trying to provoke the 

conversation into a different topic. However, Tyler uses this as an opportunity to simultaneously 

relate to Harry and bring focus back to the lesson. Both situations demonstrate the constant, 

dynamic balance between conversations about personal lives and the lessons at hand. Ironically, 

while such familiarity would make the tutoring sessions more fun and interactive for everyone, 

such familiarity may hinder the productivity of the sessions because mentors and peer leaders 

easily distract each other and fall into random conversations about hair styles, their high school 

teachers, and even lizards. 

M4S: Books as a Form of Trust 

Additionally, the M4S books provide both the mentor and peer leader a mutual basis of 

understanding what the peer leader is expected to know. Throughout these book lessons, the 

mentors have an unfaltering belief that the peer leaders know the material and push and cajole 

them into giving them the answers. 

For instance, Jennifer and Nicole are often paired up together and do their vocabulary 

lessons together every Tuesday and Wednesday in the lounge room on the second floor. 

Oftentimes, when they are learning a new prefix, suffix, or word, afterwards, Jennifer would give 

Nicole 5 minutes to memorize five new terms and then quiz Nicole on them. 

(Example 3.2) 
Nicole: Just to let you know, I won't know these words 
Jennifer: Yes you do, you know them! Okay agriculture? 
N: [silence} 
J: Okay, what does agri- mean to you? 
N: I don't know, nothing comes to mind? 
J: Nothing comes to mind? 
N: I don't know what it means. 
J: Oh! [laughs} Okay, agriculture is a kind of industly term for farming ... 
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This kind of exchange is quite common between Jennifer and Nicole as they work 

through Nicole's vocabulary book. Jennifer often insists that Nicole knows it and sometimes, 

Nicole gets it and sometimes, Nicole forgets. If Nicole forgets, Jennifer gives her the definition 

and would test her on the same word in the next quizzing session. Jennifer never wavers in her 

faith in Nicole and in the exchange above, she laughed at herselffor not understanding what 

Nicole meant, not at Nicole's lack of knowledge. There is no sense of condescension in the M4S 

tutoring sessions and this type of faith is especially important in establishing the mentoring 

relationship. For these peer leaders, their mentors' trust in them drastically contrasts their high 

school teachers' lack offaith in them (as the mentors informed me about in my interviews). It 

also contrasts with these high school students internalizing the message that they are from the 

worst school district in the state (Example 1.1). The books build a mutual trust and faith: the peer 

leader trusts the mentor's guidance through the book and the mentor trusts the peer leader's 

capability of learning the book. 

M4S: Books as Student-Student Relationships 

However, despite the mentoring benefits of the books, the mentors themselves question 

the usefulness of the books as an academic resource. In my interview with him, Tyler explains, 

(Example 3.3) 

Would I use books? Hmm I don't know .. .!'lljust say this, my goal isn't to teach grammar at this 
point. It's too damn latc to tcach grammar... It's like, your system has definitely screwed you and I 
could only do so much in two hours and you're only willing to work for an hour and then you 
have to do this and that. There's not enough time to teach everything you need to know to go to 
the next level. But if I can make you into a better person, I don't know, or help you with a paper to 
get to college or scholarship or whatever. Yeah, the book, to me, i"just aformality that we have to 
do. Do they benefit from it? Absolutely, some of those things they definitely need to know and 
they definitely didn't know, but I mean, my goal as a mentor still is to make them better people. 
How am I doing that? I have no clue but hopefully it's working in some capacity . [emphasis mine 1 

Jennifer agrees. She says, 
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(Example 3.4) 

The books are ((pauses)) interesting. I think that the books should not be used as this tool of 
progress, but I think these books should be used as tool for engaging, or a tool for learning. We 
should not be relying on these books to have them say whether or not they improved or succeed 
within the program ... and I'm still questioning whether or not there is a benefit to these books this 
late in the game as they are seniors in high school...so I think that if the books create a life of their 
own through the facilitation of the mentor then it could be probably be something great. If these 
books occun'ed and were used when the kids were in [pause 19th or lOth grade, then these books 
could have a lasting effect and proven to be successful. 

Both Tyler and Jennifer talk about how it's "too late" for the peer leaders to be learning the 
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fundamentals of grammar and mathematics because they are seniors in high school. The federal 

grant stipulates for the peer leaders to follow through with the books to provide quantitative 

measures oflearning, such as comparing diagnostic pre-test and post-test results. Even though 

both Jennifer and Tyler have faith in the peer leaders in their ability to learn the specific material 

in the books, they are profoundly aware that the high school students are just learning this 

material senior year while their future college peers have had four years to learn this material. In 

application, the book does something else entirely: rather than tutoring, the books facilitate 

mentoring between the mentor and the peer leader--establishing an interactive rapport and 

reciprocal bridge for knowledge. 

The books provide a mutual, reciprocal basis for learning. Instead of being a 

teacher/student tutoring experience, the books make both the mentors and Peer leaders the 

students. Jessica is a senior mentor and former coordinator has been with the program since her 

freshman year. In her freshman and sophomore year, there were no books and the program was 

mainly focused on homework. However, coordinators of the program had the responsibility of 

organizing an additional academic curriculum for the students. She says, 

(Example 3.5) 

It was difficult to require the program coordinators to come up with a lesson plan for Tuesday, and 
a lesson plan for Wednesday, and a lesson plan for Saturday. That's a tcacher's job and we're 
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simultaneously students and teachers at the same time, so i think the books alleviate that burden of 
being a teacher. As a coordinator, you could be a mentor and not a teacher, like evclyone else. 
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In her mentoring sessions, Jessica constantly tells her Peer leaders that she is learning the 

material with them. She describes, 

(Example 3.6) 
While they were learning their basics, I told this to my (utees all the time, I know no basic 
grammar, no basic math, and its quite surprising I ended up here because that's one of the 
deficiencies coming from a lower income community and an immigrant family. You don'1 learn 
the basics, you just kind of coming into things and you do well eventually. I learn a lot about my 
basic skills through that program. 

To her peer leaders, Jessica reiterates their common socioeconomic backgrounds and similar 

academic positions, subconsciously emphasizing to these Peer leaders that they are capable of 

the same sort of higher academic success as her. She places them on the same academic level as 

her, conveying the lack of hierarchy in these M4S situations. In the opinions of these mentors, 

these books cannot provide sustainable academic learning for these Peer leaders because it's "too 

late" for them. Even though the books are applied and used very differently than the grant 

expected, nonetheless, the books are more effective precisely because they provide the 

symbolic, back-and-forth exchange of knowledge that creates and cements a mentorship. Rather 

than the books developing the mind, the books develop the self: changing how these high school 

and college students see themselves and their own roles and obligations as black, educated 

students in the United States. Through these books, Swarthmore students emphasize their faith in 

these peer leaders, providing them with the trust that these Chester students have not had at their 

public schools. For Swarthmore students, they simultaneously become mentors, teachers, and 

students all bundled into one; in these three simultaneous roles, Swarthmore black students see 

their identity and subject formation develop vety differently than the average CHAA tutor. 

CHAA: Books (or the Lack Thereof) as One-Sided Relationships 

The lack of such books put Swarthmore students in the position of being the teacher. The 

tutoring relationship at CHAA is one-sided because they are in charge of teaching the student the 
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nuances of fraction addition, long division, and reading comprehension. Instead of the book 

serving as a mediator of knowledge and shared experiences in M4S, the lack of books puts the 

Swarthmore student in a higher position of power and knowledge. 
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From my own tutoring experiences as well as tutoring experiences I have observed, 

Swarthmore tutors are expected to come in knowing the material at hand and be able to teach it 

with ease. For instance, I have been tutoring Michael every Thursday afternoon and he comes in 

with Geometry and French homework. When I signed up, I informed the tutor coordinator I 

could tutor English (vocab/grammar), Math, HistOly, and Biology subjects. Nonetheless, 

Michael was assigned to me and I didn't know that I would be tutoring him in French until the 

second tutoring session when he came with a worksheet on French negation. 

There were two other moments that I have seen at the Center when they were looking for 

tutors who happened to know the subject. First, after finishing tutoring Michael, I came into the 

reception area and found the secretary sitting with two other Swarthmore students. She asked me 

ifI knew anything about Anatomy because one of the high school students needed help. Second, 

also after tutoring Michael, the Swarthmore coordinator approached me in the Center asking me 

I knew anything about Linear Algebra. She was going to tutor a girl in the subject but she herself 

only took Linear in high school. I agreed to tutor the student because I have taken it in College, 

but I ended up not having to because the girl did not show up (a common problem at the Center 

that I talk about in Chapter 4). In another example, in my interview, when I asked Thomas, a 

freshman white male Swarthmore tutor, when he tutors in, he replies, "Urn, it's kind of whatever 

I'm given. If someone needs help with math, then I help them with math." The coordinator tries 

her best to prevent incidents like these from happening by assigning tutees to tutors who know 
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their subjects. However, these can still happen because the arrangement of tutors and tutees face 

other limitations such as the specific time slots both of them are available. 

In the actual tutoring experience, the lack of books give the tutors a lack of understanding 

for how well high school students know the material. Tutees often arrive at the Center with no 

homework or books and the parents expect' general' tutOling. This often leaves Swarthmore 

students struggling to pinpoint on what exactly the tutees need assistance. Thomas, a freshman 

white male Swarthmore tutor, describes his own experience. 

(Example 3.7) 
1 think one thing that could be improved is, the original intent of CHAA was all about college 
access and high school preparation and guiding them through the process. And then we have all 
these people, for instance, like Alyssa. There's all these SAT books and that sort of thing, but 
there's not like middle school math books. 1 have to kind of come up with my own curriculum to 
some extent. With Alyssa last semester, her teacher sent copies of their math workbooks so that 
was helpful by looking at those. It's just that, there's not much suppOli for the tutors who tutor 
people outside of the high school..'!'m also tutoring someone who is going for their GED. She's 
going for a class through some literacy center in Chester [I believe he is referring to a Lang 
Opportunity Scholar program]. but there's no GED supplies there. So, 1 have to go on my own and 
look up, 'Oh what is the actual math needed for the GED, what are the science requirements?" and 

try to find things that 1 can use with her to work on things. 

Thomas's description correlates with what I have seen at the Center. As mentioned 

before, despite the Center's best attempts at keeping the tutee-tutor appointment scheduled and 

organized, there are spontaneously moments where the tutee needs help on another subject of 

their homework or there is a new tutee who drops in. Despite these Swarthmore students' title as 

'tutors', they end up becoming 'teachers' in these sessions. They decide the curriculum and 

subj ect material and determine how to guide the student through the material. 

Jill, a freshman white tutor, also experiences the similar situation. She tutors Adam, a 

quiet African American middle schooler who attends school in Chester and thus far in my 

observations, he has never come to the Center with books or even homework. Instead, Jill tutors 

Adam on building general math skills like long division and multiplication oflarge numbers. 
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Every Thursday at 3pm, Jill starts with a general topic, writes down problems in binder paper 

from her school notebooks, and guides him through the process. For example, one day, they are 

working on a table on the first floor. She starts off with division. She writes down problems such 

as 56/6 and 86/3. 

(Example 3.8) 
Jill: [write down 65/8} 
Adam: [starts with writing down 9 at the top of the dlvldefj 
J: ((Interrupts)) What's 8 times 7? 
A: 56? 
J: Yep. What's 8 times 8? 
A: 63? 
J: Close. 64. Now, how many times does 8 go Into 65? 
A: Oh, 8. [proceeds to solve the problem, Including a remainder} 
J: Yep, pef!ect. Let's do one more and then we can go to double-digit dividers. [sees Adam's 
slightly worried expression] You can do it though! 
A: It's the same thing, but a little difforent? 
J. Yep, it '$ the exact same process but a bit harder. [gives Adam another problem and watches 
him work on it} Yep, "Drag it down" ((In a strange aeeent)). When my mom used to try to get me 
out of bed, she would say, "Drag it down!" That's what this reminds me of 
A: ((gives shy, half smile)) 
J: Yep, you got it. Okay, do you want to do flashcards or write more problems down? 
A: Flashcards. 
J: Okay, let's go get them. That will make your multiplication problems easier. 

The center luckily had simple multiplication flashcards and from there, Jill discovers that 

Adam's multiplication of nines is slightly off and for the rest of the time, she gives him problems 

involving nine and makes him recite the order of multiples of nine, starting from nine to eighty-

one. 

The exchange above demonstrates the several factors. First, much like Thomas, Jill is in 

charge of assigning and deciding what problems to work on. Unlike a rigid curriculum from 

school, the topics explored in these tutoring sessions move fluidly and ad hoc to a certain extent. 

Once tutors discover a certain weakness in their tutees, they immediately address it and then 

move on to the next subject. For instance, when Jill discovered Adam's weakness for multiples 

of nine, she temporarily puts off double-digit division to focus on simple multiplications of nine. 

Whereas the M4S books provide the mentors a basis of what the peer leaders know, in CHAA, 



Meng 

the tutors don't have a basis or understanding of what their tutees do or do not know, forcing 

them to address certain weaknesses as they come up. When these weaknesses come up, tutors 

address them by giving them their own practice problems or explaining it without a book. 
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Second, because Swarthmore students do not know what to expect from their tutee, they 

find themselves constantly questioning the tutee. For instance, when I was tutoring Michael, 

evelY now and then, I would ask, "Does that make sense?" because I was uncertain what his 

academic background was at school or whether he understood the material from school. Other 

tutors I have observed at the Center ask the same question. Amanda corroborates my experience 

and says that many of the Swarthmore tutors she's observed at the Center would ask their tutees, 

"Do you understand that?" In my opinion, tutors and their questioning habits unintentionally 

implies that they doubt these tutees' abilities to grasp the material in contrast to the M4S 

mentors' trust in their peer leaders. This kind of questioning (or lackthere) provides strong 

implications for the connections that M4S mentors and CHAA tutors have with their respective 

tutees. 

Third, in Jill's tutoring, we can see that she is attempting to bond with Adam by sharing 

fun facts about her personal life, like what her mother says to her back in high school. Adam 

smiles back, but does not reciprocate with any stories. While the M4S books can spark natural 

conversations, I felt that Jill's attempt for a bonding conversation was rather stilted and forced. 

Unlike what we have seen in Examples 3.0 and 3.1 with Tyler, there is no back-and-forth 

exchange of dialogue in Jill's tutoring with Adam. This could be for a umber of reasons, 

including Jill's clear position as a teacher in these tutoring sessions and the lack of cultural 

capital between Jill and Adam. Out of my 11 observations at the CHAA, random personal 

conversations are rare in these tutoring sessions and it is unclear whether it is because the tutors 
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do not know the tutees as well or whether it is because these tutoring sessions are only one hour-

long and tutors often want to maxmize that one hour window for academic work. Despite these 

potential reasons, the result is the same: the CHAA lack the kinds of personal connection that 

M4S mentors have with their peer leaders. In a later section in this chapter, I will talk about the 

implications of these personal versus professional connections on subject formation. 

M4S and CHAA: Ihe Importance C?f Books (or Lack Thereof) 

Finally, in both CHAA and M4S, whether the tutees have books or not, one thing that is 

obvious in all these interactions is the institutional flaws of the education system in Chester. 

