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ABSTRACT
This study examines the impact of service-learning on native and non-native
English speaking college composition students. The general research question is: In what
ways does participation in service-learning impact student learning? Specific research
questions pertaining to the general categories of student writing performance, motivation,
and social orientation, are as follows:

1. Does service-learning impact students' perception of self, school,
community, and society? If so, how?
2. Do native and non-native English speaking students respond to servicelearning similarly? Why or why not?
3. Are native and non-native English speaking students affected by servicelearning similarly? Why or why not?
4. What other factors—such as learning style, previous experience with
community service, and career goals— impact service-learning outcomes?
5. Does service-learning lead to improved student writing? If so, in what
ways?

The study consists of treatment and comparison groups of native and non-native
English speaking students, for a total of four classes in the case study. Critical pedagogy,
complexity theory, teacher research, experiential and service-learning theories provide the main
theoretical rationales for the study. Data collection involved surveys, student interviews,
participant observations, analysis of students' journal and essay writing, and course
evaluations. Douglas Biber's (1988) multifeature/multidimensional approach to textual

analysis was used, along with holistic and primary trait analyses of student texts to
determine what, if any, impact service-learning had on the student's writing performance.
The initial results document cognitive, sociocultural, and affective factors that
contribute to the writing performance of Linguistically and culturally diverse learners.
Service-learning had a positive impact on participants' self-perception as members of the
local community and. on their personal agency in promoting social change. ESL students
were especially enthusiastic about improved cross-cultural understanding and oral
communication skills as a result of their community service. More students in the servicelearning sections also thought their writing had improved as a result of the course than in
the comparison sections, and independent assessments of their essays supported this
view. Textual analysis of the students' writing found more situated and interactive
features in the comparison essays than in service-learning essays, however.
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CHAPTER I
CONTEXT OF THE STUDY

Background of the study
Pedagogical trends in higher education
American colleges and universities have been the envy of the world for the better
part of the 20''^ century. In recent years, however, these same institutions have been
criticized as having become discormected from the larger purposes of society and derided
as impractical "ivory towers" marked by an aloof lack of concem with or interest in the
communities they are meant to serve. The Camegie Foundation's 1987 report College:
The Undergraduate Experience in America decries the lack of the connection between
campuses and the real world noting a pervasive sense of "parochiahsm" and "intellectual
and social isolation" on college campuses that."reduces the effectiveness of the college
and limits the vision of the student" (Boyer, p. 6).
Service-learning programs offer one possible solution to this problem by
affirming the fundamental connectedness between schools, communities, and society.
Drawing from a brand of democratic pragmatism that emerged from the works of John
Dewey, Paulo Friere, and David Kolb, not to mention two separate congressional acts in
1990 and 1993 (National and Community Service Act and National and Conmiunity
Service Trust Act, respectively), service-learning offers an experience-based approach to
education that provides students with real-world applications to the intellectual content of
the classroom. Recent empirical studies have also lent support to undergraduate servicelearning programs by documenting the efficacy of student participation in them
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(Batchelder & Root, 1994; Eyler, Giles & Braxton, 1997; Eyler & Giles 1999; Astin,
Vogelgesang, Dceda & Yee, 2000; Gray, Ondaatje, Fricker, & Geschwind, 2000).
Though definitions of service-learning continue to evolve with the field, the term
"service-learning" is generally understood to refer to volunteer work in the community
that is linked to the content of an academic course. The National and Community Trust
Act of 1993 expands upon this to describe service-learning programs as ones which are
conducted in and meet the needs of a community; help foster civic responsibility; are
integrated into and enhance the academic curriculum of the students or the educational
components of the community service program in which the participants are enrolled; and
include structured time for the students and participants to reflect on the service
experience (National Resource Center, 2000).
However, in part because of service-learning's rapid rise in popularity over the
last decade, a "quiet resistance" has been brewing against it among academics and
community leaders. One recent media report on the subject explained, "In discussions
within departments [at the University of Vermont] and on other campuses, some faculty
question granting ever more academic credit for learning that departs from the traditional
academic study and is rooted in experience" (Clayton, 2000). Edward Zlotkowski, a
senior associate at the American Association for Higher Education (AAHE) and author of
numerous books and articles on service-learning, believes that much of this resistance is
due to the primacy on the civic and social benefits of service-learning that its advocates
tout. More academics, Zlotkowski suggests, would be more swayed by empirical
evidence showing gains in cognitive learning. "Unless service-learning advocates become
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far more comfortable seeing 'enhanced learning' as the horse pulling the cartt of 'moral
and civic values,' and not vice versa, service-learning will continue to remaim. less
visible—and less important—to the higher education community as a whole than is good
for its own survival" (Zlotkowski, 1996, pp.24-25).

The Community Learning Project
One manifestation of national calls for greater interactions between sochools and
their communities is the Omnibus Supplemental Appropriations Act, which emails on
research I universities to make their research data more accessible to the general
public-.The Community Learning Project (CLP) is one local response to this call.
Researchers, educators, and community activists in the local Tucson commumity are
collaborating on an interdisciplinary, cross-cultural, and multi-institutional paroject to
design instructional materials that are scalable to multiple audiences and purposes. Part of
this effort involved the participants in the current study along with other stud.ents and
teachers in several first-year composition courses at the University of Arizona. University
participants collaborated with their counterparts in two local elementary scho»ols to teach
and leam about the land and people of the Southwest. Native speakers of English GSJS)
and non-native speakers of EngHsh (NNS) enrolled as students in English lOH and 107 at
the University of Arizona read and wrote about issues related to the Southwest in their
college composition classes. Those that chose to also had the opportunity to \=vork as
volunteers at Fort Lowell and Lawrence elementary schools leading small group
discussions and hands-on projects related to the Southwest in K-5th grade claasses. Others
became involved in projects of their own choosing that 1) met a community-defined need
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and 2) fit within the goals for the course. With this twin goal of fostering greater
community-university collaboration and enhanced academic learning, the present study
arises from the same concerns and holds out the same promise that service-learning does
for communities and campuses across the nation.

Theoretical rationale of the study
Service-Learning and Experiential Education
Service-learning has attracted a great deal of attention over the last decade from
educators, pohticians, and community activists. Over 30% of all students entering
American colleges now have prior community service experience (Astin, Vogelgesang,
Dceda, & Yee, 2000). Several post-secondary educational facilities in Arizona, including
Arizona State University, the University of Arizona, Chandler-Gilbert and Pima
Community Colleges, have recently adopted service-learning programs in order to renew
undergraduate education and foster better relations with the surrounding community.
Service-learning, as a branch of experiential education, integrates intention with
action in the development of reciprocal and just relations between the individual and
society. While experiential education only necessitates hands-on learning and active
reflection, service-learning extends this to include social action in the form of
participatory action-based research. "In a cycle of experience and reflection, students
apply their skills and knowledge to help people, and in the classroom, they reflect on the
people, social agencies, and communities they have encountered and on the nature of
service" (Haussamen, 1997, p. 192). Li emphasizing service-learning's theoretical home
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in experiential education, Haussamen and others (Giles & Eyler, 1994; Sheckely &
Keeton, 1997; Cone & Harris, 1996) establish a strong foundation for the field in the
related works of John Dewey, Kurt Lewin, Jean Piaget, and David Kolb. (See for
example, Dewey 1938; Kolb, 1984; Lewin, 1951; Piaget, 1969/1976).

Critical Pedagogy
Critical pedagogy developed firom the same reformist spirit that service-leaming
did, yet shifts the focus of attention firom the individual to social structures as the locus
for change in society. Based upon Marxist principles that seek to examine the traditional
power structures of race, class, gender, and colonialism within and between societies,
critical pedagogy makes the political explicit in education. From this perspective, no
education is politically or ideologically neutral, and it is hypocritical to assume or suggest
otherwise. Rather, educators should recognize their role in the political economy of
education and encourage their students to do so also through critical reflection using
Socratic dialogue or "problem posing" in the words of Paulo Friere.
Friere's 1968 Pedagogy of the Oppressed helped launch and define the critical
pedagogy movement in education. The book is based on Friere's experiences with
literacy education in his home country of Brazil, wherein he came to the realization that it
was not enough to teach rural peasants how to simply read the words on a page,
otherwise known as "reading the word." Students need to know more than this, Friere
argues. They need to be able to "read the world" by reading between the lines and beyond
the text, to see how the text and education itself functions in society, to understand, in the
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Brazilian peasant's case, how the literature they were provided in school reinforced the
dominant class structures within society and thus served to further repress and exploit
them. Through problem posing, educators can help students to better see and understand
such social structures and inequities, leading to "conscientization" in which the learner
seeks personal and social transformation by acting upon his or her new found knowledge.
This transformative potential of critical pedagogy is a common element to all the
educational theories the present study draws upon.

Action and Teacher Research
Concurrent with the critical pedagogy and service-learning movements has been
the equally exciting development of teacher research. Teacher research is defined by
Cochran-Smith and Lytle (1993) as "systematic, intentional inquiry by teachers about
their own school and classroom work" (p.5)..Teacher research has gained greater
acceptance in academic research literature in recent decades. There is now a professional
journal devoted to the subject. Teacher Research: the Journal of Classroom Inquiry, and
several collections of studies employing teacher research (e.g. Bissex & Bullock, 1987;
Goswami & Stillman, 1987). Teacher research is also often linked to school reform and
curriculum renewal movements..Cochran-Smith & L5^1e (1993) note that teacher
research "represents a radical challenge to assumptions about the relationships of theory
and practice, school and university partnerships, and ... educational reform" (p. 85). The
transformative nature of teacher research, critical pedagogy, and service-learning are
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complementary and combined with complexity theory, provide the main theoretical
support for the proposed study.

Complexity Theory
Service-learning's impact on writing ability will be a major part of the proposed
study's focus. Writing ability can be understood as a complex, non-linear, and dynamic
system involving the interaction of several sub skills and processes. This
conceptuahzation of writing ability draws on the growing field of research known as
chaos or complexity theory (see, for example, Larsen-Freeman, 1997; Gleick, 1987;
Connor-Linton, 1995a; Galloway, 1995; Bowers, 1990; Waldrop, 1992; Cilliers, 1998;
Rogan, 1999; Wildner-Bassett, 2000.). Originating in the natural sciences, complexity
theory attempts to describe natural phenomena in which the whole is greater than the sum
of the parts. Diane Larsen-Freeman, one of the first researchers to apply complexity
theory to the field of second language acquisition (SLA), notes that language has many
similarities to other dynamic nonlinear systems: It is complex, comprised of many
subsystems such as syntax, morphology, phonology, lexicon, semantics, and pragmatics;
and these subsystems are interdependent in that the strength of one is relative to the
presence of others. "Thus, describing each subsystem tells us about the subsystems; it
does not do justice to the whole of the language" (Larsen-Freeman, p.149). To adequately
describe writing ability, impressionistic and primary trait evaluations of writing samples
will be used to provide information on specific writing skills, and the interaction and
application of those skills on specific writing tasks. (For more on complexity theory, see
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Chapter 2 "Complexity Theory," Chapter 4 "Assessing Writing Ability," and Chapter 6
"Epilogue").

Service-Learning in Composition
Composition specialists were among the first attracted to service-learning based
on the belief that students produce better writing when they are personally engaged in the
writing topic (Cooper & Julier, 1995; Heifferon, personal communication, April 28,
1998). One of the first books in a planned series of eighteen volumes on service-learning
in the disciplines published by the American Association for Higher Education was
devoted to composition. Writing the Community: Concepts and Models for ServiceLearning in Composition (Adler-Kassner, Crooks & Watters, 1997) present many
thoughtful chapters on composition courses using service-learning. The editors and
Rosemary Area (1997) discuss the beneficial impact service-learning can have on postsecondary basic writers, while Bruce Herzberg (1994/1997) presents a good discussion of
the consciousness raising students at a small liberal arts college experienced as a result of
a year-long service-learning course cluster that coupled sociology and first-year
composition with volunteer work in an inner-city half-way house as adult literacy tutors.
Useful and encouraging as these reports are, they can be faulted for a lack of scientific
rigor, a point Adler-Kassner, Crooks, and Watters (1997) draw attention to in their
summary of the research findings to date on service-learning and composition:

Though the evidence is largely anecdotal, it points to a source in the sense
that service-learning makes communication — the heart of composition
— matter, in all its manifestations. Whether teaching, learning, planning
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and executing assignments, exploring the writing process, or even grading
papers, students and instructors feel a greater sense of purpose and
meaning in the belief that their work wiU have tangible results in the lives
of others, (p. 2)

Service-Learning in TESOL
Missing from the AAHE collection is any discussion of using service-learning
with NS and NNS students. As Hamp-Lyons (1996) notes, there are at least two distinct
groups of ESL students on most American college campuses. One consists of immigrants
who often have lived in the country for several years, attended American schools, and
have a high degree of integrative motivation. Another consists of intemational students
whose first day outside their home country is often their first day in an American
classroom. Although well educated and highly motivated, intemational students do not
usually intend to live in the United States permanently, and thus position themselves
differently than do immigrant students in respect to the surrounding local community
(Wurr, 1998). Such differences need to be accounted for and investigated more
thoroughly in the service-leaming and SLA literature.

Purpose of the study
The purpose of this classroom-based study was to investigate the impact and
effects of service-leaming college composition curricula on native and non-native
English speaking students. While other studies have noted the impact service-leaming
can have on the community and university, (e.g., Gehnon, Holland, Seifer, Shinnamon, &
Connors, 1998; Gray et al., 2000), this study focuses exclusively on students. The study's
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general research question was: In what ways does participation in service-learning impact
student learning? Cognitive, sociocultural, and affective domains of leaiming are all
considered.
The study consists of treatment and comparison groups of native and non-native
English speaking students, for a total of four classes in the case study. Data collection
involved surveys, student interviews, participant observations, analysis of students'
journal and essay writing, and course evaluations. Computer-mediated textual analysis,
along with holistic and primary trait analyses of student texts, were und-ertaken to
determine what, if any, impact service-learning had on the student's writing performance.
Since service-learning calls for increased interactions between s<chools and the
communities they are intended to serve, the need for careful planning amd assessment is
critical to its implementation and success. The present study helps meet this challenge by
providing a more complete understanding of the ways in which service—learning can be
integrated in college composition curricula while meeting the needs of linguistically and
culturally diverse learners.
Participants in the study included 75 students enrolled in service-learning and
comparison sections of first-semester, first-year composition. There weire two sections
each of service-learning and comparison sections—one for NS students and one for NNS
students—to make a combined total of four groups included in the case study. Each class
section included between 15 and 20 students and one graduate student car adjunct faculty
instructor.
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Significance of the study
The present study was designed to contribute to the research literature in servicelearning, second language acquisition, writing assessment, and the intersections therein.
While the initial articles forming the service-learning literature largely consisted of
teacher testimony and descriptive institutional reports, there is now a significant
collection of empirical studies that also help document both the promise and challenge of
linking service and learning in higher education. Few of these studies, however, have
focused on service-learning in composition or with diverse groups of learners. The
present study is the first to compare native and non-native English speaking students in a
service-learning program, and also the first empirical study to include textual analysis
and multiple assessments of writing to measure more completely the impact of servicelearning on writing performance.

Structure of the dissertation
This dissertation consists of six chapters. Chapter 1 describes the background of
the study in terms of pedagogy, theory, and socio-historical factors, provides a synopsis
of the purpose and significance of the study, and outlines the dissertation. Chapter 2
reviews the literature relevant to the present study, including that of experiential
education, service-learning, composition, second language acquisition, action and teacher
research, critical pedagogy, and complexity theory. Chapter 3 presents the results of the
pilot study and outlines the implications of these for the present study. Chapter 4
describes tlie procedures, methodology, research questions and design, participants.
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instructional context, data collection and analyses. Chapter 5 reports the results of the
study. The chapter follows the order in which the major research questions are posed and
highlights both qualitative and quantitative findings. Chapter 6 discusses the findings
with reference to the results of related previous studies in service-learning, second
language acquisition, and writing assessment. It also reviews the limitations of the study
and discusses the implications for pedagogy and research in service-learning and
composition.
The overarching goal of this written report on the present study is to describe
context-specific results within a contextually rich environment. The next chapter fiirther
develops the context in which the present study was undertaken by situating it in relation
to other related educational reform movements undertaken in the last century.
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CHAPTER 2
REVIEW OF THE LITERATURE
Introduction
The story told here largely unfolds within the historical context of the 20^^ century
and has as its focus the great social and educational changes that occurred in this time
period. The story begins at the turn of the century with the industrial revolution as the
dominant backdrop. Here we look at how the move towards mechanization and life in the
city gives rise to the reformist experiential education movement and the work of John
Dewey. The pragmatic, humanistic approach to education and social engineering that
Dewey and the experiential education movement advocated is strengthened by the rising
specter of fascism during World War n. Kurt Lewin and the twin movements of actionand teacher-research with which he is most often associated enter the story at about this
time. The ideas of Dewey gave way to others as the historical context changed. Events in
thel960s, including calls for greater access to higher education for minorities and
returning U.S. servicemen and resulting open admission policies, as well as urban and
minority study programs adopted by many colleges and universities across America
provided the catalyst for the emergence of two more educational movements of interest to
us, service-learning and critical pedagogy, which extended in varying degrees the
reformist spirit of experiential education through their emphasis on social action. The
story doesn't really end (so far as we know), but the last section included here,
complexity theory, leaves the reader with a lens for viewing the events of the past century
while looking forward to those of the next.

This review of the literature is therefore divided into sections that comprise the
main theoretical support for the present study: experiential education, service-learning,
teacher research, critical pedagogy, and complexity theory. Each section defines the
operative theory and describes significant events in society and education that led to its
development. We begin with experiential education.

Experiential education^
Education by experience involves the learner in an activity that is later reflected
upon and analyzed. Each activity or experience involves a cyclical process of preparation,
experience, reflection, and application, as illustrated in Figure 1.1. As David Kolb claims
in the subtitle to his book. Experiential Learning: Experience as the Source of Learning
and Development, an experience can be the catalyst for learning when the leamer
consciously processes the experience in a meaningfiil way. Learning in experiential
education is seen as involving the learner's cognitive and affective characteristics in a
continual recycling of experience at deeper levels of understanding and interpretation.
The cumulative effect of this is the full development of the individual over time.
The works of several scholars combine to form a complete theory of experiential
education. Foremost among these is that of John Dewey, Kurt Lewin, Jean Piaget, and
Paulo Freire^. Although Piaget's contributions, particularly his concepts of dissonance,
assimilation, and accommodation in the learning process (see for example, Piaget, 1954,
1970, & 1980, Inhelder & Piaget, 1964), are significant to experiential education for
several reasons, we pass him over in this review in favor of giving a more complete
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account of the contributions of Dewey, Lewin, and Freire as they relate to servicelearning and/or second language acquisition.
While inquiry was the process by which one learned for Dewey, experience and
reflection were the principle tools used to unite learning and action. In analyzing the
educational value of experience, Dewey formulated the "Principle of Continuity" and the
"Principle of Interaction," which when taken together are representative of his core
beliefs concerning experience.
Figure 1.1: Experiential learning cycle
Preparation

Transfer

iSeflectLon

In the 'Trinciple of Continuity," Dewey describes an experiential continuum
along which all experience takes place. This can be visualized as similar to the path of a
rolling coin in that it is both linear and cyclical, with past experiences being applied to
new ones through a process of reflection, hj^DOthesis formation, and active
experimentation that is often mediated between the student and teacher. "Above all,"
Dewey said, educators should " .. .know how to use the surroundings, physical and social,
that exist so as to extract from them all that they have to contribute to building up
experiences that are worth while".(Dewey, 1938, pp. 35)..
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Dewey further addresses the interactions of the learner to his or her environment
in the 'Trincipal of Interaction.".Learning for Dewey could not be separated from
context..The learner elicits useful knowledge from a given situation through focused
reflection and applies this to new situations. "Learning results from the transaction
between the individual (leamer) and the environment" (Giles & Eyler, 1994, p. 79).
Because experiential education has been criticized for giving primacy to individual
agency over societal and cultural influences on learning (see, for example Clark &
Wilson, 1991), it is worth remembering that the importance of community, of individuals
interacting meaningfully in society for the benefit of both, was not lost on Dewey.
The principal of interaction is but one expression of Dewey's consideration of
societal forces. Further evidence can be found in The School and Society, 1900;
Democracy and Education, 1916; and The Public and its Problems, 1946 wherein the
very use of "and" in the titles illustrates the essential balance Dewey strove check form
for between individual and societal forces. Nevertheless, the criticism is justified to an
extent. Although Dewey included considerations of (or concems about) society in his
writings and views, his emphasis was on the individual and his or her interaction within a
given community. Service-learning theories and models have acknowledged this point
and incorporated sociocultural influences on the construction of meaning and experience
(see for example Sheckley & Keeton, 1997).
Having lived through the industrial revolution and two world wars, Dewey
deplored the loss of community spirit in a mechanical and urbanized society and saw
education as the primary means to cure these social ills by reinstilling a sense of
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community in the classroom. "When the school introduces and trains each, child into
membership within such a little community, saturating him with the spirit of service, and
providing him with the instruments of effective self-direction, we shall ha've the deepest
and best guarantee of a larger society which is worthy, lovely, and harmondous" (Dewey,
1900, p. 44). Seen from this standpoint, the ultimate goal of education for Dewey was
active participation in the classroom, community and in democracy to create a more
ethical society based upon pragmatic, humanistic principles. This revitaliz-^d view of
Dewey's "spirit of service" and community provides the context within wtiich the
experiential learning cycle takes place..

Service-learning theory
The principle elements of Dewey's progressive educational and social
philosophies, as well as those more specifically associated with experiential education—
experience, reflection, and the dynamic interplay between the individual and
community—are all central to service-learning theory today. For example, the first
National and Community Service Act passed by Congress in 1990 defined servicelearning with a set of four criteria designed to "'engender a sense of social responsibility
and commitment to the community' and 'facilitate the integration of cominunity service
into academic curricula..." (PL 101-610; sec 118,b, 1-4, quoted in Pollack^ 1997, p. 176).
Note the emphasis on community in the following legal mandates. Service-learning
programs are ones:
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•

Under which students leam and develop through participation in thoughtfully
organized service experiences that meet actual community needs and that are
coordinated in collaboration with the school and community,

•

That is integrated into the students' academic curriculum or provides
structured time for students to think, talk, or write about what the student did
and saw during the actual service activity;

•

That provides students with opportunities to use newly acquired skills and
knowledge in real-life situations in their own communities', and

•

That enhances what is taught in school by extending student learning beyond
the classroom and into the community and helps to foster the development of a
sense of caring for others.

(National and Community Service Act, 1990, italics added)

The History of Service-Learning in the United States
To understand how Dewey's ideas evolved into Congressional action in the
1990s, a brief review of the history of service-learning in the United States is in order.
More complete discussions of this subject can be found in Seth Pollack's (1997)
dissertation, "Three decades of service-learning in higher education (1966-1996): The
contested emergence of an organizational field" and Garry Hesser's "A Brief National
History of Service-Learning" in the Augsburg Service-Learning Handbook, Version 2
(Augsburg College Center for Faculty Development, 1996). Information from both of
these sources appears here in summarized form.
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The civil rights movement led to a greater demand for equal rights on college
campuses, including open admissions and urban and minority studies programs.
Universities responded with programs such as the Philadelphia Urban Semester at Great
Lakes Colleges of the Midwest and the Higher Education Consortium for Urban Affairs
(HECUA) that involved students in intemships of about 25-30 hours of community
service per week that were coupled with courses focusing on issues related to the urban
crises. The term "service learning" was coined at Oak Ridge Associated Universities in
1966 to describe experiential learning intemships such as these that focused on social
issues to create a more just society (Pollack, 209).
In 1971, the University Year of ACTION involved more than 10,000 students
from over 100 colleges and universities in public service intemship programs. The
National Center for Public Service Intemship Programs and the Society for Field
Experience Education were formed in 1971 and 1972 respectively, then merged in 1979
to form the National Society for Intemships and Experiential Education (NSEEE), which
is still active in the service-learning movement of today (Hesser, p. 1-7, 1996).
These early pioneers learned that universities and students needed to respond to
the priorities and needs identified by the communities themselves or the service often
appeared as patronizing charity rather than collaborative efforts with an equal partner.
These principles were codified as "Principles of Good Practice in Combining Service and
Learning" at the Wingspread Conference organized by the NSEEE in 1989..ThenPresident Bush responded to the Wingspread Principles by initiating the 'Toints of Light"
program, college presidents organized Campus Compact, and students organized the
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Campus Outreach Opportunity League (COOL). Tutoring, soup kitchens, and homeless
shelters benefited from this resurgence of interest and commitment to community service.
College faculty began integrating commtmity service into their coujses as a way to bring
reflection and learning to the service experience (Hesser,1994).

Definitions of Service-Learning

What is service-learning, then? According to Brock Haussamen (1997), a servicelearning coordinator at Raritan Community College, service-learning can be defined as "a
new branch of experiential education" that combines traditional classroom learning with
voluntary community service (p. 192). While experiential education only necessitates
hands-on learning and active reflection, service-learning extends this to include social
action in the form of participatory action-based research. "In a cycle of experience and
reflection, students apply their skills and knowledge to help people, and in the classroom,
they reflect on the people, social agencies, and communities they have encountered and
on the nature of service" (Haussamen, 1997, p. 192). In emphasizing service-learning's
theoretical home in experiential education, Haussamen and others ^Giles & Eyler, 1994;
Sheckely & Keeton, 1997; Cone & Harris, 1996) establish a strong foundation for the
field in the related works of John Dewey, Kurt Lewin, Jean Piaget, and David Kolb. (See
for example, Dewey 1938; Kolb, 1984; Lewin, 1951; Piaget, 1969/1976).
Service-learning has attracted a great deal of attention over the last decade from
politicians, educators, and community activists. In 1993, Congress passed the National
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and Community Service Trust Act, which strengthened initial federal legislation passed
in 1990 and established the Corporation for National Service. Among educators, the
Carnegie Foundation has also been a leading voice in supporting service-learning
programs. Their 1987 report College: The Undergraduate Experience in America,
included an entire chapter on school-based service programs. They conclude "that today's
undergraduates urgently need to see the relationship between what they leam and how
they hve. Specifically, we recommend that every student complete a service project—
involving volimteer work in the community or at the college—as an integral part of his or
her imdergraduate experience" (Boyer, p. 218). Additional support for the efficacy of
service can be found in the words and deeds of outstanding philosophers and social
activists of almost all nations and religions, fi-om Sophocles to Mahatma Gandhi
(Service-Learning Working Group, 1999; Berg, 2000). For example, Martin Luther King
is often quoted as sajdng, "Everybody can be great because everybody can serve"
(Service-Learning Working Group, 1999).
Yet here a distinction must be made between service—the selfless act of helping
others—and service-learning, in which there is a reciprocal and mutually beneficial
relationship between students and community partners. In Research Agenda for
Combining Service and Learning in the 1990s, Dwight Giles, Ellen Porter Honnet, and
Sally Migliore, note the distinction between service and service-learning:
One of the characteristics of service-learning that distinguishes it firom
volunteerism is its balance between the act of community service by participants
and reflection on that act in order to provide better service and to enhance the
participants' own learning
Service-learning therefore combines a strong social
purpose with acknowledgement of the significance of personal and intellectual
growth. (Quoted, in Gray, et al., 2000, p. 32)
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While service in all its forms seems to be beneficial to students' cognitive and
affective development, a recent longitudinal study firom Higher Education Research
Institute at UCLA examined the different learning outcomes of over 22,000
undergraduates nationwide that participated in service-learning (30%) or generic service
programs (46%) or had not participated in any form of commimity service (24%) during
college, concluded that "for all academic outcomes as well as for some affective ones,
participating in service as part of a course [i.e. service-learning] has a positive effect over
and above the effect of generic community service" (Astin et al., 2000, p. 15).
Because the UCLA study spans several years and involved thousands of students
on college campuses across the country, it makes a much needed contribution to the
research literature on service-learning. However the study can be faulted for its overreliance of self-reported data. This drawback seems most grievous in regards to the
reported gains achieved in the students' writing ability. The researchers never actually
looked at any student writing samples; rather they relied solely on students' self-reported
sense that their writing had improved as a result of service-learning. While this selfassessment is an important data source, the results are less than conclusive without
corroborating these findings with textual analyses of actual student writing. Nevertheless,
the study remains a significant one due to it size and scope.
Other benefits of participation in service-learning programs found in the literature
were summarized in a major teleconference on service-learning hosted by the National
Resource Center for The First-Year Experience & Students in Transition on April 6,
2000. Moderated by Louis Albert, John N. Gardener, Elizabeth Hollander, and Edward
Zlotkowski, the research findings to date on the impact of service-learning on students
were summarized as follows:
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•

Service-learning has a powerful impact on students' personal development,
including outcomes such as a sense of personal efficacy, self-esteem,
confidence in political and social skills, and building relationships with others
(Waterman, 1993; Eyler& Giles, 1996a; Kendrick, 1996).

•

There is an increase in social responsibility among students who participate in
service-learning (Giles & Eyler, 1994; Eyler & Giles, 1996b; Kendrick, 1996).

•

Service-learning has a modest, positive impact on grades (Markus, Howard, &
Kang, 1993).