Mentors in M4S have spoken about "how the system screwed you over" and they can only do so 

much. In both programs, Swarthmore students can do their best to address the deficiencies piece-

by-piece, lesson-by-Iesson, and weakness-by-weakness, but they are not trained as teachers and 

only see these students for one to four hours a week. 

Jasper, a junior who has been involved with M4S, since his freshman year, expresses 

frustration over Swarthmore students being 'teachers' in these programs. He says, 

(Example 3.9) 
It's definitely something for the program [refelTing to M4S) to consider: What does it mean to have 
students teach? And like i said, "What we arc capable of as Swarthmore students?" We shouldn't be over 
ambitious, we shouldn!t be treated like teachers when we aren't trained to be teachers ... some of them may 
have taken "Intro to Ed" in high school or college, but they just aren't tcachers ... Students themselves--they 
shouldn't be tutoring, they barely know the subject themselves. 

In my interview with Jasper, he was adamant about this subject and in his opinion, it is the main 

weakness of tutoring programs in Chester. Currently, he is starting a tutoringlmentoring program 

that focuses on having male Hispanic and Black Swarthmore students tutor and mentor Hispanic 

and Black students in Chester. In his description of the new program, Jasper describes that he is 

specifically focusing on the mentoring aspect. 
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Comparing M4S and CHAA, we see the M4S as a fluid, reciprocal relationship where 

both the mentor and peer leader share knowledge and experiences whereas CHAA is a one-sided, 

academic tutoring. The physical presence of the book maps onto the metaphorical relationship 

between the Swarthmore and Chester student. Of course, the purpose of academic tutoring of 

CHAA is to provide academic tutoring, not necessarily mentoring; however, the differences 

between what the Swarthmore mentor versus the Swarthmore tutor takes away from such 

experiences is critical and will be discussed in the last section of this chapter. 

Gaining Legitimacy: Intelligence and Cultural Capital 

The relationship and sense of respect that tutees have for their tutors should not be taken 

for granted at M4S and CHAA. Drawing on Bourdieu's understanding of cultural capital and 

legitimate language, I demonstrate the different levels of the tutor-tutee relationship: first, the 

Swarthmore tutor must establish their intellectual legitimacy and prove to his/her tutee that they, 

as tutors, are intellectually capable. From there, CHAA and M4S tutor-tutee relationships 

diverge. Through the use of ethnographic examples and interviewees' transcriptions, I show that 

the strength of the tutor-tutee relationship depends on the mentors or tutors ability to culturally 

and linguistically connect with their tutees. These exchanges of cultural capital (or lackthereof) 

map onto the different kinds of relationships M4S and CHAA produces. Similar to the presence 

of books, I find that M4S relationships are stronger precisely because of these exchanges of 

cultural capital as a common currency. 

Bourdieu: Linguistic and Cultural Capital 

In his book Language and Symbolic Power, Pierre Bourdieu discusses the role of 

standardized, official language in demarcating the boundaries of inequalities in society. The state 

imposes an official state language on its population and in posing it as the "only legitimate 
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language," the state makes the language the standard norm that all linguistic practices and 

dialects are compared against (Bourdieu 1991 :45). As a consequence, the non-standard 

languages are rendered powerless. For example, non-standard English that employs slang and 

idioms is dismissed as illegitimate forms of the official language (1991 :48). Most importantly, 

the uses oflegitimate language reproduces and reinforces social inequalities and differences. 

People who possess the ability to speak in standard English (or French in Bourdieu's case) have 

the capacity and ability to engage in political, social, and economic institutions that also converse 

in the same standard English (or French). Bourdieu elaborates, 

The social uses of language owe their specifically social value to the fact that they tend to be organized in 
systems of differences (between prosodic and articulatOlY or lexical and syntactic variants) which 
reproduce, in the symbolic order of differential deviations, the system of social differences. (! 991 :54) 

A key example of the relationship between linguistic differences and social differences is in 

Chapter 1 where charter schools in Chester purposefully categorize black students who use non-

standard English as language-impaired; this categorization is a strategy to increase state funding, 

but also demonstrates the racial and social inequities behind a seemingly objective disability 

categorization system. I use Bourdieu' s theory of legitimate language to better understand the 

relationships between Swarthmore and Chester students. Chester students use non-standard 

English and casual slang and Swarthmore students who possess the same or similar uses of 

language and slang are able to connect with them on a more personal level. In the Swarthmore-

Chester tutorial setting, the use of non-standard language is thought of as a form of capital. 

Bourdieu concurs, " ... the legitimate competence can function as linguistic capital, producing a 

profit of distinction on the occasion of each social exchange" (55). In his case, Bourdieu talks of 

the use oflegitimate language in official political, educational, and administrative settings and 

the "profit of distinction" legitimate language produces. In my research, I found that the use of 

non-standard English lead to a situational "profit of distinction" where Swarthmore students 
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benefit from their similar uses of non-standard English compared to their Chester tutees. In 

contrast, Swarthmore volunteers who use standard English cannot make that same connection 

with the Chester students because they lack the linguistic legitimacy to do so. 
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However, the use of capital as distinction does not end there. In his book Distinction: A 

Social Critique of the Judgement of Taste, Bourdieu talks of economic, social, and cultural 

capital as a "set of usable resources and powers" (Bourdieu 1984: 114). As the title of his book 

hints at, the possession of capital lends to a level of distinction, monetary or otherwise. Namely, 

the possession of capital connotes power and status in society. I particularly draw on Bourdieu's 

conception on cultural capital to better understand the development of the Swarthmore-Chester 

student relationship. Cultural capital, including the knowledge of music, social norms, food, 

education, is situation-specific and the possession of one form of cultural capital is not 

unilaterally always better than the other. As I demonstate, Swarthmore students who possess 

similar levels of cultural capital as their tutees build stronger personal relationships; the 

possession of cultural capital is exchanged for a deeper, more personal tutor-tutee relationship. 

But first, all tutors are expected to possess the neceSSaIY educational capital or intelligence to be 

a tutor. 

Possession of Educational Capital 

M4S and CHAA mentors/tutors first need to establish their intellect and demonstrate that 

they are intellectually capable of tutoring the material. While it is assumed that the Swarthmore 

student is very smart, the tutees gain respect for the Swarthmore student who is capable of 

demonstrating such intelligence. When mentors double check the peer leaders' work, they never 

refer to the answer sheet at the back of every lesson. Instead, they work through the problems 
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mentally. In one instance, a peer leader asks Katherine, a mentor, why she didn't just check the 

back of the book. KatheIine replies, "I just like checking answers for myself." By not checking 

the back of the answer sheet, the mentors demonstrate to the peer leaders that they are qualified 

to teach them the material. In another example, Annie, a senior mentor, is working through a 

math problem that Malcolm got wrong. 

(Example 3.10) 

Annie: Even I know that and I'm not good at math. [referring to a multiplication fact} 
Malcobn: You know you're a genius. Evefyone who goes to Swat is a genius. 
A: ((shakes her head)) EVefyone at Swat is smart, but there are afew geniuses. 
A: [continues working through probletnJ Oh lord, how many times does 32 go into 240. 
M: you should just use an calculator. 
A: No, I want to work through the problem. [works through iI} I did iI! If I was able to find the 
answer, you should be able to find the answer. 
[afierMalcolm reworks through the problem} 
A: Do you get ilthough? There's a difference between gelling it and doing it 
M: I know, I just tried to use a shortcut. 
A: It's aboutllsing the right shortcut. 
M: If this was the test, I would have galien 90 percent. Ijust wanted to get it done. 

A: I feel you. Let's get it done. 

In the above example, Malcolm mentions the intelligence of Swarthmore students, but Annie still 
needs to demonstrate her own possession of educational capital. The possession of educational 
capital is pivotal for Swarthmore students to gain the respect of their Chester tutees. Jennifer in 
M4S explains, 

(Example 3.11) 
You have to admit when you don't know a word or know how to explain something. Don't sit there 
stuttering. Just tell them, they really gravitate towards that, when people are genuine. [ have to say, "[ do 
not know this and let's look it up." But you better be real, because if you're not, they eat you alive. 
((laughs)) 

In Annie's situation in Example 3.10, Annie demonstrated her ability to do the math while being 

honest and candid about her math skills. By demonstrating that even she, with limited math skills 

can do it, Annie implicitly tells Malcolm that he can do. This leveling is reminiscent of the 

previous section where the M4S books make students out of both Swarthmore tutors and Chester 

tutees. 



Meng 126 

At CHAA, this act of legitimating oneself as a smart student happens more naturally 

because as tutor-teachers, Swarthmore students are the ones teach the material to the tutee. As 

discussed in the previous section, Swarthmore CHAA tutors are expected to know the material 

and even when Swarthmore students encounter subjects they are not very familiar with it, they 

are typically able to get by. Sean, a CHAA tutor, explains, 

(Example 3.12) 
Sometimcs I would tutor science, chemistry and biology, but I felt most comfortable tutoring 
algebra 2, trigonometry, calculus, American history, and English,.J think on one occasion I was 
asked to tutor chemistry, which was a bit of a challcnge, but for the most pm1, I was comfortable 
with the material and usually there were other tutors around who could help me out. 

From there, the tutor-tutee relationship can progress from purely academic to more personal. 

Possession oj Cultural Capital 

For both M4S and CHAA, establishing this type of intellectual legitimacy in front of the 

peer leader is important for mentor and peer leader to progress their relationship from academic 

to personal. Jessica at M4S explains, 

(Example 3.13) 
You have to come in there and first get that respect as a tutor. Ifwe are working on a book, you 
need to know how to address this celiain lesson cOITeetly ... onee you get there, you're able to open 
up and you can ask about their personal lives and get into who they are as a person, but you 
definitely have to earn their respect. 

Sean from CHAA describes his relationships with his tutees. He says, 

(Example 3.14) 
At first, it [his relationship with his tutee I was business-like, which is expected. But, as the weeks 
went on and we gained a better understanding of each other, we would talk about music, movies, 
their personal lives. They would talk about their boyfriends and girlfriends, which is pretty funny. 
They would talk about their favorite basketball player. There's one tutee who possibly had a future 
as a Division I basketball player so he talked to us about that. So as the weeks went on, we gained 
a friendlier relationship. 

Once the Swarthmore student is able to legitimate themselves as tutors, they can further their 

relationship on a more personal level. However, this is where CHAA and M4S tutoring 

experiences diverge. While CHAA tutors can engage in "shallow" conversations about famous 



Meng 127 

popstars and NBA basketball players, M4S tutors are expected to know the cultural backgrounds 

of their peer leaders. Since M4S Swarthmore students and peer leaders interact on a more regular 

basis, respect for each other and each other's backgrounds is utmost important for establishing a 

personal rappOli. Jennifer describes, "You have to have respect from them first to gain it." 

A prime example of this was last year when the peer leaders did not adjust to the new 

Freshmen mentors so easily. Sophomore Jessica describes, 

(Example 3.15) 
The year I came in, it was actually harder for them to get used to the [Swarthmore 1 freshmen. 
They [the peer leaders 1 were really closed off to us, I was like, "Damnnn. I don't think these kids 
are ever going to like me." Last year we had some moments, where some of the students are like, 
"Oh well, Swmihmore African American students are not fit to tutor Chcstcr high school 
students." I rcally think they were seeing the cultural difference because Swarthmore is a rich 
school. They are very aware. Shoot, I'm aware ... but like the kids were feeling like we were uppity 
and they let us know. 

Since M4S is a program specifically for "black students teaching black kids," the peer leaders 

expect more from the mentors than just the typical tutoring procedures. As Katherine hints 

above, the peer leaders expect to the mentors to be 'black'-not just physically, but culturally. 

Jennifer elaborates, 

(Example 3.16) 
If you already don't know the dynamics of these Chester students or their culture, you better find 
out because if you don't understand the way these kids talk, dress, what music they listen to, how 
their school system is, you're going to be lost and you're going to fail because they are analyzing 
you from Day 1. And if you are not up to par, you will crash and bum. I tell my mom and my 
boyfriend ... ((sighs)) "Ma, I had to work hard today, I woke up and I just wanted to put on 
sweatpants but I had to go to M4S today so I have to make sure my hair was done and my clothes 
was right because they will grill me [((aughs))." But i like that drive, and they keep me up-to-date 
and they kcep me motivated. You cannot take a day off at M4S. You can't come in there with an 
attitude. You cannot have your hair not washed, you cannot have a wrinkled blue shiri, they will 
eat you alive. If they are playing music, you better know at least who the ariist is. You}ust really 
need to know your Ps and Qs and I think you should because that's how you build the connection. 
[emphasis mine] 

Some mentors have been mindful of making similar socioeconomic connections. Jessica 

describes, "In many ways, I always banked on my affiliation with the South Bronx. Everything 



Meng 128 

they talk about Chester, I always bring up the similarities in the South Bronx." Jasper also built 

his connections with the peer leaders based on their similar backgrounds. He says, 

(Example 3.17) 

There few sessions where we would go around and share a little bit about ourselves and I would 
say, 'I'm a first generation student, my parents are working class." And when was I working with 
them [the peer leaders], I would just be real cool. We would listen to hip hop together, talk about 
sp0l1s, just bond over things arc specific to our backgrounds ... evcIY now and then, when 
something happened in Chester and I found out about it, I would know how to react because I've 
been in similar situations or whatever. 

The mentors go out of their way to establish that cultural legitimacy, emphasizing that 

they are not just physically black, but also culturally black. These quotations are key examples of 

the importance of cultural capital in these tutoring sessions. The peer leaders refused to work 

with black Swarthmore students who would judge them. Jennifer, Jessica, and Jasper are 

extremely aware that possessing the cultural tastes is pivotal to "building [sic] that connection" 

with the peer leaders. As Jessica and Jasper demonstrate, they purposefully make the peer leaders 

aware of their similar socioeconomic backgrounds. Both Katherine and Judy told me about M4S 

mentors who dropped out of the program because they were not able to make that connection 

with the peer leaders and therefore, had no strong reasons to stay in the program. Elaborating on 

my M4S introduction earlier, M4S attracts and retains the kind of subject who best relates to 

these Chester peer leaders. M4S is not just about race, but also about possessing the same 

socioeconomic background and cultural capital. Race establishes the initial cultural bond, but 

mentors still need to be wary of establishing the cultural connections. Kathetine states that not all 

black students at Swarthmore would be good mentors because they are "uppity". She says, 

"There are some people who apply, I wouldn't ever hire them. They have judgmental tendencies. 

I'm not going to hire someone who I feel like they will judge me, let alone them." 
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In contrast, CHAA volunteers, who are predominantly white, have expressed 

apprehension to me about the race and cultural issues. Expressing his initial wOITies to me, 

Thomas describes, 

(Example 3.18) 

I wasn't sure how students would intcract with me. Therc might have been this impression that 
I'm a rich whitc person coming into Chester, pitying them. I went into it, afraid of that kind of 
thing happening. In my experience, I imagined it in my head. Because for me, I'm introverted and 
socially awkward ... but I feel like, pat1 of me last semester was getting past that fear by thinking 
these are students and they want help and they want to do something in thcir lives. And I 
connected with them on that level. Time aftcr time, I realized that therc's not really a problem. 

However, he later goes on to stipulate, "Definitely, if! was African American, there would be 

possibly, to some extent, more culturally things in common that I feel like I could draw on." 
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Thomas's fear about his whiteness as an tutoring impediment and he claims that race was not an 

issue in his tutoring sessions. However, I argue that Thomas and his tutee got along fine because 

his tutee was not expecting any exchanges of cultural capital from him. As opposed to M4S 

mentors where the peer leaders expect some form of similar cultural taste, the Chester tutees at 

CHAA did not expect their predominantly white CHAA tutors to possess the same kinds of 

cultural capital. However, this lack of cultural bonding precluded a kind of deeper, more 

personal connection. 

According to Sean, the type of bonding that occurs between the CHAA tutor and tutee is 

"shallow." He explains, 

(Example 3.19) 

I know very little of the tutees' lives outside of school and their most basic interests and I'm not 
sure whether that's because of the racial socioeconomic balTicr or it's just because lim their tutor 
and they aren't eager to share information with me. I'd like to think it's that reason. If anything, I 
try not to think about it (their racial and socioeconomic differences], and talk about things that 
they would be interested in and that also interest mc, I know it's kind of shallow, but it's nice and 
fun for a couple of hours. 
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He goes on to share stories about his personal interactions with his tutees, from listening to Nicki 

Minaj, a popular rapper, music together, debating who is the hottest NBA player, and talking 

about a basketball face-off with each other. Sean is able to connect with his tutees on a 

conversational level, but as he mentions there seems to be some sort of tutor or racial 

socoeconomic barrier. I believe that Sean is correct in that he is their tutor whereas in M4S, 

Swarthmore students are 'mentors'. But, I argue that it is unproductive to think ofrace or 

socioeconomic status as a barrier to cross or jump over; rather, it can be thought of as an access 

gate that unlocks a deeper relationship, as we have see in M4S interactions. 

However, in my observations and in interviews, such personal interactions are more rare 

at CHAA tutoring than at M4S because there is no book to facilitate the production of off-topic 

conversations, there are no expectations of similar culture and tastes, and the tutor-tutee 

arrangements are less consistent (one hour a week for one semester versus two to four hours a 

week for years in M4S). In my own tutoring experiences with Michael at CHAA, I know little to 

nothing about him because one hour is very limited time to get the appropriate amount of work 

done. I believe that Michael respects me as a tutor (once, he thanked me multiple times for 

helping him understand the Pythagorean Theorem and confessed that he didn't understand any of 

it in class), but his class work does not spark random conversations, we don't know if we have 

the same music or cultural tastes, and I probably have seen him for a total of 8 hours at the end of 

the semester. We rarely talk about anything outside of his school work, despite my casual 

inquiries about his weekend plans, school, and family. We also saw this in Jill's interaction with 

Adam where she casually drops a story about her mother and her "Drag it down" phrase, but the 

bonding does not extend beyond that. Such personal interactions at CHAA serve to fill the gaps 
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of silence at the tutoring and make the tutor-tutee relationship less stilted and awkward whereas 

the personal interactions at M4S serve to deepen the bonds between mentor and peer leader. 

In CHAA and M4S, tutors and mentors are expected to possess intellectual legitimacy, 

but the fundamental difference that M4S are also. expected to gain cultural legitimacy. Cultural 

interests and tastes play pivotal roles in creating that bond between mentor and peer leader and 

plays a role in the length of that relationship. 

Possession of Linguistic Capital 

For the M4S mentors and peer leaders, the program offered more than just deep and 

personal relationships with each other. M4S also creates a metaphorical space and home for 

Swarthmore black student where he/she can let go of social judgments, feel at ease, and finally 

be themselves. In my observations, the peer leaders and mentors engage in a very informal 

speech with a smattering of slang and different patterns and rhythm of speech. It's difficult to 

point to specific examples because this casually happened throughout the tutoring sessions. 

However, I remember I started subconsciously incorporating how M4S students speak in my 

own daily speech. In one instance, with my friends at Swarthmore, I casually said, "You is so 

happy!" They looked at me and said, "You mean, you are so happy?" This was said in good 

nature and I was playfully teased for my ungrammatical conjugation, but I believe it was a key 

example how students can easily self-police each others' speech behaviors. 

In my interviews with the mentors, many liken M4S as one large dysfunctional family 

where they can talk however they like without this kind of self-policing from their peers. Judy 

descIibes, 
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(Example 3.20) 
They are my family ... they remind me evelY day why I'm doing what I'm doing ... That's why I 
keep coming back, that's why a lot of the mentors keep coming back. I know mentors that drop off 

because they feel that they can't relate to the students. 

And feeling as one large family at Swarthmore, it is hard for those mentors to leave. There are 

mentors who have not been able to establish that emotional, personal connection with the peer 

leaders because they don't share the same cultural, socioeconomic backgrounds or simply 

prioritized being a student before a mentor. But, those who do stay, those who get "sucked in" 

132 

are the ones who have created those bonds through books, cultural capital and linguistic capital. 

For many of the mentors, M4S creates a "safe space" where they can let go of their 

inhibitions and just "be myself" I interviewed several mentors who indirectly reference how 

M4S creates a space where they are comfortable and do not need to watch their speech. 

Oftentimes, my interviewees have expressed discomfort as black students at Swarthmore 

students. On walking around campus with her M4S mentors and peer leaders, Katherine remarks, 

(Example 3.21) 

As black people we are fully aware that we stand out like sore thumbs. We know. It's not a 
sUlprise ... people will take time out of their moment just to look and stare at us while we are 
walking, but I bet if we were group of white people, this would not be going the same way. We 
got swag, some of the boys put their pants down. We don't walk properly all the time. We don't 
talk properly.l don't like speaking proper English all the time, 1 just don't. I think slang is 
beautifid, and a lot of educated people act like they are above slang. It's like, 'No you're not 
honey, it just doesn't work that way. ' Its just one of those societal things. [emphasis mine 1 

In that example, Katherine simultaneously talk about black students being "sore thumbs" on 

Swarthmore's predominantly white campus not just because of race, but also because their habits 

and behavior is very different their white counterparts. Drawing on Bourdieu' s theory of 

legitimate language, I argue that Swarthmore as an academic institution encourages all its 

students to participate in a specific kind of discourse, suitable for seminar discussions=s and 

classroom debates. At the BCC, black students at Swarthmore can feel at home, use slang, talk 
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about food, and share songs of their favorite hip-hop artists without feeling judged by other 

Swarthmore non-black students. In this situation, it's not just about Swarthmore students making 

sure they demonstrate their cultural or linguistic capital to their peer leaders; rather, Swarthmore 

students find M4S a home because it offers a space for them to engage in the same kinds of 

improper language as their peers and friends from back home. The very linguistic practices that 

are frowned upon at Swarthmore in an academic setting serve as advantages and a useful tool for 

M4S mentors in the program. 

For many mentors, M4S reminds them of their home and backgrounds. Jessica explains, 

(Example 3.22) 

Whcn graduation comes around, it's going to be because of them. My sanity, my sense of being 
because there are so many ways this school kind of gives you amnesia about where you are from 
because 1 become so comfortable here and the privileges that 1 have here that 1 don't have at 
home ... going to M4S every week kind of keeps me grounded, 1 don't have to speak a certain way 
around these kids, 1 could honestly just be myself. It fcels like being with pcoplc from home and 
not forgetting about that. . there was nothing else that was more grounding and morc real to me 
than that. 

Jessica's amnesia at Swarthmore is reminiscent of the popular "Swarthmore bubble" versus 

"Chester real" metaphor and similar to other Swarthmore volunteers in Chester, she finds that 

volunteering at M4S keeps her "grounded." But, instead of Chester reminding her of a foreign 

place with real world problems, Jessica is constantly reminded her of home, demonstrating her 

similar cultural and linguistic capital to these Chester peer leaders. Judy also speaks of the social 

isolation she sometimes feels here as a black Swarthmore student. She says, 

(Example 3.23) 

M4S made living at Swat more bearable ... and its kept me a lot more sane. 1 mn around Swat like a ehickcn 
with his head cut off. A lot of us [refelTing to other Swarthmore students] are ignorant of various social 
stmctures. But then 1 walk into M4S and 1 don't feel pressured to speak in a certain way. I'm there as a 
student. 1 can also talk about evelyday things like fried chicken without people thinking, 'I like patio bar' 
because I'm Black. ." 

8 Patio bar is a bar at the school's dining hall that serves flied chicken, hot dogs, and watemlclon. 
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Jasper also confesses, "I never felt at home at Swarthmore." Katherine, Jessica, Judy, and Jasper 

hint at the kinds of social restricts they feel at Swarthmore and M4S gives them a place where 

they can let loose without feeling the judgment of other Swarthmore students. Therefore, M4S 

for these black mentors is more than just volunteering or getting paid-it's about creating that 

home away from home. 

Of course, it would be an overgeneralization to say that all mentors possess the same kind 

oflanguage as their peer leaders. Judy told me, "I was afraid that I wouldn't fit in [M4S]. . .l talk a 

different way, everyone told me that I act white, but it turns out that I relate to them in a different 

way. I'm quiet and I got progressively louder. I don't know why they accepted me." Even though 

she has a "white" way of acting, Judy was still able to connect with these peer leaders on 

different levels, perhaps through her cultural capital, educational capital, and socioeconomic 

background (she is from New Orleans and has struggled academically after Hurricane Katrina). 

Now, certain peer leaders demand hugs from her at the beginning of each tutoring session. 

In contrast, CHAA tutors cannot or do not engage in the same kind of English vernacular 

as with their tutees-creating a clear divide of teacher-student as opposed to peer tutor-peer 

tutee .. As hinted when I talked about the role of no books at CHAA, Swarthmore students 

question their tutees on their knowledge. However, that question "Does that make sense?" is not 

just a question of whether we are doing a good job or not. It's also a signifier of Swarthmore 

students' way of speech (and I am also guilty of it with Michael). Amanda, who has spent 

several years working at the Center as a tutor and coordinator, explains, 

(Example 3.24) 
May be we want to be critical about the way that Swarthmore students are relating to the people 
they work with in Chester...one o/the issues is the issue o/vocabulmy and this issue a/how the 
level at which you speak and the level at which you do academics. It's about being capablc of 
talking about Algebra I like it's Algebra I and that's something I think really can be a stumbling 
block for tutors ... ! never saw any interactions that were like intentionally negative, but! saw a lot 
of likc Swatihmore students really failing to connect with the people they were tutoring for reason 



Meng 

or another ... There's a disconnect between Swatties and the students they were tutoring, SwaHies 
really eomf0l1able asking the question, 'Do you understand lhat'/' and get like a 'Uh-huh.' and be 
like, 'Okay, great> and then move on. But it's about taking that extra sure the person you are 
tutoring can show you independently what you guys have been working on. If all you have 
accomplished is you telling them things and them nodding their heads, then nothing has come of 

that. [emphasis mine J 
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Amanda talks of observing Swalthmore students use their "academic" level of speech with their 

tutees, but that form of linguistic capital is not transferable to their tutees. Swarthmore tutors fail 

to connect with their tutees because Swarthmore students see the use of their legitimate, 

academic language to be suitable for all situations (or perhaps they are so inculcated with this 

form of speech that it's hard to adopt different forms of speech) and that does not always 

translate the best tutoring experiences at CHAA. Ultimately, these experiences, from the book 

exchanges, cultural connections, and use of situational linguistic capital create fundamentally 

different kinds of relationships, 

As demonstrated in Chapter 2, Swarthmore student-volunteers see Chester as physically 

close and metaphorically apart, They adopt a certain disposition towards seeing Chester and the 

value of their volunteer work in Chester. Through accumulating educational capital at 

Swarthmore, they adopt certain kind of habitus where they learn to see themselves as privileged, 

yet resourceful students who can then take their resources and work in Chester, filling in for the 

services that the Chester government is not providing, At the same time, cultural capital and 

linguistic capital differences among these volunteers map onto these volunteers' long-term 

commitments to service, Through the exchange of cultural and linguistic capital among mentors 

and peer leaders, as well as the structure of M4S itself, these mentors were able to make deeper 

connections with these peer leaders. We see examples of these connections in the next section, 

While M4S mentor-peer leader relationships transcend the boundaries of the Chester-

Swarthmore tutoring space, the CHAA tutor-tutee relationship does not leave the tutoring space, 
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1}-ansience of Volunteers and Bonds 

At CHAA, tutor-tutee relationships tend to only last one semester or a year long for a 

variety of reasons. Oftentimes, tutees drop off before the semester or year is over due to other 

after-school commitments. It is also a scheduling issue for some of the tutors. Thomas and Sean, 

Swarthmore students who have been tutors for a semester and a half, relate to the same 

experiences. After I asked if he intends to have the same students from semester to semester, 

Thomas replies, "Urn, so, [pause 1 a lot of it is just time scheduling. So last semester, 1 tutor on 

Wednesdays and this s.emester, I tutor on Mondays. I'm not working with the same people I did 

last semester. It's just whatever time works for whatever people." Sean didn't think to keep in 

contact with his tutees because he says, "I figured that they would come back so we could start 

again in sophomore year, but that didn't really happen." 

Although these relationships don't extend beyond a semester, the tutors do not express 

extreme sorrow or regret over it. In my interviews with CHAA tutors, they are aware of that 

these relationships don't last beyond that one semester and outside of the Center. Both Thomas 

and Sean, in my interview quotations above, seem okay with the fact that they work with tutees 

who they probably won't ever see again. Amanda agrees" "We never had relationships outside 

of the center with the clients. I do miss that and I feel bad about dropping that off, but it was 

something really necessary for me to finish my last semester academically." The bonds created 

between tutor-tutee is only ephemeral at the Center because the interaction is purely 

academically motivated. The relationship between tutor-tutee is very hierarchized and while 

there are moments of sharing personal stories, it does not transcend time and space at CHAA. 

The transience of these relationships at CHAA in one way is not racially motivated because 

tutor and tutees of all races finish their academic work at CHAA, but in another way, is racially 
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motivated insofar that race establishes a common cultural background-something that 

transforms the relationship from purely academic to a mixture of academic and personal. 
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On the other hand, we see how the books and cultural legitimacy, amongst other things, 

create longer-lasting bonds at M4S; these are relationships that M4S mentors expect to last after 

graduation and outside the physical space of the BCC and Swarthmore's campus. A testament to 

the bonding and mentoring that occurs in M4S, many mentors simultaneously express sorrow 

and hopefulness when reflecting the program's 6th final year with this cohort. My interviewees 

liken M4S as a large family. As opposed to CHAA where the relationship between the tutor and 

tutee does not transcend the boundaries of the Center's site, M4S mentors and peer leaders are 

Facebook friends and keep in touch with each other via texting and Facebook messaging. 