Given the overwhelmingly positive support firom educational theory and research,
as well as the financial and logistical backing of government, schools and communities, it
is no wonder that service-learning has witnessed unprecedented growth on campuses and
in communities nationwide. In 1993, it was estimated that 21% of all institutions of
higher education in the United States had service-learning offices or programs (Waller,
1993). By 1999 this had translated into approximately 30% of all tertiary students in the
United States—well over two million people—involved in service-learning activities, and
another 46% participating in some other service activity. (Cook, 1999, p. 5; Astin, et al.,
2000, p. 15). Arizona is no exception to this national trend either. At least ten colleges in
the state have started service-learning programs since 1993, including Arizona State
University, the University of Arizona, Chandler-Gilbert, Pima Community College, and
Arizona hitemational College. Arizona International College also shares the distinction
of being the second college in the nation to explicitly mention service-learning in its
founding mission statement"^.
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Service-learning in Composition
Composition specialists were among the first attracted to service-learning based
on the belief that students produce better writing when they are personally engaged in the
writing topic (Cooper & Julier, 1995; Heifferon, personal communication, April 28,
1998). As a discipline, composition has remained one of the more active fields in the
service-learning movement. Several writing conferences^ have been devoted to the
subject, many job descriptions now specify expertise in service-learning^, and a growing
number of books (e.g., Trimbur, 2000; Deans, 2000; Ford & Schave, forthcoming;
McComiskey & Ryan, forthcoming; Ross & Ardel, forthcoming) and journal articles^
continue to explore what is broadly referred to as "community-based writing" firom a
variety of perspectives. A new joumal. Reflections on Community-Based Writing
Instruction, was also launched in 1999.
One of the first books in a planned series of eighteen volumes on service-learning
in the disciplines, published by the American Association for Higher Education, was
devoted to composition. Entitled Writing the Commimity: Concepts and Models for
Service-Learning in Composition (Adler-Kassner, Crooks, & Walters, 1997), the book
contains thirteen chapters on course content and rationale as testimony to the efficacy of
using service-learning in composition, including discussions by Linda Flower ("Partners
in inquiry: A logic for community outreach"), Bruce Herzberg ("Community service and
critical teaching"), Nora Bacon ("Community service writing: Problems, challenges,
questions"), and Tom Deans ("Writing across the curriculum and community service
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learning: Correspondences, cautions, and futures"), to name just a few. Aimed at
furthering the working knowledge of composition teachers and administrators about
service-learning, some chapters focus on broad-ranging theoretical and administrative
concerns, while others narrow the scope to specific classroom applications.
The two chapters by Rosemary Area and Bruce Herzberg described below focus
on the use of service-learning in composition classrooms and contexts most similar to
those in the present study. Both describe community service writing projects in which
students write about their service experience, as opposed to other models in which
students write for or with community partners. As Tom Deans (1999) notes in an article
explicating these different approaches to service-learning in composition, writing-aboutthe-community courses generally emphasize in varjdng degrees personal reflection, social
analysis, and/or cultural critique (p.24). The audience usually remains an academic one,
but the writer's arguments should have broader social implications.
Rosemary Area (1997), an instructor at Foothill Community College in
California, discusses the benefits of using community service as both content and
pedagogy with post-secondary basic writers. She describes her course as "community
service writing," a course in which community service is the focus of class discussions
and writing assignments, but in which students are not required to actually volunteer in
the community, though many choose to do so. The course curriculum is organized, as
many basic writing programs are, to move students from the personal to the social or
from known to researched topics. The course, as Axca describes it, encourages students to
explore an ever-expanding circle of responsibility relationships - the family and
community, self and community, society and community, and ending with a
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rather philosophical discussion, centered around the systems thinking elaborated
on in the movie Mindwalk. (p. 135)
To promote reflection and critical thinking on these topics, students are required to
interview a community service volunteer, and then write about their experiences as
concerned observers of or volunteers in the commimity agency. Noting that such
assignments help her students gain a better sense of themselves and their connection to
the community, Area provides many excerpts from her students' writing to support her
claims that the students' writing has become more complex and thoughtful, with "a rich
mix of sources—student observations, recalled experiences, interviews, texts—and a
wide range of interesting and locally focused topics" (p. 140). She concludes that the
students' engagement with the issues, as demonstrated in their writing and class
discussions, results from the increased sense of authority, power, and responsibility they
gained from community service writing.
Bruce Herzberg's (1994/1997) description of the service-learning course he
g
teaches at a small, private East Coast college is perhaps the most well-known account of

writing about the community. Working with business-oriented students and school
administrators at Bentley College, Herzberg describes the consciousness raising his
students experienced as a result of a year-long service-learning course cluster that
coupled sociology and first-year composition with volunteer work in an inner-city half
way house as adult literacy tutors. Herzberg focuses class discussions and writing
assignments on topics related to literacy and schooling in America.
We do not set out to study teaching methods or composition pedagogy. The
students leam some of the teaching methods they will need in tutor-training
sessions that take place largely outside of class time. But in the class itself, our
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goal is to examine the ways that literacy is gained or not gained in the United
States, and only in that context do we examine teaching theories and practices.
(Herzberg, 1997, p. 60)
The writing assignments progress from personal reflections on literacy to an analysis of
systemic discrimination in education to a final research essay on the social forces shaping
illiteracy in America.
Drawing on a critical pedagogy rationale to justify the focus on democracy and
social justice in his composition curriculum, Herzberg attempts to invoke "an
understanding of the way social institutions affect our lives, and a sense that our
responsibility for social justice includes but also carries beyond personal acts of charity"
(p. 66). This, he notes, is difficult to accomplish with business students from privileged
backgrounds. But he offers excerpts of students' writing to show how their thoughts
develop over the year, as well as self-reported data from students demonstrating an
increased sense personal agency and social awareness (p. 58).
Useful and encouraging as these initial reports are, they can be faulted for a lack
of scientific rigor, a point the ed.itors draw attention to in their summary of the research
findings on service-learning in composition:
Though the evidence is largely anecdotal, it points to a source in the sense
that service-learning makes communication — the heart of composition
— matter, ia all its manifestations. Whether teaching, learning, planning
and executing assignments, exploring the writing process, or even grading
papers, students and instructors feel a greater sense of purpose and
meaning in the belief that their work will have tangible results in the lives
of others. (Adler-Kassner, Crooks, and Watters 1997, p. 2)
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Service-learning in TESOL
Missing from the AAHE collection is any discussion of using service-learning
with non-native English speaking students. Although service-learning has been applied to
some foreign language acquisition contexts, including the teaching of Spanish (Beebe &
De Costa, 1993; Gerling, 1994; Olesksak, 1997; Hellerbrandt & Varona, 1999), Russian
(Leaver, 1989), and English (Kendrick, Hovinga, Reitzal, & Wurr, 2001) as foreign
languages, examples of using service-learning with ESL students has only recently begun
to appear in the literature. What most of these initial reports tend to emphasize, above and
beyond the personal and affective benefits already noted in the LI literature, is the added
authentic sociocultural dimensions of language learning that service-learning brings to
language studies.
Involving ESL students in service-learning activities, however, may raise issues
typically not seen in foreign language contexts. As Liz Hamp-Lyons (1996) notes, there
are at least two distinct groups of ESL students on most American college campuses. One
consists of immigrants who often have lived in the country for several years, attended
American schools, and have a high degree of integrative motivation. Another consists of
international students whose first day outside their home country is often their first day in
an American classroom. Although well educated and highly motivated, intemational
students do not usually intend to live in the United States permanently, and thus position
themselves differently than do immigrant students in respect to the surrounding local
community (Wurr, 1998). A third group not mentioned by Hamp-Lyons but of increasing
concem to U.S. educators is students who graduated from U.S. high schools but whose
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traits and experiences lie somewhere in between first and second generation Americans.
This group, sometimes referred to as "generation 1.5" (Harklau, Losey, & Siegal, 1999),
often encompasses the majority of students in introductory LI and L2 college
composition courses and illustrates well the complex web of linguistic and cultural
communities ESL students navigate daily. Such complexities may be unique to the ESL
student experience and need to be investigated more thoroughly in the TESOL hterature
related to service-learning.
When the present study was first proposed in the spring of 1999, there were no
published articles to my knowledge on service-learning in TESOL^, though several
informal reports noted generally positive learning outcomes. Since then several fulllength reports (Hellebrandt & Varona, 1999; Heuser, 1999) and a couple shorter pieces
on service-learning in TESOL (Wurr, 1999, 2000a, 2000b) have appeared in the
literature. Additionally, the TESOL 2000 convention in Vancouver, Canada, hosted half
dozen or more presentations on service-learning. The attendees of some of those sessions
have begun to organize a formal TESOL Interest Section on Service-Learning, hopefully
debuting at the 2001 conventions.
This review of the literature on service-learning in TESOL documents the field's
development, beginning with the initial murmurs in the form of web sites and local
conference presentations, then continuing with a review of the first published articles to
appear, and concluding with summary of the international conference presentations on
service-learning at the TESOL 2000 convention.
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When I first began researching service-learning in TESOL in 1998,1 learned that
some ESL com-ses at Chandler-Gilbert Community College had used service-learning
(Schnick & Chuppa-Comell, 1998). But the preliminary report on a pilot of the present
study that I gave in June 1998 at the first Continuums of Service Regional Conference
was one of the first accounts of service-learning in TESOL to be reported. The pilot
study, which is described in detail in Chapter 3, investigated the impact of servicelearning on NS and NNS college composition students enrolled in English 102 and 108
respectively at the University of Arizona. Formal and informal writing assignments given
before, during, and after the students' engagement in service-learning activities were
analyzed to determine the effects of service learning on students' writing, critical
thinking, and perceptions of community, academia, and self. The results suggested that
service-learning had a positive effect on participants' self-perception as students and
community members, but that non-native English speaking students face greater
challenges in successfully completing service-learning assignments than do native
English speaking students. The impact of service-learning on critical thinking and
composing skills was less clear, though. This result, coupled with the dearth of empirical
research on service-learning in composition and SLA, provides the impetus for the
present study.
In the fall of 1998, Richard Seltzer presented a paper at the 15th aimual Rocky
Mountain Regional TESOL Conference held at the University of Arizona entitled
"Volunteerism and ESL makes everyone a winner." Seltzer described how he had
involved lower-intermediate level ESL students at Glendale Community College in
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service-learning projects as conversation partners for senior citizens at a local rtursing
home. The students, both resident immigrants and those on student visas, wanted nativespeaking English conversation partners who might offer more insights into American
culture. Since the goals for the speaking skills course included creating opportunities for
the students to practice listening and speaking in real-life situations, creating vc»lunteer
opportunities for the students to work with native English speakers in the community
made intuitive sense. So with the help of a service-learning coordinator at his school.
Seltzer was able to find several community organizations that welcomed the students'
interest and involvement in their programs. In a handout distributed at his presentation.
Seltzer echoes the sentiments of foreign language teachers who have incorporat-ed
service-learning into their classes:
Since I started connecting the volunteer/service learning program to my ESL
classes (primarily in the upper levels of listening/speaking), I have seen a golden
opportunity to connect students with people in the community who can benefit
greatly from what the students can bring them, while at the same time getting
much needed practice in using English in real-life situations with native speakers.
Further, students can get a real picture of what life is like for some Ameiicans,
without the sugar coating of a video or a glossy textbook about Americaoi culture.
Most importantly, human contacts develop far beyond the period of service for
which student receives credit.
Integrating service-learning into ESL courses such as Seltzer describes adheres to the
Wingspread Principles and the four criteria set by Congress in 1990 to constitute servicelearning by meeting a need in the community, connecting service to course goals,
creating a bridge between the university and the communities around it, and by involving
reflection on the student's part. As such. Seltzer is justified in describing the project was
"a win-win situation" for everyone involved.
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In 1999, Noah Barfield published a web site outlining a rationale for using
service-learning in ESL composition, and describing one such course he taught at the
University of Washington. One unit of the course involved students in a service-learning
project in which they researched environmental issues in an American city of their
choice, analyzed the data from various perspectives, and then applied their knowledge to
local volunteer activities such as writing information brochures for nonprofit agencies
and cleaning up a local river bed. Though Barfield's account is mostly descriptive in
nature, he claims that learning outcomes for the course included an increase in student
motivation, engagement, and writing quality.
Perhaps the most significant of the publications to date on service-learning in
TESOL in terms of its potential impact on the profession is an article by Linda Heuser
that appeared in the winter 1999 edition of TESL Canada Journal entitled "ServiceLearning as Pedagogy to Promote the Content, Cross-Cultural, and Language-Learning of
ESL Students." The article describes a sheltered-content course for Japanese college
sophomores studying in the United States called American Society. Drawing
approximately six years of trial-and-error experience in integrating service-learning into
the course, and invoking a critical pedagogy rationale complete with references to bell
hooks (1994), Ira Shor (1992 & 1996), Henry Giroux (1997), and Paulo Friere (1968),
Heuser describes the goals of the sociology and intensive ESL courses, and then
elaborates on a four-stage cyclical sequence of activities similar to those illustrated in
Figure 1. All students accompanied instructors on two days of intensive community
service at a youth and homeless shelter. Towards the end of the service activity, students
had the option of joining one of two groups led by one of the instructors to either a
women's crisis center or a residential mental health facility for adults..The two groups
then reconvened to process their experiences together through a series of oral and written
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prompts that moved from the concrete to the abstract, from the personal to the social.
Although this group reflection activity is followed up by an individual writing assignment
in class the next week, Hueser is honest enough to admit that such limited exposure to
and reflection upon such complex social issues was not enough to sufficiently challenge
students' preconceived beliefs on the issues.
Such limited interaction threatened to reinforce, rather than to call into question,
existing stereotypes and preconceptions. Thus, the questions that need to be
addressed are: how can short-term activities be performed in a manner that is not
patronizing or disrespectful, and how can they be carried out in a way that
promotes content, cross cultural, and language learning? (p. 68)

Hueser concludes that although the impact of ESL service-learning activities on both the
student and community partners must be carefully assessed, the opportunity for
increasing language proficiency and cross cultural understanding holds great promise.
A precursory look through the program book intemational TESOL 2000
conference in Vancouver, Canada offers a glimpse of the growing interest TESOL
professionals have in service-learning. In it one will find several presentations that speak
to the initial explorations of TESOL professionals with service-leaning. Sessions entitled
"College ESL Sociology Course Incorporates Service Learning," "Service-Learning in
ESL Composition," "Volunteerism in America," "Service Learning for ESL in Higher
Education," "Community service in an introductory TESOL course," "ESL student
volunteers in elementary schools," and "The joy of service learning." The enthusiasm
with which these presentations were greeted led to a petition drive to establish an Interest
Section on service-learning, and so it seems likely that there will be a more organized and

49

significant service-learning presence at TESOL fimctions and in related professional
publications such as the TESOL Journal and TESOL Quarterly in the near future.
In sum, a review of the literature to date on service-learning in TESOL suggests
that ESL professionals are beginning to experience some of the challenges and rewards of
connecting service with learning with which their LI counterparts also struggle. But the
added linguistic and intercultural dimensions that TESOL brings to service-learning
suggest that, as with all educational resources, TESOL practitioners will need to carefully
tailor the dominant LI models of service-learning to meet the specific needs of each
student, course, and community partner. As Adler-Kassner, Crooks, and Watters (1998)
note, and Huesner's report underscores, there is a need to gain "a better understanding of
how ideologies connect and affect interactions and understanding among students,
instructors, academic, and nonacademic institutions and community members, each of
whom may bring different ideologies and politics to the table" (p. 11). In the pilot and
main studies, for example, introducing service-learning into the composition classroom
was not a politically neutral act. The assumptions behind and consequences of curricular
decisions such as these need to be examined carefully.
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Action & teacher research
Concurrent with the service-learning movement has been the equally exciting
development of teacher research..Teacher research is defined by Cochran-Smith and
Lytle (1993) as "systematic, intentional inquiry by teachers about their own school and
classroom work" (p.5)..Teacher research has gained greater acceptance in academic
research literature in recent decades. There is now a professional joumal devoted to the
subject. Teacher Research: The Joumal of Classroom Inquiry, and several collections of
studies employing teacher research (e.g. Bissex & Bullock, 1987; Goswami & Stillman,
1987). Teacher research is also often linked to school reform and curriculum renewal
movements. Cochran-Smith & L>tle (1993) note that teacher research "represents a
radical challenge to assumptions about the relationships of theory and practice, school
and university partnerships, and ... educational reform" (p. 85).
Teacher research and action research are two closely aligned and sometimes
confused movements. Although the names "action research" and "teacher research" are
used interchangeably in the literature today, action research originally had broader
applications than teacher research and the educational domain both currently exist within.
Though the term 'action research' was coined by Kurt Lewin in 1951, the concept
of in-situ field research on which it is predicated was first proposed by Collier, director of
the U.S. Bureau of Indian Affairs, in 1945 as a way to improve relations between the U.S.
government and Native Americans by systematically gathering, analyzing, and applying
field data in situ. Collier's ideas were quickly adopted by the military and business,
which used them to encourage those on the line to adjust planned strategies to local
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realities. Remnants of the idea can still be seen in industry today in the form of employee
suggestion boxes wherein factory workers are often rewarded for suggesting
improvements to production procedures. The principles of naturalistic, participatory
research was later applied to education by Corey in 1953 based on the premise that
teachers tended to make innovations to curricular mandates based on their own beliefs,
personahties, and professional judgments (Forshay, 1994).
Nevertheless, most of the Uterature on action research today (e.g. Johnson, 1993;
Forshay, 1994 & 1998; McCarty, 1997) appropriately credits Kurt Lewin with providing
the movement with its theoretical foundations. Lewin, a social psychologist who fled
Nazi Germany for America in the early 1940s, focused much of his work on constructing
a systematic approach to understanding group dynamics. His Model of Action Research
shown in Figure 2.1 below was first outlined in his 1951 book. Field Theory in Social
Sciences.
Lewin proposed a four-stage cyclical process for research and learning rooted in
first-hand experiences and supported by extensive observation and reflection. Lewin
believed that much ineffectiveness of, and inefficiency in, group work resulted from an
imbalance between observation and action, either by focusing on data collection at the
expense of action or, as was and still is more often the case, to rush into action without
adequate assessment of or sensitivity to contextual features of the situation at hand.
Careful and systematic analysis of field data allows for abstract conceptualization and
hypothesis formation, which when applied to the situation at hand, promotes behavioral
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and procedural modifications and increases the overall efficiency, effectiveness, and
satisfaction of group work.
Figure 2.1: The Lewinian model of action research (Adapted firom Kolb, 1984, p. 21)
^

^Concrete experiences

Testing implications
of concepts in. ne'w
situatto^

Otiservations
reflections

Formation, of abstract
concepts and generalizations

Whereas action research theorists and practitioners such as Corey used Lewin's
Model of Action Research and Laboratory Training to advance their own work and
understanding in the field of education, Lewin in turn was greatly influenced by the work
of John Dewey, particularly in regards to the articulation of democratic values that guided
his focus on experience as an organizing principle for learning (Kolb, 1984).
Both Dewey and Lewin promoted a scientific approach to inquiry that relied on
clear objectives and procedures and a systematic approach to problem solving..Although
this approach, or more accurately the epistemology that underlies it, has more recently
been criticized for distancing the researchers firom their subjects, the desired outcome for
Dewey and Lewin was always development towards a purposeful, harmonious life and
society. Thus both stressed sensitivity to the social context in research procedures and
analyses.
The historical context in which Dewey, and to a greater extent Lewin, worked is
also significant in that although the goal and foci of both were improved social relations.
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the Cold War made it difficult for Americans to speak of collectivism or any grouporiented social philosophies, lest this be mistaken for socialism. Forshay (1994), for
example, describes how he was attacked by right-wing extremists in the McCarthy
movement for including the word "social" in the title of his 1954 book. Children's Social
Values: An Action Research Study (Bureau of Publications, Teachers College, Columbia
University). It is possible that this repressive climate caused Dewey and Lewin to not
only imbue their theories with an ethos of scientific inquiry and democratic principles but
also emphasize individual agency in the maintenance of social relations.
Be that as it may be, the systematicity of Lewin's approach to action research is
credited with bringing legitimacy to the field of teacher research because it provided
teachers with a means of developing their classroom observations into documented case
studies to inform and support their praxis (Fleischer, 1994; Forshay, 1994; McCarty,
1997). This improved credibility was noticed by outside educational researchers and
school administrators. But more importantly, it has also been noticed by teachers, and
they have valued their own insights and professionalism more as a result.
For example, Atwell (1982) reflects on the teacher-research movement's effects
this way: "We came to see ourselves as professionals, active and central to the betterment
of writing instruction, rather than as peripheral recipients of other's theories" (cited in
McCarty, 1997, p. 229). McCarty (1997) explains that "Atwell, Goodman (1978), Graves
(1978), Clay (1982), Goswami & Stillman (1987) and others all directed attention to
teachers' roles as participant observers, 'kid watchers,' and language and literacy
theorists in the classroom" (McCarty, 1997, p. 228)..
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The teacher-research movement has continued to gain wide-spread acceptance
from educational researchers. I have included this brief account of action and teacher
research to highlight the common principles and historical developments shared with
other theoretical constructs used in the present study. Foremost among these is the
inclination within teacher-research towards qualitative, naturalistic, participatory, and
social-interactionist approaches to research. Such educational research empowers all
stakeholders in part by the potential they have to significantly reform school and society.

Critical pedagogy
Critical pedagogy is another example of a reformist educational movement that
has had a significant impact on education in America and elsewhere since the 1960s. In
the latter half of the 20'^ century, many servicemen in America returned to college after
military operations in WWII, Korea, and Vietnam. As a result, college demographics
became less elitist. Open-admission policies instituted by colleges and universities
nationwide in the early 1970s also had a profound effect on the way many Americans
viewed higher education. Traditionally the gatekeeper to social opportunity and
advancement, a college degree was now considered a basic right for all Americans, not
just the privileged elite. Education, as in Dewey's day, was seen as a primary agent in the
socialization process. Yet the civil rights movement of the 1960s had made apparent
many social inequities, including those in tertiary education. BCnowledge is power, and
the 1960s rally cry of "Power to the people" meant systematic changes were necessary in
the structure and curriculum of schools to socialize people to a more just society.
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Paulo Freire's 1968 Pedagogy of the Oppressed initiated a new brand of
pedagogical theorizing most commonly referred to as critical pedagogy. Based on
Marxist principles that seeks to examine the traditional power structures of race, class,
and gender within society, critical pedagogy makes the teacher's role in the political
economy of the times explicit; no education is politically or ideologically neutral.
Recalling Dewey's concept of the classroom as a microcosm of society, critical pedagogy
encourages teachers and students to question the balances of power both in the classroom
and society at large: who gets to speak and who is silenced? As indicated in its
"liberatory" label, critical pedagogy often goes beyond reform to advocate the complete
overthrow of unjust socio-political structures in society which are seen as serving as
instruments of oppression.
Freire built upon Dewey's notion of schools as communities and Vygotsky's
belief in the social construction of knowledge to suggest that teachers and students could
leam more about their world through a joint process of inquiry known as problem posing.
"Problem posing brings interactive participation and critical inquiry into the existing
curriculum, and expands it to reflect the curriculum of the students' lives" (WildnerBassett & Sanou, 1998). Shor (1992) provides an example of this when, upon noticing
the students' silent resistance to his instructions on the first day of a community college
English class, he asks students what's wrong and discovers their dissatisfaction with
placement procedures that put them in a remedial English..Recognizing that tests,
tracking, counseling, textbooks, and unequal funding are often subtle instruments of
oppression within schools, Shor uses the students' first-hand experience with testing and
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placement procedures as a catalyst for a joint investigation of these problems which
concluded with students writing proposals to change the school's testing policies.
Although Shor is unsuccessful in his attempts to involve the students in riskier challenges
to the system, his example nevertheless illustrates how problem posing allows teachers to
turn ordinary teaching events into dynamic exchanges and learning tasks that place
learner interests and abilities within a system of social and cognitive support that recalls
Vygotsky's (1978) "zone of proximal development."
As can be seen from the work of Dewey, Freire, and Vygotsky, critical pedagogy
has diverse roots and an enduring, intemational appeal. Educators in North and South
America [e.g. Giroux (1988 &1993), McLaren (1994), Cummins (1989), Ada (1988),
McCaleb (1994), Macedo (1994), Shor (1992), Wink (1997), and Krashen (1993)] and
Eastem and Westem Europe [e.g. Marx & Engels (1998), Piaget (1979), Gramsci (1971),
Skutnabb-Kangas (1986), and Gee (1996)] have contributed to the practice and
theoretical basis of critical pedagogy. These theorists describe education as
transformative, participatory, affective, socially situated, dialogic, democratic, holistic,
multicultural, desocializing, and based in the critical inquiries of problem posing and
researching. Although this list, adapted from Shor (1992, p. 88), might suggest that
critical pedagogy is educational slogans, offering something to everyone, the essential
elements that I see at work in the movement are similar to those in service-learning:
learning involves thinking and acting upon our experiences in a community for personal
and social transformation.
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Whereas experiential education, and to a lesser extent service-learning see the
individual as the catalyst for change, critical pedagogy looks to the teacher to initiate the
process of "conscientization." This explains, to some extent, critical pedagogy's appeal to
educators who wish to see themselves as something other than powerless functionaries of
the state apparatus responsible for turning out the next generation of bureaucrats. A
recent lead article in College English analj/zed Freire's legacy to the profession as
providing "weapons of resistance to those dissatisfied with instrumentalist approaches to
education: it has offered a critical vocabulary, a philosophically grounded and politically
defensible pedagogy, a vision of a better world" (Miller, 1998, p. 11). Thus, servicelearning and critical pedagogy emphasize the contributions of the learner and teacher
respectively to varying purposes and effects, neither detracting from the other and both
essential to the overall process and outcome.
Reflection is central to both service-learning and critical pedagogy. Freire's
comment that "experience creates knowledge but only to the extent that we are able or
have become able to think critically about the experience which created the knowledge"
(quoted in Couto, 1995) is echoed in the Wingspread principles: "An effective [servicelearning] program provides structured opportunities for people to reflect critically on
their service experiences" (Kendall et al., 1990, p.40).
However, the theoretical roots of each movement might suggest a different sort of
reflection. Service-learning, with its roots in experiential education and Deweyan
philosophy, often struggles with the issue of reflecting on an experience in the
community without objectifying the community members. Dewey himself referred to
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reflection as "the scientific method" (Giles & Eyier, 1994, p. 79), and his scientific
approach to reflection is still seen in some service-learning programs, particularly those
at the university level, which adopt a researcher-subject stance to the community. Critical
pedagogy's Marxist influences pull the process of reflection in the other direction,
towards a more communitarian process of reflection. Although the teacher bears the
central responsibility for guiding inquiry in the appropriate direction, teachers strive to
position themselves as one with the class so that the relative power of all the participants
is more equal.
Since most educators agree that reflective thinking is essential to learning, the
question then becomes: How do we encourage reflective thought? Service-learning and
critical pedagogy both answer this question by drawing on a social-interactionist
fi-amework wherein knowledge is socially constructed. The traditional school curriculum
of one-directional teaching that presents a series of subskills detached firom real-life
contexts is replaced by a dynamic community of leamers wherein all participants
contribute and inspire one another in the creation of a collective pool of knowledge via
the complementary principles of scaffolding (Wood, Bruner, and Ross, 1976) and zone of
proximal development (Vygotsky, 1978). Not surprisingly, there are many examples of
such synergistic achievement outside school settings; many athletic teams, families,
scientific organizations (like NASA), and groups of musicians are all excellent examples.
The inner workings of such complex, creative systems is the subject of the next section,
so for now we shall simply note that experience, whether in the classroom or the
community, serves as an important source for this learning. Leamers are able to interpret.
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leam from, and act upon new experiences to the extent that they are able to relate them to
prior knowledge and experience as well as future intentions.

Complexity theory
Although studies in complexity theory'° are relatively new, insights gleaned from
the initial explorations are giving shape to the field and offer a promising look at what
may prove to be a useful overarching paradigm for researchers in many disciplines that
favor postmodern epistemologies.
In viewing complexity theory as a paradigm, I am favoring the global or macrolevel perspective it offers. Complexity theory has been imagined in different ways in the
literature by researchers. Wildner-Bassett (2000) envisions complexity as both a
paradigm and research ideology (p. 121). Bowers (1990) applied complexity "in broad
conceptual terms" as a model for SLA, while Larsen-Freeman (1997) saw it as a useful
analogy for better understanding several conundrums in SLA. Connor-Linton (1995a)
described complexity as "an important heuristic in many fields" (p. 597) while Rogan
(1999) sees it as a bridge or a framework to connect different SLA theories. All these
descriptions share what J. L. Lemke (1996) calls the "meta-theory level" applications of
complexity theory. Lemke points out that one of the advantages to this approach to using
complexity theory to understand development is that it allows scholars to avoid the
modernist sand trap of reljdng upon a creator or homunculi to explain learning. This fits
well with the postmodem theories with which Cilliers (1998) infuses complexity theory
as well as those offered as theoretical support for the present study.
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Complexity theory investigates dynamic, complex, nonlinear, adaptive, selforganizing systems (these terms are defined below) by favoring holistic explanations of
how the system functions rather than a reductive examination of each component. The
emphasis on holistic analysis, predicated on the belief that the sum of the parts does not
equal the whole in a complex system, also favors contextually rich descriptions of
individual agents and processes over time, since their properties (and thus, reality itself)
vary according to the context. Along with the other theoretical constructs described
here—experiential education, service-learning, critical pedagogy, teacher/action
research—complexity theory offers another useful tool for exploring and examining the
teaching and learning dynamics described in the present study.
To help understand how complexity theory applies to the current study, some of
the defining characteristics of complex systems must be described. Larsen-Freeman
(1997) identifies the following features of complex, non-linear systems: "they are
dynamic, complex, nonlinear, chaotic, unpredictable, sensitive to initial conditions, open,
self-organizing, feedback sensitive and adaptive" while also noting that such systems also
"possess strange attractors" (p. 143). These features are defined then applied to serviceleaming and second language acquisition contexts below:
1. Dvnamic: a process rather than state. Dynamic systems in mathematics can be
described as involving statistical equations specifying how certain variables
change over time (Clayton, 1996, cited in Wertheimer and Zinga, 1998). In
second language acquisition, this dynamism can be seen in the leamer's
interlanguage, wherein interlanguage is not seen as a singular, fixed state or entity
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but rather as a recursive series of interlanguages that evolve with proficiency and
experience over time. In community-based writing courses, the service site is
often described as a "living text" because the "topic" is often located in the
interplay of elements such as individuals, organizations, economics, politics,
history, and culture.
2. Complex: involving a large number of elements interacting on multiple levels
creating a cohesive whole that is greater than the sum of the component parts.
Macro-level elements in a service-learning writing course such as those listed in
the previous definition of "dynamic" interact with more local concerns in the
rhetorical situation such as figuring out how to present the essential facts and
information about an agency's services on a 3-panel brochure.
3. Nonlinear: Also known as the 'camel's back' effect, this refers to a cause-effect
relationship in which the outcome (effect) is disproportionate to the input (cause).
(Larsen-Freeman, 143). As the common name metaphorically suggests, an
example of this would be the straw (cause) that breaks the camel's back (effect).
Apphed to a service-learning writing course, this could be a smile on a child's
face that convinces a student volunteer he or she is making a difference in the
world.
4. Chaotic: random behavior, typically preceding or following periods of relative
order. Think of blotter plots in statistics, for example a range of holistic and
primary trait essay scores. Scores that are only weakly correlated will not form an
easily recognizable pattern. Or think of the confusion a student literacy tutor

described by Goldblatt (1994) experienced when the prisoner she was tutoring
told her he loved her. The remark violated the student-teacher relationship she
thought they had, and indeed that the program coordinators thought they were
helping to foster, and thus threw everyone into a state of confusion as they
reassessed the situation.
5. Unpredictable: Outcomes that cannot be foreseen completely. However, certain
parameters or outcomes are predictable in complex systems. Syntax, for example,
is composed of lexical and phrasal categories that describe behavioral properties
of certain parts of speech but not the specific word or phrase in every possible
sentence. Thus, global properties may be predictable in complex systems even
while local outcomes are not. For example, a certain amount of confusion can be
expected in a service-learning project as students attempt to apply theory to
practice in bridging classroom and community learning environments. That
students will feel a certain amount of dissonance is predictable; how that
dissonance is expressed or the impact it will have on a particular learner is not.
6. Sensitive to initial conditions: As Larsen Freeman (1997) notes, a major reason
complex systems are unpredictable is because of their sensitivity to initial
conditions. Examples of initial conditions could be a learner's interlanguage in
SLA, the culture for learning in a classroom or school, or the social values
underlying a given legal mandate for school reform. Because the variables
comprising the initial conditions in such situations can never be completely
known, the outcomes are never truly predictable or reproducible. "Indeed, the
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behavior of systems with different initial conditions, no matter how similar,
diverges exponentially as time passes" (p. 144). Hence, different readers will
respond to a given text differently, different service-learners will respond to a
given work site differently, and the same reader or service-learner may respond to
the same printed or living text differently at different points in his or her life.
7.

Open: Input may enter an open system at any time. The concept derives from
physics, which distinguishes between closed systems such a flame in ajar or
rocket in the earth's gravitational field and open systems in which entropy is not
predetermined such as the solar system, ecosystems, and language. Although the
exact effect of such input is unpredictable, it nevertheless sustains the evolution of
open systems. As mentioned earlier, critical pedagogy and service-learning
theories both see learning as an open system in which leamers think and act upon
their experiences in a community; both the individual and society are transformed
in this learning process.

8.

Self-organizing: Complex systems become most readily identifiable as such
when the component parts work in unison to form a recognizable form or
function: atoms form compounds, drips form a stream, players a team, words a
text, speakers a dialect, and citizens a nation.

9. Feedback sensitive: Inherent with their open nature, complex systems continually
integrate external stimuli. Positive and negative input moves the system through
various stages of chaos and order, with each action generating a reaction through
infinity. This feedback sensitivity is depicted in Dewey's model of experiential
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education, shown in figure 2.2, by'T' or input, which advances the learner and
learning. Learning is thus a never-ending cycle, a renewable resource, an open
system.
Figure 2.2: Dewey's model of experiential education (Kolb, 1984, p. 23)
Impulse:

Pmpose

10. Adaptive: Adaptation enables complex systems to use all input to its advantage by
intelligently incorporating feedback into the system's operations. Selforganization ma-y be seen as a local example of the adaptive nature of complex
systems while the continuation of the process over time describes the more global
process of evolution. Hence a one-shot visit to a service site causes a ripple in the
complex and dynamic social service system. The system adapts and is changed
forever. Since thie system is also open, that change is continual and a sense of
progress is established.
11. Strange Attractor: The difference between energy and synergy is the presence of a
unifying force, tn complexity theory, such a force is referred to as a strange
attractor. The presence of a strange attractor causes seemingly independent
elements to coalesce into a recognizable form or behavior. Further, because of
sensitivity to initial conditions, the transformative self-organizing process a
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complex system undergoes in the presence of a strange attractor is always unique;
there are an endless number of variations on the theme. As is described in the
"Epilogue" of Chapter 6, an individual can be the change agent or catalyst needed
to spur action in service-learning. This individual can thus be seen as a strange
attractor in a complex system.
12. Fractal shape: Fractals, from fractions in mathematics, present similar constructs
at multiple levels. Complex systems are self-similar not only in form but also in
function. Dewey's famous comment that a classroom is a microcosm of society is
a good example of fractals in education and society as it speaks not only to the
mass of people in each but also to the ways in which they interact. And since
service-learning programs encompass both classroom and community, they can
also be seen as fractals in that similar patterns of interaction may occur at multiple
levels.