These relationships created at M4S are expected to go beyond the physical space and 

time of M4S. If the peer leaders were not able to finish a scholarship essay or something, 

mentors ask peer leaders to email it to their mentors' email addresses. They text and facebook 

each other outside of the program on a regular basis. When Jessica was abroad in Ghana, she 

found out on Facebook that one of the peer leaders' friends died and the peer leader asked her if 

she could call him. She said that she rarely talks to people back home when she was in Ghana 

because of the cost, but she made an exception for him. They ended up having a long, half

serious, half-joking conversation about their experiences at M4S and funny moments and people 

in the program. She describes, "It was such a sobering moment for me, that I had such an impact 

on him and that I could be there at that moment. I was away in Ghana having a great experience 

while people here were, like, struggling. I felt disloyal to him by having a good life." Even 

though Jessica was thousands of miles away from home, she still felt tied to the M4S program 

and to the lives of the peer leaders. 
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When I asked my tutors how they feel about the peer leaders' graduation and if they plan 

to keep in touch with each other, they reply with definite yes'es. Tyler says, "Oh absolutely, they 

are still my age .. .I will always try to be a resource to them as they are a resource to me, so yeah 

definitely." Jasper confirms, 

(Example 3.25) 
I want to keep in touch with thcm ... depending on where they choose to go, I would love to see 
them again if they are not too far ... there are specific ones i would keep in touch with more so than 
other ones. just because relationships just foster naturally with them, but I would want to keep in 
touch with all of them, I'm friends with all of them on Facebook, I have a lot of their numbers. 

Jessica elaborates, "Some of us will always keep in contact and I feel bad that I can't do that with 

all of them." The mentors still plan to keep in touch with their peer leaders, but as Jasper 

mentions, it is impossible for them to keep in touch with all of them. 

The relationship is very much a two-way process where both the mentor and peer leader 

have to be willing to keep in contact. Jessica mentions Facebooking peer leaders who have 

dropped out of the program and they never respond. She says, "There are going to be people who 

you have strong relationships with no matter where you are in the planet and there are people 

who you thought you had an impact on them who don't want anything to do with you after they 

leave the program." While the mentors don't keep in touch with all of the peer leaders, the 

mentorships that last through texts, long phone conversations, emails, and Facebook-ing 

demonstrate the academic and self-impact ofM4S. 

At the same time, despite creating such bonds, current mentors are reluctant to recognize 

the importance of the previous mentors before them. Peer leaders have often told mentors about 

their predecessors, the fun times and jokes they had together. The M4S program is a 6-year 

program, which means that there will be no Swarthmore student who has been from the 

beginning to the end with these Peer leaders. Since the program is in its 6th and final year, 
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Swarthmore students and Wellness Center administrators are re-thinking ways to reshape the 

program. Katherine believes the program should be limited to four years, starting with the peer 

leaders' freshman year in high school. She says, 

(Example 3.26) 
In high school, you understand that the people in college right now are going to graduate you can 
grasp on to the fact that you will graduate soon .. .ifyou're building that connection in 6th or 7th 
grade, you're expecting people to stay ... you can't explain that [graduation] to a middle schooler as 
well as you can explain it to a high schooler and that just leads to anger and pent up flustration. 
Some of them have come to me, and told me, "Whenever we're frustrated, it was never against 
you. It's just that so many people leave the program and come out." SwarilmlOrc students study 
abroad so when we leave, they expect us to come back. Now when someone goes abroad, and they 
don't come back they're like, "Why aren't you back?" When they see them in Sharples', they're 
like, "Hey! Why didn't you come back?" It's more a playfullovelhate kind of thing but at the 
same time, they are like, "Why didn't you come back?' 
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Katherine is careful to say that these mentors don't come back, not because they don't make the 

same kind of connections as others, but they are students-maybe their classes didn't allow time, 

maybe they had other drama in their personal lives, etc. Nonetheless the peer leaders do feel 

abandoned to some extent. Jessica describes going abroad two different semesters and the peer 

leaders expressed disappointment and sadness. The emotions of the peer leaders' sadness and the 

mentors' guilt demonstrates that the bond created in M4S is more than tutor-tutee, it's also a 

friend-friend situation. 

For tutors in CHAA and some in M4S, they choose not to stay in contact with their tutees 

and peer leaders and some chose not to even return for semesters to follow. However, for those 

who do stay, the bonds and relationships that these mentors make with these peer leaders reflect 

the personal, transformative effects that the program have had on these mentors. Ultimately, 

these bonds and relationships create a different kind of volunteer subject than the CHAA student-

volunteer. 

, Shal1)les is tlle name of the Swarihmore dining hall. 



Meng 140 

Production of Subjecthood 

There is a clear, marked difference that these tutoring experiences have had on CHAA 

and M4S tutors/mentors. CHAA tutors talk about the fun they've had at the Center and how they 

have learned much more about the importance of education and the educational flaws of the 

Chester school districts. These tutors have gain a deeper understanding of the world whereas 

M4S mentors also gain a deeper understanding of the world in context of the self. 

CHAA tutors often talk about how much they've enjoyed the tutoring and find it "fun". 

At the same time, they don't really expect to devote their rest of their lives to education and see 

their work at CHAA as yet another learning experience in their lives-something temporary, but 

no less poignant. Amanda describes, 

(Example 3.27) 

I'm not planning to go into service with my lifc, but I seriously toyed with the idea of TFA and 
urban education. One of the kids I work with goes to a charter school where they have a video as 
tileir Spanish teacher. The kids know no Spanish and I can't teach a group of them Spanish one 
hour a week when these kids are tlying to !cam, but they don't even have a teacher. It's absurd. 
One of the girls, obsessed with the idea of my being a senior, kept saying, "You should come back 
and be our Spanish teacher." I get emotionally involved and sick to my stomach fhat these kids 
don't have educational opportunities, that's somefhing I realized in my stage of life, but I don'l 
know if I would devote my life to that. 

She is interested in becoming an English professor, but is hesitant about going to K-12 education 

because in her opinion, "women who are teachers at a K-12 institution get stuck" while it is easy 

for a college professor to become a high school teacher later on in life. She hopes to volunteer 

because that's "always been a part of my life," but she doesn't seek to devote her life to it. 

Other volunteers share the same feelings. Sean, who tutors because he enjoys "reliving 

high school material" and "interacting with the students," believes that tutoring has shaped his 

outlook on the past than the future. He talks about tIying to teach these students higher concepts 
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when they don't have a "firm grasp" on basics. He says, "They just didn't have the tools to 

master the material they were now presented with. That's really disheartening. These were so 

smart students who were so far behind because they didn't have skill sets, through no fault of 

their own." Since he is a sophomore, Sean still has no definite plans for post-graduation and 

hopes to tutor occasionally throughout his life. He poses, "I might go into education and I know 

its broad, but I study Economics right now." Sean is still discovering himself and while CHAA 

may not have cemented any future plans, tutoring at CHAA gives these students a deeper 

perspective of the world as well as practical, organizational lessons. 

Lisa describes how her position has taught her "little professional things that will help me 

later on." She doesn't feel like she's changed a lot as an individual, but her job at the Access 

Center has given her exposure to a "group people very different from my hometown from 

Nebraska" and taught her how to manage people and schedule things. Similar to the LOS 

scholars and their experiences, the CHAA tutors and coordinators see their experiences as 

temporary moments in their lives where they learn more about the world and take away skills 

that they can then use elsewhere. This is not to say that these tutors are not effective or terrible, 

but rather to remark on the different takeaways that CHAA tutors have in contrast to M4S 

mentors. 

For M4S mentors, their experiences are more transformational. For many, the program 

instigates or reaffirms their ideas of pursuing education as a career. When I ask these mentors 

about their plans for the future and if M4S has played a role in developing decisions, many reply 

yes. M4S makes the mentors to think of their own roles as black, educated students and their 

obligations to their community. For some, their positive experiences at M4S has given them the 

necessary reaffirmation that they needed to pursue their passions for service and given them the 
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appropriate tools and skills to do so. And for others, M4S lets them question their prior, pre-

professional college tracks and causes them to consider a career and life of service. 

Tyler, a freshman mentor, is statting to think of a life of education for the first time. He 

says, "Coming to college, I never thought I would be doing tutoring and education, but now I'm 

in Intro to Ed class .. .! still don't know what I want to do exactly but education reform-even in 

high school that was really important to me, but.never have I been more adamant about it." 

Jasper, a junior, also expresses the same realization and vague ambitions in education and 

youth development. He explains, 

(Example 3.28) 

I don't know how I'm going to do it, but I still really want to be involved with educational refOlm 
and things related with education. M4S has definitely helped me with that. I've gotten to know 
more about the youth that could benefit from mentors like myself or programs like M4S and so in 
my future, I definitely want to-I don't know how exactly, but I want to use what I've leamed to 
help further youth wherever I end up. 

Currently, Javier is working to apply what he has learned from M4S to creating another 

mentoring program specifically for Black and Hispanic Swarthmore and Chester students. Some 

important lessons that he has learned from M4S include the importance of consistent mentors 

and the skills of a good mentor versus bad mentor. 

For others, M4S reaffirms their desires to work in education and with urban youth. 

Jennifer says, 

(Example 3.29) 

I think it's different for me than other mentors and other volunteers just because I'm from 
Baltimore, which could be a velY similar kind of socioeconomic and culture and school system 
dynamic as Chester, so I have interacted with kids who come from the same type of households 
and come from the same problems as the students from Chester...lts [M4S] reaffirming my already 
desire to work with youth. For me it's keeping me grounded because while I'm aware and lived 
my whole life with people who have the same stlUggles and I've had similar struggles, it motivates 
me and makes me continue to remember where I've come from and makes me remember what I'm 
trying to do. 
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Judy, a junior mentor, describes to me, 

(Example 3.30) 
I subconsciously always knew I wanted to do social justice work. Post Katrina, I wanted to do 
something for New Orleans .. .I'vc always have had this mentality: no matter what I did, I would 
always go back home and help other people .. .! think it was always subconsciously known and now 
since coming to college and ending up being very involved in M4S and knowing evclyone at the 
Lang Center... and being Black Studies classes, it just kind of automatically puts 111e in the mind 
frame to do that. 

Currently, with a summer grant from Swarthmore last year, Judy is starting her own "dance 

empowerment" non-profit organization based in New Orleans. Her experiences at College has 
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given her the tools, funding, and realization that working with youth through dance is something 

she wants to pursue seriously. Judy has modeled many parts of her organization, such as the 

empowerment part, from M4S program and apply what she's learned from M4S in running her 

own non-profit. 

For some mentors, they came into Swarthmore having high hopes and ambitions for what 

they have seen as traditional success, such as becoming a doctor or business professional. 

However M4S has helped them discover their true passions. Katherine summarizes how she 

realized that she wanted to become a social worker. She says, 

(Example 3.31) 

Chemistry kicked my behind. It wasn't even that it changed my mind, it was just that, "Why am I 
doing this?" It made me concretely look at why I wanted to be a doctor and the thing was that I 
love people and I always knew that I wantcd to hclp people ... Public health is a big thing for me .. .! 
knew that I needed to hold on to public health ... that's one of my passions that does something for 
my brain but the social work aspect gives me something for my healt. It gives me the warms and 
fuzzies .. .! find that what I do for M4S is social work and I didn't realize that. I was talking to 
[head of M4S program 1 and she was like, "You need to be an social work administrator. " ... so I've 
just made some concrete decisions ... and Swarthmore has pushed me towards that. 

Katherine realizes that her true passion is in social work and working on public health, she hopes 

to work with the 16-21 age demographic because she believes that is the pivotal age group where 

lives and goals can be transformed. 
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There are a number of reasons why M4S has been more transformational for Swarthmore 

students than CHAA. Throughout this chapter, I have discussed both the institutional as well as 

cultural aspects that create and strengthen the Swarthmore student-Chester student relationship. 

The books provide the basis of interactions while race and culture makes those interactions more 

personal. From there, we can see the strength of such M4S relationships in how Swarthmore 

students articulate their future with these Chester high school students. 

Jessica's Story 

Before moving on, I want to share Jessica's story. Out of the people I interviewed at 

M4S, Jessica has arguably been the most transformed by Swarthmore and M4S. She says, 

(Example 3.32) 
Corning here, in many ways, I was unsupp011ed at horne and I didn't know how to relate to the 
community, it was drastically different corning from the South Bronx. Choosing here, I don't 
know, I'm not super religious or anything, but I think it was divine order. The kinds of things I felt 
like I needed and didn't know know I needed at that point were the things I found here ... in some 
ways, I was very passionate about social issues but not in the same context or greater 
understanding that I have experienced here at Swat. 

While Swalihmore has helped her become more cognizant about social issues and find herself, 

M4S gave her a home where she can learn about these issues in a first-hand, personal way. She 

goes on to say, 

(Example 3.33) 
One thing I always say to the Wellness Center staff is that the fact that they given me as much, if 
not more, than what I have given to the students as a collective ... They are in many ways still 
coming into their sense of selves, stillleaming about social justice issues and they grown 
tremendously in that respect. I think that's one of the aspects where while they were leaming 
about that through us, I was leaming about that through them as well. Like, what are the issues in 
Chester? How does it affect you guys? They were introduced into this social activist route. As they 
were leaming, I felt like in many cases I was leaming with them about those issues. They grew in 
tl18t respect, leaming more about how the world perceives their community and how the world 
perceives them ... ln many ways there are so many parallels between what they are doing and what 
I'm leaming from them. 

Given Jessica's experiences at Swarthmore and at M4S, she has decided early on to change her 

career goals. As a senior, she is currently looking at teaching programs and fellowships in the 

United States and abroad. She describes, 
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(Example 3.34) 
I can't disinvolve myself from education and can't see myself teaching anyone but people who are quote 
unquote disadvantaged .. '! think I always knew that I was meant to be an educator. But freshman year, I was 
hying to mn away from that in many ways because first of all I came to a school that my parents didn't 
approve of. I'm an Econ major and now I'm star1ing to think, "Why am I an Econ major?" I think in many 
ways, it goes back to, "Okay I don't really want to do hard sciences, at least I can compromise and do a 
social science. and the possibility of going to business is not closed off to me should I ever feel the need to 

move up socially. Before that, 1 knew 1 Hlanted to be a teacher, I lmew I was meant to be a teacher, but 1 
did" 'I wanllo be IInlill gOI involved wilh M4S [emphasis mine]." 

Conclusion 

For my thesis, I interview M4S and CHAA Swarthmore students who are in different 

stages of their Swarthmore careers and some are still discovering themselves while others are 

certain about the direction of their lives. For CHAA tutors, they are students in that they learn 

more about the world and their own capabilities and skills and teachers in their positions as tutors 

to these Chester students. The experiences for them are rarely personally, deeply transformative 

and these lessons and skills learned prepare them for their future post-graduation lives in general. 

They are still student-volunteers in that they do commit to pursuing community service after 

Swarthmore and take the necessary skills and knowledge with them. On the other hand, for the 

M4S mentors, for those mentors who make those deeply personal connections with those Chester 

students and treat M4S as home away from home, they are transformed into people who seek to 

devote the rest of their lives to education and youth work. When I use the term 'transform', I 

don't mean it as a complete transformation. 

M4S in many ways only reaffirmed or brought out subconsciously existing career desires. 

These volunteers claim that these desires have always remained inside, yet do not recognize how 

their possession of linguistic and cultural capital in M4S shape and form their dispositions and 

desires to volunteer. Even though CHAA volunteers also see themselves as impactful volunteers, 
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they do not possess the appropriate capital to make that transition from student-volunteer to 

professional-volunteer, someone dedicated to service for the rest of their careers. 
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When I use the term transform, I intend to articulate how these subject formation for 

these M4S mentors compared to CHAA volunteers. The process happens slowly and invisibly, 

through minute interactions like random conversations sparked from these books, creating 

personal attachments to one another, and relating each others' similar traits and backgrounds. For 

many of these mentors, Chester and its statistical descriptors reminds them of their own homes 

and its descriptors; only now, M4S puts these mentors in a position where they can affect 

change, influence, and inspire these peer leaders. Seeing these positive effects and the systematic 

flaws in the educational system deeply impacts these mentors and makes them challenge prior 

career goals and reaffirm their dreams. 

Then again, while these M4S and CHAA Swarthmore students are individually 

empowered with the goals, skills, tools, and experiences to pursue community service as a career 

or a fun, extracurricular, the work that they contribute to Chester is also on the individual level 

and because of the nature of college and its 4-year turnover rate, Swarthmore students cannot 

make the long-lasting institutional changes that they seek in Chester. 
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Chapter 4 

Institutional Patterns, Individual Memories 

Introdnction 

In this chapter, I explore the long-term implications of Swarthmore volunteerism in 

Chester. While these students approach their community service activities with good intentions, 

they ultimately leave Chester and Swarthmore in four years and cannot make the deep 

institutional changes they desire to see. Individuals who want to make those lasting changes 

fundamentally cannot because of the nature of a 4-year college where 25% of the student body 

leaves every year. Additionally, methods of documenting institutional history of volunteers' 

experiences do not capture the lessons learned and forces new volunteers to start anew. Rather, 

with the College's emphasis on developing the individual subject, the individual is empowered in 

that they can learn and take these skills and tools with them; yet, they are also disempowered 

from making the deep changes that they want and Chester needs. 

On the other hand, Swarthmore as a higher education institution gains from these 

entrepreneurial Swarthmore student-volunteers. By providing these funding resources, 

Swarthmore College produces and reproduces the Swarthmore student-volunteers through 

interpellation, social capital, and the attraction of similar like-minded community service 

oriented students. But, as I demonstrate later in this chapter, Swarthmore College only supports 

these programs and projects financially and logistically until it is no longer beneficial for the 

College as an institution. 

Throughout this chapter, I use the terms 'empowerment' and 'disempowerment' rather 

frequently. I am not drawing on any particular theory when using these terms; rather, my use of 

empower/disempower is to reflect the observations I have made throughout this research project. 
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In my research, the term 'empower' refers to imbuing a subject with the abilities and capabilities 

to do what they desire-essentially enabling them with the skills and experiences necessary for 

their objectives. 

Individual Disempowerment 

Throughout Chapter 2 and Chapter 3, I discussed how Swarthmore College and its 

programs in Chester transform students into student-volunteers subjects, empowering them with 

the necessary skills and capabilities, for their post-college lives. As we have seen with some 

volunteers, volunteering in Chester has made them change their professional career goals and 

instead, pursue a career devoted to community service and activism work (See Examples 2.3, 

3.28-3.31,3.34). At the same time, individuals are disempowered from making the sustainable, 

deep, infrastructural changes they want to see in Chester. Therefore, I turn to how Swarthmore 

students see themselves as volunteers in Chester, how they deal with the deep infrastructural 

problems in Chester, and how the same problems in volunteer programs have persisted for 

decades. Finally, I demonstrate that there is a lack of institutional system that captures these 

volunteers' lessons and experiences in Chester-ultimately letting each new volunteer 

experience the same problems again and again. 

A Philosophical Question: Is it the Student or the Program? 

There are two competing philosophies and outlooks at the four-year Swarthmore student. 

The first one, the one that most Swarthmore students hold, is that the student him/herself is not 

impol1ant, they are replaceable whereas the programs are not. The second one, the one held by 

several M4S high school students, is that the Swarthmore student him/herself is integral to the 

tutoringimentoring process. 
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CHAA volunteers and LOS scholars believe that the students themselves do not matter in 

the programs in Chester and rather leadership positions can be passed down from student to 

student without any detriment to the program. Kristen, a LOS scholar, made sure that her LOS 

project was in another person's hands after she graduated and the coordinator in the fall 

semester, cUlTently a senior, also made sure the transition between coordinators was smooth. She 

says, 

(Example 4.0) 
I stopped working at the CHAA to aid the transition. I know this happens at SWaIihmore 
organizations all the time when someone graduates and it falls apati. That's why I tried to make 
the transition to Lisa pretty film. I told her, I'm available to help, but I want to leave seeing that it 
went on for a whole semester without me. 

Thomas, a freshman volunteer at CHAA, agrees with the same leadership philosophy. He has 

hopes for starting more institutional, programmatic change at the Center, especially since he 

recently received a Chester Community Fellowship for the upcoming summer. He has no qualms 

about starting something and leaving eventually. He tells me, 

(Example 4.1) 

Just because I'm going to be here for four years, like, there will always be more Swatties after me. 
If I can get something started, then even after I leave, then hopefully, there will be people who 
come after me who are still working in these things. 

Swarthmore student coordinators believe the same thing where the work they do can easily be 

replaced by the next generation of Swattie volunteers. 

Currently, the new coordinator is training another freshman for the position because she 

is going abroad next semester. She described to me that since it is a paid position and she's on 

financial aid, she hopes to "snatch" the position back from him after she goes abroad. Even 

though she used the word "snatch" in a light-hearted, joking way, I believe that her perspective 
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on the availability of the position after she leaves and comes back reveals Swarthmore students' 

understanding of Chester programs and projects as static and unchanging. 

Mentors in M4S have also experienced the same outlook, seeing themselves as the ones 

who change but can always go back to the same program that they left The coordinators, 

currently two freshmen and one sophomore, have expressed the difficulty upperclassmen who 

are back from a semester abroad had with adjusting to the next books and more rigid structure 

(the coordinators demand timeliness-something that wasn't always enforced in previous years). 

One describes, "A lot of mentors came back from study abroad ... they are taken aback. There's 

this sense that a lot of them are juniors and your coordinators are sophomores and freshmen." 

Another explains these tensions further; she says, "Older mentors came back from abroad, 

thinking M4S should be one way. They don't come on time ... coming in late, semi-getting work 

done and not keeping up with the kids as well. We started rules about that, making just 

fundamental structure differences." 

This demonstrates that while programs and projects are constantly structurally changing, 

these Swarthmore students see themselves as interchangable and to a certain degree, they are 

interchangable. For instance, one math tutor can substitute for another math tutor and one 

coordinator can send out the same email as the other. However, it is the personal ties between the 

Swarthmore and Chester students that are integral to making a difference in these Chester 

students' lives. 

I did not have the opportunity to interview these Chester students to ask them how they 

saw these Swarthmore volunteers' roles in their lives. However, I did witness an important 

moment where the M4S peer leaders indirectly expressed the impact of two particular 

Swarthmore students on their lives. As mentioned before, new and current mentors are eager to 
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create these friendships and expect them to still be there when they go abroad for a semester. 

But, it's hard for them to recognize that they aren't the only mentors that the peer leaders have 

bonded with. 

When peer leaders talk about the amazing former mentors in front of the current mentors, 

it is easy for current mentors to be insulted because the peer leaders' dialogue implies that the 

former mentors can never be replaced. One Wednesday afternoon, Tyler was working with 

Nathaniel, Harry, and Steven in the 3rd floor lounge on lessons in the book. The subject of 

Swarthmore and high school graduation came up. Harry and Nathaniel start reminiscing about 

the Swalthmore students, starting to list the people they wanted to see before they graduate high 

school. 

(Example 4.2) 
H any: Becky, is she abroad? She's going to be gone for the rest of the year? 
Tyler: Yes. She '$ gone this semester. 
H: 1 thought she was coming back again. 1 'Il never see her again. 
T: You don't Imow that. 
Nathaniel: 1 gotta see Charlotte and Louis again before 1 graduate. 
H: Do you know them, Tyler? 
T: Nope, who are they? 
H: You don't know them? 1 don't know how you go to Swat without knowing them. They 
are famous! 
T: Well, I'm making my own history. 
H: ((looks at me)) What year are you? Do you know them? Charlotte? Louis? 
Me: ((nods)) Ilmow them. 
[lateran towards the end of the day} 
H: [shows Tyler a picture ofCharlotte,formerM4S mentor on his phone's Facebook 
appj. How do you not know the legacy of this young, beautiful female? 
T: I just don', know, I'm a freshrnan. 
Ii: She's so beautiful. ((turns to me)) When did you know about her? 
M: My freshman year. [1 knew about her through our involvement in similar activities} 
Ii: ((turns to Tyler)) Her freshman year! She's famous! 

This exchange is interesting for several reasons. First, the admiration that Harry and Nathaniel 

feel for those past two mentors is obvious. Harry expresses sadness and dismay when he found 

out that Becky is gone for the rest of the year. The other mentors they were referring to, 

Charlotte and Louis, were the ones who helped start the M4S program with the Dean of the BCC 

at the time. The peer leaders occasionally refer to Charlotte that Harry was talking about 
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throughout my observations at M4S and always in respectful, admiring tones from the peer 

leaders. Katherine describes, "I was talking to one of the kids and he was like, 'You know, 

Katherine, you got to understand that our attitudes are a little off sometimes because we had like 

this strong personality for our first few years.' The senior, well she's an alum now, her name is 

Charlotte. She was just awesome ... the kids loved her and she graduated because that's what 

happens in college." The impact that Charlotte left on these peer leaders is unquestionable and I 

have heard her name every now and then in the M4S tutoring sessions. The respect and 

admiration that the peer leaders had for Charlotte demonstrate that while these new mentors are 

creating these new bonds with these peer leaders, it's about the specific people that impact these 

peer leaders lives. 

Second, during the entire conversation Tyler seemed slightly disengaged from the 

conversation and rather dismissive of Harry's repeated inquiries as to why Tyler didn't know his 

predecessors. Harry, by repeated asking Tyler about her, implicitly tells Tyler that she was an 

amazing mentor and irreplaceable, even though Tyler insists on making his "own history" with 

the program. It would be too extreme to say Tyler and other mentors feel resentful towards the 

previous mentors, but there is certainly a degree of misunderstanding from how the current 

mentors and the peer leaders see the impact of past mentors on M4S. 

And to answer the question in the title, as we have seen in the examples above, 

Swarthmore student-volunteers believe that they are interchangeable while the M4S peer leaders 

show that it's about that personal connections and ties they make with specific student

volunteers, not just any Swarthmore volunteer. However, specific student-volunteers can only 

help so much because they will ultimately have to leave after four years at Swarthmore. 
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Circumventing Chester's Infrastructural Problems 

When my interviewees talk of volunteering in Chester, they often confront institutional, 

infrastructural issues in Chester that slow down or make their plans impossible. For instance, this 

year, when the school district became bankrupt, Chester Youth Court could not teach weekly 

morning classes because the school system was in such disarray and Dare 2 Soar faced a sudden 

demand for Swarthmore tutors and more tutoring sites (Interviews with Miriam, Stephanie). 

Other LOS scholars expressed frustrations at the slow bureaucracy in Chester (Interviews with 

Rebecca, Kristen). However, because these Swarthmore students are students, they learn how to 

only circumvent these issues, not necessarily address them head-on. 

A LOS scholar, Elizabeth hints that she is "burned out" by her experience. She remarks 

that she is one of the few Swarthmore students who have interned at a Chester governmental 

agency where she got an inside look at the Republican political machine and how Chester city 

officials would pocket proceeds from the local casino and soccer stadium (see Example 1.0). 

However, despite this terrible experience, she kept going because she put so much time into it. 

She describes, 

(Example 4.2) 
I had a hOlTible summer that summer. I felt like I had put so much time in that I had to keep being 
involved in some way. Also, students who do the Chester Community Fellowship work and 
volunteer are also more likely to get Lang scholarships because they've done all this work. If I 
wanted the Lang Scholar~hip graduate school money and I wanted to do a project that would 
educate some peoplc and give them some infOlmation that they obviously weren'/ getting at the 
Chester Economic Development Authority, I could do that. . .1 had spcnt so much time there. I had 

driven there evclY single day of that summer and I had volunteered, I just felt like, "This was 
going to be my thing. I'm going to keep doing this in college. I'm going to be the girl that does 
Econ Development in Chester and helps get people money back in their pockets ... it became 
something that I was doing so much that I wasn't going to stop doing. [emphasis hers 1 

Elizabeth centers identity in Chester surrounding the work she does; calling herself the "girl that 

does Econ Development in Chester," Elizabeth demonstrates how she internalizes the work she 

does into producing a subject identity. Elizabeth also talks about her project providing services 
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that the government agency is not, hinting at her role as a neoliberal volunteer. Even though 

Elizabeth felt burned out, she kept volunteering in Chester because she feIt like she was still 

contributing to Chester in a small way. Referring to Chapter 2 and volunteers' exceptional view 

of themselves, perhaps they see themselves as exceptional because it is what keeps them going to 

Chester, despite all these infrastructural and political impediments. 

Furthermore, Elizabeth's remark brings up an important trend I saw in my interviews. 

They have all expressed some degree of hopelessness of the infrastructural issues that plague 

-
Chester, including an impoverished school district and broken, corrupt political system. While all 

my interviewees emphasize that naive volunteers need to understand the deeper, structural issues 

in Chester, they simultaneously casually talk about their methods of circumventing and 

navigating through that. For instance, Stephanie mentions that now, with the school district 

running out of money, Dare 2 Soar is even more important for supplement the students' 

education. She goes on to emphasize the importance of knowing the Chester community and 

political situation in order to volunteer effectively in Chester. She elaborates, 

(Example 4.3) 

If you don't know the political situation, you will never understand the schools and the school 

district. You won't understand each individual school you work in so you might have a projcct 

that wants to create all this change, but you can't enact that because you made too many enemies 

at the top levels. You have to be realistic about it and also understand that you might be hurting 

the people you're trying to help. 

Stephanie advises interested Swarthmore volunteers that they can make a difference if and only 

if they understand the infrastructure in Chester and be realistic about the situation in Chester. For 

instance, in my interview with Kristen, she talks about how the school district is highly 

bureaucratic, it was difficult to get a set of consistent students, and she had a hard time 

communicating with the relevant school officials. Over time, she learned to deal with it and in 

the second semester, she was more successful in communicating with the appropriate 
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organizations in advance with a clear set of her expectations. It seems like while these long-term 

volunteers are aware of the institutional problems in Chester, they are only able to learn them in 

order to circumvent or work through them, not address them head on. 

Both Elizabeth and Stephanie have express the feeling that despite Swarthmore's 

presence in Chester for many decades now, there still has not been any visible, measurable 

change (see Examples 2.6 and Opening Introduction Quotation). One potential reason for this 

Swarthmore's perceived or real lack of impact on Chester is perhaps students are only here for 

four years and therefore can only navigate through these problems, not necessarily change them. 

Thus, we see how students can be empowered with learning the appropriate methods for 

approaching volunteering and they can take those individual lessons with them from Chester to 

Swarthmore, physically and metaphorically. At the same time, the very nature of Swarthmore's 

approach to volunteering in Chester is institutionally fragmented. For the last 50 years, students 

are only here for 4 years and only volunteer in fragmented 4-year stints at the most as opposed to 

a continuous arc of volunteering for 5 decades. Swarthmore students also see their work as 

largely isolating from other projects and programs that go on. Instead of applying the same kind 

of critique that they have of others onto themselves, they see themselves as the exceptions and 

seeing themselves as such keeps them going back-despite the creeping cynicism (See Example 

2.6). Ultimately, this kind of approach empowers them as individuals who are interested in 

pursuing community service/social justice work after Swarthmore but disempowers them as 

community activists who want to contribute to real change in Chester. 