A complex system related to the present study might be a discourse community or
communities. On one level, each student, teacher, and community member within a
community-based educational program brings to the table a language history. In
traditional positivist research paradigms one might refer to this, as Rogan (1999) does, as
the initial condition of each subject in the study. The members of any discourse
community must constantly monitor and adapt their output to meet group norms and
contextual constraints, switching from home to school to community-based discourse
patterns as the situation demands. Recall the "complex web of linguistic and cultural
communities" mentioned earlier that ESL students must navigate daily. They adapt and
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interact with each other and the environment in dynamic ways. This behavior is
characteristic of components of a complex system.
Wildner-Bassett (2000) provides a related example of this in her description of
computer-mediated communication (CMC) that occurred in a multilingual and
multicultural university setting. As she explains, graduate and undergraduate students
relied on interlanguage pragmatics to complete assignments while maintaining group
cohesion and cross-cultural communication. In varying degrees, each learner adjusted his
or her language output in relation to others and the context; that is, by using their
interlanguage pragmatic skills to the best of their ability, the leamers adjusted their
position in relation to the others in order to maintain unity. In this way, the students
illustrated the self-organizing principle of complex systems.
In both of the above examples, the components and system evolve in a non-linear
fashion. While the chronology of events might be seen as occurring in a linear fashion,
each student draws on past experiences and knowledge to respond to the present
circumstances and to predict the outcomes or future consequences of those actions. As
Cilliers (1998) explains:
There are loops in the interactions. The effect of any activity can feed back onto
itself, sometimes directly, sometimes after a niunber of intervening stages. This
feedback can be positive (enhancing, stimulating) or negative (detracting, inhibiting).
Both kinds are necessary, (p. 4)
The adaptation and evolution of the system can be seen as occurring in a non
linear and often multi-level fashion. For example, in the CMC environment described by
Wildner-Bassett, students simultaneously used written, nonverbal, and occasionally
spoken discourse when conversing with each other. Similarly, students in a community-
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based writing program might be said to use "multi-media" to successfully communicate
with each other and their community partners since, in addition to using a combination of
linguistic and paralinguistic communicative devices, they must also consider the
personal, instructional, institutional, and societal objectives that exist within each
communicative event.
Finally the components of a complex system are said to be interdependent not
only because the value of one is relative to the others, but also because each component
acquires collective properties from its interactions with others that it could not have
acquired on its own. This can most obviously be seen in the above examples as speaking
to the social construction of knowledge, but it may also be evident in less obvious ways
such as literacy development.
To summarize then, complexity theory attempts to describe the behavior of
dynamic, complex, nonlinear, adaptive, self-organizing systems. As a paradigm or
epistemology, complexity theory emphasizes a fluid and subjective sense of reality.
Applied to education, it suggests that learning is a complex, dynamic, non-linear, and
socially constructed set of events. This application of complexity theory to the present
study and to other school reform efforts will be further developed in Chapter 6 (see
"Epilogue").
Summary
A review of the literature shows experiential education, service-learning,
action/teacher research, critical pedagogy, and complexity theory to have overlapping and
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complementary theoretical orientations and pedagogical applications. Placed within the
context of 20''^ century social and historical developments, all can be seen as offering
postmodern alternatives to traditional research and teaching approaches. Rather than
positing a predetermined world order, these theories suggest that reality is fluid and
multi-layered, that knowledge is socially constructed. They favor naturalistic,
participatory research practices and leamer-centered, experientially-based teaching
methods that empower participants. As the analysis of the students' writing and survey
responses presented in Chapter 5 will show, this postmodem epistemology suggests, for
example, that learners will construct their understanding of a community issue or
organization in different ways, as evidenced by the ways in which they reflect upon the
issues in writing and speaking. Taken individually and as a whole, then, experiential
education, service-learning, action/teacher research, critical pedagogy, and complexity
theory all offer a rich potential to help better understand and transform teaching, learning,
and society. As such, they form a comprehensive rationale for implementing teacher
research on the impact of service-learning on native and non-native English speaking
college composition students.
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CHAPTER 3
PILOT STUDY"

Introduction
Student Experience
When I was a sophomore in high school, I participated in a one-semester pilot
program called CEBAS—Community and Experientially Based Alternative School.
Joining the program required that I part with my Mends and regular school curriculum
for a semester to join students from other high schools in the district and take a single
class that would satisfy six basic course requirements. Although other CEBAS students
spoke of their disenchantment with the traditional public school curriculum at the time, I
was quite satisfied with my school, classes, and friends. So my decision to join CEBAS
was considered carefully. In the end, though, the offer of studying subjects such as
ecology, orienteering, and emergency first-aid while participating in hands-on projects
such as estabhshing a citywide curbside recycling program was more than I could resist.
My experience in CEBAS was the best educational experience I have ever had, one that
not only shaped my immediate academic and personal goals as a student, but also one
that continues to guide my thinking as an educator today.

Professional Experience
As an English as a Foreign Language instructor at a private university in Japan, I
initiated and advised an outdoor sports club for students based upon experiential learning
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and humanistic educational theories. Reflecting on this experience led to one of my first
publications as a teacher/researcher (Wurr, 1996) and my eventual retum to graduate
studies to learn more about experiential language learning. Applying these past
experiences to new situations, I have designed and piloted a community and
experientially based college composition curriculum for native (NS) and non-native
(NNS) Enghsh speaking students here at the University of Arizona. My goal in
researching and reflecting on this experience is to identify and better understand the
various curricular concerns related to using service-learning in the college composition
curriculum so that other teachers and I may further refine our knowledge and professional
practices. It is important to note my previous experiences with service learning not only
because there are relatively few accounts of service-learning students turned teacherresearchers in the literature today, but also to acknowledge my own positionality and
possible biases with regard to service-learning programs, theory, and practice.

Related literature
While a more complete review of the literature was presented in Chapter 2, a
summary of the most relevant points related to the pilot study is present here. Currently,
the field of education is experiencing a mini-revolution, a paradigm shift similar to that
described by Kuhn (1962) in The Structure of Scientific Revolutions, in the form of
service-learning (Liu, 1996; Astin, 1996). Positivist approaches to educational inquiry
wherein truth is seen as external and carefully controlled experiments are conducted in an
attempt to discover this truth are losing favor among educational researchers. Gradually,
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more and miore of these researchers have adopted more pluralistic notions of truth such as
postmodermism, which views truth as internal and socially constructed. Service-learning,
vnth its em_phasis on linking experiences in the community with classroom learning and
reflection, tfits well with postmodern epistemologies and current educational research that
argue for miultiple ways of knowong, that students can leam the same idea in multiple
ways (e.g., different learning styles). In this way, the pilot and main studies presented
here are seen as exploring more fully the ramifications of the shift away from positivist to
postmodern paradigms for teaching and research.
As odefined by Brock Haussamen (1997), a service-learning coordinator at Raritan
Valley Connmunity College in New Jersey, "service-learning is a new branch of
experientiaH education" that combines traditional classroom learning with voluntary (i.e.
unpaid) cooimunity service.(p. 192). WTiile experiential education only necessitates
hands-on lesaming and active reflection, service-learning extends this to include social
action in th^e form of participatory action-based research.."In a cycle of experience and
reflection, students apply their skills and knowledge to help people, and in the classroom,
they reflect on the people, social agencies, and communities they have encountered and
on the natu*e of service" (Haussamen, 1997, p. 192).
Giv»en my previous experience as a student and teacher in experientially based
school programs, I did not initially see the need for the additional requirement of unpaid
student labor in the community. If a student was working in a paid position at a local
hospital, wEiy shouldn't he or she be allowed to use this experience as the basis for further
inquiry, for personal and professional growth? This is not the traditional personal
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experience essay in which students write about a past event that had an impact on their
lives; the premed student's paid internship is an on-going experience that might be
fruitfully explored to the benefit of the student and the community. Indeed, I would have
had to deny my own research proposal as a teacher in a service-learning course because I
receive a salary for the work I do, regardless of any potential benefits the inquiry might
have for students, the profession, community, or myself.
The not-for-profit stipulation in service-learning has been the subject of much
discussion with colleagues at the University of Arizona and elsewhere who are interested
in service-learning. Not only did this requirement seem to lack a sound theoretical basis,
but some educators also worried that requiring unpaid commimity service of students
might unwittingly undermine efforts to enhance social justice by supplying corporations
with a ready supply of semi-skilled volimteer workers and further threaten paid workers
at the lower end of the corporate/social ladder who currently occupy the positions into
which service-learning volunteers are often placed.
One response to this criticism, as expressed below by Danika Brown, a Graduate
Associate of Teaching of composition at the University of Arizona and a former ServiceLearning Advisory Board member at California State University at San Marcos, is to
suggest students seek unpaid positions in non-profit agencies rather than for-profit
enterprises:
If you send a student in to write for the for-profit sector and at the same
time ask them to be very critical of what is going on in the for-profit
sector, whatever product they create for the organization may in fact
become a site of hypocrisy. They are either not going to write what the
organization needs or wants because they are busy being critical, or they
may end up participating in a hypocritical situation. Maybe the same thing
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happens in community service, but I think the situation, the goals, and the
organizational needs are different enough that it doesn't..(Brown, 1998,
personal communication)
In addition to suggesting service-learning placements be volunteer positions in non-profit
community organizations. Brown and others (Haussamen, 1997, p. 195; Schnick &
Chuppa-Comell, 1998) go on to say that the position should be unfamiliar to the student
in order to adopt a greater range of rhetorical stances to the subject. That is, it should
allow the student to experience the transition from an etic to emic view of him- or herself
in relation to the group and society.
Community service connected to a curricular goal that takes place in a not-forprofit or at least a human services situation, does encourage students to be more
critical. They have to think about how they are part of communities they never
thought they were part of. They have to think about how their actions and
assumptions impact others in their community. They have to reevaluate the
distance between them and the people around them. A well-designed servicelearning activity will challenge the student to redefine their relationships and
commitments to a community, no matter what their political predispositions are.
"Liberal" students have to re-evaluate liberal politics in the face of people really
in need. "Conservative" students are forced to see the ramifications of some
conservative policies. I am not sure that a placement in the for-profit sector
readily allows for this type of reflection and analysis. (Brown, 1998, personal
communication)

So far I have only discussed the potential impact of service-learning on students
and society in general. But teachers, departments, disciplines, universities, and the
communities they serve and interact in are starting to ask the same questions we hope our
students ask in relation to service-learning. As we move to redefine the contexts within
which meaningfiil learning can take place, academics are forced to reconsider the
restricting boundaries of class and term schedules, disciplinary domains, and traditional
grading systems. Class clusters such as that described by Herzberg (1994/1997), or even
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the adoption of a single interdisciplinary class for all subjects such as was done in
CEBAS do not begin to address the more fundamental changes service-learning calls on
higher education to make. Even the sacred cow of grading seems in peril when we
consider that since service-learning requires students to be as active and involved in the
community as they are in the classroom, then commimity representatives should have as
much say in evaluating student work as the instructor. As the editors of a recent book on
service-learning note, the sort of adjustments needed to address these problems "involves
a more radical transformation of higher education than we can now imagine" (AdlerKassner, Crooks, & Watters, 1997, p. 13).

Rationale
As part of a paradigm shift in higher education, service-learning raises a host of
complex issues that deserve careful consideration in order to define and better understand
what service-learning entails, and how this positions teachers and students in relation to
school and community.
And while the recent increase in articles touting service-learning in their titles
suggests a rising awareness of these issues and service-learning in general, only a few
articles to date focus on specific student populations and social contexts. Adler-Kassner
(1995) and Area (1997) discuss the beneficial impact service-learning can have on postsecondary basic writers. Herzberg (1994) presents a thoughtful discussion of the
consciousness raising students at a small liberal arts college experienced as a result of a
year-long service-learning course cluster that coupled sociology and first-year
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composition with volunteer work in an inner-city half-way house as adult literacy tutors.
None, however, discuss the use of service-learning with international or ESL students. As
Adler-Kassner, Crooks, and Watters (1997) note, there is a need to gain "a better
understanding of how ideologies connect and affect interactions and understanding
among students, instructors, academic, and nonacademic institutions and community
members, each o f w h o m may bring different ideologies and politics to the table" (p. I I ) .

Research design
Participants
In an attempt to begin answering some of these issues, this pilot study broadly
examines the impact of service-learning on a select group of native speaking G^S) and
non-native speaking (NNS) students by focusing on their perceptions of self, school,
community, and society. The participants in the first part of the study consisted of 17 NS
(9 women and 8 men) and 22 NNS (12 women and 10 men) enrolled in a one-semester
literature-based first-year composition at the University of Arizona (English 102 for NS
participants and English 108 for NNS participants). Although a sample of convenience,
the NNS participants represented 13 different nationalities fi-om regions as diverse as
Europe, Asia, Afiica, North and South America and comprise every undergraduate class
level: There were four freshman, 13 sophomores, 5 juniors, and one senior. NS
participants were all Americans, primarily from the Westem parts of the United States.
18 NS subjects were freshmen, two were sophomores, and two were juniors. All
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participants knew the researcher as their composition teacher and agreed to participate in
the study to assist in curriculum assessment.
Fenzel and Leary (1997) report on the difficulty educational researchers have had
in studying service-learning programs. They suggest using a combination of quantitative
and qualitative measures such as interviewing a stratified random sample of participants.
Driscoll (1997) also supports a combination of qualitative and quantitative research
techniques "to measure the impact of community service on students, faculty, community
and institution" (Ferguson, 1997, p. 11). She designed a case study model specifically for
service-learning programs that was piloted in a Portland health care service-learning
program. Driscoll's model employs observations, interviews, focus groups, and reflective
journals as qualitative instruments on the one hand, and surveys, analysis of syllabi and
vitae, and continuums of teaching and learning for quantitative analyses on the other.
Given the scope and inductive nature of this study and the recommendations of
service-learning researchers (Fenzel & Leary, 1997; Driscoll, 1997), the pilot study used
a combination of quantitative and qualitative research techniques to gain breadth and
depth of substantive issues. However, given time and resource constraints, the study was
restricted to providing an overview of the service-learning component in separate NS and
NNS sections of a literature-based composition course for first-year college students via a
description of course syllabi, assignments, and quantitative analysis of student outcomes.
Salient patterns emerging fi-om this data are then fiarther explored vnth a discussion and
analysis of select individual examples representative of overall trends.
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Data Analysis
The specific research questions guiding this inquiry are:
1. To what extent, if any, did service-learning impact students' perceptions
of self, school, community, and society?
2. To what extent, if any, did service-learning improve the participants'
writing?
3. Do students who become participant-observers gain more firom the
experience than those who only observe?
4. Do NS and NNS students of English respond to and benefit from servicelearning equally well?
The service-learning component of the course'^ allowed students to chose whether to
become directly involved in their research topic through participatory action-based
research by volunteering in the community, or to take a more distant research stance
towards their subject by engaging in discreet observations and interviewing select people
related to the research topic. Based upon their choices, students were grouped into four
categories for purposes of comparison:
1. NS students who participate in community service as volunteer workers.
2. NS students who observe and research about an issue but do not work for
a related community agency or group.
3. NNS students who participate in community service as volunteer workers.
4. NNS students who observe and research about an issue but do not work
for a related commimity agency or group.
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Within and between these categories, I analyze formal and indformal writing
assignments the students complete at various stages in their course work. In analyzing
these writing assignments, I attempt to qualify the overall holistic score assigned by
noting important elements of the writing such as sense of audience and purpose, level of
detail provided, and appeals made. In doing so, I hope to test some olf the foregoing
arguments about the ways in which service-learning effects students' writing, critical
thinking, and perceptions of community, academia, and self. Because of the complexity
and potential significance of these issues, the results and implications for future research
bear directly on the main study.

Course overview
The service-learning component of the class was designed to encourage students
to compare and contrast the "real world" with the world presented in the various "texts"
(e.g. literature, media, organizations, and discourse communities) rea=d and discussed in
the class. It is important to note that the service-learning was not pres:ented as an
additional or separate requirement, but rather as an integral part of the course. The
syllabus the students received on the first day of class explained the p»hilosophy of the
course in this way:
English 102 is a literature-based composition course, one that seeiks to
strengthen your awareness and skills as a reader and writer in different
personal and social contexts. To this end, we will not only read es;says, stories,
and poetry in which the writer explores the ways that society influiences
individual lives, but also interact with select people in our local community in
order to compare and contrast the world of literature with the world in which
we live. We vvdll read many Uterary works which explore the various forces—
personal, artistic, social, economic, political, historical, and/or
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psychological—^which shape the worlds in which we live. In this way, we will
explore not only the texts themselves and the thematic connections between
them, but also the art as self-expression and the relation of art to life. You will
formulate and apply your ideas and analyses of these texts and contexts in
journal and portfolio assigrmients, class discussions, presentations, essays, and
community service.

In reading and discussing this course description, students were both curious and
concerned by what exactly "community service" entailed. NS students expressed
concern about the time commitment while NNS students seemed genuinely
excited by the opportunity to explore American society in this way. To address
issues students raised in relation to the service-learning component of the course,
I posted the following message on our class Caucus^^ computer conference site:
The service-learning component of the course is designed to allow you to
compare the information you gain from our class readings with first-hand
personal experience. As much as possible, I would like this to be an
opportunity for you to make the course work for you by allowing you to
pursue your personal, professional, and/or academic interests. Beginning midFebruary, you will each need to find a group or issue (company, organization,
neighborhood, or school), which you would like to investigate by observation
and participation. This may be a group we have read about (e.g. immigrants.
Native Americans, children at-risk, etc.) or one related to your own interests
(church, school, job, etc.). Your job will be to describe the group and how it
functions in the community. You'll do this by drawing on your own
observations and interactions with members of the community, and comparing
this with what you read about the group in class and/or through library
research. In this way, you will analyze the group from different perspectives.
(This should sound familiar to what you did in English 101/107 for the
rhetorical analysis unit). This research and analysis will be the basis of your
second essay, among other things.
Once you have a good idea of how the group or issue functions in the
community, and is porfrayed in the literature, you will be in a better position
to begin applying this knowledge. Enter essay 3, the literature anthology, in
which you will compile a collection of literature that you think will be of
benefit to the community. It might be a collection of children's stories that you
read to elementary kids, or it might be memoirs of elders in the community. It
could even be a collection of essential readings for future students in this or

80

other classes you have. The point is that your anthology will target a particular
audience, based on what you know of that group's interests or needs. It is my
hope that you will actually present your anthology to the group so that
everyone involved in the project benefits.

Assignments'^'
As the above message points out, most of the assignments cormected to servicelearning occurred in the text-in-context unit midway through the semester. Each student
was required to write a research proposal that outlined their goals for the project, five
journal entries reflecting on their service-learning experience, a contextual analysis
research essay, and a final self-reflection in which they evaluated the outcomes of their
project. These assignments were the primary source of data used in this study.

Results
To analyze the overall effect of service-learning on students' writing, the average
raw score for each of the four groups (NS vs. NNS vs. Participant vs. Observer)
mentioned above, on a scale of 0-100 points possible for the assignment, are presented in
Table 3.1 below.
Table 3.1: Pilot study essay scores
Type Number Seryice-Learning Essay Score

Framed Analysis Essay Score

NS-P

12

84.1

81.4

NS-O

6

80.2

78.5

NNS-P

6

84.3

81

NNS-O

16

79.2

76

Note, on a scale of 0-100
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One striking fact presented in Table 3.1 is that a far larger proportion of NS students
chose a participatory role in their research than did NNS students (67% vs. 27%). There
are several explanations that may account for why there was such a radical difference in
the students' approach to the assignment. NNS participants obviously face greater
challenges in overcoming linguistic and sociocultural barriers in finding a suitable
service-learning placement. NS students may not have had previous experience
volunteering in Enghsh-speaking communities to guide them in finding a suitable
placement. NS participants also may have existing networks of fiiends and family in the
local community to assist them in their transition from school to community. NNS
students' initial journals often spoke of frustration and disappointment in navigating their
way through the social services bureaucracy, particularly those related to children's
welfare such as day care centers and homes for abused or at-risk children. One NNS
student wrote in her journal, "When I mentioned to Mike that I want to volunteer to work
there, he told me he has to interview me first, after that then I will know whether I will be
able to work there. When I discovered that the earliest appointment he can make is early
April, I know I'm in trouble. I hunt for another child care." Although confronting such
barriers taught many NNS students important lessons about American society, the
frusfration may have led some to resign themselves to being distant observers rather than
active participants.
When one compares the average scores for each group on the service-learning
essay'^ in Table 1, it initially appears that those students who engaged in participatory
action-based research did produce better essays than observers did. Both NS and NNS
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"participants" scored approximately half a letter grade higher than "observers." However,
this difference evaporates when one compares each group's score of the service learning
essay assignment with their respective score on the framed analysis essay, an assignment
that did not include a service-learning component. Since the difference in essay scores of
participants and observers is maintained even when service-learning is not an issue, the
results suggest that the difference in scores is due to other factors such as motivation and
aptitude. The more outgoing and successful students may be more likely to go the extra
distance in their research by volunteering in the community while the less motivated
students shy away from such "optional" commitments.
John and Gary'^, two NS students with similar writing abilities but who took
different approaches to the assignment, exemplify these attitudinal differences among
participants well. Both participants' framed analysis essay score was within 1.5% points
of each other and the overall class average of 81%. John investigated the effectiveness of
drug rehabilitation by combining library research on the subject with a one-time visit to a
treatment center during which he observes but does not directly interact with the people
at the clinic. He explains his topic selection and approach to the assignment in the
introduction of his essay as follows'^"
The hardest part of this assignment for me was choosing a topic. Somehow I
ended up investigating the effectiveness of drug rehabilitation and have
actually learned something in the process. In approaching this subject I was
rather skeptical. In fact, I planned to write a routine kind of essay in which an
array of selected facts were displayed to support whatever position I had
decided to take before even starting my research. I found that just wasn't
possible in this instance. I came to realize that the system involved with drug
rehabilitation is well worth all the money, time, and effort that is put into it.
Drug abuse is a very serious problem that affects all of us in ways we
probably don't realize, and should be treated as such.

83

John's skepticism of the assignment is typical of most students' initial reaction to servicelearning, even if his admission of it in his essay is not. It seems John wanted to complete
the assignment with as little effort and personal Involvement as possible. In describing his
thoughts on the assignment rather than the subject in the introduction of his essay, it is
obvious that John was writing primarily to the teacher, even though his thesis statement
at the end of the paragraph makes overtures to a larger, more general audience than this.
John grounds his argimient in favor of drug rehabilitation centers with a mixture
of rhetorical appeals, including a healthy dose of pathos, as he describes the change of
heart he claims^^ to have had towards drug rehabilitation programs and the people whom
they serve after visiting a drug rehabilitation center;
Before I visited the hospital I envisioned patients as ratty, low-life bums.
When I actually saw some of the people attending the clinic I thought to
myself how I would never have been able to pick them out outside of the
hospital. In any case, after visiting the hospital I just didn't feel right
constructing an argument in favor of condemning these people to save
themselves from their addictions or die.
Although the sincerity of these remarks is questionable given his attitude towards the
assignment and sense of audience, John is nevertheless expressing the sense of
discomfort many students feel when they must reconcile personal and social biases with
specific real-life situations. Yet because John completed his service-learning
requirement^^ with a one-time visit to a drug rehabilitation center in which he adopted a
fly-on-the-wall observer's stance rather than risking any interaction with the people at the
clinic, his level of analysis remains somewhat rudimentary.
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Gary's approach to the assignment was similar to John's in many ways but
differed in that he was willing to risk a higher level of personal involvement and
engagement with his subject than John. Gary focused his research on differing
perceptions and causes of poverty in America. Throughout his essay he balances differing
expert opinions and descriptions of poverty with his own shifting sense of the issue
during a one-shot visit to a local community center in south Tucson:
...[T]he way the government defines poverty is quite controversial. The
thresholds for poverty stricken families fluctuates up and down every year.
Sociologist Re5molds Farley points out a good example of why I believe there are
some downfalls in the government's definition of poverty in his book. Black and
White: Narrowing the Gap. Farely states, 'a family of four might be able to get by on
$9,900 in Dothan, Alabama, but would find it impossible to do so in New York or
San Francisco' (Farley, 157). This points out one of the many problems with the
government's view of poverty today. Everything seems to be done by the book. There
are no exceptions.
...While volunteering at the House of Neighborly Services I found that I
too had some misconceptions about poverty and poverty stricken areas. On
my first trip to 243 West 33rd St., I got to see a bit more of South Tucson than
I had expected. As the taxi driver got lost, I looked out the window noticing
suspicious looking gentlemen standing on street comers. I began to believe,
once again, that my stereotypical perceptions of the poor and poverty stricken
areas were correct. When I finally arrived to tutor at the House of Neighborly
Services, however, I walked into a room full of Mendly people and curious,
playful children. They were not all children, however. There were a couple
teenagers and other tutors who were there as well. All the children seemed to
be suspicious of me at first but after a while they began to open up to me a bit
more. I found these children to have so much promise yet I felt that they were
restricted, almost trapped because of the position they were in. From my
experiences there, the children seemed to be lacking a good education and I
felt a lot of them were not receiving enough attention at home. This showed
me that Green was right when he stated that it is a misconception when people
believe that poor people are simply too lazy to work. I feel now that a lot of
the reasons for poverty are the surroundings in which people live and grow.
Gary found himself in the same position John did as he tried to reconcile the differences
between what he saw and what he believed. However, Gary went one small step further
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than John did by becoming personally involved in the issue by volunteering as a tutor for
economically disadvantaged children. As the previous quote illustrates, the effect of this
engagement on his writing is evidenced by a slightly greater degree of description and
analysis of the subject than John was able to achieve, although he still occasionally falls
back on stereotypes such as "suspicious looking gentlemen" or categorical labels such as
"the poor" and "teenagers" as did other students who did one-shot placements; their
involvement was too brief to see and understand the individual complexities of the issue.
Students who visited their research sites several times over the course of the
semester were more apt to go beyond first impressions in their writing. For example Jane,
an NS student who volunteered for a month at a house for abused children, provides
lengthy description of several children she worked with closely, connecting each example
to her thesis that "the abused child's behavior differs firom tliat of a normal child.
Children that come from abusive homes act according to how they have been treated and
raised."
Children are pulled out of abusive homes at all different stages in their
development. The younger the child the better, because they haven't been
affected as deeply by the abuse as older children such as Lenny have. They
can be taught to act and think according to society's norms.... One example of
a child who was able to convert his ways was Dane— He underwent both
physical and emotional abuse and neglect. He came to the village with no
knowledge of manners and proper speech. When he sat for his first meal at the
village he used his hands rather than utensils, it seemed he had never seen
them before.... When I went to work at the Children's village he was eating
with utensils and had a more expanded vocabulary.
Although Jane was a strong writer to begin with, her direct participation in the children's
lives over a month's time seems to have afforded her greater familiarity with the subject
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and allowed her to describe the people and issues involved more thoroughly and
convincingly. Experiential learning theory (e.g. Dewey, 1938; Lewin, 1951) accounts for
this by positing learning is a cycHcal process that involves direct experience, active
reflection, hypothesis formation, and the application of new knowledge to future learning
experiences and goals. Students who make numerous visits to their research sites over an
extended period of time have more opportunities to create, test, and revise hypotheses
concerning their experience than do students who do one-shot service-learning.
Students engaged in extended service learning projects also tended to view their
service-learning placements more positively than those who made only brief visits did.
Jane's journals illustrate this point in chronicling a transition in her own attitudes towards
the service learning assignment and the effect she has had on the children with whom she
works:
When i first decided to work with abused children i was a bit skeptical. I
didn't know how the children would respond to me and if they would accept
me as an authority.... Once i got there i felt sort of out of place and i didn't
exactly know what to expect. After an hour though i was completely
comfortable with the job. The kids attached to you so quickly, at least most of
them. I played games such as shoots and ladders with the younger kids and i
went rolerblading with the older kids. They especially wanted to hang with me
because i was a good tennis player and played for the university. I think by
knowing that a person that worked really hard and was on a high athletic level
talked and cared to hang out and watch them, gave the boys a sense of being
worthy of this life. I hope it gave them inspiration to work hard and achieve
the goals they set for themselves. I hope they realize that they can achieve
anything if they want to.
Two weeks later she wrote:
I really enjoyed working at the Village.... I felt great when i spent time with
these kids because they looked up to you and they listened. I felt really good
that i could help to change someone for the better.
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Thus, Jane seems to have gained a greater awareness of her complimentary roles as an
athlete, a university student-researcher, and as a member of the community. Her
experiences in this regard are not unusual, as shown in Table 3.2 below.
Table 3.2: Response to the anonymous survey question, "Have your service-learning
experiences changed your thinking, attitudes or actions towards others, yourself,
school, and/or the commxmity? Explain."
Yes
No
NS
9*
7
NNS
7
5
*Note. Greater imderstanding of topic most common reason cited
As shown in Table 3.2, a majority of both NS and NNS students felt that participating in
service-learning changed their thinking, attitudes or actions towards others, themselves,
school, and/or the community." The reason most participants cited to explain this
response was that their work in the community provided them with a greater
understanding of their research topic than traditional library and classroom learning
affords.
As noted earlier, NNS participants were initially enthusiastic about participating
in service-learning but later felt frustrated and defeated. The exact opposite seems to have
been true for NS participants, however. NS students wrote in their journals and on an
anonymous survey^° about how good they felt making a positive impact on a few
people's lives. "I liked seeing the amusement in the kids' faces and answering all of their
questions" and "[I enjoyed] meeting new children and people because that doesn't always
happen everyday" were a few of the sentiments NS students expressed towards the end of
their service-learning experience. NNS students, on the other hand, spoke of frustration
and disappointment at successfully navigating their way through the social services
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bureaucracy, particularly those related to children's welfare such as day care centers and
homes for abused or at-risk children. But linguistic barriers were also a problem. One
NNS student reported negative views on his service learning experience because
miscommunication with the program coordinator prevented him from working as an
AmericaReads tutor even though he had completed the training. "[My service-learning
experience], could've been better if I had the chance to actually participate in the
program." The coordinator for the program, on the other hand, told me she announced at
the beginning of the training sessions that all volunteers would need to provide their own
transportation to the schools, but unfortunately the student did not hear or understand this
message, leading to his disappointment in the project as a whole. In sum, NS students
were overall quite pleased with their service-learning experience while a majority of NNS
were not, as shown below in Table 3.3.
Table 3.3: Number of responses to the anonymous survey question, "Overall, how
would you rate the quality of your service-learning experience?"
Excellent Good Fair Poor
Explain.

Excellent
Good
Fair
Poor

NS
5
9
2
1

NNS
1
6
6
2

Conclusions
Referring back to the research questions for the pilot study posed earlier, servicelearning appears to have its greatest impact on participants' self-perception as students
and community members. Although an informal analysis of the data presented here

89

suggests that this effect is not a strong one, there does seem to be a correlation between
the amount of time and number of visits invested in service-learning, and the benefits the
participant receives from the experience. Astin (1996) and Fenzel and Leary (1997) have
also reported finding that service-learning students have "a stronger attitude of
compassion for the disenfranchised of society, a greater level of commitment to wanting
to work in their communities to help solve social problems, and a stronger belief that they
could make a difference in the lives of others" as a result of doing service (Fenzel &
Leary, 1997, p.15).
Ih terms of the effect on students' writing, the benefits of service-learning are less
clear. A strict quantitative analysis of the data does not show much gain from
incorporating service-learning into the curriculum; essay scores improved 2.7% among
all classes and groups. This slight increase in the quality of student writing seems to be
reflected most in the level of description and analysis the writers engage in as they reflect
on the people and issues they have come in contact with in their service-learning
placement. Other service-learning professionals have also reported higher-order thinking
processes resulting from service-learning (Watters & Ford, 1997; Fenzel & Leary, 1997).
".. .[S]ervice-section students demonstrated a better grasp of the readings and more
openness to grappling with the complexities of issues of justice" (Fenzel & Leary, 1997,
p. 15). It must be remembered, however, that the increase found in the quality of student
writing in the present study was not uniform, but rather varied significantly among
individual participants. Some of this variation can be attributed to the length of service,
but affective factors such as motivation and attitude towards learning also seem to play a
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significant role. Given these results and the importance of accurately assessing if and how
service-learning leads to improved student writing, the present dissertation study includes
holistic, primary trait, and computer-mediated textual analyses of the writing produced by
students Ln service-learning and comparison sections of first-year composition in order to
account for any differences in the writing produced by both groups more completely.
Finally and perhaps most significantly, NS and NNS participants in this study
varied tremendously in their response to service-learning. NS participants were initially
skeptical of the assignment while NNS participants were enthusiastic. The NS
participants' opinions changed for the better once they became involved in their work
whereas NNS participants became finistrated by their inabihty to overcome linguistic and
sociocultural barriers—real or perceived—that stood between them and their research
objectives. This result was kept in mind in designing the present study, and ample
attention and support was provided to assist NNS students in finding satisfactory servicelearning placements. The results of this teacher intervention are reported in Chapter 5.
A word of caution is in order before making any firm conclusions from the data
presented here. Case study research"^ is not designed to make generalizations about a
specific population, but rather to explore the intricacies of a single "case" (Merriam,
1988). The variables in each situation will always differ to some degree, and as
complexity theory reminds us, small differences in initial conditions can result in big
differences in later outcomes. So it is up to the reader to decide to what extent the
specifics reported resonate with other situations to which the findings might be applied
(Stake, 1981, cited in Merriam, 1988, p. 15). Some aspects of this case study that might
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be important to note include but are not limited to the nature of the assignment (e.g. the
number of hours required, the types of service-learning placements allowed, the sequence
of assignments, and the degree to which students' perceive service-learning assignments
as a natural extension of the course content), the teacher's and students' previous
experience with service-learning, and the participant's race and gender relative to that of
the teacher-researcher's.
Furthermore, the pilot study can be faulted in a number of ways that will be
addressed in the main study. The pilot study attempted to compare the quahty of writing
produced by students adopting a participant or observer stance to their research subject.
The intent here was to measure the extent to which a transition from etic to emic
perspectives would enhance student writing. However, since the assigned length of
service was only six hours, this construct was somewhat naive. Also, it was difficult to
decide which category to place students who were denied access to the children with
whom they wanted to work. When the participants' intent was to work as a volunteer
with the children, as in the case of the participant who trained to be an AmericaReads
tutor, I counted them as participants even though this status was never really achieved nor
were the rewards reaped. Although this only occurred in two instances (one NS and NNS
participant), this nevertheless would reduce the distinction between categories and the
comparative results derived from them. Finally, my bias in favor of service-learning
cannot be denied, and it is for this reason that I admitted those biases up front in the
introduction. But I tried to conduct this study and present the data as fairly and honestly
as possible, and continually checked my procedures and results internally and with other
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published studies. This led to an increased awareness and concern for providing rich
descriptions of the teaching and learning contexts in the main study to allow readers to
arrive at their own conclusions.
In addition to member-checking, triangulation is an important part of qualitative
research (Mason, 1996; Seidman, 1991; Spindler & Spindler, 1992). For the most part,
the pilot study did not attempt to involve the community agency representatives with
whom participants worked in verification of the quality and quantity of work participants
claimed to have done, although the contact with the AmericaReads coordinator suggests
this might have produced valuable data. The limited time and resources available to
conduct the pilot study, however, did not make this feasible. Instead, I used a variety of
student writing as well as an anonymous survey of participants in order to verify the
accuracy of their statements and minimize the influence my status as teacher-researcher
may have had upon their writing.
In a fiuther effort to assess the validity and reliability of the results found in my
case study, I conducted several semi-structured individual and group interviews with
several other teachers who have used service learning in college composition classes.
Interviewees were chosen in order to compare and contrast gender, experience, and
language background relative to that of their students in order to determine whether these
variables might have affected the data reported above. In all there was one novice NNS
teacher who taught combined NS and NNS sections, one novice NS teacher who taught
NS students, one experienced (5 years) NS teacher with NNS students, and one
experienced (4 years) NS teacher with NS students. From these interviews, it seems that
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the type and amount of service learning required as well as the teacher's familiarity and
experience with using service-learning are indeed significant while race and gender do
not appear to be so. Regardless of the number of hours required or the way in which
service-learning was presented to the students, there always seems to be some resistance
to service-learning initially. More experienced instructors are able to overcome these
inhibitions through gentle persuasion and quiet confidence that the curriculum is well
designed and of benefit to the students. As an ESL instructor with five years of
experience using service-learning at Chandler-Gilbert Community College said, "There is
always a lot of resistance at first. But the ESL service-learning students seem to
genuinely like working with other students on campus in the community" (B. Shovers,
1998, personal communication). None of the more experienced teachers with whom I
spoke had any serious problems with students skirting the rules, but less experienced
teachers had some difficulty negotiating acceptable service-learning placements with
students and expressed reservations about the authenticity of the sentiments and details
students wrote, as I did in regards to John's comments. However, a longitudinal study on
the effects of service-learning on post college behavior that involved 11,000 students
over a nine-year period found, among many other favorable outcomes, that servicelearning "enhances the likelihood that alums will donate money to the college!" (Astin,
1996, p. 16). This finding, coupled with the fact that I still remember and am influenced
by my high school service-learning experience 16 years ago, leads me to believe that at
least some students are sincere in their expressions of gratitude for having the opportunity
to leam and serve in the community.
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Implications
Aristotle once said, "The fate of a nation depends upon the education of its
youth." Given this, educators must carefully assess the implications and effects of any
curriculum renewal project. Since service-learning calls for immediate interactions
between schools and their surrounding communities, the need for careful planning and
assessment is all the more important in order to facilitate and maintain healthy social
relations. As a pilot project, this study helps extend our understanding of the ways in
which service-learning can be most effectively integrated into college composition
curricula. The results suggest that measuring the impact of service-learning on students is
difficult, but that combined qualitative and quantitative designs such as those offered by
Fenzel and Leary (1997) and Driscoll (1997) offer the most promise. The pilot study also
found that NNS students require more assistance and support to successfully participate
in service-learning options in the local community than NS students do. Teachers new to
service-learning can also benefit from faculty and administrative support to help them
create curricula that truly integrates service with the course content and which they can
take into the classroom with confidence.
The results from the pilot study suggested several key points that were taken into
account when designing and conducting the main study. To summarize, these are:
1. The need for a carefully considered research design that includes both quantitative
and qualitative measures of the impact of service-learning outcomes.
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2. A more thorough account of if and how the writing produced by service-learning
students differs from that produced by students enrolled in traditional composition
courses.
3. The need to provide NNS students with additional support in finding a
satisfactory service-learning placement.
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CHAPTER FOUR
METHODS AND PROCEDURES

Research questions
This study examines the impact of a required service-learning component in an
introductory-level first-year college composition course on student writing performance,
motivation, and social orientation. The general research question guiding this inquiry is
"Ih what ways does participation in service-learning impact student learning?" Specific
research questions pertaining to the general categories of student writing performance,
motivation, and social orientation, are as follows:

1. Does service-learning impact students' perception of self, school, community, and
society? If so, how?
2. Do NS and NNS students respond to service-learning similarly? Why or why not?
3. Are NS and NNS students affected by service-leaming similarly? Why or why
not?
4. WTiat other factors—such as learning style, previous experience with community
service, and career goals— impact service-leaming outcomes?
5. Does service-leaming contribute to improved student writing? If so, in what
ways?
Questions one to four above were addressed using qualitative research techniques,
while question five, with its focus on writing ability, relied more on quantitative analyses
of student writing. Specific methods of data collection and analyses, as well as potential
indicators for each variable are outlined in Table 4.1 and described in more detail in
subsequent sections of this chapter.
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Research design
Despite its growing popularity, educational researchers have had difficulty in
studying service-learning programs. Fenzel and Leary (1997) suggest using a
combination of quantitative and qualitative measures (e.g. pre/post treatment score and
interviewing a stratified random sample of participants, respectively). Driscoll, Holland,
Gelmon, and Kerrigan (1996) also support a combination of qualitative and quantitative
research techniques "to measure the impact of community service on students, faculty,
community and institution" (Quoted in Ferguson, 1997, p. 11). They designed an
exemplary case study model specifically for service-learning programs that was piloted in
a Portland health care service-learning program. The model employs observations,
interviews, focus groups, and reflective joumals as qualitative instruments on the one
hand, and surveys, analysis of syllabi and vitae, and scaled surveys of continuums of
teaching and learning (i.e., Likert-like assessments of contexts and activities which
promote teaching and learning) for quantitative analyses on the other.
Driscoll proposed a case smdy model similar to that used in Portland for
evaluating a proposed service-learning component in all composition classes offered at
the University of Arizona. However, when funding for the new program did not
materialize, the research model and pilot service-learning courses offered were scaled
back.
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Table 4.1: Research questions, data collection, analyses, and indicators
Indicators
Analyses
Data
Question
Coding for references Quality and quantity of
Does service-learning Interviews and
to personal, academic, service interactions;
surveys; analyses of
impact students'
awareness of
civic, and/or career
student writing.
perception of self,
community issues;
goals or plans.
school, community,
future school, career,
and society? If so,
and community
how?
involvement plans.
Attitude toward
Coding
for
attitude
Classroom and
Do NS andNNS
current service;
and motivation in
community
students respond to
awareness of personal
completing course
observations;
service-learning
strengths, limits, goals,
assignments and
analysis of formal
similarly? Why or
and fears;
and informal writing community service.
why not?
understanding and
samples; interviews
application of
and surveys.
community service to
course content.
Reactions to demands
Coding for social
Classroom and
AreNS andNNS
and challenges of
orientation, attitude,
community
students affected by
service; plans for and
and motivation.
observations;
service-learning
attitudes to future
analysis of formal
similarly? Why or
service; change in
and informal writing
why not?
perceived
samples; interviews
understandings;
and surveys.
current and intended
roles in school and
society.
Multiple regression
<.05 alpha coefficient.
Classroom and
What other factors,
analysis correlating
such as leaming style, community
scaled survey
previous experience
observations;
with community
responses and holistic
analysis of formal
service, and/or career and informal writing essay scores.
goals impact servicesamples; interviews
learning outcomes?
and surveys.
Quality and quantity of
Does service-learning Quantitative analyses Coding for attitude
student writing;
contribute to improved of written work using and motivation in the
between group
composing process;
student writing? If so, holistic and primary
comparisons of holistic
holistic, and analj^c
trait analyses;
in what ways?
and analj^c essay
writing assessments;
interviews and
scores and textual
textual analysis.
surveys.
dimensions.

For example, the two studies reported here (the pilot and present study) focused almost
exclusively on student learning outcomes in order to help launch the service-learning
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initiative in the University of Arizona's composition program in a climate of reduced
resources but high motivation among select teachers, students, and administrators.
As summarized in Table 4.1, the present study's data collection and analysis
included course syllabi, assignments, pre- and post-treatment surveys, semi-structured
interviews with representative samples of students in the service-learning courses,
informal and formal student writing, course evaluations, and a reflective journal kept by
the teacher-researcher.
The current study employed a comparative research design. This approach is often
associated with traditional experimental research designs in which "treatment" and
"control" groups are distinguished by an isolated set of variable. However, since each
teaching and learning environment is unique and complex, the variables in each situation
will always differ to some degree and can never be completely "controlled." In
recognition of this fact, this study used a combination of qualitative and quantitative data
to highlight the salient factors in each teaching/learning context. Although the
implications of this case study will be discussed in subsequent chapters, readers will
ultimately have to decide for themselves to what extent the different teaching and
learning contexts described in the study complement one another or resonate with other
situations to which they might apply the findings.
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Participants
The focus of this study is on student learning, and so the primary participants
consisted of a select group of NS and NNS students enrolled in separate sections of
English 101 and 107. Each class section (labeled C1-C4 in Table 4.2) had. a total
enrollment of between 17 and 20 students^^ and one graduate student or adjunct faculty
instructor. Though a sample of convenience, the participants in this study are
representative of the diverse student populations typically found on large, urban college
campuses in America today. As shown in Table 4.2, there were a total of 19 NS
participants in the service-learning section of English 101, 16 NNS in the servicelearning section of English 107, 19 NS in the comparison section of English 101, and a
combined total of 19 NNS students from two different comparison sections^^ of English
107. Male and female participants were roughly equal in numbers and age, yet come from
diverse linguistic and cultural backgrounds. Over half the participants in the servicelearning courses stated some religious affiliation in a demographic survey (see Appendix
H). The majority of these students identified themselves as Muslim, Christian, or
Catholic; other religious groups identified included Jewish, Hindu, Greek Orthodox, and
Lutheran affiliations.

Table 4.2: Language by curricula factorial design
NS (English 101)
CI (N=19)
Service-Learning
C3 (N=19)
Comparison

NNS (English 107)
C2 (N=16)
C4 (N=19)
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Instructional context
Five different sections of the first-semester course in the University of Arizona's
first-year composition sequence were included in the present study. A brief description of
each course and section follows. This description includes the course goals, organization,
and assignment sequence, as well as characteristics unique to each section such as
specific themes, activities, and teacher-student interactions.

Table 4.3: Essay assignment sequence and descriptors for service-learning and
comparison sections of English 101 and 107.
Comparison Sections
Service-Learning Sections
1.

Rhetorical Analysis Essav:
(5-7 pages): Students research a local
environmental or social problem firom
various viewpoints.

2.

Persuasive Essav (4-6 pages):
Students suggest ways to solve or
reduce the impact of the environmental
or social problem they researched.

3.

Reflective Essav (4-6 pages):
serves as a preface to a portfolio on
their accomplishments over the
semester: Students explain why they
chose the texts they did, whom they are
intended for, and what purpose the texts
or portfoho is meant to serve.

1.

Rhetorical Analysis Essav:
(5-7 pages): Students closely examine
one or more texts to better understand
the rhetorical strategies used by the
authors.

2.

Persuasive Essav: (4-6 pages):
Students research a controversial issue
and attempt to persuade readers to their
view of the issue.

3.

Reflective Essav (4-6 pages):
Students reflect upon their semesterlong inquiry of an issue or discipline.

English 101 is part of the University of Arizona's general education requirement and the
Composition program's first-year course sequence. Intended for students whose first
language is English, the course introduces students to academic research practices and
conventions, especially those relating to analytical, persuasive, and personal-reflective
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writing. Over the course of the semester, students write in and out of class to develop a
repertoire of writing skills and prepare for different writing situations in the university
and in public life.
Two different sections of English 101, a service-learning and a comparison
section, were included in the study. The English 101 service-learning section will be
described later in this chapter under the "Service-learning composition classes" heading.
The comparison section of English 101 focused on ideological analysis as its theme.
Entitled "Writing, Disciplinarity, and the Work of the University," the course engaged
students in reading, writing, and classroom discussions exploring the values and beUefs
implicitly expressed by the university's organizational structure and activities.
The course description in the syllabus introduces students to the concept of
ideological analysis by juxtaposing quotes by Thomas Jefferson, Karl Marx, W.E.B. Du
Bois, and former University of Califomia president Clark Kerr relating to education and
political action. Students are challenged to critically examine the implications of their
involvement with the university and its underlying ideologies. The complete course
syllabus can be found in the appendix, but the following excerpt from the opening
paragraph of the course description outlines the course theme in a nutshell:
English 101 is a writing course designed to introduce students to the university, to
academic writing, and to the way that such writing is used within various
disciplines. In this course you will leam that the university is not simply a
collection of buildings that house facts about the world; rather it is an
organization of complex and sometimes competing disciplines or fields of study
that are actively working to create and change knowledge.... In other words, the
university is a dynamic site of cultural production that is living, changing, and
ultimately changeable. As a student, you participate in this cultural production;
therefore this course asks you to examine that participation closely and determine
the most responsible way to enter the academic culture. More specifically, in this
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course we will use ideological analysis to discuss the university and the work of
disciplines in the university.
Based upon a review of the course materials, three class observations, and an
interview with the instructor, the course required a significant amount of writing both in
and out of class. Large portions of class time were dedicated to collaborative, in-class
writing assignments that developed from the students' analysis of the university and its
fimctions. In two classes I observed, the students were involved in reading and writing a
collective response to an editorial that appeared in the school newspaper. Each student
had prepared an individual response to the editorial for homework so that class time
could be spent reading and blending these into a collective response. Most of the students
were actively engaged in these activities.
The persuasive essay assignment in this section asked the students to
ideologically analyze a specific site in the university, especially with reference to the
concepts of disciplinarity and isolation that were described in assigned readings by
Michel Foucault and Dorothy Soelle. The purpose of the assignment, according to the
instructor, was to provide the students with an opportunity to apply concepts learned in
the course to their experiences as students at the university. The idea was that in doing so,
the students would begin to see the university differently, viewing it from Marxist and
postmodern perspectives.
The following post hoc reflective statement written by the instruction emphasizes
the level of writing and critical thinking tried to inspire in students:
This 101 course dealt with some complicated theoretical material. Some of
the more challenging texts were on ideology, representation, discipline, and
alienated work. We primarily read Marxist and Foucauldian critiques and while
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some of the students clearly tuned out this material, many students engaged it
quite seriously. The object of this class was twofold: first, to encourage students
to think about their university education more critically and, second, to help them
become better writers. The theoretical material was designed to facilitate more
critical thinking and to that end, I think it worked well. I had students who were
really intrigued by Foucault's analysis of space and discipline and I had other
students who were thinking about labor differently for having read work from
liberation theologists. This interest and the students' subsequent analyses ranged
from the mundane to the interesting; however, the point is not necessarily to
engender extremely sophisticated analyses. Rather, I am trying simply to
encourage students to think about the world they occupy differently. That they are
able to consider ideas they would not have otherwise seems like a success to me.
The second goal is to write better prose. This goal is achieved by asking
students to write, workshop, and revise their numerous papers. I also asked them
to write smaller essays that were later revised into larger papers. We did not do
any sentence-level workshops nor did we ever discuss grammar. Occasionally we
worked on the general conventions of an academic essay; however, most of the
work on writing was done through my comments on paper drafts. This works
fairly well, but it isn't the most efficient way to teach writing. The problem is,
though, that I don't want to spend
class time on teaching writing.

English 107. a course designed for non-native English speakers, parallels the curriculum
of English 101 in terms of writing assignments, grading standards, and required texts.
The exclusive non-native English speaking student population in English 107 allows
instructors to provide special attention to language and cultural issues that may arise in
class discussions, assigned readings, and written work.
A comparison section of English 107 was included in the present study's original
proposal. However, due to miscommunications, only four of the seventeen students who
volunteered to participate in the study actually provided the researcher with copies of
their work. Since the class was participating in three separate research projects, the
students may have become confused by or weary of the competing demands of each
research project. Whatever the reason, the low level of participation in this class required

105

another comparison section to be added to the study the following spring semester. This
additional comparison section of English 107 was a combined English 101/107 section; it
is described immediately following the description below of the original English 107
comparison section.
The instructor for the fall 1999 section of English 107 was also the course director
for all ESL composition classes. As a full-time faculty member, she was one of the more
experienced instructors participating in the study. She had been involved with ESL
composition for several years helped lead efforts to identify where and how this
curriculum should differ from the parallel courses offered to native English speaking
students. However, because this particular section of English 107 was participating in
several research studies, and because the instructor was using a new textbook adopted for
use in the English LI composition sections, the instructor deviated little from the core
curriculum described in.,4 Student's Guide to First-Year Composition.
The description of the course in the syllabus focuses on academic discourse
within a process-approach to writing. This is evident in both the following excerpt and
the complete syllabus included in the appendix:
Think of writing as an adventurous journey! Writing has been defined as the
act of negotiation between writers and readers. It is a chance to express what we
think, know, believe, and value and to communicate what we have learned with
others. In this class we will examine the link between personal and academic
concems. We will review academic discourse from a variety of fields and discuss,
both in class and through writing, how writers from these various disciplines define
rhetorical situations and develop strategies for effective commimication in different
situations. We will leam to approach writing as a process through invention, drafting,
revision, and editing.
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The persuasive essay assignment given in this section of English 107 also
followed the examples provided in the Guide closely. Students were required to write a
persuasive essay on the controversial issue of their choice, and to include a minimum of
three outside sources of information in their essay. The assigrmient sheet given to
students in class suggested an essay of 5-7 pages in length, but because there was a range
of abihties in the class, the instructor emphasized that this was only a guideline and that
longer or shorter essays were acceptable if the content supported an amended length.
Later, when the instructor reflected on the class in a post hoc written statement,
she noted the challenge this range of student abilities presented and how she attempted to
adjust her teaching style to meet the needs of the ESL students in her class:
I had some very, very strong writers (the winner of the 1999 Student
Guide Essay contest, for example), and some very, very weak writers (a Japanese
student who came to every office hour and wrote nine —no joke— drafts of the
first essay and still only got a 'B' on it). It was a challenging group. [...] I was
teaching a 107 for the second time only and still trying to get a feel for the
students. My conclusion from that class and others I have since taught was just
that ESL takes more time to do the same thing. So, if we use a 101 syllabus
(making life easier for those who need to teach two courses a semester), we must
feel free to adjust the time demands on ESL students—even if we keep the basic
syllabus structure the same. That means less reading, smaller chunks of
assigrunents — short, to-the-point homework, lots of in-class short writings, free
writes, and lots of discussion about American academic writing and culture.

Combined sections of English 101/107 are offered on a limited basis each semester.
These courses combine native and non-native English speaking students in order to build
upon the multicultural discussions that typically occur in ESL classes by including native
EngUsh-speaking Americans. Such combined English 101/107 courses are considered
advantageous to all students, but especially those interested in pursuing international
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careers because of the increased opportunities for cross-cultural discussions and
interactions the classes afford^"^. The combined section of EngUsh 101/107 included in the
present study convened in the spring 2000 semester. Although both native and non-native
English speaking students were enrolled in the course, only the 15 non-native Englishspeaking students who volunteered to participate were included in the study. The
instructor for the course was also a non-native English speaking graduate student from
Turkey.
The teacher stated in the syllabus that "I will do my best to convince you that this
in not only a mandatory class, but also a fun one." This friendly tone was apparent in the
teacher-student interactions observed on several different occasions. The instructor
usually began the class with small talk about current events or campus life. These
discussions often recurred throughout the class period as the teacher mingled among
students working in small groups on assigned tasks. In one observation of the class
towards the end of the semester, I noted that the majority of the class period was spent
planning for an end-of-the-semester party. The students responded well to this congenial
atmosphere, praising the teacher in their course evaluations for her dedication to the
class.
The instructor, however, had a different view of the class. In the following post
hoc reflective statement, she describes the challenge the mixed 101/107 classes present
for a teacher in terms of collaboration:

I have been teaching mixed classes of English composition for the last
three semester with increasing ease and pleasure. When I first taught a mixed
section (I think it was Fall 1998), I didn't know how to handle the differences
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between the two groups and the differences within the groups themselves. I
thought it was too challenging, and it wasn't a good idea to mix U.S. and
international students. However, when I was assigned to another mixed section
last year (Spring 2000), I put all my efforts in the design of the class in order to
help the students leam from each other and appreciate the diversity we had in our
class.
The attempt was only somewhat successful due to the non-responsive and
rather non-caring attitude of the North American students I had in my class. They
preferred to cling to their "group" (which was athletes!) and stay in that circle all
the time. I tried very hard to break these cliques and make them work in
multinational groups; however, when the chance was given to them, they didn't
care about being with international students. This was frustrating and it made
some of my international students upset. However, I didn't lose my hope and
decided that it was my classroom set up and activities design that could be
improved to make this happen. Of course the type of assignments had an impact
on this outcome.
So the next semester. Fall 2000,1 asked to teach English 102 which is
more literature-based and more flexible. I made my assigrmients very culturefocused and demanded cultural research which involved choosing a culture
different from the student's culture, finding sources about this culture and relating
them to the folktales we had been reading, folktales from different countries, and
interviewing someone from that culture. This has worked out really well in my
classes. I got incredibly positive responses and evaluations from my students.
Therefore, I think my aim to make that connection between international and U.S.
students was realized in a more flexible course.
Enghsh 101/ 107 was not a very flexible course, but it will be my next
challenge to make it as culturally-interactive as possible.

The persuasive essay assignment in her fall 1999 mixed 101/107 section asked
students to write a letter to an editor or other person knowledgeable on a controversial
issue. This letter writing approach to the persuasive essay assignment in English 101 and
107 was promoted in earlier editions of A Student's Guide to First-Year Composition, and
it remains a popular choice among instructors today because of the specific audience it
requires students to have in mind as they write. The potential drawbacks to this approach
involve difficulties in resolving the different style requirements of letters and academic
research papers: Are the students really writing to the addressee or are they writing to the
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teacher who holds the grade book? This issue can appear in service-learning writing
courses, too, and so the opportunity to compare the writing produced by both groups was
fortuitous.

Service-learning composition classes such as those in the pilot and present study reported
here follow what some describe as an Aristotehan theory of rhetoric to public discourse.
Students in these courses typically write for, about, and occasionally with local
community groups, gaining the benefit of writing for real audiences and purposes, and on
matters of importance to both the writer and the community (Deans, 2000). However, it is
important to note that students do not know that a particular section of first-year
composition will include a service-learning component when they register for the course.
Although this would obviously be desirable, the scheduling difficulties it encompasses
when working with graduate student instructors has to date stymied the administration. In
most cases, including the present study, students first leam the details of the course
content on the first day of class when the instructor discusses the syllabus.
The persuasive essay assignment in the service-learning sections asked students to
state an opinion on a controversial topic following one of five suggested formats: a
position argument, a refiitation argument, a proposal, a cause-effect argument, or a callto-action argument. Students were required to use at least five sources of outside
information, which could include primary data collected at their service-learning sites.
Since the course theme centered on the land and people of the Southwest, most of the
topics students chose for essays and service-learning project focused on environmental or
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social problems. The persuasive essay offered them a chance to suggest ways to solve or
reduce the impact of the environmental or social problem they researched.
For example, one of the more popular service-learning placements in the present
study involved students in a larger program called The Community Learning Project. As
described in Chapter 1, this program arose in response to national (Office of Management
and Budget, 1999) and local calls to make the research data produced at pubUcly funded
Research I imiversities such as the University of Arizona more accessible to the general
public. As part of this effort, several service-learning students began collaborating with
teachers and students in two local elementary schools to teach and leam about the land
and people of the Southwest. Some projects resulting from this collaboration included a
historical profile of demographic changes in Tucson and the host elementary school, an
architecture project in which university and elementary students built a small adobe
structure similar in design to host elementary school's namesake. Fort Lowell, and a
water quality study involving the measiurement of local rainfall and river water quahty.
Other community defined needs and projects fitting within the general course theme of
the land and people of the Southwest were also available for interested students to pursue.
Although the student populations and course themes vary somewhat, the course
requirements and theory of rhetoric is the same. This theory is described in A Student's
Guide to First-Year Composition, the textbook required in all first-year composition
courses. It states:
.. .writing is shaped and reshaped by interactions among writers, readers, texts,
and contexts. Writers express their ideas in order to think and leam and to
communicate ideas to an audience in a way that addresses a shared interest or
goal. To communicate effectively, writers consider the needs of their intended
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audience, discover an underlying logic and structvure for their ideas, and
understand how various situational constraints shape their ideas as well as those
of their readers. Writing is not simply a matter of capturing already-formed ideas;
rather, it is a way to create those ideas, to share them, and to reshape them. (Wurr,
Eroz, & Singh-Corcoran, 2000, p.97)
Likewise, the goals for English 101 and 107 remain the same regardless of the
course themes individual teachers might adopt. These goals and other program-wide
policies such as grading and assigrmients provide transparency, agreement, and cohesion
among the many teachers, students, and administrators involved with first-year
composition; they are outlined in A Student's Guide to First-Year Composition (Wurr,
Eroz, & Singh-Corcoran, 2000) for this reason. These course goals provided the basis for
comparing different sections of English 101 and 107 in the present study. According to A
Student's Guide to First-Year Composition, students in English 101 and 107 will:
•

Read texts to assess how writers achieve their purposes with their intended
audiences.

•

Leam the conventions of scholarly research, analysis, and documentation.

•

Leam other conventions of academic writing, including how to write clear
and correct prose.

•

Leam to revise and respond to feedback from readers to improve and
develop drafts.

•

Leam to develop ideas with observations and reflections on [their]
experience.
Leam to analyze and write for various rhetorical situations.

•
•

Develop a persuasive argument and support it with evidence and effective
appeals that target [their] intended audience.

(Wurr, Eroz, & Singh-Corcoran, 2000, p. 175)

112

To demonstrate the degree to which these goals are met in the different sections of
the course described above, participating students in selected service-learning and
comparison sections wrote a rhetorical analysis, a persuasive essay, and a reflective
essay. These assignments are stunmarized in Table 4.3. Traditional library research and
background knowledge on the topic formed the knowledge base for the writing that
students produced in the comparison groups, while students in the service-learning
groups could also draw upon first-hand observations gleaned from volunteering at non
profit community agencies for 15 hours or more over a one-to-two-month period.
Persuasive essays from both service-learning and comparison groups were analyzed in
order to highlight the impact of each teaching and learning context on writing
performance.
Although the instructional context in which the present study was situated varied
from section to section in terms of the course theme and classroom atmosphere, all
sections adhered to the same overarching course goals and assignment sequence, as
described in A Student's Guide. In terms of pedagogy and program administration, this
arrangement allows for some experimentation and creativity on the part of individual
instructors in designing the courses they teach, but also ensures that all students in firstyear composition will be exposed to the same core concepts and assignments regardless
of the individual instructor teaching the section in which they enroll. In terms of research,
the organizational stmcture of the Composition Program helps ensure a common basis for
comparing the effects of pedagogical innovations such as service-learning by maintaining
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common course goals and assignments across all sections and first-year composition
courses.

Data collection
The next section describes the procedures and instruments used to gather
quantitative and qualitative data used in the present study. This includes pre- and post
activity surveys, scoring guides for holistic and analytic writing assessments, and
software used for conducting computer-mediated textual analyses of student writing
samples.

Surveys
Two surveys related to service-learning (see Appendices G and H) administered
before and after most participants had completed their service activities were used to
measure the impact service-learning on student learning, motivation, and social
orientation. Both were created specifically for the present study by adapting questions
from other surveys found in the service-learning Uterature"^ (e.g. Miller, 1994 & 1997;
Olney & Grande, 1995; Hesser, 1995; Kendrick, 1996; Hudson, 1996; Driscoll et al.,
1996; Wade & Yarbrough, 1997; Mabry, 1998; Reeb, Katsuyama, Sarmnon, & Yoder,
1998). Although the reliability of the surveys was not measured, their validity was
considered high based upon both their sensitivity to the local context and the formative
influence of more established service-learning surveys.
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One more survey was administered to participants in the service-learning classes
(see Appendix I). The Style Orientation Scale for Language Learning (SOS-L) was
created by Rebecca Oxford (1991) and is designed to assess a student's learning-style
orientation; that is to measure the extent to which a student favors visual, auditory, or
experiential modes of learning, on sequentially organized tasks or intuition, in groups or
alone, in structured or flexible environments, and in a field-dependant or fieldindependent manner. The version of the SOS-L used in the present study and found in the
appendix was revised and adapted with permission from Rebecca Oxford by Mary
Wildner-Bassett in 1994. This learning style survey was chosen over an alternate one^®
used by the University Learning Center at The University of Arizona because the former
had been tested and used successfully with a population of learners similar to those in the
present study.

Assessing Writing Ability
To measure the impact of service-learning on student writing, a combination
holistic and primary trait assessments of writing ability were used to provide information
on specific writing skills, and the interaction and application of those skills on specific
writing tasks. Quantitative data derived from holistic and primary trait assessment scores
was interpreted with reference to qualitative data on individual learner differences related
to motivation and social orientation in order to gain a better understanding of the multiple
factors at play. This approach fits well with ethnographic or case study models of servicelearning evaluation (for example, see Fenzel & Leary, 1997; Driscoll, Holland, Gelmon,
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& Kerrigan, 1996) and also draws upon the developing field of chaos or complexity
theory.
Complexity theory enhances the interpretation of writing ability in several ways.
Reading and writing ability can be understood as a complex system involving the
interaction of several subskills and processes. To adequately describe the writing ability
exhibited in any one text and context in the present study, holistic and primary trait
evaluations of writing samples are used to provide information on specific writing skills,
and the interaction and application of those skills to specific writing tasks. (A primary
trait evaluation refers to the assessed strength of a single trait or quality of writing such as
mechanics or coherence, while a holistic evaluation refers to a numerical rating that
describes the overall quality of a text). Primary trait scores may be compared to holistic
scores to see the extent to which the parts or "primary traits" describe the whole of
writing performance, aind how each part interacts with others. In this way, the text and the
weights or values of its component parts are not seen as static but rather as a more fluid
and dynamic document, as is a reader's or rater's transactional process with the text.
For example. Bill Condon and Liz Hamp-Lyons (1994) have described the
process raters go through in scoring writing portfolios as a fairly quick process of
determining the approximate score or strength of a text, then fine tuning this rating by
scanning for confirming or disconfirming evidence in the remainder of the text.
Surveying raters at different points in the portfolio rating process, Condon and HampLyons noted that raters "do not attend equally to all the texts in a portfolio" (p. 278).
Rather, they "arrived at a strong first impression of a final score during their reading of
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the first paper. Some readers reached a tentative score after the first or second paragraph
of the first text" and that "readers sought a 'center of gravity' and then read for
confirmation or contradiction of that sense" (p. 278).
Complexity theory helps explain the portfolio assessment process Condon and
Hamp-Lyons describe in several important ways. First, initial conditions—the
introductory paragraphs of an essay, the introductory texts in a portfolio, and all the
components of writing quality contained within these—had a disproportionately large
impact on raters' assessments and reading/rating processes in that they carried more
weight in the rating process than subsequent sections and affected how raters read fi^om
that point on. Second, the varying amount of time and attention raters gave to each text in
the portfolio and each section within a text suggests the interdependence of components
in a complex system, that the value of components within a text are not fixed but rather
fluctuate according to other variables in the text and context. Finally, the "center of
gravity" that readers sought is similar to the effect of a strange attractor in a dynamic,
nonUnear system in that this attractor or center of gravity brings together previously
unrelated elements into a comprehensible form or function: the reader's understanding
and assessment of the text begins to gel.
While this interpretation of writing assessment as a complex, non-linear system is
more suggestive rather than comprehensive, it nevertheless supports viewing the
assessment of writing ability as a complex system, a dynamic process that cannot be
captured by the snapshots of a single writing element, essay, or even of multiple writing
samples collected over the course of a semester. Complexity theory thus encourages
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writing researchers to interpret results within a broader and more dynamic frame of
reference.