New People, Old Situations 

Not only are students disempowered from creating sustainable, deeper changes in 

Chester, but they also face problems that Swarthmore students have faced for generations with 
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no real solutions. However, because of the four-year nature of Swarthmore, each new student-

volunteer approaches these problems as if they are new (due to a lack of institutional memory 

that will be discussed later in this chapter). 

CHAA faces a major problem of tutor retention and tutee consistency. There is a constant 

dynamic balance between supply and demand for the Center and as of now, there are more tutee 

sign-ups than student volunteers. Previously, this semester, there were more student volunteers 

than tutees. While the coordinator attempts to keep the tutor-tutee matches the same for at least 

the semester, it's difficult to do so because the number oftutees and tutors fluctuate. Amanda, 

the coordinator for Fall semester, describes, 

(Example 4.4) 
Last semester, we had in the range of 10 to 15 [tutors], but you have to keep in mind when you're 
working with Swarthmore students, the number you have at the beginning of the semester is 
always going to be radically different than the number of people at the end of the semester. It was 
always a process of seeing who was going to fan off throughout the semester. 

Swarthmore students are college students and as responsibilities pile up in the semester, they 

eventually narrow down their time commitments. However, Swarthmore students tend to be 

pretty consistent in terms of showing up on time and if anything comes up, the tutors are 

instructed to email the coordinator at least 24 hours ahead of time that they cannot come to the 

Center. Lisa mentions that tutors are typically conscious and she has rarely had a tutor not show 

up for their appointment. 

The problem mainly comes from the tutee side. The Center has trouble recruiting and 

retaining the tutees. When the center was first founded, it had difficulty recruiting tutees for 

academic tutoring. The public school board refused to let CHAA advertise at their schools 

because the schools themselves provide career/college services and the presence of the Center 
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implies that the schools are not doing adequate jobs. Amanda describes the emptiness of the 

Center when she was there last year. She said, 

(Example 4.5) 
When the CHAA first stm1ed, we didn't have a lot of Chester students coming and using the 
programs, so kind of the job of the tutor that first semester was like, sitting there and doing your 
own homework in Chester... we had a ton of Swarthmore student involvement and nothing to do. 
There was no one coming in to use the center. 

Nowadays, there are more people using the Center, but mostly people from charter schools, 

private schools, and other public schools outside of Chester. 

Once tutees come to the Center, it does not guarantee that they will continue coming to 

the Center consistently every week. The center has a rule that if a tutee misses three 

appointments in a row, they are no longer signed up for free tutoring sessions. However, that is 

rarely the case in reality. A Swarthmore freshman tutor at CHAA, Thomas, describes his 

expenence, 

(Example 4.6) 
It wasn't that anyone I had actually didn't show up three times, it was something like they would 
come to one or two, and then they wouldn't come, [pause] and then they wouldn't come, and then 
they would stop coming. There was a kind of like a turnover in that sense. 

He goes on to describe his frustration, 

(Example 4.7) 
I'm taking time out of my life to come here and try to tutor and do these things, but if you don't 
show up, I can't do anything about that. And, if you don't call the CHAA beforehand, then I show 
up in Chester and I basically have nothing to do for an hour. When people do that, it irritates me 
because I feel like it's disrespectfu1. 

157 

Despite the coordinator's best efforts this year to improve this part of the tutoring experience for 

Swarthmore students, tutees not showing up is a common issue. Normally, if a tutee does not 

show up for at least 10 minutes, the tutor asks for the secretary to call the tutee's parents. For 

instance, on one Thursday, the secretary left a voice message for one absent tutee. She also 

called a parent who said a previous appointment ran over and they were unable to make it. The 

secretary also had to call another parent who said that she forgot the appointment and scheduled 
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the students' choir practice during that time. In that particular day, there were four out of nine 

appointments missed. 

158 

I myself experienced this case for my 3pm tutoring appointment three times. After I 

waited 15 minutes in the reception area, the secretary called the parents and reported to me that 

my tutee is attending his brother's surgery. The other two times, I'm not sure what the situation 

was. Unfortunately, because Michael has missed three times of tutoring, the CHAA coordinator 

cancelled my weekly tutoring appointments with him; this semester, I only ended up tutoring 

Michael for a total offour times. Currently, the coordinator is setting up a texting system where 

she would text the parents a reminder of the appointment a day in advance. However, she 

informed me about this idea in the beginning of the semester, but either due to slow plan 

implementation or ineffectiveness, tutee no shows continue to be a problem at CHAA, as 

evidenced by my own experiences with Michael. 

Despite the need for CHAA and academic support in the communities, not enough people 

are consistently coming in. It is not the fault of specific parties, but rather individual situations 

that come up and make the system a halting process. Furthermore, digging deeper in the Phoenix 

aIticles, this issue of tutor retention from semester to semester and the demand of tutors and the 

supply of tutees are problems that Swarthmore programs in Chester have faced since the Chester 

Tutorial, Swarthmore's first formalized tutoring program in Chester in the 1960s. For instance, 

with tutor retention, an October 9,1962 article states that, "More than 100 volunteers are 

projected to volunteer in Chester Tutorial Project" (October 9, 1962). Then, on October 26, 

1962, a Phoenix article states that there are 60 tutors from Swarthmore in the program-

significantly less than projected (Grizzard 1962). Later on in October 1969, a Phoenix wicle 

describes that Chester Tutorial is currently faces problems, including "a late start, lack of 
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organization, and too many tutees." Also, "the action centers lacked primary reading books"(The 

Phoenix 1969b). I'm not sure if CHAA had a late start or was disorganized this year, but CHAA 

faces the same general problems that Chester Tutorial has experiencedjorly years ago. As with 

any ethnographic research, my research looks at Swarthmore's role in Chester at a particular 

space and time; however, the similarities that these Swarthmore-Chester programs face are 

surprisingly the same throughout the decades. There have been Phoenix articles in November 

1969, October 1972, and October 1986 that state problems with tutor retention and meeting the 

ever increasing number of tutees (The Phoenix1969b; The Phoenix 1972; Scott 1986). In a 

conversation with Alice at CHAA one day, after my tutee did not show up for the third time, she 

said, "We always had an issue of balancing the number of students with the number of tutees and 

we could never figure out how to solve it" (Conversation with Author, 4/11112). 

In addition to Swarthmore programs in Chester facing the same problems across decades, 

but the spatial distance and accessibility between Swarthmore and Chester is also constant across 

decades. In The Phoenix archives, I found that the descriptors for Chester versus Swarthmore 

remain consistent throughout the decades of Swarthmore's involvement. They emphasize the 

paradoxical far-ness versus closeness between the two locations and the opportunities for service 

and learning that Chester provides. 

Similar to the "bubble" versus "real" juxtaposition, many Phoenix articles point to how 

these volunteer programs in Chester provide Swarthmore students an opportunity to experience 

real-world problems and take a break from Swarthmore's campus. In an October 1970 article, the 

reporter talks about a new student teaching program in Chester associated with Swarthmore's 

Education Department. The article states, "The program offers Swarthmore students a chance to 

get away from campus. It's a chance to do something for someone, or challenge them" (Ribe 
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1970). In another article from September 1993, a student describes, '''Working in outside 

communities is a great way to take a break from studying and an impOliant way to stay in touch 

with life beyond Swarthmore'" (Stillwell and Webb 1993). And of course, in a recent example, a 

FeblUary 2012 Phoenix staff editorial headlines, "The Collapse of Chester Schools: Worlds 

Apart, Minutes Away" (The Phoenix 2012). These articles may not use directly the same 

terminology as my interviewees did, but they employ the same kinds of discourse surrounding 

Swarthmore-Chester spatial differences. These articles talk of students who see Swarthmore as 

an academically intensive place where Chester provides them an opportunity to "get away from 

campus," "take a break from studying," and "stay in touch with life beyond Swarthmore" -- all 

these quotations imply that Swarthmore can be an academic 'bubble' when students should 

experience the 'real' world in Chester. 

Moreover, The Phoenix articles employ the same kind of statistical descriptors to present 

Chester as a place of need. Similar to the discourse surrounding how Chester is introduced to 

Swarthmore students today, the articles point to the consistent articulation of Chester as a 

predominantly Black community with terrible statistics, such as high unemployment rates, poor 

education, high crime rates, and high poverty rates. To cite examples from each decade, Chester 

has been described as consisting of "Chester high school students, all from families which are 

virtually locked into educational, social, and material poverty," "Chester's unemployment rate is 

48% and 65% of its citizens receive some form of Federal aid," "it is the 2nd poorest city in the 

US; Chester has among the nation's worst rates for crime, joblessness, truancy, teenage 

pregnancy, and infant mortality," and "One out of three adults is unemployed." And finally, in 

2000, "Chester Upland school district ranks dead last." (Gurwitt 1976; Belkin 1983; Hochschild 

1992; Dremeaux 2010). The descriptors remain the same throughout the decades-demostrating 
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that perhaps Swarthmore students have also seen Chester as the same place of need in these 

years. 

While this is never explicitly articulated in The Phoenix articles, it appears that many of 

the current programs at the Lang Center are modifications or variations on the past programs in 

Chester. For instance, mentioned in Chapter I, the Chester Community Fellow program in the 

2000s and the Swarthmore-Chester Internship Program in the 1980s both provide Swarthmore 

students with summer internship placements in Chester organizations with funding from the 

college. The Lang Center-affiliated tutoring programs like Dare 2 Soar and the Center for Higher 

Academic Achievement (CHAA) is similar to the Chester Tutorial model in the past. Even the 

Lang Center has had multiple predecessors, including the Volunteer Clearinghouse in the early 

1980s, Swarthmore College Volunteer Program (SCVP) in the mid-1980s, Cooperative 

Involvement & Volunteers in the Community (CIVIC) in the 1990s, and the Lang Center today. 

Most importantly, not only are the problems, descriptions, and organizations all similar to 

the past, the experiences are as well. I think there is one particular Phoenix article quote that 

directly speaks to my research. In an article from October 15, 1987, it states, 

(Example 48) 
Swarthmore students help tutor its children and teach its adults to read, yet those who have spent 
time working (here say they learned as much as they taught. .. Regardless of where they worked, 
the students who devoted time (0 these programs described both satisfaction with their 
accomplishments and discouragement at their realization of the depth of the problems facing 
Chester. The problems can seem so insUlIDoun(able that volunteers and interns have to ask, "Am I 
legitimate here?" .. .Even if their effects on Chester may not be permanent, all the students 
interviewed indicated that their wm1, there has permanently affected them. [emphasis mine] 
(Wilde J 987) 

The first part of the quote demonstrates the high ambitions and frustrations that go along with 

working in Chester--illustrating another example of individual disempowerment in making 

institutional changes. However, the second part of the quote particularly jumps out at me. 

Despite this individual disempowerment to make deeper changes in Chester, students 



Meng 162 

interviewed in 1987 express the profound impact that their volunteer work in Chester has had on 

them. Arguably, these students from 1987 have also been transformed in student-volunteer 

subjects where they take their learned experiences in Chester with them for the rest of their lives 

(as hinted by the use of "permanently affected"). Even though my research only focuses on one 

year of Swarthmore-Chester programs, the problems, spatial descriptors, and experiences in 

these programs and projects remain surprisingly consistent in Swarthmore's fifty-plus year 

involvement in Chester. 

Institutional Memory 

Despite the hundreds of Swarthmore students who volunteer in Chester every year, there 

is little to no written records to capture their experiences, lessons, skills, and advice for future 

Swarthmore volunteers. Essentially, each class year enters Swarthmore College, accumulates 

various kinds of knowledge applicable in navigating the non-profit world with the appropriate 

skills and toolsets. But, by the end of those four years, there is no way to guarantee the 

knowledge they gain will be transmitted to the next generation of Swarthmore student 

volunteers. In my opinion, faculty and staff members at the Lang Center and Swatihmore 

College possess the consistent knowledge and experience from year to year. Nonetheless, I argue 

that the current various ways that the College tracks these volunteer experiences only provide 

descriptions of the projects, not necessarily advice or lessons to pass on to future generations. 

The limits of written archives consequently leave social networks and connections to be the main 

way knowledge is transferred from one student to another and from one alumnus to a student. 

When I use the term 'institutional memory,' I refer to how Swarthmore keeps and tracks the 

history of itself, namely its programs and projects, within the Institution itself via its archives, 

newspapers, and individuals themselves at the College. 
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There are only several methods in which Swarthmore College and the Lang Center tracks 

the memories and experiences of volunteers and Chester programs and projects. The first is on 

campus and local newspapers. In my own research experience, I used The Phoenix archives as a 

major resource for my research. I believe that The Phoenix archives were the most inclusive of 

the history of SWaIthmore in Chester because it was founded in 1861 and the articles the students 

and interviewed students' sentiments about Chester and Swarthmore at the time. The alternatives 

to the Phoenix were local newspapers and an online school newspaper, The Daily Gazette. Local 

newspapers are unlikely to capture the specific experiences of Swarthmore students in Chester 

and The Daily Gazette was only founded in 1996 and therefore does not capture the decades of 

history of Swarthmore-Chester. While these articles are great resources, they are fairly limited in 

several ways. 

First, there is a sampling size bias with The Phoenix archives where these articles only 

reflect a selected number of events and programs in Chester, not all of them. One prime example 

of that is answering the question: How long has Swarthmore been involved in Chester? My 

interviewees have expressed confusion of the exact number of years Swarthmore has been 

involved. Alice from the Lang Center is also from Chester and went through Swarthmore's 

Upward Bound program in the 1970s. She said, ''I'm not sure how long Swarthmore has been 

involved, I'm 60 and I've been involved with Swarthmore since I was 9. I would say fifty, sixty 

years?" Other volunteers guess that Swalthmore has been involved since the 1960s (see Opening 

Introduction Quotation and Example 2.6). The earliest I could find in The Phoenix articles was in 

1958 in the Swarthmore-Chester Wade Project, a youth volunteer program at a public housing 

project in Chester (The Phoenix 1958). The inability to answer this question with certainty shows 

the limits of institutional memory as captured by newspaper articles. It would be an 
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overstatement to argue that The Phoenix newspaper captures everything that is going on Chester. 

If it is a slow news week or month, the editors may decide to write an update on the Chester 

Tutorial whereas if it a busy news week or month, the editors may not decide to write about a 

new program in Chester. Therefore, in our knowledge, Swarthmore was involved in Chester 

starting 1958, but there might have been other smaller programs or individual volunteers in 

Chester that The Phoenix reporters did not write about. Furthermore, The Phoenix articles are not 

easily inaccessible; the archives are not digitized 10 and the articles are available online from 2003 

and forward. For my own research, going through decades of Phoenix articles, year by year, was 

rather tedious and time-consuming. For the random student who is interested in Swarthmore in 

Chester, I would guess that they would be reluctant to pore through pages of years and years of 

Phoenix articles to look for any history of the Swarthmore-Chester relationship. One last point: 

The Phoenix, as an objective news source, writes about these projects in Chester from a 

descriptive standpoint and does not necessarily capture individual students' experiences in 

Chester and the wisdom and lessons they would like to pass on to future volunteer generations. 