Analytic and holistic essay rating
The purpose of this segm-ent of the study on writing performance is twofold. First,
assessing the writing produced b^^ students in service-learning and comparison
composition classes will help answer one of the five major research questions posed:
Does service-learning contribute to improved student writing, and if so, in what ways?
Previous studies attempting to shiow gains in student writing as a result of teacher
intervention and/or curricula hav«e been notoriously unsuccessful (see Haswell, 1991;
White, 1994), in part because muich of what is taught in freshmen composition (e.g.
research and Library skills) is not easily observed in quantifiable form in the students'
written products. Thus, a second purpose of this segment of the study is to investigate
valid and reliable methods for denscribing writing quality based on current theories and
techniques for analyzing student -writing, with particular regard to persuasive essay
writing.
While each educational context has unique characteristics of its own, some
variables affecting judgments of ••writing quality tend to recur in many studies (e.g.,
Bamberg, 1983; Biber, 1986; Comnor, 1990, 1995; Connor & Lauer, 1985; Lloyd-Jones,
1975). Statistical procedures sucti as Rasch measurement and Multiple Regression
Analysis (MRA) have, moreover,, allowed researchers to account for the contribution of
each of these and other variables on holistic writing assessments. For example, Hamp-
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Lyons and Henning (1991) were able to assess with reasonable accuracy the writing
performance of adult non-native English speakers on seven major variables using holistic
and multi-trait assessment tools, combined with Rasch analyses designed for different
educational contexts. Their study suggests that researchers do not have to design new
instruments from scratch every time they want to assess writing in a new situation.
Rather, with reasonable care and consideration, they may fine tune established reliable
techniques to fit the local context. With this in mind, primary trait analyses that have
reliably measured the effective rhetorical appeals, coherence, syntax, and reasoning in
other contexts are presented below along with impressionistic scoring mechanisms as
suggested means for documenting the impact of service-learning on student writing
performance.
Finally, because holistic essay evaluation is a cognitively demanding task, there is
a tendency for raters to gravitate towards the center when asked to assign separate scores
among multiple-traits in a single essay reading. Thomdike and Hagen (1969) attributed
this to a "halo" or carryover effect of one trait upon the other. Their recommendation to
conduct separate readings with different ratings for each trait to be assessed was followed
in the present study.
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Analysis of Rhetorical Appeals
Ulla Connor and Janice Lauer (1985) developed scales forjudging the
persuasiveness of student writing for use in the Intemational Study of Written
Composition (commonly referred to as the lEA study because of its sponsor, the
Intemational Association for the Evaluation of Educational Achievement) conducted by
AJan Purves (1988) and other researchers around the world. Starting with Aristotle's
concepts of ethos, pathos, and logos as persuasive appeals and integrating the work of
more modem rhetoricians such as James Kinneavy (1971) and Lauer, Montague,
Lunsford, and Emig (1985), Connor and Lauer (1985) describe measures for identifying
and rating the use of three persuasive appeals: Rational, credibility, and affective.
Outlined in Figure 4.1, the rational, credibility, and affective appeal scales had interrater
reliabilities of .90, .73, and .72 respectively in the lEA study (Connor, 1990, p. 76).

Figure 4.1: Rhetorical appeals scale

Rational
0
1
2
3

No use of the rational appeal*
Use of some rational appeals, minimally developed or use of some
inappropriate (in terms of major point) rational appeals.
Use of a single rational appeal* or series of rational appeals* with at least
two points of development.
Exceptionally well developed and appropriate single extended rational
appeal* or a coherent set of rational appeals*.

*Rational appeals were categorized as quasi-logical, realistic structure, example, analog.
Credibility
0

No use of credibility appeals.
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1

2
3

No writer credibility but some awareness of audience's values; or some
writer credibility (other than general knowledge) but no awareness of
audience's values.
Some writer credibility (other than general knowledge) and some
awareness of audience's values.
Strong writer credibility (personal experience) and sensitivity to
audience's values (specific audience for the solution).

Affective
0
1
2
3

No use of the affective appeal.
Minimal use of concreteness or charged language.
Adequate use of either picture, charged language, or metaphor to evoke
emotion.
Strong use of either picture, charged language, or metaphor to evoke
emotion.

Note. From "Cross-Cultural variation in persuasive student vmting," by U. Connor & J.
Lauer, 1988, Writing Across Languages and Cultures, edited by Alan C. Purves, p. 138,
copyright 1988 by Sage Publications. Reprinted by permission of Sage Publications.

Analysis of Coherence
Although teachers and researchers have identified coherence as an important
aspect in the quality of written texts, defining exactly what is meant by coherence has
proved to be a difficult task. The prevailing opinion seems to emphasize the interactions
between the reader and the text in defining coherence. Phelps (1985) for example, defines
coherence as "the experience of meaningflilness correlated with successful integration
during reading, which the reader projects back into the text as a quality of wholeness in
its meanings" (p. 21). But even she admits that definitions of "successful integration"
may vary from one reader or rater to the next.
Research indicates that topical structure can be an important indicator of overall
writing quality (Witte, 1983a, 1983b; Connor, 1990; Connor & Farmer, 1990; Cemiglia,
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Medsker, & Connor, 1990). Witte (1983b) found that high quality essays had more
parallel and extended parallel progression than low quality essays. Simply put, good
writers tend to elaborate on important ideas while weaker writers often stray from the
point by introducing new ideas not relevant to the discourse.
Building on this idea, Bamberg (1983, 1984) developed a system to help students
revise their essays and improve coherence using topical structure analysis. Connor &
Farmer (1990) adapted this into a four-point rubric to measure text cohesion. Students
responded positively and made significant revisions to early drafts of their essays using
topical analysis (Connor, 1996, p. 87). The researchers using the rubric achieved an
interrater reliability of .93 (Connor & Lauer, 1985, p. 311). Given such high interrater
rehability, and in consideration of the fact that Bamberg's system for analyzing text
cohesion has withstood "the test of peer review" (Connor & Lauer, 1985, p. 311), her
system was chosen for the present study and is shown in Figure 4.2.

Figure 4.2: Bamberg's four point holistic coherence rubric
The writer...
4
• identifies the topic and does not shift or digress.
• orients the reader by describing the context or situation.
• organizes details according to a discernible plan that is sustained
throughout the essay.
• skillfully uses cohesive ties (lexical cohesion, conjunction, reference, etc.)
to link sentences and/or paragraphs.
• often concludes with a statement that gives the reader a definite sense of
closure.
• makes few or no grammatical and/or mechanical errors that interrupt the
discourse flow or reading process.
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•

meets enough of the criteria above so that a reader could make at least
partial integration of the text.

•
•
•
•

does not identify the topic and inference would be unlikely.
shifts topic or digresses frequently.
assumes reader shares his/her context and provides httle or no orientation.
has no organizational plan in most of the text and frequently relies on
listing.
uses few cohesive ties (lexical, conjunction, reference, etc.) to link
sentences and/or paragraphs.
makes numerous mechanical and or grammatical errors, resulting in
interruption of the reading process and a rough or irregular discourse flow.

2

•
•
1

•

essay is literally incomprehensible because missing or misleading cues
prevented readers from making sense of the text.

Note. From "Understanding persuasive essay writing: Linguistic/Rhetorical approach" by
U. Cormor and L. Lauer, Text, 5 (4), p. 311, copyright 1985 Mouton Publishers.
Reprinted with permission by Mouton Publishers.

Formal Conventions
The effective use of mechanics was measured in two ways in the present study
with the help of various computer programs. Following Li (1998), the first method
focused on grammatical accuracy and involved using the grammar checker of Microsoft®
Word 2000 (version 9.0.2720) to identify deviations in the conventions of standard
academic English in the students' essays, and then manually confirming that each
identified error conformed to one of the following types of usage errors"^:
1.
2.
3.
4.
5.
6.
7.
8.

Adverb: He writes bad.
Article: A honest person would not do that.
Capitalization: he took it.
Comma use: It was late, the boys were hungry.
Commonly confused words: Who's is that?
Comparative: Writing is more easier than we expect.
End-of-sentence preposition: She got the job she applied for.
End-of-sentence punctuation: My bus had left!.
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9. Extra word: The boat in the the basement was too big.
10. Fragment: The rock samples.
11. Negation: We couldn't hardly keep up with the orders.
12. Number agreement: These banana are almost ripe.
13. Parallelism: He should either pass or should bid.
14. Possessives: The mans jacket was never found.
15. Question mark: Who said that.
16. Quotation marks: John said, "I can't abide by that".
17. Relative Pronoun: One person which I respect was Jim.
18. Spelling (Confirmed manually): His assesment of the situation wasn't popular.
19. Subject-Verb Agreement: One of the most important files are missing.
20. Tense shift: He left and takes a nap.
21. Verb Form: She had ran out of time.

The grammar checker on Microsoft® Word 2000 was customized to identify only
these types of errors. Because of the limitations of grammar checkers, manual
confirmation was still necessary to avoid, for example, an in-text citation being counted
as a firagment. The total number of confirmed errors in each student essay was divided by
the total number of words to arrive at an errors-per-word ratio. An errors-per-word ratio
was used rather than errors per sentence to account for variance ir^ sentence length. The
errors-per-word ratio represented the level of adherence to formal conventions such as
mechanics and style in a given essay.
The second method of syntactic assessment used in the present study involved
macroscopic textual analysis following Douglas Biber's (1988) multifeature/
multidimensional method of textual analysis. Biber (1985, 1986, 1987) has developed a
computer-mediated method of textual analysis to assess over 120 linguistic variations
commonly found in texts. Factor analysis was used to find group features that had high
co-occurrence rates. These features describe different dimensions of written texts.
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Two primary dimensions identified by Biber are "interactive versus edited text"
and "abstract versus situated style." While remembering that both exist as continua rather
than strict dichotomies, the "interactive versus edited text" dimension helps contrast
features showing high personal involvement with highly edited, informational text. Thus,
texts with a high co-occurrence of interactional features would also be expected to have
few edited or informational features. The features hsted in Table 4.4 were selected for
further exploration in the present study based on previous research (Biber, 1985; Connor,
1990) which found them to be significant indicators of the interactive-versus-edited-text
dimension (factor 1) and the abstract-versus-situated-text dimension (factor 2). A
complete description of each feature and its computer algorithm can be found in Biber,
1985 (pp. 221-245).
Table 4.4: Selected syntactic variations
Factor 1
Interactional
T/'you'
questions
pro-verb 'do'
general hedges
general emphatics
'it'
final prepositions
'that' clauses
other subordinators
(contractions)

Edited/Informational
Word length
Type-token ratio

Factor 2
Abstract
Nominalizations
Prepositions
Passives
'it' clefts
precise conjuncts
spht auxiliaries
word length
infinitives

Situated
Place & time
adverbs
Contractions
General conjuncts

It is important to note that while these features were seen as potentially important
descriptors for the present study's corpus of persuasive student essays, they were not
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selected a priori. Rather, features that had a positive or negative correlation of .30 or
greater, as determined by a Promax rotated factor analysis using the SPSS statistics
computer program (version 10.0, 1999) were considered significant indicators of the
underl3^g textual dimension. Each occurrence of a given feature was first identified
through the use of the "Concordance" feature of Wordsmith (Scott, 1998)"^ and then
manually confirmed. Features contained within text quoted fi^om outside sources of
information were omitted fi-om the data on the grounds that this did not represent student
writing or persuasive texts well. The total number of features in each text and group was
counted and then normalized to a text length of 1000 words to prevent varying text length
affecting the factor scores. The totals were then standardized to ensure that all features
included were weighted equally. Factor scores representing the relative weight of a given
textual dimension in the corpus were computed by summing the salient features of each
factor for each essay.
For example, the potentially important features associated with Factor 1 (see
Table 4.4) can be expressed in the following equation:
[I/you + questions + pro-verb 'do' + hedges + emphatics + 'it' + final prepositions +
'that' clauses + subordinators] — [word length type/toke ratio] = Factor score for
Factor 1
For the service-learning groups, this equation would be as follows:
[789 + 116 + 67 + 19 + 359 + 419 + 16 + 505 + 4] - [4.8 + 40.02] = 2294 - 44.82 =
2249.18
hi this way, the range of linguistic features found in a corpus can be expressed
numerically in the form of a factor score.
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The mean factor scores for each group were compared to determine if there was a
significant difference in the clustering of linguistic features between and among both
groups' writing. The factor scores were also analyzed along with other primary traits to
determine what, if any, impact these variations in writing styles had upon holistic
assessments of writing quality.

Analvsis of Reasoning
Toulmin (1958) presents a model of informal logic to "assess the soundness,
strength, and conclusiveness of arguments" (Toulmin, p. 1) that is comprised of three
main, parts: claims, data, and warrants. Claims are defined as "conclusions whose merits
we are seeking to establish" (Toulmin, p. 97). Data provides support for the claims in the
form of experience, facts, statistics, or events. Warrants are "rules, principles, [or]
inference-licenses" that "act as bridges" between claims and data (Toulmin, p.98).
Connor and Lauer (1988) developed a three-point analytic scale to rate the quality of
reasoning in persuasive essays using Toulmin's categories of claim, data, warrant. Shown
in Figure 4.3, Connor and Lauer's scale assesses both the quality and the quantity of the
logic used.
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Figure 4.3: Criteria forjudging the quality of claim, data, and warrant
Claim

1. No specific problem stated and/or no consistent point of view. May have
one subclaim. No solution offered, or if offered nonfeasible, unoriginal,
and inconsistent with claim.
2. Specific, expUcitly stated the problem. Somewhat consistent point of view.
Relevant to the task. Has two or more subclaims that have been developed.
Solution offered with some feasibility, original, and consistent with major
claim.
3. Specific, explicitly stated problem with consistent point of view. Several
well-developed subclaims, explicitly tied to the original major claim.
Highly relevant to the task. Solution offered that is feasible, original, and
consistent with major claims.
Data
1. Minimal use of data. Data of the "everyone knows" type, with little
reliance on personal experience or authority. Not directly related to major
claim.
2. Some use of data wdth reliance on personal experience or authority. Some
variety in use of data. Data generally related to major claim.
3. Extensive use of specific, well-developed data of a variety of types. Data
explicitly connected to major claim.
Warrant
1. Minimal use of warrants. Warrants only minimally reliable and relevant to
the case. Warrants may include logical fallacies.
2. Some use of warrants. Though warrants allow the writer to make the
bridge between data and claim, some distortion and informal fallacies are
evident.
3. Extensive use of warrants. Reliable and trustworthy allowing rater to
accept the bridge from data to claim. Slightly relevant. Evidence of some
backing.
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Note. From "Cross-Cultural variation in persuasive student writing," by U. Connor & J.
Lauer, 1988, Writing Across Languages and Cultures, edited by Alan C. Purves, p. 145,
copyright 1988 by Sage Publications. Reprinted by permission of Sage Publications.

The preceding methods of identifying and analyzing linguistic and rhetorical
components of writing can provide a detailed profile of a student's writing performance
on a persuasive essay assignment. As Hamp-Lyons (1996) notes, such multi-trait
analyses can be especially beneficial in the case of assessing second language writers
because it can balance language control with other salient traits of the writer's text.
However, as was noted earlier, to better understand how these variables work together
within a given text and context, an impressionistic score of the whole essay is also
necessary.

Holistic Writing Assessments
In the book Measuring Growth in Writing, which arguably helped turn the tide
against indirect measiures of writing towards more valid holistic assessment procedures,
Paul Diederich (1974) asserts that interrater reliability scores of .80 should be the
minimum acceptable standard for program evaluation purposes. Countless large and
small scale essay rating sessions since then have confirmed that such standards are easily
attainable when raters firom similar backgrounds are trained in the use of a scoring guide
(see for example. White & Polin, 1986; Chamey, 1984; Coffinan, 1972; Cooper & Odell,
1977). However, Connor (1990) points out that such training on specific points in the
prompt or text could confound the correlation between the independent variables
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identified in a study on writing ability and the holistic scores given to sample papers.
Using a five-point impressionistic holistic scoring procedure, she was able to achieve
interrater reliability rates slightly above the minimum .80 set by Diederich (1974) for
program evaluation purposes.
Impressionistic assessments of writing provide some advantages over primary
trait scoring. In addition to accounting for the interaction of elements within a text,
impressionistic scoring also allows for a greater degree of interaction between the reader,
writer, and text than evaluations based on the enumeration of linguistic and rhetorical
features. Also, since the weight of any one element within a text is always relative to
other factors, holistic assessments are less likely to penalize second language writers for
surface level errors than primary trait scales concerned with accuracy and mechanics^^.
Students will have had sufficient time to revise and edit all writing samples submitted for
evaluation. Hamp-Lyons (1996) notes that this reduces the likelihood of fossilized errors
appearing, as they often do in timed essay writing, by allowing students to avail
themselves of all available resources—including peer tutors, writing center consultants,
the teacher, and computer grammar and spell check programs—before they submit their
writing for evaluation. This helps ensure that the writing sample represents the student's
true writing ability for the task rather than one artificially induced by a timed-essay test.
Although each teacher and class participating in the study was encouraged to
develop their own scoring guide or grading rubric that met program goals for each essay
assignment, for research purposes all essays were rated by a team of qualified
independent raters using a five-point scale based on the grading criteria outlined in A
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Student's Gidde to First-Year Composition (Wiirr, Eroz, & Singh-Corcoran, 2000, p. 72)
and presented in Figure 4.4. Since tJie independent raters in the present study were all
experienced graduate teaching assistants in the Composition program at the University of
Arizona, and thus familiar with course goals and the scoring guide outlined above, a brief
review of the scoring guide and sample essays was enough to achieve interrater reliability
rates of at least .80 without compromising correlational data between holistic scores and
the independent variables.

Figure 4.4: Holistic scoring guide for persuasive essays
Score of 5: Excellent
Strong, clear focus and thesis. Effective organization—including a beginning, middle,
and end—^with logical grouping of ideas into paragraphs. Lots of details and relevant
examples from outside sources and, when appropriate, personal experience to support
main ideas. Discussion shows a clear understanding of issue and texts, as well as a sense
of purpose and audience. Few errors.
Score of 4: Good
Clear focus and thesis. Overall coherence with paragraphs to group similar ideas. Some
examples and supporting details. Discussion demonstrates a good understanding of the
issue and integrates ideas from primary and secondary sources of information. Occasional
errors.
Score of 3: Adequate
Weak focus and thesis. Some coherence and logical grouping of ideas. Some examples
and details, though connections may not always be clear. Discussion demonstrates a basic
understanding of the issue and texts. Multiple errors.
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Score of 2: Poor
No clear focus or message. Few appropriate examples or details. Discussion relies on a
limited number of sources of information and overlooks complicating evidence. Serious
errors that interfere with meaning.
Score of 1: Failing
Writing is seriously incomplete or does not address the assigrmient prompt. Errors
prevent communication.
Note. Original document
The techniques for analyzing written texts just discussed—holistic assessment,
analytic assessment (including effective use of rhetorical appeals, reasoning, coherence,
and syntax), and macroscopic textual analysis—provided the three major ways in which
between-group writing samples were compared. That is, the persuasive essays written by
students in the service-learning and comparison groups were assessed holistically,
analytically, and macroscopically to determine what differences, if any, existed in the
writing produced by each group.
Because the service-learning group's final reflective analysis essay assignment
was designed to serve as the preface to a writing portfolio, and not to produce a reflective
essay like that done in the comparison classes, the portfolio assessment rubric described
below was applied exclusively to the service-learning group. The resulting score assigned
to each portfolio was compared to the other writing assessments to ensure the validity of
all measures and to provide an additional point of reference for assessing writing
development over time and across writing assignments.
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Portfolio Assessment
Portfolios have become increasingly popular in the last decade as a means for
assessing both LI and L2 writing because, as White (1995) explains, "multiple measures
are always better than single measures" (p. 38). Hamp-Lyons (1996) also notes that
portfolios have ecological validity, also known as beneficial backwash, for second
language writers because they provide opportunities for teachers, students, and other
stakeholders to discuss the writer's individual strengths and weaknesses, as well as
growth over time. For ESL students educated in American schools, such discussions can
prod students to invest more time and energy in the writing process because, with more
support and resources available to them during in the composing process, higher
standards for achievement are more readily accepted and attained (Hamp-Lyons, 1996, p.
237). PortfoUos also provide greater contextualization of writing processes and products,
allowing them to serve multiple purposes and audiences. Because writing in servicelearning courses often serves different purposes and audiences than writing in traditional
composition courses, portfolios were the best way to contextualize the writing students
engaged in over the course of the semester.
For the purposes of this study, a writing portfolio was defined as a collaborative
effort between students and teachers in which students present their accomplishments
over the course of the semester. Students were allowed to choose what represented their
best work, and both explained their choices and assessed the outcomes in a reflective
essay introducing their portfolio to the reader. Although allowing students to choose
portfolio contents makes it more difficult to compare equivalent writing tasks and genres
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among all participants, the students' ability to "analyze critically and write for various
rhetorical situations" is a major goal of the course and hence an appropriate part of
assessment. The portfolio-scoring guide in Figure 4.5, originally created by Donald
Darker for use at Miami University, was chosen as providing a suitable baseline for
holistically evaluating portfolios while also emphasizing context, creativity, and risktaking in each category descriptor.
Figure 4.5: Scoring guide for portfolios
Score of 6: Excellent
A portfolio that is excellent in overall quality. It is characteristically substantial in content
(both length and development) and mature in style. It demonstrates an ability to handle
varied prose tasks successfully and to use language creatively and effectively. Voice
tends to be strong, and there is a clear sense of audience and context. Often, there is a
close connection between the writer's sense of self and the writing—and/or a sense of
thematic unity within the different portfolio pieces. A "6" portfolio typically takes risks
that work—either in content or form—and challenges the reader by trying something
new.
Score of 5: Very Good
A portfolio that is very good in overall quality. It suggests the excellence that the "6"
portfolio demonstrates. Typically, a "5" portfolio is substantial in content, although its
pieces are not as fixlly developed as a "6". and it uses language effectively but not as
creatively as a "6". It suggests an ability to handle varied prose tasks successfully, and its
voice is clear and distinct if not powerful. Sense of audience and context is clearly
present if not always firm. A "5" portfolio tends not to take as many risks as a "6."
Score of 4: Good
A portfolio that is good in overall quality. The writing is competent in both content and
style. There are more strengths than weaknesses, but there may be an unevenness of
quality or underdevelopment in one or two pieces. The reader may want "more" to be
ftilly convinced of the writer's ability to handle varied prose tasks successfully and to use
language effectively.

134

Score of 3: Fair
A portfolio that is fair in overall quality. It suggests the competence that a "4" portfolio
demonstrates. Strengths and weaknesses tend to be evenly balanced—either within or
among the four pieces. One or more of the pieces may be too brief or underdeveloped.
There is some evidence of the writer's ability to handle varied prose tasks successfully
and to use language effectively, but it is often offset by recurring problems in either or
both content and style. A "3" portfolio often lacks both a clear sense of audience and a
distinctive voice.
Score of 2: Below Average
A portfolio that is below average in overall quality. It does not suggest the writing
competence that a "3" portfolio does. Weaknesses clearly predominate over strengths.
The writing may be clear, focused, and error-free, but is usually more thin in substance
and undistinguished in style. Several pieces may be either short or underdeveloped or
abstract and vague. Moreover, the writer rarely takes risks, relying instead on formulas
and chches. There is little evidence of the writer's ability to handle varied prose tasks
successftilly. The few strengths of a "2" are more than overbalanced by significant
weaknesses.
Score of 1: Poor
A portfolio that is poor in overall quality. There are major weaknesses and few, if any,
strengths. A "1" portfolio lacks the redeeming qualities of a "2." It is usually
characterized by pieces that are unoriginal and uncreative in content and style. The
portfolio seems to have been put together with very Uttle time and thought.
Note. From Daiker (1992-3) as reprinted in Teaching and Assessing Writing (pp. 301303), by E. M. White, 1998, ME: Calendar Islands Publishers. Adapted with permission
of the author.

Statistical analyses
Two primary approaches to the statistical analyses for the quantitative aspects of
the present study were performed, both with the aid the statistics computer program SPSS
(version 10.0, 1999). Factor analysis was used to analyze pre- and post activity survey
responses, and to determine the interaction of linguistic features in the multifeature/
multidimensional macroscopic textual analyses of writing samples. The Pearson product
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correlation test and T-test for independent means were also conducted to detect
similarities between and among the groups' pre- and post survey responses. These tests
were used again in the analysis of holistic and analytic essay scores. The Pearson product
correlation test was used to describe the relationship between each of the major
variables—rhetorical appeals, coherence, syntax, and reasoning—and the overall writing
quality indicated by the dependent variable of each essay's holistic assessment score. The
T-test for independent means was used to determine significant between-group
differences on each measure of writing quality. Finally, post-hoc analysis of the salient
linguistic features in each group's writing was conducted using the Scheffe test.
A second statistical analysis performed earlier in the study as part of the analysis
of syntactic features involved the use of factor analysis to identify distinct underlying
textual dimensions evident in the writing produced by service-learning and comparison
groups. The number of times each of the features identified by Biber (1988) as
comprising factors 1 and 2, and shown in Table 4.4 was counted. Although this procedure
was outlined earlier in the "Formal Conventions" section of this chapter, it bears
repeating again because failure to convert raw scores to normalized and standardized
scores will result in misleading and erroneous data. So, the raw scores were then adjusted
to a text length of 1,000 words to adjust for any differences in text length between and
among the essays written by each group. Finally, all scores were standardized (i.e., a Z
score was used) to prevent high and low fi-equency items firom exerting undue influence
on the final factor score. The normalized and standardized scores for each feature and
group then formed the basis for conducting a factor analysis of all features to determine
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the interaction between elements comprising a single dimension. In this way, significant
textual features are allowed to emerge from the data and strengthen its context-specific
analysis.

Summary
This chapter has outlined the procedures and methodology apphed in the present
study. It described the research questions and design, participants, and instructional
context for the present study, as well as the procedures used to collect and analyze both
quahtative and quantitative data, concluding with a description of the statistical analyses
performed to note significant trends in these data. The next chapter will discuss the
results of applying these procedures and analyses to the data in the present study.
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CHAPTER FIVE
ANALYSES AND RESULTS

Introduction
This chapter reports the results of the analyses conducted according to the
procedures described in Chapter 4. A combination of qualitative and quantitative analyses
was performed to investigate the major research questions raised in this study. Pre- and
post-treatment surveys were administered to participants in the service-learning groups in
the 8'*^ and 14''^ week of the semester, respectively (see Appendices G and H). The
surveys consisted of 22 Likert-type questions with 5 scaled responses: 4 = very much, 3 =
some, 2 = little, 1 = not at all, and no opinion, which was omitted along with any items
not answered to prevent skewing the data. Follow-up interviews were also conducted by
independent researchers with a representative sample^® of the participants in the 9'*^ and
15* week of the semester (see Appendices J and K). hiterview data and informal and
formal writing samples were analyzed and coded for referents related to the major
research questions.
A number of statistical tests were performed on the survey data to identify any
significant changes over time or between groups. Factor analysis (Varimax rotation) of
the survey responses was conducted to determine the underlying associations between the
questions. Item analysis of these survey items revealed three main underlying
dimensions, as shown in Table 5.1. These three dimensions were interpreted as relating to
"Social," "Cognitive," and "Affective" factors in learning. For research questions 1
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through 3, Pearson product correlations were used to detect similarities between survey
responses. T-tests for independent means were also conducted among and between each
group's pre- and post-activity survey responses. For research question #4, with its focus
on other possible intervening variables affecting service-learning outcomes, responses to
the adapted version of the Style Orientation Scale for Language Learning (Oxford, 1991)
were correlated with the participants' survey responses and essay scores. Survey
responses were also analyzed with regard to the quality and quantity of each learner's
service experience by grouping responses according to the learner's previous experience
with volvmteering, the number of volunteer hours, the number of times the learner visited
the community agency, and the relationship between the leamer's career goals and
service-learning project. For research question 5, the Pearson product correlation test was
used again to determine the association between the dependent variable—holistic essay
scores—and the independent variables represented by primary trait scores on the use of
rhetorical appeals, coherence, grammar, reasoning, as well as holistic portfolio scores. To
further analyze linguistic and rhetorical variation, factor analysis of selected linguistic
features was performed using principal component extraction and Promax rotation. The
principal component extraction method was selected because the factor analysis was
attempting to confirm previous research (e.g., Biber, 1986; Connor, 1990); the Promax
rotation was used because the factors were assumed to be related in some way since they
are thought to describe imderlying textual dimensions.
No significant differences were found between the pre- and post-activity surveys
for either group, except for in the number of service hours preformed and the number of
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visits made to the chosen community group. Since this result runs counter to expectations
and most research on service-learning, an item analysis of pre- and post-activity surveys
was conducted. Only one item on either survey sought participants' opinions independent
of their service-learning experience; that is, all questions except one asked respondents to
link their service-learning experience to another factor, such as class content in the
following example (question #8 from pre- and post-activity surveys): To what extent does
your community service help you understand your composition class course work?
Since most participants were only just beginning their service projects at the time
of the pre-activity survey, having spent an average of 4 hours and one visit at the site,
asking participants to extrapolate from this limited experience seems misguided in
retrospect. The data gathered on the pre-activity survey may indicate the participants'
expectations of service-learning, and since there were no significant changes in pre- and
post-activity survey responses, it could be argued that these expectations were largely
met. Post-activity siu^ey responses were considered a more accurate measure of
respondents' views on service-learning since most had completed their community
projects by then. Accordingly, post-activity survey responses were used as the basis for
assessing much of the students' response to, and assessment of, service-learning.
The remainder of this chapter is organized according to the order in which the
major research questions and corresponding hypotheses are posed in order to present the
results in as clear and consistent a manner as possible.
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Table 5.1: Factor analysis of post survey responses
Rotated Component Matrii?

#1 post
#2 post
#3 post
#4 post
#5 post
#6 post
#7 post
#8 post
#9 post
#10 post
#11 post
#12 post
#13 post
#14 post
#15 post
#16 post
#17 post
#18 post
#19 post
#20 post
#21 post
#22 post

1
.151
.176
3.473E-02
-.161
.155
.452
.675

.181
5.572E-02
.509

.246
9.247E-02
.106
.180

2
2.451E-02
4.957E-02
5.765E-02
.660
.652

.112
9.667E-02
.664

.231
.452
.242
.550

8.565E-02
5.029E-02
-3.32E-02
4.148E-02
6.917E-02
.230
.353

3
3.089E-02
.167
-.118
-.192
4.977E-02
.127
.339
.437
.369
.426
.774

.423
.891
.783

Component
4
.863
.853
9.168E-02
.143
.296
7.816E-03
5.318E-02
.357
.175
.224
.250
.512
4.126E-02
1.601E-02
2.476E-02
.214
5.663E-02
-7.38E-02
.232
-1.13E-02
-.139
-.389

2.557E-02
.225
.793
1.305E-03
.879
.181
-9.84E-02
.206
.819
.115
.128
.934
.139
.109
.888
-7.42E-02
-.290 3.304E-02
Extraction Method; Principal Component Analysis.
Rotation Metfiod: Varimaxwith Kaiser Nonnalization.
a. Rotation converged in 11 iterations.
.900

5
-4.26E-03
-.112
-4.94E-02
.456
.323
.773
.450
-2.58E-02
.306
-3.95E-02
.143
.113
.147
-.125
4.518E-02
8.645E-02
-9.54E-02
4.538E-02
.224
-.186
-4.01E-02
.677

6
.179
-.238
-7.25E-02
7.441E-02
.250
3.075E-02
3.162E-02
.229
.633
9.297E-02
-.163
.345
-5.04E-02
.259
4.779E-02
-4.97E-02
.305
.886
-1.76E-02
9.957E-03
.141
.337

7
1.177E-02
8.609E-02
.927
-.258
.155
-3.07E-02
.212
.303
-4.54E-02
3.124E-03
-.301
-1.66E-03
-.208
.301
8.673E-02
-.217
4.054E-02
-4.01E-02
6.386E-02
3.001E-02
-8.64E-03
-.114

Results
Research Question #1: Does service-leaming impact students' perception of self,
school, community, and society? If so, how?

In order to obtain information about the students' perception of self, school,
community, and society, responses to the post-activity survey, interviews, and writing
assignments were analyzed in and between groups. The following 6 questions comprise
factor 1, the social dimension of the survey.
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#7. How much are you learning from working at your community agency?
#10. To what extent does your community service improve your oral communication
skills?
#15. Do you feel you are making a significant contribution to your community?
#16. Has your community service increased your tolerance or appreciation of others?
#17. Has your community service increased your sense of belonging in the community?
#19. Has your community service increased your intentions to volunteer in the
commimity in the future?
The mean response on all six survey questions indicates a positive effect of servicelearning on learners' social orientation in the community, as shown in Table 5.2.
Although this does not appear to be a very strong positive response from the survey data,
comments gathered from participants in follow-up interviews were largely positive.

Table 5.2: Minimum, maximum, mean, and standard deviation scores for both servicelearning groups on survey items relating to social orientation.

#7 post
#10 post
#15 post
#16 post
#17 post
#19 post

32
33
31
28
29
31

Minimum
1.00
1.00
1.00
1.00
1.00
1.00

Maximum
4.00
4.00
4.00
4.00
4.00
4.00

Mean
3.0625
2.8788
2.9355
2.8571
2.7241
3.0000

Std. Deviation
.8776
.9273
.6800
.9315
.9218
1.0000

Mean

33

1.33

3.83

2.9167

.7033

Vaiid N (listwise)

27

N

Comments from interview participants reflect the generally positive view of
volunteering. Although students did not know they had enrolled in a pilot composition
course that required 15 hours of community service until the first day of class, all
interview participants said they would not have chosen differently had they known then
what they did now of the course. When pressed by the interviewer to justify this opinion,
one participant responded, "Actually, I kind of enjoy it," referring to the service-learning.
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An ESL student added, "The kids are so open. They remember me. After like one time,
they remember my name. I mean, I know they have trouble with my name because it's
foreign, and they are all coming to me and talking to me." Most participants shared
similar anecdotes, both in interviews and in written responses to class assignments,
describing their sense of having made a difference in at least one person's life through
their community service. Although this sense of having made a difference is one of the
most commonly reported student outcomes for service-learning programs, it is
nonetheless encouraging to consider with regard to ESL students and others with limited
volunteer experience. Service-learning provides these students with an opportunity to
interact with, and contribute more fixlly to, their local community. This is an opportimity
many would not otherwise know how to initiate, yet one that they often desire and will
eagerly pursue once shown how. For example, after completing her service-learning
assignment, an ESL student said, "I volunteered for SAFE; it's an AIDS foimdation. It's
the first time I've ever volunteered, and I was surprised how many people actually work
there. So I like it. I'm thinking about continuing to volunteer there."
Another indication of service-learning's impact on students' perceptions of self,
school, community, and society can be seen in the number of hours the students
volunteered and the number of times they visited their community agency. Although
students were required to volunteer for 15 hours or more and to visit their sites at least
three times, some students went well beyond these requirements. The number of hours
each student volunteered ranged firom 5-60, while the range for visits was 1-30. Although
a number of factors might influence how much time participants spend with their chosen
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community group and on their service-learning projects—limited transportation and
scheduling conflicts were the two most common problems interview participants
mentioned—leamers who found the work more interesting tended to go to their site more
often and leam more from the work they did there, as Figure 5.1 indicates. This result
imderscores the importance of working closely with community partners to ensure that
the partnerships are as rewarding and meaningful as possible for all concemed.
Figure 5.1 also raises an issue on which participants in each group (English 101
and 107) differed. Survey question #7 asked "How much are you learning from working
at your community agency?" While both groups assessed the learning experience
positively, the ESL students' felt they learned more than native English speaking
students, as indicated by the ESL students' mean score of 3.375 compare to native
English speaking students' mean score of 2.75. This was the only significant difference
between groups on the six social dimension survey items, as the results of independent ttest shown in Appendix R indicate. However, the groups also differed in regards to their
stated intentions to volunteer in the community again in the future. Although most
participants said they were more likely to volunteer in the future as a result of their recent
service-learning experience, as indicated in Figure 5.2, the ESL students' response was
more uniformly positive.
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Figure 5.1: Quality and quantity of service interactions by task interest
16

IH Hours
Visits

2.00

3.00

4.00

Interest

Note. Range for hours and visits unlimited. Range for learning and interest scores is 1-4

Although ESL students had significantly less prior experience with volunteering
or service-learning than their native speaking counter-parts^ ^ they were more likely to
volunteer in the future than native English speaking students in the study (see Figure 5.3)
This finding adds support to the argument that requiring students to perform community
service may persuade those who wouldn't otherwise volunteer to do so more often in the
future.
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Figxire 5.2: Has your community service
increased your intentions to volunteer in
the community in the future? (4 = very
much; 3 = some; 2 = little; 1 = not at all)

Figure 5.3: Prior volunteer experience and
intentions to volunteer again in the future
(4 = very much; 3 = some; 2 = Uttle; I = not
at all)

I
Sid. Devs 1.00

IPnnf volunteer
experience

Mean *3.0
BBputufft volunteer

Ns 31.00

S 2.0

»19 post

intentions

class

While service-learning had a positive effect on students' sense of themselves as
contributing members of the local community, this gain was mitigated by a reduced sense
of belonging on campus. On survey question #18, "Has your community service
increased your sense of belonging on this campus?" most students responded either "not
at all" (1) or "little" (2), for a mean score across both groups' of 1.9. Several participants
commented on surveys and in interviews that the service-learning component of the
course could be improved by offering more opportunities to volunteer on campus and/or
by encouraging students to work in groups. Since similar suggestions were also noted in
the pilot study, these service-learning options should be considered seriously by teachers
and program coordinators.
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Summary for research question #1
Taken together, the results provide a mixed-response to research question number
1. On the one hand, service-learning does impact students' social orientation in terms of
their perceptions of themselves as contributing members of the local community, as
someone who can make a difference in society and the world. On the other hand, the
students in this study also experienced a reduced sense of belonging on campus as a
result of their service-learning activities. Since some compositionists and writing
program administrators have expressed reservations about introducing service-learning in
first-year composition for similar reasons (i.e., because of its potential to complicate or
interfere with the goal of facilitating the students' entry into the academic community),
the implications of the results reported here are important and will be discussed in more
detail in the next chapter.

Research Question #2: Do native speaking (NS) and non-native English speaking
(NNS) students respond to service-learning similarly? Why or why not?

The data analysis to this question considered early differences in the participants'
attitude and motivation to completing their service-learning and course assignments (i.e.,
pre-activity responses). Pre-activity survey and interview responses, as well as class
community observations noted in a teaching journal comprise the bulk of the data.
Overall, students in both groups displayed a similarly positive response to the
service-learning component of the course, but the reasons for this response differed from
group to group. Participants in both groups appeared to believe strongly in the ability of
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one person to make a difference in the world, as can be seen in the mean scores for both
groups illustrated in Figure 5.4.
Figure 5.4: Pre-activity response to the question, "Do you think that one can make a
difference in this world? 4 = very much; 3 = some; 2 = little; 1 = not at all."
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In the mid-term interviews, participants were asked, "Do you believe one has a
social responsibility to help those in need?" In the first group interview, the first person to
respond was from English 101. She said, "I think so. It's just a Good Samaritan sort of
thing. You might as well go out and help people because at some point in your life you'll
need help as well. So why not?" The others in the group all nodded their heads in
agreement with this view. The response pattern in the next group was remarkably similar,
though a non-native speaker was the group spokesperson here. He said, "If I can do it and
there are people that need it, why not? If I were in their place, I would like people to help
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me" The others again nodded in agreement. The level of optimism and personal agency
exhibited by participants in both groups in regard to helping others was remarkable.
Where the two groups differ is in what they believe they will gain from helping
others as they complete their community service assignment. While both groups believed
helping others was good, the NNS students in English 107 also mentioned the academic
and personal benefits they would gain from service-learning more than NS students in
English 101. There was a significant difference between groups on seven of the 22 preactivity survey items. The results of independent sample t-tests on these seven items are
shown in Appendix R. Three survey questions (#5, #8, #12) are related to factor 2, the
cognitive learning domain, and two (#13, #14) to factor 3, the affective dimension of
learning. Additionally one item (#3) was related to prior volunteer experience and one to
task interest (#6), as discussed in the previous section.
In all cases except prior volunteer experience, the ESL students' mean score is
greater than that for NS students, indicating that the ESL students thought that servicelearning would have greater academic benefits for them than the NS students did.
Specifically, in terms of affective factors, the survey results indicate that the ESL
students' felt more strongly that service-learning would allow them to leam about
cultures different than their own (#13) and about how communities and cities in America
fixnction. In terms of academic benefits, ESL students also thought the tasks in the
community were a more interesting (36) and useful way to leam about composition (#8 &
#12) than did their native English-speaking counterparts in the study.
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Comments made by participants in interviews and informal writing assignments
support this interpretation of the data. In the interviews, all participants said they felt a
responsibility to help others in need if they could, as was previously discussed. But ESL
students also mentioned other reasons for doing community service, as can be seen in the
following comments:
•

"I think the idea of doing service-learning in a foreign country is very interesting
to me."

•

Service-learning increases my knowledge of English communication skills."

•

[Service-learning] has improved my English as an international student."

These comments on potential cultural and communicative benefits of service-learning for
ESL students contrast with more civic-minded comments native English speaking
students made:
•

My [service-learning] goals for English class are to get my 15 hours, but outside
of English class I think it can help you."

•

"I want to leave the school vnth something they can carry on with."
Likewise, in their informal writing assignments during the first half of the

semester, NS participants were much more likely to mention civic-minded motivations
for doing service-learning such as helping others and giving back to the community while
NNS students tended to focus on academic and career-related benefits. This difference
between each group's written and interview comments are summarized in Table 5.3.
Table 5.3: Number of pre-activity comments by class and category
EneUsh 101 CNS) EngUsh 107 (NNS)
10
Career/Academics
14
2
9
Civics
3
Personal
4
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Examples of each groups' comments were as follows:
Career & Academics
NS
•

I am currently a molecular and cellular biology major, and I hope to be a doctor.
My knowledge of first aid and emergency procedure was first taught to me in the
boy scout organization, so I'm thinking of volunteering there. ...The second idea
that I had for my service-learning assignment was to volunteer my time at the
nearest humane society or comparable organization. Hopefully I would be able to
spend my time in the veterinary lab, and do things quasi medical.

•

This experience will allow me to have a chance to research and teach other kids
about architecture and because it is my field of study, give me some experience in
drawing and designing.

NNS
«

•

My major is sociology and I'm interested in the issue of special population
groups. If you have some opportunity for me to work for something with for
example, homeless, crime, and some ethnic people, please inform me.
I have finally decided about my community service, and it turns out one of the
organizations needs a website. This comes in handy as my major is MIS and
building websites is a very slight part of our job
Civics

NS
•

My ideas for service-learning is to do some work with kids. I think it is important
for kids at Casa de los Ninos, and any of the other centers to know there are
people out there who do care and that they (the kids) can make a difference in
their own lives if they are given a positive look to the future.

•

I was informed about the tree-planting volunteer work and am very interested.. ..I
am very excited at the thought of beautifying our city and helping the
environment. Thanks for the opportunity!

NNS
•

It's so nice to help people who can't do what they want freely as we do. By
volunteering in [handicapped center], I think we feel that we are worthed by
others.
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•

I like the idea of doing [service-learning] because I'd like to be involved in the
Jewish community, and be of help to an institution that in my opinion, plays an
important role for many people like me.
Personal

NS
•

Since I enjoy backpacking to such an extent, I want to incorporate it into my
Service Learning project.

•

Since I like children, I would like to ask the detail about agencies which work
with kids.

NNS
•

•

I know that most American students are required to do community service in high
school. However, in Taiwan we do not have it at all. All we do is STUDY and
STUDY. We never have this kind of experience. So the service-learning project
really tumed me on, although I have to spend at least 15 hours on it this semester.
Unfortunately, my essay topic has not related to my community service at all.
However, I still think it is a very good way to study different culture and practice
speaking English.
This difference in attitude between the two groups—with NS students identifying

with the altruistic benefits of service-learning and the NNS students seeing the additional
benefits of learning from the community— was also evident in the classroom. The
teacher's joumal entry for the first week of class noted that the students "seemed
interested but guarded or non-committal" in class discussions of service-learning. "One
student in 107 asked very pointed but appropriate questions about the purpose and
objectives of the assignment. Other students in both classes asked the usual questions
about what counts as service-learning (e.g. dorm/firatemity service) and arranging
transportation." Thus, a more complete picture of the differences that evolved between
NS and NNS students' response to service-learning begins to emerge from three distinct
snapshots of the students' work in the first half of the semester: (1) The students'
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response to service-learning in the first week of class; (2) The students' on-going written
comments; and (3) Each groups' responses on the pre-activity survey.
As we will see in the results to the next research question regarding how each
group of students was affected by their service-learning participation, the NNS students
remained more positive about service-learning throughout the semester than did the NS
students. This result is both interesting and encouraging since it differs from results
obtained in the pilot study; the NNS students in that study experienced greater difficulty
and less benefit from their service-learning participation than NS students did. The
teacher-researcher was the same in both studies, and so the results of the pilot study were
fresh in his mind when the main study was conducted. Thus, the difference in the ESL
students' response to service-learning in the pilot and main study maybe attributable to
teacher-intervention to prevent the problems that occurred in the pilot study from
reoccurring again. These efforts seem to have been worthwhile, suggesting that as a
teacher's experience in using service-learning increases, so too will the beneficial student
outcomes. More will be said on this matter in the next chapter.

153

Summary for research question #2
AltJiough participants' response to service-learning in the first week of the
semester was somewhat tempered by practical the concerns of How? Where? and Why?,
both groups soon exhibited generally positive attitudes towards their work in the
community. This response was motivated in part by a sense of responsibiUty to help
others and in. part by the teacher's organization and management strategies to help launch
students successfully on their community service projects. NNS students may have
received the lion's share of this assistance, and certainly were more persuaded by the
potential sociocultural benefits they would gain firom working in the community, and so
responded more positively to their service-learning work than NS students did. Thus the
results of both the present and pilot study show quite clearly that NS and NNS
participants do respond differently to service-learning. The reason for the difference
across the NS and NNS groups seems to stem in large part firom the students' language
and cultural backgrounds. However, these differences do not predetermine learning
outcomes for students in service-learning programs. With adequate assistance and
support, participants in both groups were able to realize significant benefits firom their
service-learning experience.

Research Question #3: Are NS and NNS students affected by service-learning
similarly? Why or why not?
To answer this question, we will compare NS' and NNS' comments regarding
their service-learning experience gathered towards the end of the semester, including
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excerpts from participants' final reflective essays, informal writings, and post-activity
survey and interview responses. Post-activity survey and interview comments concerning
awareness of community issues will be analyzed in order to document any changes in
perception or understanding over time.
In the previous section, the results indicated that both groups responded positively
to service-learning, but that NS and NNS participants were attracted to service-learning
for different reasons. The question now is, "Were the students' expectations realized?"
and the answer in large part is "Yes!" Though the actual service-learning experience was
not as interesting as some had hoped, post-activity results indicate that most students left
the course with positive feelings about what they had contributed to, and learned from,
the community. The sentiments expressed in the survey resvdts were reinforced by those
expressed in the students' written comments, as will soon be discussed.
What did the participants in each group leam? There was a significant difference
between groups on 5 of the 22 post-activity survey responses. Perhaps most significant
among these is survey question #7, which asks how much the students learned from
working in the community. As in the pre-activity survey, both groups answered the
question positively, but NNS students remained more enthusiastic than NS students did.
The mean and range of scores for both groups are illustrated in Figure 5.5.
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Figure 5.5: "How much, did you leam working at your community agency?
4 = very much; 3 = some; 2 = little; 1 = not at all."
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The t-test results for all five post-activity survey responses wherein a significant
difference between groups existed are shown in Appendix S. Three of the four other postactivity survey results that showed a significant difference between groups (#11, #13,
#14) were related to the factor 3, the affective domain. Although it is discouraging to note
that the mean scores for NS participants on these three measures are slightly less than
positive, the difference between groups is nonetheless understandable given the relative
positions ofNS and NNS participants in American society, particularly when, as was the
case in this study, the NNS participants consisted largely of international students with
little previous experience living in America. Such students are often eager for
opportunities to interact with, and leam more about, American people and society.
Although NS participants' post-activity survey responses indicate that as a group
they had learned much firom the community, some NS participants firequently mentioned
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such benefits in their writing. As can be seen in Figure 5.6, when NS students spoke
about the relative worth of service-learning in the written work they produced in the latter
half of the semester, civic benefits were the second most fi-equently cited gain.
Figure 5.6: Service-learning outcomes mentioned in end-of-the-semester writing
NS Service-Learning Outcomes

Personal
27%

NNS Service-Learning Outcomes

Personal
33%

Career &
^Academic
M 41%

Civic
32%

Career &
^Academic
» 43%

Civic
24%

The following selected written comments fi"om each group provide a better sense of the
major benefits each group saw in doing service-learning.
Civics
NS
•

I help the director out with a group of kids working the stream; so far we have
done some ph testing, water clarity, and temperature readings. [...] Anyways, it is
really fiin. It makes you feel good, and that you are helping out your community.

•

Service-learning had many benefits, including being a role model, making a
difference in your community, work with different cultural backgrounds, and
develop your leadership skills.

NNS
•

•

I've probably criticized the service learning job's impose on my writing too
much^^. In fact, looking at the civic education side, the job did a great job in
getting me involved in the community and see hfe as it is 'out there.' By working
at the shelter, I see for myself needy people who before only existed in my
thoughts and I perceive fully the urgency of lending them a hand. In short, the
world becomes more real to me than it was ever before thanks to the job.
Having the opportunity of working at SAAF has made me realize that if each
individual does something to benefit the community things do change. When I go
back to Mexico I will try to join a similar association to help the community.

157

Personal
NS
•

I should remind myself that this experience will benefit me in the long run. I will
become a much better 'well-rounded' person by having the desert box turtle
experience along with my interest in becoming a Computer Engineer.

•

It makes you feel good to know that you helped a kid in need and that you
volunteered to do this, not because you will get some tangible reward.

•

Looking back on my experiences with underprivileged children I am left with a
feeling of satisfaction and pride. However, there were many distractions to my
service learning and I accomplished to face them as small obstacles that one can
overcome. After reviewing my work as a whole, I realized that I have learned a
lot from my recent experiences and that putting them down on paper has helped
me to mature as a writer.

NNS
•

Although my first and second essays were not related to the service learning
work, I still encourage you to do it because it lets you know what people are
thinking and doing outside of school. You won't live in a small area which fiills
of homework and readings.

•

The more I worked at Shalom House the more I began to experience totally
different environment that I had been ever exposed to. [...] The more one can
understand others' concerns the better he can communicate with them and help
them to solve their problems.

•

At first, I didn't find the connection between my essays and Service-Learning, but
this volunteering experience has tumed out to be one of my biggest confidence
builders and actually tumed my attention to the 'real-world' American
community.
Career & Academics

NS
•

I think that I have made considerable progress in learning how to rhetorically
analyze different types of writing, and to realize the different appeals authors use
to make their points. Along with this, in my service learning, I have gained more
of a sense of different types of audiences and how you have to talk in different
ways depending on our selected audience.
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•

From the service learning project I've learned how to make myself put more
effort and interest into an assignment by participating in something related to my
topic. I've leamed that actual experience produces your own thoughts and
solutions. Another thing I've leamed from my service learning project is that real
life participation gives you ideas and strengthens your reasons on your
assignment. [Note: coded both as personal & academic].

•

.. .[Mjost of the techniques that I leamed in class, I was able to apply in helping
Fort Lowell. This helped me leam exactly what works and why. Fort Lowell
became a practical application of the techniques I leamed in class. I leamed in
class to research for our Rhetorical Analysis and persuasive essay, but for Fort
Lowell I did not have the luxury of a teacher pointing me in the right direction
every step of the way. I had to do all of the research alone. [...] Overall, the work
that I did for Fort Lowell Elementary School really helped me to cormect the
techniques I leamed in class to the real world.

NNS
•

As I carried on with my work, I realized that being an Intemational student
coming to the U.S. for the first time, it is very important to get oneself acquainted
with the culture. Service learning has not only helped me achieve that, but it also
helped me to build confidence in myself, and to improve my interpersonal skills
in terms of persuasive and communication skills. After all, such skills are in great
need for the career I shall be pursuing as a banker.

•

Service-learning provides me with an opportunity not just to help others but to
build a little confidence about living in the United States.... By taking this class, I
was able to take a close look at American culture, and to realize the importance of
communication. The concepts we have leamed through this class; whom we
should talk to as our intended audience and what strategies we should utilize to
effectively persuade those audiences, must eventually lead to better
communication. In a country like the United States, where we have to solely
depend on the language for better understanding, we have to master these
communication techniques. Thanks to this class, I'm getting my own style to
express myself.

•

When reflecting upon what I have leamed in my writing class over this semester,
it is easier to come up with a single answer as opposed to when I am asked what I
have leamed in my entire college career. The answer to the latter tends to be very
mediocre even after much pondering upon the question. However, I always have
one definite answer to the first question—to write for others.
These comments provide some insight to the overall pattem of responses

illustrated in Figure 5.6. Academic concems were mentioned most frequently by
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participants in both groups. Although few students initially saw a cormection between
their work in the community and the lessons they were learning in composition class—and
this was the source of much discussion in class and on-line—towards the end of the
semester, more students began seeing some connection. While there was an increased
sense of face-validity associated with community service-projects closely related to a
student's major, career, or research topic, the strongest course-community connections
students noted towards the end of the semester seemed to focus more on underlying
concepts and processes such as audience awareness or the use of rhetorical appeals and
details to support a point. Civic participation, the sense of giving to and becoming part of
the local community, was a strong motivating force for both groups throughout the
semester. In their later writings, NNS students often noted personal gains such as
increased confidence and cultural awareness, whereas NS students were more apt to note
an increased sense of altruism as well as gaining better organizational and time
management skills.
Participants in both groups also demonstrated an increased understanding and
awareness of social issues as a result of their service-learning projects, a point that was
evident in comments made in the post-activity interviews. When asked, "Because of your
experience, what community needs have you become more aware of?" interview
participants were not only able to cite specific problems in the community and possible
solutions to these, but also demonstrate a better understanding of the issues through the
specificity of their comments. Here are two examples—one each fi'om NS and NNS postactivity interview participants:
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•

[NS]: Juvenile kids getting arrested. We need to become more involved, to help
them in school. After school programs and sports seem better than jails in
deterring kids from getting into trouble with the law.

•

[NNS]: We need to provide homeless people with programs to help them. I
became more aware of how we need to not so much give them money, but help
them get back on their feet again.

A final significant difference between groups offers a useful reminder about the
reliability of the data collected in pre- and post-activity surveys. There was a slight
difference in pre- and post-activity mean scores for both groups (5% decrease for NS and
9% decrease for NNS participants) on survey question #3, which asked how much
volunteer experience the students had had prior to the class. One would expect to find no
difference between pre- and post-activity surveys if the measure was completely reliable
since the question asks students to rate the amount of volunteer or service-learning
experience they had had prior to the class beginning. But within-group pre- and postactivity responses to question #3 varied as much as 5% to 9%, or .21 to .40 points on a 4point scale, suggesting that the scores on other survey questions may vary similarly. This
variance needs to be kept in mind when interpreting all survey results.
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Summary for research question #3
NS and NNS students were affected similarly by service-learning on some
measures and differently on others. Both groups left the course with a positive sense of
having contributed to, and learned from, the community. NS participants emphasized the
former, whereas NNS participants commented more on the latter. This difference
manifests itself most clearly in each groups' response to three post-activity survey
questions related to motivation, wherein a significant difference between groups was
foimd (p< .05). But the difference was also evident in the number and substance of
written comments participants in each group produced in the latter half of the semester as
they reflected on what they had gained from the class in general, and service-learning in
particular. These written comments suggest that the different language and cultural
backgrounds of both groups had a significant impact not only on how the members of
each group responded to service-learning (research question #2), but also on what they
ultimately gained from participating in such programs (research question #3). Finally,
some indication of the reliability of survey response data was indicated by differences
between pre- and post-activity responses to survey question #3, wherein no difference
should have been found if responses were completely reliable. A mean variation of
between 5% to 9%, or .21 to .40 points on a 4-point scale, for all survey results was
consequently determined.
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Research Question #4: What other factors—such as learning style, previous
experience with community service, and/or career goals—impact service-learning
outcomes?

To determine what impact, if any, other factors may have had on service-learning
outcomes, Pearson Product correlations for the following learner variables were
computed: previous experience with volunteering or service-learning, gender, religion^^,
and career/major^"^. Grade point average was also considered a potential intervening
variable based on the results of the pilot study, but most participants did not indicate their
GPA on the demographic survey^^. Therefore, the participants' final course grade was
substituted for GPA in analyzing the results. The sum of each participant's scaled
responses on the post-activity survey was computed to arrive at an overall measure of the
participants' assessment of their service-learning experience. This score, labeled 'total' in
Appendix S, had a potential range of 0 to 76.
Summary of research question #4

None of the aforementioned learner variables had a significant effect on the
participants' assessment of their service-learning experience, as indicated in Appendix S.
The implication of this result, then, is that neither previous experience with volunteering
or service-learning, gender, religious beliefs, GPA, nor choice of career or major have a
significant effect on determining how or if that learner will benefit from participating in a
service-learning program.
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Research Question #5: Does service-learning contribute to improved student
writing? If so, in what ways?

To answer this question, the essays written by students in the service-learning and
comparison sections of first-year composition were compared in two distinct ways. First,
all essays were rated holistically and analytically by teams of trained independent
readers. Holistic and primary trait scores for use of rhetorical appeals, reasoning,
coherence, and grammar were established by averaging any inter-rater discrepancies in
scores for each essay. Inter-rater reliability rates were .83, .94, .89, and .93 for holistic,
rhetorical appeals, reasoning, and coherence, respectively^^. Next, all essays were
analyzed using a computer-mediated multi-feature/multi-dimensional (MF/MD) method
developed by Douglas Biber (1988). Two underlying dimensions of linguistic features
were identified as potentially important characteristics distinguishing the writing
produced by both groups. The first of these Biber calls the "Interactive versus Edited
textual dimension." It demonstrates the writer's level of personal involvement and
interaction with the topic. The second dimension is known as the "Abstract versus
Situated Content textual dimension" and contains features marking a highly abstract and
formal style. Factor analysis was then used to determine which of these potentially
revealing features were evident in the students' writing. The number of features in each
text and group was counted and then normalized to a text length of 1000 words to prevent
varying text length affecting the factor scores. The numbers were then standardized to
ensure that all features included in the factor score were weighted equally. Factor scores
were computed by summing the salient features of each factor for each essay. To
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complete the first writing assessment procedure, these factor scores were analyzed along
with other primary traits to determine their contribution to holistic assessments of writing
quality. To complete the second writing assessment procedure, the MF/MD analysis, the
mean factor scores for each group were compared to determine if there was a significant
difference in the clustering of linguistic features between and among both groups'
writing.

Writing Ability
The results firom the holistic and analytic assessments of writing ability indicate a
strong relationship exists (p< .01) between a reader's holistic assessment of an essay's
quality and the effective use of rhetorical appeals, logical reasoning, and cohesive devices
in that same essay, as illustrated in Table 5.4. Also, although not statistically significant,
the firequency of mechanical errors was inversely related to these same measures. That is,
as the firequency of mechanical errors increased, the holistic and primary trait scores
decreased. This suggests that grammatical accuracy not only affects a reader's judgment
of the overall quality of a text, but also interacts with other key components of writing
quality. Though the use of highly trained raters did may have reduced this effect
somewhat, the mild correlation between mechanics and other writing assessment
measures adds some support to the validity of including complexity theory in the research
design of the main study as a means to help explain this interaction better.

Table 5.4: Holistic and analytic writing assessment correlations
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Viewed through the lens of complexity theory, this interaction between the
subcomponents of writing quality suggests that attempts to assess individual
characteristics of writing quality such as grammatical accuracy or effective use of
rhetorical appeals in isolation from all other components is an exercise in futility. In the
above example of primary trait assessment, raters attempted to read an essay and judge
the effective use of a single aspect of writing quality, be it the effective rhetorical
appeals, reasoning, coherence, or syntax. However, the results show that the number of
grammar errors in an essay nevertheless did have an effect on the reader's judgment of
other aspects of writing quality. Further, we know that the strength of that effect varied
according to the number of grammar errors: the more grammar errors, the lower the score
on every aspect of writing quality. Complexity theory, when applied to the reading
process and writing assessment, predicts such interaction by describing a text as a
dynamic and complex process rather than a static document. The strength of any of
individual element in the text varies in accordance to other elements and factors (e.g.,
linguistic, paralinguistic, or psycho-sociolinguistic cues) in the text and/or context. Thus,
a reader's evaluation of a text or element within the text constantly shifts and changes
through the reading process and over time.
Returning to the results of the main study, there was also a significant betweengroup difference on every writing assessment measure except factor 1 features. As shown
in Tables 5.5 and 5.6, the difference between group mean scores on logic and coherence
had less than a .1% likelihood of occurring by chance (i.e., p< .001); the difference
between group mean scores on use of rhetorical appeals and the holistic scores had less
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than .2% (p< .002) and 2.5% (p< .025) likelihood of occurring by chance. There was not
a significant between-group difference on mechanics (p< .176)
Table 5.5: Independent samples t-test for equality of means between groups
Significance (2-tailed)
T value
Degrees of Freedom
73
.025
Holistic
2.287
Appeals
73
.002
3.255
<. 0001
Logic
5.276
73
<.001
73
Coherence 3.673
<.176
73
Mechanics -3.767

Table 5.6: Between group comparison of writing assessment scores

Holistic
Appeals
Logic
Coherence
Mechanics

Group
SL
Control
SL
Control
SL
Control
SL
Control
SL
Control

N
36
39
36
39
36
39
36
39
36
39

Mean*
3.4722
3.0385
2.1750
1.8810
2.2417
1.7623
3.1436
2.6410
3.16E-03
4.67E-03

Std. Deviation
.7923
.8459
.3544
.4214
.3948
.3916
.5508
.6277
2.402524E-03
3.647087E-03

Std. Error
Mean
.1321
.1355
5.906E-02
6.748E-02
6.579E-02
6.271E-02
9.179E-02
.1005
4.00E-04
5.84E-04

*Note. The range of possible scores for each variable above was 1-5 for holistic scores,
0-3 for appeals, 1-3 for logic, and 1-4 for coherence. Mechanics had an unlimited range
from zero up.

These results indicate that independent raters judged the essays produced by
students in service-learning sections of first-year composition to be superior to those
produced in comparison sections in a variety of ways. Although this provides some
indication that service-learning does improve student writing in various ways, the results
so far are only based on a single writing sample and may not indicate long-term effects
on writing performance. One would hope to see changes in participants' attitude and
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behavior concerning writing as well as in the actual writing produced before concluding
that a particular course or methodology had an impact on student writing performance.
For insights on this aspect of writing performance, we turn now to the students' own selfassessment of their writing development as a result of the course, as indicated by
responses to the end-of-the-semester Teacher/Course Evaluations (TCE) and interview
data.
Figure 5.7; Combined service-learning
section responses to the TCE prompt:
"After taking this course, I think my
writing is: 5 = very much improved; 4 =
much improved; 3 = somewhat improved;
2 = not much improved; 1 = not at all
improved"

Figure 5.8: Combined comparison section
responses^^ to the TCE prompt: "After
taking this course, 1 think my writing is: 5
= very much improved; 4 = much
improved; 3 = somewhat improved; 2 =
not much improved; 1 = not at all
improved"
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As shown in Figures 5.7 and 5.8, Teacher-Course Evaluation (TCE) mean scores
for the service-learning and comparison sections indicate that more service-learning
students thought their writing had improved as a result of the course than in the
comparison sections, for a mean difference of .4 between groups (p< .001).
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Comments from students in the service-leaming sections provide some indication
of how their attitude and motivation in the composing process changed over time. For
example, prior to begirming her service-leaming project, one interview participant
commented, "I have my (vmting) style that I've had since high school, and I don't see
how (working with) kids can change that for me right now." Later in the semester,
however, she wrote.
Some of our projects of service learning did not have direct connections with
our essay topics. This was true in my case. However, I think what I have been
doing in the community still helped my writing. In doing service learning, you
can directly interact with people who are different from the students on
campus. The subtle feeling about people makes your writing more vivid and
specific. I think personal experience about the life of other people is the most
vital and rich raw materials for literature.
ESL students in particular spoke enthusiastically about the ways in which their
interactions in the community shaped their thinking and writing. Here are some excerpts
from their final reflective essay on the semester's work:
•

Thanks to English composition class, I have become able to dig into
myself so that I can find out what I really want to do in the future and
why I do so by applying these concepts from composition to my reallife situation.... This volunteering experience turned out one of my
biggest confidence builders and actually tumed my attention to the
"real-world" American community.

•

From the reading and the research I have done in the library, I am
mainly convinced by Pinker's theory and strongly support the
innateness hypothesis for child language acquisition. On the other
hand, what I have seen and experienced through the semester is rather
cormected to social interaction theory. For children, I had an
impression that playing with others was the most frm stuff and it
promotes not only their language acquisition but also their mental
growth. For me, a learner of the second language, social interaction
seems much more important. When I had daily conversations with
supervisors from service-leaming site, I leamed how to describe my
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situation I was standing and how to respond to their words. When I
attended the class, I learned how people have different opinions and
how they present them. I leamed how to express myself even from
what a child said. Hence, I would like to conclude my opinion by
saying that how one's innate ability for acquiring language can be
reflected on the language they actually speak depends on adequate
social interaction from childhood and I think the necessity of social
interaction is same to both children and adults.
•

The more I worked at the Shalom House the more I began to
experience totally different environment that I had been ever exposed
to. I grew up in the surroundings where my main concerns were to go
to school, get good grades, leam languages and make sure that I do as
much as possible to try new things and gain new experience. Nobody I
knew had to work on achieving these goals at the same time having no
place to stay or nothing to eat. Therefore, a lot of the people I grew up
with had good opportunities to follow these paths. Not everybody did
and I always felt that success is mostly the matter of ones choice and
willingness to work. The older I got the more I started to see that not
everybody's situation is that clear and easy. This semester I got to
understand it even better. Our surroundings have an essential impact
on our choices. The more one can understand others' concerns the
better he can communicate with them and help to solve their problems.
Both, my research topic for persuasive essay and my service
learning helped me to achieve this goal. I leamt that the knowledge
about my audience helps me to choose the right techniques in
communication with them. But throughout my service learning project
and my research I realized that knowing not only who they are but also
what kind of people they are, what are their main concerns or
problems makes me even more effective in interacting with them. And
this discovery became a purpose of presenting my work to the young
people, especially in college.

What these comments show, I believe, is an increased awareness of the cultural
dimensions of language and learning. Through their work in the community, these
students came to appreciate the richness and complexity of the people and issues
involved in their writing topics. The service-learning students' higher mean scores on the
holistic and primary trait (e.g., reasoning, coherence, and use of rhetorical appeals)
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assessments of their writing may provide some measure of this enriched understanding,
while the reduced number of mechanical errors may also reflect spending additional time
and attention on their writing since the topics were more meaningful to them.