The Lang Center also has alternative ways to capture the history of the various programs 

and projects in Chester. With the help of the Information Technical Services office at 

Swalthmore and a Swarthmore alumnus, the Lang Center staff created two databases of 

Swarthmore projects in Chester in October 2010. The databases are cun'entIy only accessible to 

current Swarthmore students, facuIty, and staff members. The first one, the Swarthmore 

Foundation Grant database, tracks the types of internships Chester Community Fellows have had 

as well as new programs that Swarthmore non-LOS students have started in Chester. The 

database is in the form of a spreadsheet including information such as Project Name, Name of 

10 The College recently received a grant to digitize The Phoenix archives. Unfortunately, I missed this just by a few 
years. 
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the Student, Class year of the student, Collaborators, Organization, Year of the Project, Grant 

Round, Location, Supervisor, Description, and type of project. Below, Figure 2 displays the 

screenshot of the database online. llCurrently, there are 244 listed projects, dating back to 1989. 

Out of the 244 projects, 39 have been in Chester. The database only includes short descl1ptions 

of the project, but interested students can go to the Lang Center to read the full-length project 

proposals and reports on CDs. 

Figure 2. Swarthmore Foundation Grants Database Example 

(Source: Lang Center 2012e 

The second database, the Lang Opportunity Scholar database, is similarly formatted to 

the Swarthmore Foundation one. Also in a spreadsheet, the columns include name, class year, 

keywords, project title, project location, and abstract. Not including the current number of LOS 

projects in Chester, there are 12 projects in Chester out of the total 162 listed projects dating 

back to 1997. Figure 3 below displays a screenshot of the online database7 

11 I deleted the names in the Figure to protect anonymity 
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Figure 3. Swarthmore LOS Database Sample 

(Source: Lang Center 2012b) 

These two databases are a great resource for students to obtain general information about 

the kinds of Swarthmore programs in Chester, but it is arguably limited in several ways. First, 

while this definitely seems rather inclusive at first glance, there is missing information 

throughout the spreadsheet and there is nothing about the outcome of the projects, lessons 

learned, and continuity of the project. Similar to the problem with The Phoenix archives, it only 

captures the descriptions of these programs, not necessarily their lessons, mistakes, things to do 

again, and things not to do again. The only way a student would have to actively pursue this type 

of knowledge is to contact the student project organizer or the Lang Center staff member about 

the proj ect. 

Susan, one of the major leaders of the database project, says that she does not know how 

many students use this database as a resource. She keeps the personal contact information in a 

separate, private spreadsheet in case Swarthmore students request more information. She admits 

that she does not get a lot of requests to contact alums. When I asked if the database can be used 
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for future students on what to do and what not to do, Susan states that she does not think the 

database should be used for those purposes. She says, "I think some people are protective of their 

failures. Sometimes they feel embarrassed." Again, we run irito a problem of sampling bias. The 

database is assembled from Swarthmore alumni's inputs on their project and the database does 

not necessarily reflect all of the LOS projects or Chester Community Fellowship internships and 

only reflect the summaries, not necessarily the mistakes and lessons learned. Even though the 

database is limited in that respect, Susan does mention that she uses the database to introduce 

interested students to similar projects done in the past. She says, "I'll be sitting here and talking 

to somebody. I would usually have like two to three people where I'm like 'You need to talk to 

this person and this person. You email me to remind me that I need to send you their contact 

information." Therefore, while students themselves rarely use these databases, Susan uses the 

database in order to reference students to certain alums that she knows would be helpful. 

Therefore, we can see the influence of social networks and connections in furthering students' 

knowledge and understanding of Chester programs and projects. 

Given the limitations of written archives, we see the influence of social ties and networks 

in capturing these experiences. In Susan's example, she is knowledgeable of the different kinds 

of programs and proj ects done in the past and can connect interested students to alumni who 

have done similar work to these students. From there, students can contact the alumnus and the 

alumnus will then put them in contact with other alumni they think would be helpful and so on. I 

don't have evidence suppOIting this hypothesis, but the influence of social capital is 

unquestionable. For instance, in her position at the Lang Center, Alice supports community 

partnerships and whenever she has a student approach about their interest in volunteering in a 

specific field, she directs them to the appropriate volunteer or service organizations. Swarthmore 
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College and the Lang Center has key, long-term relationships with ten to twelve organizations in 

Chester and whenever Alice would meet a student interested in volunteering, she would give 

these organizations "priority" and filter these volunteers to these ten to twelve organizations. In 

examples above, Susan and Alice are directing students to the appropriate resources, people, and 

organizations to do what the students want to do. At the same time, Susan and Alice do not direct 

these students to specifically seek out mistakes done in previous programs and how to 

incorporate past lessons into the students' current endeavors. In Chapter 2, I discussed the 

limitations of social connections and capital because of the volunteers' exceptional opinions of 

themselves and critiques of others. I argue later in this chapter that rather than being used to 

collaborate on programs and projects, social capital and networks are primarily used to produce 

and reproduce the same subject. 

As evidenced above, there is no systematic way Swarthmore or the Lang Center captures 

the experiences and lessons learned from past Swarthmore volunteers. With each new volunteer 

in Chester, they need to learn these lessons and skills anew. Students can only commit to four 

years of service in Chester so they learn how to circumvent deep, infrastructural problems rather 

than address them. And since is no systematic way to capture these experiences gained from the 

Swarthmore veteran student-volunteer, these lessons and experiences do not get passed on to the 

next generation who then treat problems such as tutor retention as new issues. Ultimately, this 

creates a cyclical turnover where students themselves gain individual knowledge, but 

Swarthmore College and the Lang Center does not retain any institutional knowledge of these 

individual experiences. 
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Reification of Swa.othmore College as an Institution for Community Service 

Swarthmore College is not the only college in the United States to be actively engaging 

with its surrounding communities. Many selective elite universities and liberal arts promote 

community service and volunteerism among its students. The President's Higher Education 

Community Service Honor Roll, which recognizes colleges and universities that promote service 

in their communities, has a total of 642 schools recognized for their service contributions and an 

approximated one million students in service learning with a total of 105 million plus hours. As 

mentioned above, Swarthmore College is also a member of the Honor Roll. Other universities 

also have Lang Center counterparts, including Stanford's Haas Center for Public Service, 

University of Pennsylvania' s Netter Center for Community Partnerships, and Princeton's Pace 

Center for Civic Engagement. These universities also have similar organizations, including after

school tutoring programs (U.S. Department of Education 2012).1 elaborate on the uniqueness of 

Swarthmore College's Lang Center for Civic and Social Responsibility where in its very title 

emphasizes the duties and obligations of giving back as opposed to simply service. 

Swalthmore College builds its identity sUlTounding community service and social justice 

work. As discussed in the introduction, Swarthmore College encourages its students to think of 

their obligations to work for "the common good" in the world. Promoting this identity and 

reputation as an educational institution teaching its students to work for the common good, 

Swarthmore College stands out among its peer liberal arts institutions. 

When 1 ask Alice about the role of the Lang Center in the Admissions process, Alice 

says, "I know that it's very important with Admissions. We will meet with the Admissions staff 

when they go out and recruit. We let them know what we are doing and we give them brochures 

about the Lang Center «shows me a Lang Center brochure)). We meet with them each semester 
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and sometimes more frequently if we need to." I also interviewed Jack, an Assistant Dean of 

Admissions on the role of the Lang Center in Swarthmore's admissions process. He guesses, 

(Example 4.9) 
In my limited scope, I would say that Swarthmore is the only place that has a Social and Civic 
Responsibility learning center. I mean, I don't know of any other school that gives grants the way 
we do to projects. ]'m not going to say that we are the only ones, but] can take a pretty strong 
guess ((laughs)) ... other schools are interested in doing community service and philanthropy, but 
the thing that you see at Swarthmore is that the Lang Center allows students to take philanthropy 
one step further. The fundraising is already done, so it's about how do you effectively put those 
funds into practice and that's what is kind of cool. 

Emphasizing Swarthmore's uniqueness to other schools, Jack touches on the role of the Lang 

Center facilitating the entrepreneurial Swarthmore student as a subject of the college. While he 
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hesitates to say that the Lang Center is a "huge selling point" for Swarthmore, he indeed talks of 

how Swarthmore College does attract students who can take advantage of the resources available 

to them in order to help the community. He told me of prospective students who helped collect 

bras for women in homeless shelters and started a book drive program complete with after-

school tutoring in a lesser privileged nearby community. Indeed, Jack mentions how students 

talk of the Lang Center in many "Why Swarthmore" essays, the supplementary admissions essay 

for Swarthmore. He goes on to describe, 

(Example 4.10) 
Social and civic responsibility is something that] see, not necessarily uniquc to Swarthmore, but 
something that Swarthmore has that is special compared to most. You can't talk effectively of what 
it means to be a Swat student without talking about what it means to be someone outside of 
Swarthmore's campus. [emphasis mine] 

In his last sentence, Jack ties the identity of a Swarthmore student inextricably with the identity 

of someone involved outside of their community--demonstrating the common discourse 

surrounding the Swarthmore student. Rather than someone who is just interested in community 

service, Swarthmore students are primarily driven by their feelings of "social and civic 

responsibility" to contribute to outside communities. Whether civic duty is a responsibility 
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taught to Swarthmore students or reaffirmed to them, these Swarthmore-Chester programs 

produce the neoliberal subjects who take it upon themselves to contribute to society. Drawing 

from Hyatt's understanding of the citizen-volunteer, Swarthmore students see community service 

as more than just helped to a lesser-privileged community. They see it as their social 

responsibility to take the rich resources that Swarthmore provides and put it into Chester's 

economically depressed neighborhoods (as hinted by the discourse of the Swarthmore-Chester 

spatial boundaries in Chapter 2). For instance, Chloe told me that she was primarily inspired by 

these resource disparities. She explains, 

(Example 4.11) 
I was really uncomfOltable with the fact that there are these qualified, cool passionate people in 
Swatthmore and there were all these difficult, intractable dilemmas close by in Chester. That isn't 
to say that people in Chester aren't capable of solving their own problem, but just that we do have 
a lot of resources here and it made sense to me to try to share some of those resources. 

While Swarthmore College does encourage students to take advantage of these resources 

available, they only assist with these students' programs in Chester until it is no longer 

advantageous for them as an institution. 

The College provides plenty of financial and staff resources for these students to do the 

projects and programs they want to do. However, the College does not support it when it does 

not serve the College as an institution any good. There are mUltiple examples. Funding at 

Swarthmore is initially generous, but tapers off after the new program or project becomes more 

established. In a February 2004 Phoenix article, the reporter writes, 

(Example 4.12) 
Service grants from the college are currently designed as seed money, allowing an organization to 
set up shop in a community, like North Philadelphia or Chester. Over the course of their first few 
years, successful organizations are expected to create connections with local communities and 
eventually wean themselves off Swarthmore funding. (Boothe 2004) 

This kind of funding structure where Swarthmore Foundation and the Lang Opportunity Scholar 

program provides funding for new groups but not sustained funding for older groups is designed 



Meng 172 

to encourage older groups to become sustainable within the community. However, the plethora 

of funding resources and options for new programs incentivizes students to start new programs. 

It also makes older programs and groups rely on and compete sources of public funding from the 

Federal government and private foundations. This kind of competition for the limited funding 

resources out there goes hand-in-hand with the idea of a neoliberal state where competition, the 

free-market, and self-sustainability are prioritized. 

One key example of that is the Upward Bound program, mentioned in Chapter 2. Started 

in 1966, the Upward Bound program focused on helping high school students, mainly from 

Chester, on getting into college. As one Phoenix article describes it, "Upward Bound, one of 

Swarthmore's oldest and most well-known programs designed to prepare disenfranchised high 

school students for college" (4/26/2007). It is claimed to be highly successful and two Upward 

Bound alumni currently working at Swarthmore as a professor and Lang Center staff member, 

respectively. Upward Bound was mostly funded by the Federal government (the Office of 

Economic Opportunity), private foundations, and students' own fundraising efforts (4/11/1969). 

However, in 2007, the Upward Bound program ultimately ended due to lack offunding 

(4126/2007). Government funding dried up and from 2005 to 2007, the College had funded it 

entirely. However, as the Phoenix article describes, "The Administration has decided that the 

current form of financial support is not sustainable" and ultimately the Upward Bound program 

ended. The story of Upward Bound's end is an exemplar for how the College encourages 

Swarthmore students to take the initiative to apply to funding (if not to the Lang Center, at least 

to private foundations or organize events for fundraising), but when it personally affected the 

finances of the college, Swarthmore refused to let the program continue. 
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Another surprisingly corollary to Upward Bound's story is Model 4 Success and its 

future next year. In Chapter 3, I talked about how M4S is in its last year offederal funding and as 

of light now, the coordinators and mentors in the group hope to start with a new cohort of 7th 

grade students. However, given that the program costs around $300,000 a year, funding is a huge 

challenge for the program. According to Alice, the government has not put out applications for 

funding programs like this. She told me about a recent meeting with Lang Center staff members, 

key school administrators including the Vice President of the College, and several professors to 

discuss the state of M4S next year. It is uncertain whether the College is willing to fund M4S as 

of the time my research was done. 

One last example of Swarthmore's conditional support for Chester and students' 

programs in Chester is the hotel in Swarthmore and Chester. In 20 I 0, Chester recently built a 

Day's Inn Hotel, strategically placed near the highway to and from the airport. According to 

Thomas who attended a Chester !OI session this year, duling the bus tour portion of the 

workshop, one of the Chester panelists lauded the Day's Inn as economic progress that would 

bling tourists and business to Chester. Just last year, in 2011, Swarthmore College has decided to 

build a Swarthmore Inn with the approval of the Swarthmore Town Council. The Inn will have 

fifty rooms and include a restaurant and bookstore. Two-thirds of the hotel's business is 

anticipated to come from Swarthmore college-related activities, such as sporting events, 

prospective student visits, and academic conventions (Karas 2012). Interestingly, the two hotels 

are just 4 miles apart and yet the College has adamantly expressed a need for an Inn near 

Swarthmore's campus to accommodate all the guests on college-related activities. While the two 

hotels do cater to different clientele (one near the airport, soccer stadium, and casino and the 
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other for explicitly college-related events), it could be argued that the Swarthmore Inn is taking 

business away from Chester's Day's Inn. 

As evidenced in the three examples above, Swarthmore College wants to help Chester 

insofar as the institution empowers its faculty, staff, and students with the short-term resources to 

help Chester. They actively encourage students to volunteer in Chester when it helps them to as 

an institution to continue attracting prospective students and to establish its reputation as a 

college with many community service-oriented opportunities and resources. When it comes to 

the College's own resources and finances, they are reluctant let Swarthmore College as an 

institution help Chester. But, from one perspective, the College itself does not need to support or 

contribute to Chester because it produces and reproduces student-volunteers who do it, willingly, 

consciously, and passionately. 

Power and Reproduction of Power at Swarthmore College 

In Chapter 2 and 3, I emphasize how Swarthmore students are interpellated into student

volunteer subjects where they learn both the practical skills to volunteering, as well as the 

philosophical feelings of civic responsibility to contribute to society. However, the influence of 

SWaIthmore College's interpellation onto students does not lie in its power to create subjects, but 

rather its power to have subjects internalize this volunteerism as their own and project it as their 

own--demonstrating the Foucauldian productive nature of power. Power and the discourse 

surrounding civic responsibility and community service operate onto students through social 

capital. 