Macroscopic Textual Analysis
To further understand how the writing produced in service-learning courses might
differ from that produced, in traditional comparison sections of first-year composition,
macroscopic textual analyses were conducted on the persuasive essays written by
participants in the study. Following the multi-feature/multidimensional method of
computer-mediated macroscopic textual analysis pioneered by Biber (1988), factor
analysis was conducted on 19 linguistic features in the essays identified by Biber as cooccurring in texts along two dimensions—Dimension 1: Interactional versus Edited Text
Dimension and/or Dimension 2: The Abstract versus Situated Dimension. These features
and the dimension to which they are associated are outlined in Table 4.4. The 75 essays
from the comparison and. service-learning groups comprised the corpus. Any differences
in writing styles or language use between groups would be revealed by variations in each
group's factor score for each dimension.
Using the principal component extraction method, the initial factor analysis
revealed seven components (AKA: "factors" or "dimensions") with Eigenvalues of 1.0 or
greater, cumulatively accounting for 64% of the variance in the corpus. Three factors
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accounted for nearly half of this variance, and so a second factor analysis was conducted
to extract only three factors, the results of which are shown in Table 5.7^^.
Most of the features related to personal involvement and interaction that were
hypothesized to comprise factor 1 did in fact load most strongly on that factor. This
dimension comes closest to Biber's Dimension 1, the Interactional Versus Edited Text
dimension. Features that mark an informal writing style with a high level of interaction
are final prepositions, it, first and second person pronouns, and that relative clauses (in
both the subject and object positions); negative loadings for nominalizations, type/token
ratio, and word length additionally support this interpretation as high firequencies of these
items are indicative of more formal, high-density texts with an informational focus.
Factor 2 is characterized by features associated with Biber's Dimension 2:
Abstract Versus Situated Texts. Factor 2 is the least well-defined dimension in this
corpus. Only four features—two with positive and two with negative loadings—loaded
most heavily on it, although three other features also appear to be active on the
dimension, as indicated by an absolute correlational coefficient score of .30 or greater.
Agentless passives, 'it' clefts, and WH-clauses (subordinate and interrogative) all cooccur in high firequency on this dimension, indicating an abstract, formal writing style.
Features that are embedded more in the context, (e.g., 'situated' features such as
conjunctions, place adverbs, contractions, and emphatics) occur less firequently in such
formal prose, and thus load negatively on this factor.
Though not predicted, a third dimension also appeared to help characterize the
writing produced by participants in the study. Factor 3 contains a mixture of features
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Biber (1988) claims more frequently mark dimensions 1 and 2. For example, Biber
(1988) places hedges in dimension 1 because of their interactional function, and 'by'
passives on Dimension 2 because of the abstract writing style they help characterize. The
low frequency occurrence of conjunctions, time adverbs, and questions on factor 3,
combined with a high frequency of'by' passives, hedges, and emphatics, suggests an
underlying narrative versus non-narrative dimension. Biber identifies such a dimension as
common in English texts and has labeled this "Dimension 3: Reported Versus Immediate
Style."
Although the only feature in common between Biber's Dimension 3 and the
present study's is time adverbials, other studies support the interpretation of this factor as
marking a reported versus immediate style. Biber (1986) found emphatics and hedges cooccurring frequently in conversational genres. Labov (1984) also notes how emphatics
can belie emotional intensity and social orientation. Questions indicate personal
involvement (Marckworth and Baker, 1974; Biber, 1986), and may also indicate an
informational focus (Biber, 1988). Passives are frequently associated with an abstract,
detached language style. Biber (1988) notes that 'by' passives may serve a more
moderate form of this fimction by retaining the agent in the construction, indicating a
somewhat closer relationship between the writer and topic than would be suggested by an
agentless passive construction. In consideration of these studies and the context in which
the corpus of the present study is situated, interpreting factor 3 as marking the "Reported
Versus Immediate Style" identified by Biber seemed most appropriate.
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Table 5.7: 3-component factor analysis results
Component
3
2
NOMINAL
.118 7.422E-02
-.641
AGENPAS
-.214
.186
.554
BYPASS
-3.51E-02 1.880E-02
.725
ITCLEFT
5.468E-02
-.125
.713
CONJUNC
(-.391)
-.204
-.434
SPLITAUX
-5.13E-02
-.179
-.278
PADV
9.734E-02
-.417 -8.23E-02
TADV
.115 7.178E-02
-.420
CONTRAC
.258
-.581 5.017E-03
FPREP
-.247
.350 7.078E-02
lU
-.255
.133
.696
QUEST
-3.71E-02 -4.46E-02
-.401
HEDGE
.197 -7.21E-03
.625
EMPHAT
-7.35E-02
(.336)
-.422
IT
.299
.202
.319
THAT
.329 2.458E-02 5.620E-02
WHCLAUS
(.424)
-.187
.462
type/token
-.352 3.390E-02 -2.38E-02
word length
.123 3.661E-02
-.855
Extraction Method; Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
1

Table 5.8: Between group comparison of factor scores

FACTOR1
FACTOR2
FACTORS

Groups
cnti
SL
cntI
SL
cntI
SL

N
39
36
39
36
39
36

Mean
1.5073
-1.6329
-2.99E-02
3.242E-02
1.0559
-1.1439

Std. Deviation
3.7397
3.0462
3.4473
3.2056
2.7904
2.4675

Std. Error
Mean
.5988
.5077
.5520
.5343
.4468
.4113

Using the Scheffe test, a more careful analysis of differences between all four
groups' use of the individual features comprising factors 1 and 3 revealed that a
significant difference existed between groups on 9 of the 12 salient linguistic featvires
comprising factors 1 and 3. These between group differences, simunarized in Tables 5.9
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and 5.10, indicate that the writing topic each class focused on had a greater effect on the
style and form of the students' writing than did each pedagogical context.
Table 5.9: Summary of significant between-group differences on factor 1 features using
the Scheffe test
Dependent
(I) Group
(J) Group
Mean Difference
Variable
a-J)
-.9749413*
NOMINALS
ClOl
SLIOI

lA^OU

TYPE/TOKEN

SLIOI

ClOl

.9749413*

C107

SLIOI

.9073138*

SLlOl

C107

-.9073138*

ClOl

SLIOI

-1.1026968*

SLIOI

ClOl

1.1026968*

*Note. The mean difference is sianificant at the .05 level
Table 5.10: Summary of significant between-group differences on factor 3 features using
the Scheffe test
Dependent
(I) Group
(J) Group
Mean Difference
Variable
a-J)
'BY' PASSIVES
ClOl
1.0244232*
SLIOI

HEDGES

SLIOI

ClOl

-1.0244232*

C107

SLIOI

.9001457*

SLIOI

C107

-.9001457*

*Note. The mean difference is significant at the .05 level
Between group differences on factor 1 suggest that the essays in the comparison
sections displayed more interactive features than in the service-learning groups. The
specific factor 1 features showing a significant between-group difference were
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nominalizations, 1®' and 2"^ person pronouns, 'it', and type/token ratio. Nominalizations
and the type/token ratio both load negatively on factor 1, meaning that these features
occur infrequently in interactive texts. The Scheffe test results show that the NS servicelearning section ("SLIOI") used significantly more nominalizations and had a
significantly higher type/token ratio than the comparison NS section ("CI01"). Recalling
that the essay assignment in the comparison NS section asked students to ideologically
analyze some aspect of their experience at the university, the less formal writing style
these students employed, as indicated by the low frequency of nominalizations in their
writing, is more understandable. The lower type/token ratio found in the NS comparison
essays likewise suggests an informal, narrative structure. Thus the writing assignment in
the comparison NS section led the students in that section to make to include more
narrative elements in their essay, whereas the students in the service-learning section
discussed issues in the community in a more formal, planned style.
A between-group difference in the use of 1^*^ and 2"'' person pronouns also
occurred between the NNS comparison ("CI07") and NS service-learning ("SLlOl")
sections. 1^*^ and

person pronoun use loads positively on factor 1, indicating that they

are used frequently in interactive texts. NNS students in the comparison section ("CI07")
used l" and 2"^ person pronouns more frequently than did service-learning students,
though this only reached a statistically significant level with the NS service-learning
students. The assignment in the comparison NNS section ("CI07") asked students to
write a letter-to-the-editor of magazine or newspaper. In Biber's 1988 study, letters were
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found to have a higher mean factor 1 score than academic texts, so the duplication of
those results in the main study should not be too surprising (p.128).
The between-group differences on factor 3 add further support to this
interpretation. The mean comparison section scores on factor 3 w&re significantly higher
than the service-learning groups'. This indicates that the comparison section students
displayed a more distant writing style than did the service-learning; students. The specific
factor 3 features that showed a significant between-group differenc:e were 'by' passives,
time adverbials, questions, and hedges.
The results of the Scheffe test revealed that NS students in the comparison section
("ClOl") used more 'by' passives and time adverbials in their essaiys than did NS
service-learning students ("SLIOI"). There is no easy explanation ibr this result,
however, since the two features are inversely correlated on factor 5. On the one hand, the
more firequent use of 'by' passives by the comparison section NS students suggests they
are more distant fi-om their subject, or at least the agent of the prop^osition is more distant
firom the subject at hand as Biber (1988) suggests, than the NS service-learning students
were to theirs. On the other hand, the NS comparison section stude=nts' more frequent use
of time adverbials suggests they were more involved with their subyect (Chafe &
Danielewicz, 1986) than were NS service-learning students. Given the essay assignment
in the NS comparison section, it is plausible that the students used 'by' passives to
describe actions performed by university authorities that alienated or distanced them as
writers, as in the following example: "Students are deprived firom their education by
being forced to attend lecture hall classes." The students may have needed to use time

178

adverbials more frequently to describe the sequence of events surrounding this action,
however, juxtaposing involvement in alienating actions.
NS students in the comparison section of English 101 also included more
questions in their essays than did service-learning students, particularly the NNS servicelearning students. Use of interrogatives can indicate a concern for interpersonal functions
(Biber, 1988, p. 227), and this concern would be understandable for a first-year students
asked to critique the university by an authoritative figure employed by that same
university.
The same would be true of using hedges, which students in both comparison
sections used more frequently than service-learning students. Since service-learning
students used fewer hedges than students in the comparison sections did on average, it
could be argued that the service-learning students' personal involvement with their
writing topic made them feel more confident about their opinions on the topic. When
personal involvement is coupled with previous experience with, or background
knowledge on, the topic at hand, an even sharper difference appears, as seen in the
significantly different number of hedges comparison NNS students and NS servicelearning students used. Most NNS students do not have a lifetime of personal experience
with American society hke most readers of American magazines and newspapers would
likely have had. Yet this is the audience NNS students in the comparison sections were
asked to target in their essays. Examples such as the following hedge were common in
the letters-to-the editor written by comparison ESL students: "Now, I have lived in the
United States as a college student for almost a year. As a foreigner, or a resident of the
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United States, INS service-learning students, on the other hand, were more familiar
with subjects relating to American society, and their combination of primary and
secondary research on a specific aspect of that society may have led them to feel more of
an expert on the subject than their target audience, which in most cases was their
instructor, as seen in the following example firom an NS student in the service-learning
group: "The lawyer tried to gain any kind of sympathy they could for their defendant."
From this analysis, it becomes apparent that the writer's rhetorical situation
influences the writing style and form students opt to use in their writing more than the
pedagogical context of the classroom. The relationship between the writer, target
audience, and topic, as well as format or genre constraints posed in the writing
assignment, all influence the decisions any writer makes in producing a text. These
rhetorical considerations appear to supersede how the writer was introduced to the
assignment. Interpreting this finding through the lens of complexity theory suggests that
the writer's sensitivity to initial conditions—as expressed in the particular aspects of the
rhetorical situation of each writer—influences writing style and form to a strong degree.
Furthermore, the underlying linguistic variation exhibited in each group's writing had
little effect on independent raters' holistic assessment of the quality of each text, as
shown in Table 5.4. Here again, the reader's interaction with the text and topic seem
paramount in determining that reader's overall assessment of the essay's quality.
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Summary for research question #5
To summarize the results to the final research question~"Does service-learning
contribute to improved student writing performance? If so, in what ways?"—the results
of the study indicate:
1. Service-learning does contribute to improved student writing. Holistic scores
for the essays written by service-learning students were 8% higher on average
than those written by students in comparison sections (p< .025) and the
service-learning students' primary trait scores were 13% higher than
comparison section students' (p< .001).
2. Students in the service-learning sections also rated their own writing as
improving more as a result of the course than students in comparison sections
(p< .001).
3. Hohstic and primary trait scores were highly correlated (p< .01), indicating
that reasoning, coherence, use of rhetorical appeals, and grammatical accuracy
are significant components of writing quality.
4. No sigruficant correlation was found between holistic assessments of a text
and the specific linguistic dimensions it exhibited.
5. Comparison essays exhibited significantly more interactional features (factor
1) and less distance firom the topic (factor 3) than service-learning essays.
Linguistic and rhetorical differences between and among the writing produced
in comparison and service-learning sections suggests that the rhetorical
situation between reader, writer, and topic, as well as any format constraints
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placed in the writing assignment, have a greater influence on the writing style
students employ than the pedagogy used by the instructor.

Conclusion
This chapter has presented the results of the statistical and qualitative analyses
conducted on the data collected for investigating the five major questions posed in the
present study. The major findings of each research question are summarized below.
Research Question #1: Does service-learning impact students' perception of self, school,
community, and society? If so, how?
Service-learning did impact students' social orientation. While students experienced an
increased perception of themselves as contributing members of the local community, they
also experienced a corresponding decrease in their sense of belonging on the university
campus.
Research Question #2: Do native (NS) and non-native (NNS) English speaking students
respond to service-learning similarly? Why or why not?
NS and NNS participants did respond differently to service-learning, though both groups
displayed generally positive attitudes towards their work in the community and class. NS
and NNS frequently mentioned the positive aspects of helping others as a reason for
participating in service-learning activities, but NNS students additionally made more
references to what they could leam from the community linguistically and culturally. The
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reason for the different responses was largely attributed to differences in the students'
language and cultural backgrounds.

Research Question #3: Are NS and NNS students affected by service-learning similarly?
Why or why not?
NS and NNS students' maintained the same general response pattern to service-learning
(summarized in #2 above) throughout the semester. Though the reality of their servicelearning work did not always meet their initial expectations, both groups left the course
with a positive sense of having contributed to, and learned from, the community. But
whereas NS students emphasized what they had contributed to the community, NNS
students more often commented on what they had learned from the community. This
difference was evident in post-activity survey responses related to affective factors in
learning, which showed a significant (p< .05) difference between NS and NNS students'
feelings about the benefits of their service-learning work, but was also reflected in
survey, interview, and written comments. The data from survey responses had a
reliability rate of between .91 and .95.

Research Question #4: What other factors—such as learning style, previous experience
with community service, and/or career goals—impact service-learning outcomes?
Learner variables such as gender, religious beliefs, learning style, career goals, final
course grade, or previous volunteer or service-learning experience were not found to have
a significant impact service-learning outcomes.
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Research Question #5: Does service-learning contribute to improved student writing? If
so, in what ways?
Service-learning had a positive impact on student writing both in terms of their written
product and their attitude towards, and understanding of, the writing process. Holistic
scores for the essays written by service-learning students were 8% higher on average than
those written by students in comparison sections (p< .025) and the service-learning
students' primary trait scores were 13% higher than comparison section students'
(p< .001). Students in the service-learning sections also rated their own writing as
improving more as a result of the course than students in comparison sections (p< .001).
Macroscopic textual analyses of the students' writing revealed that essays written
by students in non-service-leaming comparison sections exhibited significantly more
interactional features (factor 1) and less distance firom the topic (factor 3) than servicelearning essays. Linguistic and rhetorical differences between and among the writing
produced in the comparison and service-learning sections suggests that the rhetorical
situation between reader, writer, and topic, as well as any formal constraints placed in the
writing assignment, have a greater influence on the writing style students employ than the
pedagogy used by the instructor. This finding was interpreted through the lens of
complexity theory to suggest that the writer's sensitivity to the initial conditions of the
rhetorical situation of each writer influences writing style and form to a large degree.
With regard to writing assessment measures, holistic and primary trait scores were
highly correlated (p< .01), indicating that reasoning, coherence, use of rhetorical appeals.
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and grammatical accuracy are significant components of writing quality. No significant
correlation was found between holistic assessments of a text and the specific linguistic
dimensions it exhibited.
The results of the present study help document the ways in which different
learners respond to and benefit from service-learning curricula in college composition.
The results further demonstrate the positive impact service-learning can have on student
writing performance as well as students' beliefs about writing and research. The
implications these results have on teaching and research is the subject of the next chapter.
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CHAPTER 6
DISCUSSION AND CONCLUSION
Introduction
This study investigated the impact and effects of service-learning on NS and NNS
college composition students. More specifically, the study analyzed the effects of servicelearning on NS and NNS students' social orientation, motivation, and writing
performance. Qualitative data collected before, during, and after the students'
participation in service-learning activities were analyzed to identify how NS and NNS
students responded to service-learning, and what they eventually gained from
participating in those activities. Demographic data collected from all service-learning
participants was also analyzed to determine if other individual learner variables might
also affect service-learning outcomes. Finally, the writing produced by service-learning
students was compared to writing produced by students in comparison sections of firstyear composition to determine what, if any, differences existed between each group's
writing. A combination of hohstic, analytic, and computer-mediated texmal analyses was
performed on the writing produced by all groups (NS service-learning; NNS servicelearning; NS comparison; NNS comparison) to assess and describe any between-group
differences in writing performance.
Based on the results described in the preceding chapter, this chapter will first
discuss the findings with reference to previous studies on service-learning, writing
assessment, and second language acquisition. This discussion will follow the order in
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which the major research questions and corresponding results were presented in the
previous chapter. The limitations of the study will then be discussed, followed by
recommendations for future research and pedagogy.

Discussion
The Impact of Service-Learning on Social, Cognitive, and Affective Factors in Learning

This study found that service-learning had a significant impact on social and
affective factors in learning related to the students' social orientation. In particular, the
findings indicate that both NS and NNS service-learning participants experienced an
increased sense of belonging in the community, but a reduced sense of belonging on
campus as a result of their service-learning activities. Such mixed results can contribute
to and inform discussions among service-learning advocates and writing program
administrators concerned about including service-learning in an aheady crowded
curriculum for first-year composition (Flower, 2000"*°; Golden, 2000"^^; Eyler, 2001'*").
The Composition program at the University of Arizona is a good case in point,
particularly since the present and pilot studies were conducted within this academic
context; the results can help teachers, administrators, and staff there and those in similar
environments make more informed choices regarding the integration of service-learning
in composition curricula.
For the past five years or more, interested faculty within the Composition
program have explored the theoretical and practical concerns of including service-
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learning in the courses the program offers. Initially, the Director of Composition
proposed including a required service-learning component in all first-year composition
classes (Ferguson, 1997). Though the department chair, dean, and university president
wrote letters in support of a grant to fimd the proposal, some did express reservations
about the plan. The chair of the English Department wanted evidence that servicelearning led to improved student writing before he fully endorsed its use in composition.
Faculty within the Composition Program also expressed reservations about introducing
service-learning into an already full first-year composition curriculum. Since the grant
proposal was eventually unsuccessful, these concerns were not expresses as openly and
forcefully as they might have been, but nevertheless remain in the background as issues
to be addressed before service-learning can be more widely accepted and successfully
integrated into the curriculum. (See "Epilogue" at the end of this chapter for a fuller
discussion and analysis of these issues).
Underlying the concern that service-learning crowds out an already full
curriculum in first-year composition is a common misunderstanding of service-learning
as an add-on assignment or course requirement rather than a pedagogical method for
teaching the existing curriculum better. In some cases, service-learning constitutes the
content of a course. Such courses'^^ typically include discussions of experiential learning
theory, sociology, civics, and related issues of social service administration such as how
or if one should help those who do not want to be helped. But in most cases such as the
present study, service-learning is a pedagogical method to better teach the content of the
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course, not to compete with it for lecture time. As Janet Eyler (2001) said in a recent on
line discussion.
Service-learning well done leads to deeper understanding of subject matter and
enhances the likelihood that what is learned will be retained and used. [...]
Students leam better through service-learning because they become engaged in
the lives of real people; this engagement leads to a deeper interest in and sense of
importance of the learning. They are exposed to the issues in complex contexts
which enhance their understanding and stimulate their curiosity.
Thus sending students out into the community to write about, for, or with
community members does not detract from the goal in first-year composition at the
University of Arizona to introduce students to the academic discourse community.
Students are naturally introduced'*^ to multiple academic discourse communities as they
take courses in a variety of disciplines to complete their undergraduate education
requirements. Each discipline has its own discourse and conventions for research and
rhetoric, and so students may be exposed to four or five different discourse communities
in a single day as they go from class to class. As many of the participants in the present
study noted in considering the community and academic contexts in which they had
worked over the semester, the rhetorical concepts of audience, purpose, and persuasive
techniques are universal and evident in all discourse communities. Eyler (2001) and
Gee's (1996) arguments suggest further that the students not only leamed the course
content, but understand it better than students in comparison sections of composition that
were not involved tn service-learning activities. The higher holistic essay scores earned
by service-learning students in this study (see Table 5.4) might be evidence of the
students' application of this knowledge.
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Furthermore, from the perspective of critical pedagogy, it is not enough to only
teach students technical proficiency, they must also understand the larger socio-political
context to which they will either contribute or reclaim by using their education and skills.
A necessary first step in this process of "conscientization" is for teachers themselves to
recognize that no classroom or curriculum is politically neutral. In arguing this point,
Elsa Auerbach (1995) explains, "Pedagogical choices about curriculum development,
content, materials, classroom processes, and language use, although appearing to be
informed by apolitical professional considerations, are, in fact, inherently ideological in
nature, with significant impUcations for learners' socioeconomic roles" (p. 9). By
recognizing and making the political explicit in the curriculum, teachers can help students
to dismantle the structures of inequality on campus and in the community.
For example, if language teachers are serious about wanting to help students
become proficient users of the target language and successful, contributing members of
society, then we need to help them understand and use both academic and civic literacies
critically (Saltmarsh, 1996; Cone & Harris, 1996; Kendrick, Hovinga, Reitzel, & Wurr,
2001). As the results of the present study show (see Figure 5.3), NNS participants had
significantly less prior experience with volunteering or service-learning than their native
speaking counter-parts. At the end of the study both groups indicated they were more
likely to volunteer in the future as a result of their recent service-learning experience
(Figure 5.2). Although it could be argued that at least some of this response is attributable
to a social desirability factor—to people saying what they think they're supposed to say
even though their responses are anonymous—it also seems likely that given the uniformly
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high level of personal agency and altruism all participants expressed at different times
and in different ways throughout the study, that once shown how to function effectively
as change agents in society, the students wanted to seek additional opportunities to do so
in the future. This is the transformational power of critical pedagogy: educational
empowerment enables students to act upon their knowledge to change society.
Participants in both the pilot and main study suggested that having the option to
work in groups and/or on campus would have improved their service experience. NNS
participants were especially likely to voice such suggestions. One reason for this is the
NNS participants' relative unfamiliarity with the task, language, and culture compared to
NS participants. Given the results of the pilot study and the advantages of collaborative
learning (Bruffee, 1993), the service-learning assignment in the main study did allow and
to some extent encourage students to work in groups'^^, but scheduling difficulties and
personal interests led most students to work individually or in pairs. But since some
students still felt anxious about their work in the community, more could and should be
done to actively plan and support group projects, especially for those with relatively little
experience volunteering in the community (Littlefield, 1994; Zlotkowski, 1998). There
are many accounts of such group service-learning projects in the literature (e.g. Goldblatt,
1994; Herzberg, 1994; Barfield, 1999; Heuser, 1999) as well as service organizations that
promote and support them (e.g. Christmas in April'*^, Make a Difference"^'; Alternative
Spring Break"*®, and Habitat for Humanity"*^). These reports and organizations often note
the bonding that occurs between project participants as they work together as a team,
often in unfamiliar situations such as a prison or halfway house, to complete a service
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project. These and other accounts of group service projects indicate that participants can
develop interpersonal communication skills, support networks, and overall sense of
belonging to a university group while working out of the university's physical boundaries
(Waterman, 1993; Eyler& Giles, 1996; Kendrick, 1996).
Another issue on which those involved in service-learning programs have a
difference of opinion on and to which the results of the present study speak to is whether
or not service-learning should be a required part of a course or school program^®. Many
institutions across the country have instituted mandatory service requirements for
students in an effort to promote civic participation (Keith, 1994). High school students in
Maryland, for example, are required to perform community service as part of their
graduation requirements (Sobus, 1995; Goldsmith, 1995). Critics point out that such
"mandatory volunteerism" is a contradiction in terms, and question whether service
performed to satisfy a requirement will promote the prolonged civic engagement and
democratic principles (Richman, 1997; Hes, 1999). Two recent studies designed to
investigate the effects of mandatory service on students found that students' willingness
to volunteer in the future varied according to their initial interest in volunteerism and the
extent to which they perceived they were forced to volunteer (Stukas, Snyder, & Clary,
1999). Students who initially said they were unlikely to volunteer in the future were
found to be even less inclined to do so after being required to volunteer, but students who
initially reported an inclination to volunteer in the future responded equally positively to
required versus optional service-learning assignments.

192

Service-learning was a required part of the course in the present study, yet postactivity siurvey and interview results indicate that participants responded positively to this
requirement, and gained much from it. For example, the mean score of 3.0 on survey
question #19, "Did your service-learning increase your intentions to volunteer in the
community in the future?" indicates a generally positive response to this question by
service-learning participants. Interview participants likewise reported that advance
knowledge of the service-learning requirement in the course would not have been
sufficient cause for them to switch to another section. These results provide a measure of
support for those in favor of required service-learning assignments.
Although the present study did not attempt to compare the outcomes of those who
were initially inclined to volunteer with those who were not, it did investigate the effects
of various learner variables, including the amount of previous volunteer experience, on
participants' overall assessment of their service-learning experience. The results, shown
in Figure 5.3, found no significant correlation between the amount of previous volunteer
experience and participants' future intentions to volunteer.
Related to this issue is the question of what exactly is meant by service-learning.
An important distinction that can be made in this regard is between service activities that
are or are not connected to an academic course (See "Definitions of Service Learning"
Chapter 2 for more on this distinction). "Volunteering" or "community service" refer to
forms of service that are not associated with an academic course and do not carry
academic credit, but "service-learning" refers more specifically to credit-bearing
"service" in the community that is integrally related to the content of an academic course
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(Clayton, 2000). While volunteering for the sake of volunteering usually enhances prosocial values and altruistic feelings in the volunteer (Giles & Eyler, 1994; Eyier & Giles,
1996b; Batchelder & Root, 1994; Boss, 1994; Kendrick, 1996; Barber, Higgins, Smith, &
Ballou, 1997) it will not lead to the sort of learning traditionally valued in American
schools without carefully structured reflection and discussion (Eyler & Giles, 1996; Astin
et al., 2000; Gray et al., 2000). As Judith Ramaley, University of Vermont president and
Campus Compact chair explains, "...learning doesn't happen automatically by doing. It
doesn't happen unless you have reflection on what it all means - unless you write about
it, debate it, analyze it. It's not good enough just to serve other people soup in a soup
kitchen — that doesn't teach anything" (quoted in Clayton, 2000).
These tenets of service-learning, first outlined in 1990 in the "Principles of Good
Practice in Combining Service and Learning" (Kendall et al), provide the basis for
defining service-learning programs in the National and Community Service Act of 1990.
This act, designed to "'engender a sense of social responsibility and commitment to the
community' and 'facilitate the integration of community service into academic
curricula..." (PL 101-610; sec 118,b,l-4, quoted in Pollack, 1997, p. 176), states that
service-learning programs are as ones:

•

Under which students leam and develop through participation in
thoughtfiilly organized service experiences that meet actual community
needs and that are coordinated in collaboration with the school and
community;

•

That are integrated into the students' academic curriculum or provide
structured time for students to think, talk, or write about what the student
did and saw during the actual service activity;
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•

That provides students with opportunities to use newly acquired skills and
knowledge in real-life situations in their own communities; and

•

That enhances what is taught in school by extending student learning
beyond the classroom and into the commimity and helps to foster the
development of a sense of caring for others.

(National and Community Service Act, 1990; http://w3.arizona.edu/~guide/sl/
definitions.html)

According to this definition, the curriculum being evaluated in the present study
falls under the definition of service-learning. While improving society and students' civic
values were certainly seen as potential additive benefits to incorporating service-learning
into the composition curriculum, the primary goal was to enhance student learning of the
course content. The results indicate that goal, and other positive outcomes related to
student learning, was achieved.
One fiirther point to be made in regard to creating rewarding and educative
service experiences is the importance of selecting community outreach projects and sites
carefully, since the match between the agency's needs, the course goals, and the students
interests can vary significantly and impact the outcomes achieved. The teacher in the
present study did not have the advantage of working with a service-learning coordinator
to help find the best placement possible for all students. But the teacher did have a betterthan-average working knowledge of non-profit organizations in the local community and
was an experienced service-learning practitioner, so working within the usual time
constraints teachers face, he was able to offer some assistance to students in selecting
appropriate service sites and negotiating satisfactory service contracts with each agency.
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The results of the present study suggest that this effort, though limited, was
worthwhile. Participants who found the work in the community more interesting tended
to go to their service site more often and leam more from the work they did there, as
shown in Figure 5.1. Those who were less satisfied with their service work most often
cited one of two complaints. First, the tasks they performed did not allow them to interact
with the individual clients being served; for example, sorting donated clothes in a
homeless shelter basement without ever interacting with the homeless families who
ultimately received the clothes, or conducting library research for elementary teachers to
use in their lessons, but never interacting with the students in the class or seeing the
materials one helped produce actually being used. Second, some complained of the
menial or routine nature of the tasks they were asked to perform for the community
agency. Two examples of this might be spending all or most of their volunteer time
performing routine clerical tasks in a front office or janitorial work such as cleaning a
shelter or hospice. While some of these "complaints" were discussed in class and on-line
to better understand commimity needs and the service experience, the teacher or servicelearning coordinator who has an established rapport with volunteer coordinators at local
non-profit organizations can help prevent many of these complaints from ever arising.
Schools with more developed service-learning programs recognize this, and hire ftill-time
service-learning coordinators to identify potential service sites and maintain long-term,
professional relationships with the staff at each agency to ensure that the needs of all
stakeholders are met. As Herzberg (1994) notes, "A successful [service-learning]
program requires a great deal of coordination between the school and the community
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agencies. Individual teachers working on their own to arrange such contacts will find the
task exhausting and daunting" (p. 307).
In sum then, the results from the main study indicate that service-learning had a
generally positive affect on social, cognitive, and affective factors related to student
learning. Since the outcomes ranged, with one exception, from good to excellent for ail
participants, and since service-learning was a required component of the course, the
results were interpreted as providing support for the inclusion of service-learning as a
required part of first-year composition, provided both the service and learning are
components are integrated, organized, and administered well. The one exception to the
generally positive outcomes on student learning was the decreased sense of belonging on
campus service-learners felt. To address this concern, collaborative group projects were
recommended as a way to reduce anxiety and increase interpersonal communication
skills and support networks.