Not only does the College produce and reproduce student-volunteers, student-volunteer 

subjects may use of their social capital and get their friends involved. Out of the 16 Swarthmore 

students I have interviewed, most of them have started volunteering because their friends were 
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also volunteering, their upperclassmen friends persuaded them into it, or Lang Center staff 

member encouraged them to volunteer. Additionally, for other volunteers, their parents have 

encouraged them to volunteer and they have already engaged in community service in their high 

schools, demonstrating while Swarthmore College may be unique in its plethora of resources, 

educational institutions are key to creating students into volunteer subjects. Kristen talks of both 

the influence of her Swarthmore alumni parents and middle school community service on her 

goals and objectives for her career. When I ask her what drew her to Swarthmore, she explains, 

(Exmnple 4.13) 
[ started doing certain kinds of service projects when I was really young in middle school. I've 

always been interested in politics .. .! liked that it [Swarthmore] was a very engaged, enthused 

campus, [ like that there were lots of different things going on. I'm a third gen Swarthmore, so 
there's a little bit of a feedback loop about me being interested in things that Swarthmore is 

interested in and me being interested in Swarthmore, and a lot of it comes from my parents and my 
grandparents .. .! 've always wanted to figure out how we could do better. 

What Kristen calls her interests in Swarthmore and volunteering as a 'feedback loop' I call 

ideology being interpellated, internalized, and reproduced by subjects onto other subjects. Given 

Swarthmore College's history of service and activism, her grandparents and parents have taught 

and instilled her the very values that they had learned from Swarthmore College. Kristen readily 

admits that it is difficult to distinguish her own conscious interests versus the interests that her 

family has instilled in her at a young age--demonstrating the reproductive power of 

subjectification. Kristen decided to come to Swarthmore because it matched her interests, 

Sharon, on the other hand, decided to come to Swarthmore precisely for its resources. 

Sharon, a sophomore LOS scholar, is interesting in pursuing and volunteering in 

educational access programs because these programs have helped her when she was a high 

school student. She says, 
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(Example 4.14) 
When you realize how something impacted you, you want to make sure you help provide that for 
other people. I did choose to come to Swat, pm1 of it was because of the Lang Center so I knew 
that was going to be the resource to do what I wanted to do. 

Sharon is inspired from the programs and resources that have helped her in high school taking 
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the help given to her and giving it to others. Not only is she a subject of Swarthmore College, but 

also of other educational Ideological State Apparatuses. She came to Swarthmore specifically 

because she knew that it would give her the tools and skills needed to take her passion to the next 

level. She says, 

(Example 4.15) 
I come from a city that has the demographics very similar to Chester. So for me, I'm basically using 
Swat for its resources so I can figure out how can I help people who come from similar situations as 
me. Swat has so many resources, like the Lang center, the Ed Program, different professors .. .I'm 
probably going to end up working in non-profit management or working at a University helping 
mentor students interested in these sort of initiatives. I think that if I were at another college, it 
probably wouldn't have OCCUlTed to me making what I love to do as my career. 

Sharon came to Swarthmore because she knew it would give her what she needed to pursue a life 

of community service and activism. Taking on a Foucauldian perspective, I believe that this is 

key example of the productive nature of power and how power becomes internalized. While 

Sharon recognizes the impact of previous high school programs on her, she made these issues her 

own. Power is reproductive in that the programs interpellate onto Sharon, who then hopes to pass 

her passions on to others. Furthermore, Swarthmore as institution continues to attract students 

who already interested in community selvice and wants to take the skills and tools that 

Swarthmore imbues in them to their careers and beyond. As mentioned in Chapter 3, Jennifer 

also comes from a city similar to Chester in terms of its demographics and statistical descriptors. 

Jennifer talks of the influence of tutoring programs and academic support organizations that have 

helped her get to Swarthmore and she is also interested in 'paying it forward' for younger 

students like her. While Swarthmore College is arguable unique in its availability of financial 
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and non-financial resources, the ideology of community service as civic responsibility is not 

unique across educational ISAs. Rather, Molly and Sharon's stories demonstrate the systematic 

and uniform nature of how educational ISAs and subjects of educational ISAs transform students 

into student-volunteers. 

Conclusion 

By virtue of Swarthmore College being a four-year institution, well-intentioned 

Swarthmore students have an automatic disadvantage. Students can only volunteer in 

Swarthmore for a maximum of four years. As discussed, they do not realize the importance of 

the individual student, not necessarily the program, in making an impact on these tutees' lives. 

Volunteers also focus on circumventing the infrastructural, institutional problems in Chester and 

do not see how the problems, Swarthmore programs, and descriptions of Chester have remained 

consistent throughout the decades. 

From an institutional standpoint, Swarthmore College gains from this volunteerism. The 

Lang Center and students' work serve to reify and brand the institution of a unique college 

oriented towards empowering and enabling these students the resources, experiences, and 

knowledge to change the world. Furthermore, power is reproduced through attracting these kinds 

of entrepreneurial students and Swarthmore alumni instilling in the same ideological values into 

their children, as seen in the examples above. However, despite the decades of Swarthmore's 

presence in Chester, the College's four-year turnout makes the volunteerism in Chester 

fragmented, disjointed, and disunified. In the Conclusion, I explore the possibilities and potential 

for Swarthmore students and programs in Chester. 
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Conclusion 

Throughout my research, I do not seek to question whether Swarthmore students are 

making a difference or not in Chester. In fact, I am fairly (yet subjectively) certain that 

Swarthmore students have made differences in the Chester residents' lives. However, I sought to 

question the nature of Swarthmore's volunteerism in Chester and problematize it from a 

perspective of power and state ideology. As we have seen throughout these chapters, well

intentioned students seek to give Chester the kinds of resources it needs, to fulfill their senses of 

civic obligations, and to take these expeIiences and lessons to apply them for their own futures. 

But, the four-year nature of college prevents these volunteers from doing the kind of work they 

want to do. Foucault's idea of a subject of the Government is an individual who is governable. 

Intentionally or unintentionally, Swarthmore College produces a subject that can invest resources 

into Chester, but not make the radical kinds of changes they want to see in Chester and in the 

Chester government. As evidenced in my interview excerpts in Chapter 2 and Chapter 3, some 

Swarthmore students come in the College already aware and conscious of their desires to 

contIibute to the world and others not aware or conscious at all about their perceived obligations 

to society. Nonetheless, they all leave the same: subjects imbued with the sense of civic 

obligations and the experience necessary to act on those duties (nevertheless there are nuances in 

subjecthood, as demonstrated in Chapter 3). Finally, as in Chapter 4, this volunteerism empowers 

Swarthmore College as an institution and Swarthmore students as citizen-volunteers in society. 

On the other hand, it is hard to see the deep impacts that Swarthmore has effected in Chester 

throughout these decades of service. This is not to say that these programs and projects are 

inherently terrible, but rather, I argue that they face major institutional roadblocks-namely, the 

four-year nature of a college and the lack of institutional memory from year to year. 
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This has been my central argument throughout my thesis, but there is much left 

undiscovered in this specific topic. In this conclusion, I touch on other potential areas of research 

in this issue, providing another point of view for the future of Swarthmore in Chester. In my 

thesis, I explore the subjectification of student-volunteers, but I have ignored the presence of 

Swarthmore faculty and staff members in Chester. They do not face the same four-year time 

limits as students and have the potential to develop deep connections and networks in Chester. I 

have only had the opportunity to interview one faculty member who has worked in Chester, but 

my interviewees have expressed genuine respect and admiration for certain faculty members in 

Chester and the kinds of impacts they have had on the community and its residents. I also have 

anecdotally heard of two Swarthmore students who, after graduation, continued working in 

Chester as a teacher in a Chester high school and as a program leader with an AmeriCorp grant, 

respectively. 

As much as Swarthmore students are subjects of Swarthmore, ISAs, and the State, there 

will and always been resistance. I have not explored this in my research, but this is another rich 

topic for investigation. For instance, Model 4 Success may be making Swarthmore mentors into 

the neoliberal subject, but it also has the potential to enable Chester peer leaders to resist the 

power structures they see in Chester. Jessica describes, 

(Example 5.1) 
I think they are doing the work in Chester that we couldn't do as Swarthmore students. Just the other day, 
one of the students was wearing several badges about school closures in Pennsylvania. He was talking 
about going to Hanisburg on Valentine's Day and doing a sit-in ... it was so profoundly moving to me. I 
remember last year, we were talking about the lack of good education in Chester and they [the peer leaders] 
were so dismayed, like "We can't do anything about it; these teachers don't care about us." And now, they 
are the ones doing sit-ins in Harrisburg. 

Jessica descIibes how Model 4 Success has transformed these Chester students' thoughts from 

helplessness to activist empowerment with regards to Chester's educational system. This 
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demonstrates that for all of the institutional hindrances and issues in Swarthmore's approach to 

volunteerism in Chester, there is also rich potential. 

There are many potential opportunities for Swarthmore students to create deeper impacts 

in Chester. For instance, as mentioned in Chapter 2, Swarthmore students express a desire and a 

need to collaborate and to create a kind of Chester coalition that fuses different student leaders 

and different programs in one space. I personally believe this Coalition has potential because it 

gets rid of the competitive individualized approach to Swarthmore volunteerism and instead, 

promotes a unified approach to tackling the larger issues in Chester. There is nothing that could 

be done about Swarthmore's four-year institutional turnover, but as suggested in Chapter 4, 

institutional memory and these volunteers' varying experiences should be stronger from year to 

year to create a more cohesive history of Swarthmore involvement in Chester. These are only 

suggestions based on my observations and analysis in my research, but I believe these ideas have 

possibilities. 

At the same time, these suggestions imply a deeper change in the landscape of 

Swarthmore volunteerism in Chester: a collaborative, not individualized, approach. I have argued 

throughout my thesis that as subjects of Swarthmore and the neoliberal ideology, Swarthmore 

students possess and reproduce a kind of neoliberal, free market approach to volunteerism in 

Chester-they come up with entrepreneurial ideas for new programs and compete with their 

peers for funding and other resources. But, as Foucault has pointed out, power is productive and 

subjecthood is self-disciplining. While these students believe that they defying the status quo and 

resisting the Government by providing the community with the services that the various levels of 

governments are not, they are very much complicit in' a neoliberal mode of governance that 

encourages them to volunteer and allows the residents to rely on private, not public, assistance. 
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While there has been much left undiscussed in my thesis, I believe that my research provides an 

important insight on Swarthmore College and its role in Chester. Volunteerism is empowering 

and disempowering in many complex ways; however, something my research has nonetheless 

demonstrated is the dominance of neoliberalism and the potential for collaboration. Only after 

collaboration can Swarthmore students become empowered-not just as individual volunteers, 

but also as unified volunteers who can challenge the free market, capitalistic nature of the 

Government. 
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Appendix 

Table A. List of People Interviewed and/or Obse.·ved 

Pseudonym 
Date If 

Interviewed CHAA (con.) 
Map 4 Success Amanda 2/27112 
Mentor 
Tyler 2110/12 Tutees 
Jennifer 2124112 Michael 
Jessica 2/10/12 Andrew 
Jasper 2/20/12 Adam 
Katherine 2/24/12 Josh 
Annie 
Judy 2/28/12 Chester Youth Court 
Melissa Stephanie 2/24112 
Donald Miriam 2/2112 
Kim 

Lang Opportunity Scholarship 
Peer Leader Program 
Nathaniel Elizabeth 2/3/12 
Harry Chloe 1123112 
Steve Kristen 2/3112 
Eric Sharon 211 0112 
Nicole 
Malcolm Dare2Soar 
Danielle Stephanie 2/24/12 
Donald Jennifer 2/24/12 
Ariel 

CHAA 
Lang Center 

Susan 211112 
Tutors Marie 2117112 
Jill Alice 2/23/12 
Emily 
Thomas 2/26/12 Faculty 
Sean 3/11112 John 2117112 
Lisa 2/24/12 

Jack 3/23/12 
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Interview Questions 

1. What is your current involvement in the city of Chester? 
2. How did you first become involved and why did you stali working in Chester? Why did 

you pick this specific organization/program/project to work in? 
3. What were your expectations before you started in Chester and how have they changed? 
4. How do you see your work contributing to the overall picture of helping Chester? How 

do you feel about the overall effectiveness of your group's volunteer work in Chester? 
5. What have been some highlights / memorable moments of your experience working in 

Chester? What are some of the things you like about working in Chester? 
6. Have you had any negative experiences while working in Chester? If so, can you please 

describe them? 
7. How did you perceive Chester before you started volunteering there? How do you 

perceive it now? 
8. Has your work in Chester shaped you into who you are as an individual today? If so, how 

so? If not, why not? 
9. What is your opinion about the people you work with in Chester, both Swarthmore 

affiliated and non-Swarthmore affiliated? 
10. How long do you plan in staying involved with Chester? What do you plan on doing after 

graduation and how as your work in Chester informed or helped you in your career and 
personal future trajectories? 

11. What are some strengths you see in your current project/program? What are some 
weaknesses? What are some things you would like to change about your volunteer work 
in Chester? 

12. Is there anything you would change about Swarthmore's projects and programs in 
Chester? If there is, what is there? If not, why not? 

13. What is your opinion of other Swarthmore students involved in your program? In other 
programs 
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Table B. History of Swarthmore's Involvement in Chester 

1960s 
Chester Tutorial 
Upward Bound 
Chester Home Improvement Project 

1970s 
Chester Tutorial 
Upward Bound 
Chester Home Improvement Project 

1980s 
The Volunteer Clearinghouse and the Swarthmore College Volunteer Program 
Chester Tutorial 
Upward Bound 
Chester Community Improvement Project 
Lang Opportunity Scholar Projects 
Swarthmore-Chester Internship Program 

1990s 
CIVIC 
Chester Tutorial 
Upward Bound 
Lang Opportunity Scholar Projects 
Swarthmore-Chester Internship Program 
Democratic Practice Project 
Chester-Swarthmore Community Coalition 
Environmental Justice Garden 
Chester Literacy Project 
Chester Children's Choir 

2000s 
Lang Center 
Chester Tutorial 
Upward Bound 
Lang Opportunity Scholar Projects 
Chester Community Fellowship Internships 
Democratic Practice Project 
Chester-Swarthmore Community Coalition 
Environmental Justice Garden 
Chester Literacy Project 
Chester Children's Choir 
Student teaching from Education Department 
Gamelan music program 
Chester Upland School School of the Arts 
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Volunteer Income Tax Assistance 
Chester Youth Court 
Chester Co-op 
CHAA 
Map 4 Success 
Chester Bikeworks 
Chester Noise 
ChesTech 
Chester-Swarthmore Community Coalition 

Present (2012) 
Lang Center 
Dare2Soar 
Lang Opportunity Scholar Projects 
Chester Community Fellowship Internships 
Democratic Practice Project 
Environmental Justice Garden 
Chester Literacy Project 
Chester Children's Choir 
Student teaching from Education Department 
Gamelan music program 
Chester Upland School School of the Arts 
Volunteer Income Tax Assistance 
Chester Youth Court 
Chester Co-op 
CHAA 
Map 4 Success 
ABLLE Mentoring program 
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