NS and NNS students' Response to, and Outcomes from, Service-Learning
The results of the main study corroborate those of the pilot study in documenting
marked differences between NS and NNS students' response to service-learning. As was
discussed in the previous chapter, this between-group difference is largely due to the
students' differing sociocultural backgrounds. NNS students had significantly less prior
volunteer experience, and thus lacked what language professionals refer to as "process
competence" (Legutke & Thomas, 1991) and service-learning specialists more
specifically refer to as "civic literacy" (Barber, 1992) — the background knowledge on
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service organizations in America, interactional patterns and performance routines likely
to occur at a service site, as well as an understanding of the historical and cultural values
and traditions associated with volunteering in America—that NS students could bring to
bear on the task at hand.
This result underscores the importance of recognizing individual differences in
students' awareness of and preparedness for service-learning activities. Many servicelearning professionals already do, in fact, recognize this on some level as they select
different types of service activities—from individual or group "one-shot" service
assignments that are completed in a single day (e.g., Barfield, 1999) to more involved
projects that may continue for a semester or more and are connected to one or more
academic courses (e.g., Herzberg, 1994). Service-learning providers could build upon this
knowledge of how to match a task's complexity to the leamer's present abilities by
considering more carefully the differing needs and motivations of NNS students in
successfully completing a service-learning project. Though there are only a few articles
focusing on service-leaming with ESL students, the pilot study (Wurr, 1999) and articles
by Heuser (1999) and Hellebrandt and Varona (1999) provide a reasonable introduction
and overview of the subject. More detailed discussions such as that presented in this
dissertation will likely be forthcoming in the near future as service-leaming becomes
more widely-known, researched, and better understood by TESOL professionals.
The results in the present study noted a slight decline in both NS and NNS
students' overall assessment of service-leaming over the course of the semester. This
finding was explained in the previous chapter as attributable in part to the difference in
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the students' expectations of and actual experience with their work in the community.
This difference in real versus imagined service-learning experience may have been
caused by the instructor's general enthusiasm for service-learning as well as his desire to
prevent any outright resistance to the assignment. The instructor's efforts to "sell"
students on service-learning may have been successful initially. But attempts at
persuasion were probably misguided in the long run too. Rather than presenting a one
sided picture of the benefits of service-learning, a more effective way to prepare students
for work in the community should certainly mention the potential gains as well as
drawbacks. Comments from students in the present study suggest these include the joy of
making a difference in someone's life as well as the sorrow of having to say goodbye
soon after, the pleasure of helping others as well as the tedious nature of the tasks
involved in the process, better understanding of the complexity of most social problems
as well as the concomitant sense of confusion and helplessness that comes with this
realization. These issues can and should be made a part of on-going class discussions and
reflective writing assignments that encourage students to think critically about their work
in the community so as to draw more enriched lessons from it. The fact that NS
participants in the present study felt they had relatively little to leam from the
community, expressed in a "Been there, done that" attitude towards community service,
indicates the need for such frank discussions in all service-learning courses, not just those
with ESL or other students who may have had little previous experience volunteering.
What needs to be emphasized in regards to involving NNS students in servicelearning activities is that the enterprise is by no means futile. On the contrary, the marked
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contrast in NNS students' response to, motivation in, and learning from service-learning
activities in the pilot and present study is evidence that with adequate preparation and
support, NNS students, like all others, can and will excel in thoughtfully designed and
well-organized service-learning programs.
Service-learning critics are right when they say that the management and logistics
of such programs require a lot of extra work for faculty and staff (Clayton, 2000).
Connor-Linton (1995b), for example, notes, "In schools without well-developed
community

service projects or volunteer placement offices, the demands of coordination

may deter faculty from incorporating service-learning into their courses" (p. 107). For
this reason, faculty taking on the task by themselves may want to start, as Herzberg
(1994) describes his institution's service-learning program did, with brief, well-defined
service projects, possibly offered as an optional or alternative assignment in a course,
before venturing into larger and more complex ones^\

The Impact of Individual Learner Differences on Service-Learning Outcomes
The results of the present study showed no significant correlation between learner
differences such as demographic characteristics, learning style, and previous volunteer or
service-learning experience and individual learning outcomes. Specific demographic
characteristics considered were gender, religion, and religious affiliation. Grade point
average, based upon the participants' final grade in the course, and declared major were
also considered. The specific learning style orientations considered were based upon an
adaptation of Oxford's (1991) "Style Orientation Scale for Language Learning" and
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included the following learning styles: visual, auditory, hands-on, intuitive, sequential,
global, and analytic. The conclusion drawn from this portion of the study is that none of
these learner variables significantly predetermined potential learning outcomes for
individual learners.
Most of the previous research in this area has considered the effects demographic
characteristics have on a student's decision to participate in an optional service-learning
program or assignment. For example. Sax and Astin (1997) conducted a study of 3,540
undergraduate students at 42 higher education institutions and foimd that women were
more likely to volunteer than men, and that previous service-learning or volunteer
experience increased one's intentions to serve again in the future. Gray et al. (2000)
conducted a similarly large, multi-institutional study and also found that women were
more likely to volunteer than men, and that those who participated in optional servicelearning assignments had higher grade point averages than those who did not. The pilot
study reported here corroborates this last finding. Coles (1999) conducted a smaller study
of students enrolled in her sociology courses and found that students of color were more
likely to choose an alternative service-learning assignment when the assignment
constituted a greater portion of the student's grade and when students were given greater
latitude in selecting the service site and project. Miller (1994) compared the students in
two advanced psychology courses who chose to participate in a credit-bearing, disciplinerelated service-learning course with those who did not. He found that students selecting
the service-learning option were younger, less advanced in school, and had more previous
volunteer experience than students who chose not participate in the service-learning
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course. While these previous research findings support the decision to consider the
impact of learner variables in the present study, differences between the research design
of the present and previous studies makes a direct comparison of the findings difficult.
Nevertheless, it is worth considering some differences in the results of these
studies since such discrepancies can have significant implications for future research.
One such discrepancy in the findings is related to gender. Two previous studies (Sax &
Astin, 1997; Gray et al., 2000) involving a combined total of more than 4,860 students at
various colleges throughout the United States found that women were more likely to
volunteer than men. Yet the present study found that gender was only weakly correlated
with previous volunteer experience (p. < .095). Both men and women in the present study
reported in the post-activity survey that they had had "little" previous volunteer
experience, though the mean score for women was slightly higher than for men (2.7692
and 2.55 respectively; where a score of 2 = "little" previous volunteer experience and a
score of 3 = "some;" p< .598).
The difference in the sample size and settings of each study may be an important
consideration here since the homogeneity of the sample may vary in proportion to its size
and the population/setting fi-om which it was drawn. Coles (1999), for example,
speculates that the students of color in her classes were initially less enthusiastic about
the service-learning option because a disproportionate number of minorities have
historically worked in social service positions. Since most service sites were in the sort of
economically depressed neighborhoods with which minority students are often familiar,
the service-learning option did not appeal them. Coles overcame this resistance by
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allowing students to draw on service work they were often already doing through cheurch
and other community-based organizations, and by weighting the service-learning opttion
heavier than the traditional altemative assignment.
Similarly, the fact that women, particularly women of lower socio-economic
status, have traditionally taken on care-giver roles more often than men may account!for
fiadiags Sax and Astin (1997) and Gray et al. (2000) report regarding the higher
proportion of female service-learners in their studies. Perhaps one reason the present!
study did not replicate this finding is the less diverse student population found on a ssingle
college campus as compared to that found on a cross section of American college
campuses. With an undergraduate student population composed of 71% whites and 53%
in need of financial assistance (C/.S. News & World Report, 2000), the University of
Arizona is not as representative of American society as the 4,860 students involved iin the
studies Sax and Astin (1997) and Gray et al. (2000) conducted would likely be.
While no significant correlations were found between the specific learner
variables considered in the present study (e.g. demographic characteristics, learning style,
and previous volunteer or service-learning experience) and individual learning outcormes,
this does not mean that all leamers are equally prepared for, and able to gain from,
service-learning activities. The different responses NS and NNS leamers exhibited tcD the
service-learning component of the course in the present study should serve as a
worthwhile reminder to all educators that leamers enter the classroom with different
world experiences, values, and aspirations. Teachers and program administrators whco are
aware of the different values and experiences some groups of leamers—men, womem.
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NS, NNS, urban, or suburban—may bring to the classroom and community service
project wall be better able to more effectively address the specific needs of these learners
and help them get the most out of the experience. Considering the difference between NS
and NNS participants' previous volunteer experience in the present study (Figure 5.3)
teachers and service-learning program coordinators might want to allow students to select
or design different types of service projects (e.g. working alone or in groups) with
different levels of complexity (e.g., "one-shots" versus semester or year-long projects).
The different levels and types of service projects could be accounted for in a regular
academic course by weighting the assignment on a sliding scale according to task
complexity. In service-learning courses, projects of different lengths and complexity can
be assigned differing levels of academic credit. Recalling the importance of sensitivity to
initial conditions in complexity theory, teachers should be sensitive to individual learner
differences in designing and administering service-learning projects.

The Impact of Service-Learning on Student Writing
The present study investigated the impact of service-learning on student vmting in
a number of ways—by comparing the analytic and holistic measures of writing quality of
essays produced by service-learning and comparison groups of students in a variety of
ways:
•

by comparing the self-assessments students in service-learning and comparison
groups made of their writing development for the semester;

•

by comparing salient linguistic and rhetorical dimensions and features in the
writing produced by each group;
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•

and finally, by assessing the attitudes and beliefs service-learning students held in
regard to writing as a result of their semester's work in first-year composition.

In terms of writing quality, the essays written by service learning students were judged by
independent raters to be better than the comparison essays on every measure (see Table
5.4). Holistic assessment scores for service-learning essays were .43 points higher than
comparison essay scores on a five-point scale (p< .025). Converting points to letter
grades, in other words, reveals that service-learning essays were judged to be better than
comparison essays by about half a letter grade. Analytic assessments of each group's
effective use of rhetorical appeals, logic, coherence, and mechanics show servicelearning essays to be superior to comparison essays on every measure (p < .002 for
appeals, logic and coherence; p < .04 for mechanics). On their course evaluations,
service-learning students also judged their writing to have improved more as a result of
the course than students in comparison sections of first-year composition, with a mean
between group difference of .4 on a five-point scale (p< .001). Finally, when reflecting on
their work, service-learning students demonstrated a greater appreciation for the
complexity of the issues and people they were writing and researching about, and
therefore a greater understanding not only of community issues, but also writing and
research strategies and processes, compared to their initial comments made at the
beginning of the semester. In sum, these results provide empirical support for including
service-learning in college composition curricula. While other studies have demonstrated
the positive impact service-learning can have on the community (e.g., Gehnon, Holland,
Seifer, Shinnamon, & Cormors, 1998; Gray et al., 2000), this study has shown that
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incorporating service-learning in college composition improves student writing, improves
understanding of the course content, and improves student satisfaction with the course.
These findings are significant in that few previous service-learning studies have
provided empirical evidence for gains in student learning of course content, and none to
my knowledge have done so in first-year college composition through the assessment of
actual student writing samples.
Establishing a relationship between improved learning of traditional school
subjects as a result of service-learning participation has proven difficult for researchers
because of pedagogical differences in how the service component is structured in
different courses and institutions. As Mabry (1998) notes, "sometimes service-learners
fare better academically than other students (Markus, Howard, & King, 1993; Sax &
Astin, 1997), and sometimes their academic outcomes are no different fi'om other
students (Kendrick, 1996)" (p. 33). Supporting Mabry's claim, are two recent large-scale
studies that report conflicting results regarding the academic gains of service-learning.
Astin et al. (2000) found "connecting service with an academic course material does
indeed enhance the development of cognitive skills" (p. 19), while Gray et al. (2000)
found no difference between service-learning and comparison groups on academic
measures (p. 34).
The Astin et al. (2000) study is of particular interest since it is one of the first
empirical studies to show gains in writing performance as a result of service-learning
participation. The researchers analyzed self-reported data firom nearly 20,000
undergraduate students to determine that service-learning had a significant effect on
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improved writing skills over generic volunteer experiences (Beta = .02; p< .01) and
traditional writing courses without any community-based writing component (Beta= .04;
p< .001). As was mentioned in Chapter 2, the finding by Astin et al. (2000) of modest
gains in students' writing performance is compromised somewhat by the exclusive
reliance on self-reported data. But when that data is corroborated and extended by the
findings in the present study, the evidence becomes quite compelling that serviceleaming does contribute to improved student writing performance in a number of
important ways.

Writing Assessment
Primary and holistic assessments of the writing produced by students in servicelearning and comparison sections of first-year composition were conducted with readers
familiar with the institutional context of the present study and writing assessment
procedures. As was reported in the previous chapter, inter-rater reliability rates were .83,
.94, .89, and .93 for holistic, rhetorical appeals, reasoning, and coherence respectively^".
However, these scores are for a one-point inter-rater reliability spread; that is, raters that
scored an essay within one point of each other were considered to have agreed in their
assessment of the essay. When inter-rater scores were two or more points apart, then the
raters were said to have disagreed in their assessment of the essay and a third reader
would read the essay and an average of all three raters' scores would comprise the
essay's final assessment score. This procedure follows that used by the University of
Arizona Composition Board in scoring Freshmen Placement Essays, and is also similar to

207

the procedures used by other institutions involved in large-scale writing assessment such
as the Educational Testing Service.
But it is not clear in previously published studies that used similar holistic and
primary trait instruments to assess the quality of writing samples exactly how they
determined their reported inter-rater reliability rates. If a similar one-point difference
between scores is assumed to have been allowed for in determining inter-rater reliability
rates, then the present study's results compare well with other published studies. For
example, Cormor and Farmer (1990) conducted a study using the same scoring rubric for
coherence as was used in the present study and achieved the achieved the exact same
inter-rater reliability rate as in the present study, .93. But if only exact matches count as
agreement between readers, then the present study's inter-rater reliability score for
coherence would drop to .47, which is only slightly better than the .40 exact agreement
rate that would be achieved by chance if scores were randomly assigned. Likewise, the
present study's inter-rater reliability rates for the holistic assessment of the students'
essays compare well with those reported by Connor and Lauer (1985) in their EEA study
(described in Chapter 2). But if exact matches in raters' scores is the criterion for interrater reliability, then the holistic assessment of essays in the present study only had an
inter-rater reliability rate of .38, which is actually less than the .4 rate that would be
achieved by chance through randomly assigning scores.
The present study's inter-rater reliability rates for the other two analytic
assessment measures, the effective use of rhetorical appeals and logic, were much higher
than those reported in previous studies, which is why the researcher in the present study
began to question the ways in which each study determined its inter-rater reliability
scores. For example, the present study's inter-rater reliability rate of .94 on the rhetorical
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appeals measure was considerably higher than the mean^^ inter-rater reliability score of
.78 that Connor and Lauer (1985) report, even though both studies used the same scoring
rubric. But if only exact matches count, then the present study's inter-rater reliability rate
for rhetorical appeals would drop to .5, which is considerably lower than what Connor
and Lauer (1985) report and only slightly better than what would be achieved by chance
(.4). Likewise on the assessment of reasoning, Connor and Lauer (1988) achieved interrater reliability rates of .77, .56, and .66 for claim, data, warrant, respectively, which are
the three aspects of Toulmin's model of logic included in the analytic assessment scale
for reasoning in the present study. The average inter-rater reliability rate for reasoning
measures reported by Connor and Lauer (1988) equals, .66, compared to the present
study's mean score of .96 for the same three measures (.97 for claims, .99 for data, and
.93 for warrants). But if exact matches between rater's scores are the criterion, the present
study would have a mean interrater reliability rate of only .54, or .45 for claims, .64 for
data, and .52 for warrants.
Table 6.1 summarizes the different inter-rater reliability rates discussed in the
preceding section for purposes of comparison. The two different methods for determining
these rates—exact match between raters' scores and a 1-point difference between rater's
scores—are applied the present study's writing assessment results and listed in the
columns labeled "Exact match" and "1-point difference" respectively. The results from
the comparison studies mentioned above are listed in the third column. It is not clear from
the literature on these studies if an exact match or 1-point difference method was applied
in determining inter-rater reliability rates.
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Table 6.1: Inter-rater reliability rates from the present and comparison studies
Exact match

1-point difference

Comparison study

Holistic

.38

.83

.83b

Appeals

.50

.94

.78b

Reasoning

.54

.97

.66c

Coherence
.47
.93
.93a
Note: a = Connor & Farmer (1990); b = Connor & Lauer (1985); c = Connor & Lauer
(1988)
Assuming all studies used the same I-point difference method of determining
inter-rater reliability rates, the different results reported in the present study versus those
reported by Connor and Lauer (1985 & 1988) could be explained in several ways.
Connor and Lauer were working with a larger and more diverse population of writers
drawn from diverse instructional and cultural settings than existed in the present study.
The range of writers and writing contexts represented in Connor and Lauer's two studies
may have complicated the assessment task for their raters. The cohesiveness of the
educational setting in which the present study occurred may have impacted the outcomes
in another way too.
The raters used in the present study were all experienced composition teachers; all
had taught composition at the University of Arizona for at least two years, and so were
familiar with the student population, the course, and the general goals of the essay
assignment. All of the raters had also taken a graduate level course in writing assessment
and/or had participated in one or more holistic essay rating sessions sponsored by the
University Composition Program to place freshman into frrst-year composition and to
measure their proficiency in writing when they complete their required composition
course work. Finally, each rating session in the present study began with an explanation
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of the assessment procedure and scoring guide to be used, followed by practice in scoring
several sample essays in order to reinforce the points outlined on the scoring guide. These
factors, along with the common understanding of students, courses, assignments and
writing assessment procedures that all raters in the present study shared, may have
contributed significantly to the high inter-rater reliability rates achieved.

On Formal Conventions
With regard to the analysis of mechanics and style errors, the present study
revealed an inverse correlation between the fi-equency of errors in an essay and holistic
assessment of that essay's overall writing quality (see Appendix T). Simply put, this
means that errors do detract fi-om the quality of a text for most readers. This finding
would seem to support the arguments of those in favor of more instruction in academic
conventions in the writing classroom (e.g., D'Eloia, 1977; Fotos & Ellis, 1991; Hunter &
Wallace, 1995)
But what is the best method of grammar instruction? Little explicit work on
mechanics and style was provided to service-learning students, and yet the writing these
students produced had significantly fewer mechanical errors than the essays produced by
students in the comparison sections of first-year composition. The instructor in the
service-learning sections emphasized meaning over form and thus taught mechanics
mostly as a concern in editing. "Grammar workshops" were conducted one day before the
students turned in their final essay drafts. The instructor began these workshops by
presenting students with example sentences taken firom the students' writing that
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illustrated common types of errors. The students identified the error, and as a class
generated a rule or method for correcting the error in the future. After some more practice
finding and correcting a random sample of mechanical errors, the students were
instructed to either proofread their own or a partner's paper before going home to edit
their paper one last time. Although the researcher did not observe instructors in the
comparison courses teaching mechanics, the approach described above in the servicelearning sections does not seem unusual in amount or kind of instruction. But since some
service-learning students were also writing for community partners, these students may
have been additionally motivated to reduce the number of errors in their papers so as not
to lose face with those in the community who would read their work.
Finally, with regard to the use of Biber's (1988) multifeature/multidimensional
method of macroscopic textual analysis that the present study employed, the results
support the basic claims and procedures Biber describes for identifying and describing
systematic ways in which written texts may vary.
However, since the present study found little correlation between holistic essay
scores and the underlying textual dimensions identified by Biber (see Appendix T), the
usefulness of Biber's MF/MD method of textual analysis for pedagogical purposes must
be questioned. Connor (1995) suggests that MF/MD macroscopic textual analysis should
not be limited to research purposes only, but that regular classroom teachers might
benefit from its use too.
As far as I know, Biber's analysis has been used only in research so far, and not
for instructional purposes. In my opinion, however, it would be a superior
teaching tool compared with commercial text-analysis programs for editing (e.g..
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Grammatik, Writer's Workbench). Unlike the commercial programs just
mentioned Biber's system does not merely provide simple counts, but it helps
interpret how well the text works because of these text features.
(Connor, 1995, p. 85)

While I agree that Biber's method of textual analysis is more sophisticated than
Grammatik, I also think it requires far more time and energy than the average teacher has
to devote to analyzing student essays. Cormor (1995) acknowledges Biber's assistance
and advice in helping her analyze her data (pp. 80-85), yet such assistance may not be
available to the average classroom teacher^"^. Connor may have also had the benefit of
using the software Biber has created for performing the various textual analyses
described in Variation Across Speech and Language and other publications. Such
resources would undoubtedly help make Biber's macroscopic textual analysis
methodology more manageable.
But without such resources, Biber's method of macroscopic textual analysis may
require too much time and energy for the average classroom teacher than its potential
pedagogical applications seem to warrant. To understand and apply Biber's methodology
to the analysis of the 75 student essays in the present study (using the tools and
procedures described in Chapter 4) required approximately 150 hours. Granted much of
this time was devoted to learning the subtleties of the method, and those interested in
corpus linguistics may find such work rewarding enough in its own right to justify such
an outlay of time and energy. But as someone primarily interested in finding ways to help
students improve their writing, I cannot second Connor's call for the adoption of Biber's
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methodology as a teaching tool, though it may be a useful research tool for studies related
to genre.

Limitations of the study
Although the findings of the present study support previously published teacher
testimonies to the efficacy of using service-learning in college composition curricula, the
study is limited in its size and scope, and thus caution needs to be taken in applying the
findings to other teaching and learning contexts.
The primary participants in the present study were limited to college students at a
single Southwestern, residential, research I, urban university. Although the participants in
the study came from diverse sociolinguistic backgrounds, they may not have truly
represented a complete cross-section of the total population of American college students.
As the present study and other service-learning studies with students from different
backgrounds and educational settings makes clear (e.g., Mabry, 1998; Coles,1999; Astin
et al., 2000; Gray et al., 2000), learning outcomes can vary significantly depending on the
learner, teacher, course, assignment, and school and community settings involved.
Service-learning is indeed a complex dynamic system in its own right.
Because the present study focused on learning outcomes after a single semester of
study, it carmot reveal the long-term impacts of service-learning on learners. As my own
experience with service-learning as a high school student some twenty years ago
suggests, the lessons one draws from the experience may be developed for a lifetime as
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new experiences and input cause the learner to reflect upon and re-evaluate past
experiences. A longitudinal, multi-institutional study of service-learning might reveal the
extent to which my own personal experience, as well as the experience of learners
docimiented in the present study, is typical or not.

Recommendations for future research
In concluding this study, I would like to offer two seemingly contradictory
suggestions for future research on service-learning in college composition. First, more
studies focusing on the academic outcomes of service-learning are necessary in order to
win broader support for service-learning initiatives in higher education. As Edward
Zlotkowski (1996) states in his article, "A new voice at the table? Linking servicelearning and the academy," "Unless service-learning advocates become far more
comfortable seeing 'enhanced learning' as the horse pulling the cart of 'moral and civic
values,' and not vice versa, service-learning will continue to remain less visible—and less
important—to the higher education community as a whole than is good for its own
survival" (pp.24-25). The present study took this challenge seriously, and has provided
the most rigorous empirical evidence to date linking service-learning to improved student
writing. Researchers in other disciplines need to follow suit.
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Epilogue
Gaining perspective on the present study within the larger socio-historical context of
school reform via complexity theory
This story began in Chapter 1 by placing the present study in the context of other
school reform movements that have occurred over the last hundred years. In Chapter 2 it
was suggested that complexity theory provided a lens for not only viewing the conflux of
past events on the context within which the present study was conducted, but also by
extrapolating from this, for viewing the nature of educational reform efforts such as
service-learning as complex, nonlinear systems. To this end, this final section of the study
will first review the relevant aspects of complexity theory in the present study (initially
described in Chapter 2), describe one instance where complexity theory has been applied
to school reform efforts elsewhere (Wertheimer & Zinga, 1998), then extend this example
to the present study by describing the chronology of events that occurred before, during,
and after the time in which the present study was conducted. The goal of this analysis
will be to not only situate the present study within the larger socio-historical context
within which it occurred, but to provide a conceptual framework for better understanding
macro and micro level concems in school and curricula reform movements in general and
service-learning in first-year college composition in particular.
In Chapter 2, several distinguishing features of complexity theory were described
with reference to specific examples of complex, non-linear systems found in physical,
social, and linguistic environments. Twelve features of complex, non-linear systems were
identified and defined, with examples added to illustrate their connections to second
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language acquisition and service-learning. To review, complex, nonlinear systems were
described as being dynamic, complex, nonlinear, chaotic, unpredictable, sensitive to
initial conditions, open, self-organizing, feedback sensitive and adaptive, and possessing
strange attractors.

Applying Complexity Theory to School Reform: Two Case Studies
Complexity theory has most often been applied to disciplines in the physical and
mathematical sciences simply because that is where it originated. But as more and more
educational researchers become aware of its potential for meta-level theory building, its
application to a greater array of disciplines has become apparent in the literature. One
particularly relevant example to the present study is a paper entitled "Applying Chaos
Theory to school reform" by Richard Wertheimer and Mario Zinga that was originally
presented at the 1997 annual conference of the American Educational Research
Association and published a year later in the electronic journal, Internet Research:
Electronic Networking Applications and Policy. In the paper, the authors describe a fiveyear case study known as the Common Knowledge: Pittsburgh project, or CK;P for short,
of the introduction of Internet computing capabilities throughout the Pittsburgh public
school system. The study analyzes the events and resulting changes in the district's
organizational culture over the study's five-year period and extrapolates from this a larger
conceptual framework for school reform that is consistent with complexity theory.
Wertheimer and Zinga outline three distinct phases the CK:P project underwent
during their study. In the first phase, they describe the district's organizational culture

217

and the staffs personal needs as the initial conditions of a complex, nonlinear system.
The system is a fractal in that these initial conditions are evident at various levels of
magnification, from individuals to schools to districts. The project was initiated in part by
a grant from the National Science Foundation. But the district administrator who was to
serve as the principal investigator for the project left the district due to downsizing one
year prior to its implementation. Consequently, the project lacked an administrative home
and was adopted and implemented by interested teachers. In this way, the CK:P project
was a bottom-up or grassroots school reform initiative with the promise of grant money
and the project's constructivist ideology serving as a strange attractor around which
interested persormel coalesced. This action within the system generated a corresponding
reaction on the part of teachers who felt threatened by the project in one way or another.
Thus a second strange attractor, resistance, developed in response to the first, and the
dynamic tug-of-war of open systems adapting to fresh input began to push and pull the
system, the district's administrative culture, in different directions. The authors note,
"From the perspective of Chaos Theory, CK:P was a catalyst that clashed with the
existing district culture and consequently contributed unpredictable behaviors" (p. 104).
The second phase of the project began with the receipt of the grant money and the
consequential expansion of resources and schools within the project's scope. Although
having the actual monetary resources, rather than the promise thereof in phase one of the
project, served as the primary strange attractor in the system, another salient variable was
the greater awareness and regard society and the schools had for computer technology in
general. The system, in other words, was not closed and solely constructed around the
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grant money but rather was open to multiple levels and types of input. The result was a
bifurcation of both groups of supporters and resistors. Within the supporters, several
subgroups appeared, including administrators, individual teachers, collaborative groups
of teachers and administrators, and lone wolves. The resistors—individual teachers,
administrators, and board members—found several common lines arguments, and
increasingly identified themselves with the various points of resistance these arguments
represented.
The third phrase of the project occurred in the fourth year and was marked by
another NSF grant which guaranteed the institutionalization of the project within the
district. This additional money, and the increasing amounts of positive feedback and
resultant psychic and professional rewards that came with being associated with
computer technology, served as another strange attractor in drawing together supporters
of the CK:P. Resistors began to either acquiesce and begrudgingly go with the flow or
were increasingly marginalized within the system. The authors labeled these two groups
of resistors as "pseudo resistors" and "blind resistors," respectively (p. 108).
The process of change within the Pittsburgh public school system described in
Wertheimer and Zinga's case study involved a complex set of interdependent variables
with shifting weights or values based upon their interaction with other variables in the
immediate environment. The authors identify these variables as both cultural and
personal in nature. Cultural variables included:
•

the language used within the organization to both control and empower its
employees;
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•
•
•

the pressure from one's peer group to not deviate from acceptable
behaviors;
the organization's hierarchy and its desire to maintain clear lines of
authority; and
the stereotypes educators use and their effect on organizational behavior,
(pp. 109-110)

Within this organizational, cultural context, a range of personal variables
emanating from individual differences were identifiable by the following salient
descriptors;
•
•
•

the need to control one's environment — classroom, school, district;
the need to limit threats to one's ego and self esteem;
one's flexibility — willingness to experiment and take on the role of
learner; and
• one's previous experience with change, innovation, and experimentation.
(Wertheimer & Zinga, p. 110)

Drawing on the mathematical influences within complexity theory, the authors
argue that if it were possible to assign values or specific weights to each of these
variables, then it would be possible to create an equation describing the interaction of
variables and the resultant change in their values over time. Since they do not know of
any way to do this in actual practice, they resign themselves to "the unenviable position
of suggesting that [their] application of Chaos Theory to school reform is more than a
metaphor and less than a mathematical model" (p. 103).
This application of complexity theory is akin to the one put forth in Chapter 2 (see
"Complexity Theory" section) wherein I suggest that the global or macro-level
perspective complexity theory offers provides a useful "paradigm" or "lens" for viewing
the study. In keeping with this position, I suggest here that the focus of the present study.
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student learning in community-based first-year college composition, is but one
component of a larger, complex, nonlinear system. As a firactal, the key components and
qualities of this system are evident at multiple levels, including macro-level sociocultural, administrative, and personal concems as well as specific micro-level concerns
such as the writing assessment procedures used to analyze the writing ability of students
in the present study.
Although 1 believe complexity theory offers great potential for enriching our
understanding of literacy development and writing assessment, no one to my knowledge
has published any studies exploring this avenue of inquiry. While a precursory discussion
of writing assessment viewed through the lens of complexity theory was offered in
Chapter 4 (see "Assessing Writing Ability"), a more comprehensive discussion of these
topics in light of the results firom the present study will be left for future publications.
Rather, this section will favor a macro-level analysis of the present study through the lens
of complexity theory following the example provided by the Wertheimer and Zinga
(1998) case study.

Complexity Theory Applied to the Present Study
As described in Chapters 1 and 2, the present study was initiated within the
context of several national and local school reform efforts. On the national level,
politicians, academics, and community activists were concerned on the one hand with
improving undergraduate education and on the other with improving the public service
mission of higher education in general (Boyer, 1987; OMB Circular A-110, 1999).
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Service-learning was seen as one promising curricular initiative that had the potential to
address both concems at once. Two congressional acts—the 1990 National and
Community Service Act and the 1993 National and Community Service Trust Act—^were
passed and substantial funding soon became available for a variety of service-learning
initiatives through grants from the federally run Leam and Serve Corporation. As in the
Wertheimer and Zinga (1998) study, the promise of receiving a substantial federally
funded grant served as a strange attractor on many college campuses, including the
University of Arizona (UA) where the present study was conducted, to bring teachers and
administrators with a similar interest in and commitment to undergraduate education and
service to the community together under the banner of service-learning.
At UA, one of the first tangible outcomes of these initial collaborative discussions
was a grant proposal submitted to the Leam and Serve Corporation to introduce servicelearning in all first-year composition classes (Ferguson, 1997). Although the proposal
was ultimately unsuccessful in securing outside fimding, it nevertheless served as a
strange attractor by initiating discussion about service-learning in the university and
especially in the Composition Program.
A leading figure of the supporters' group in the Composition Program was
professor Thomas P. Miller. As Director of Composition and principal investigator for
the Leam and Serve grant proposal, he yielded what Bourdieu (1986) refers to as the
necessary "cultural capital" to get the attention of other administrators and teachers and
sustain serious discussions about service-learning across campus; Miller can thus be seen
as a strange attractor for service-learning in the Composition Program. As Director of
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Composition, Miller could offer a small amount of financial support in the form of
curriculum development grants to graduate teaching assistants in the Composition
program interested in working on ways to incorporate service-learning into their classes.
More important than the small amounts of money he was able to offer, though, was
Miller's prestige and position on campus, as well as his administrative and rhetorical
skills, which enabled him to create the necessary space at the academic table for servicelearning discussions to flourish. One of the primary ways he did this was by helping to
establish the Service-Learning Working Group.
The Service-Learning Working group always had the feel of a grassroots
movement. Many in the group felt service learning had the potential to make the
connection between academic work and social issues more visible. Daphne Desser, for
example, explained these connections as follows:
Service learning works particularly well for our [composition] program at this time
because it addresses many of the core questions our teaching philosophies and practices
raise. Many of us are concerned about the relationship of academia to the non-academic
community; service learning gives students an audience beyond the ivory tower. Many of
us are concemed with the ethical dimensions of the researcher's subjectivity and the
danger of objectifying the researched population in our ethnographic research or creative
writing projects; service learning raises similar questions for the students who must find
the appropriate rhetorical strategies to negotiate their relationship to their discourse
communities effectively. We are concemed about teaching concepts as rhetorical
analysis, discourse communities and the art of negotiating writing situated in a specific
context; service learning provides students with an immediate and often familiar context
to analyze, research, write to, and hear back firom." (Service-Learning Working Group—
"Teachers' Voices,"!999)
With the exception of Dr. Miller, all of the members were graduate teaching
assistants in the Composition Program. Miller downplayed his knowledge of servicelearning and his previous efforts to introduce it to the campus ia order to create a more
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egalitarian discourse community. While members were aware that service-learning was a
"hot" topic elsewhere in the country, on the UA campus, it seemed very much a bottomup, teacher led initiative that was rich with rich in pedagogical power but poor in
administrative and financial support.
The second phase of the service-learning movement's development on the UA
can be tied to Fall, 1998 when the Working Group formally named itself in order to
present two proposals supporting the research and development of service-learning
curricula on campus. The first of these proposals was presented to College of Humanities
Dean's Advisory Council to explore ways to introduce service-learning in various
departments and classes in the College of Humanities. The second was to the
Composition Program Advisory Committee (CPAC) for fimding and support for servicelearning instructors in the form of books, office space, release time, and administrative
support. Although there seemed to be a general consensus on campus at that time that
service-learning was a good thing, resistance to service-learning began to mount because
the proposals essentially sought to elevate the status of a grassroots movement to an
officially recognized curriculum development project. The action to formally
acknowledge service-learning's foothold on campus led to a reaction, a second strange
attractor which brought together faculty and staff who opposed service-learning for one
reason or another. (See the section entitled "The Impact of Service-Learning on Social,
Cognitive, and Affective Factors in Learning" at the begiiming of this chapter for more
on the specific arguments this group made against service-learning).
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This resistance, particularly the comments from the English Department Chair
who said, "show me evidence that service-learning improves student writing and then I'll
support its introduction to composition courses," provided some of the initial impetus for
the present study. There was a need both locally and globally for careful assessment of
service-learning outcomes. The push and pull of a complex, dynamic, nonlinear system
was becoming more evident. Each action spurred a reaction, the path of each strange
attractor being defined by feedback received locally and globally.
From the perspective of complexity theory, service-learning was a catalyst that
clashed with the existing university culture that in part believed all serious learning
occurred inside classrooms and that teachers were the main repositories of knowledge.
The fallout of this clash, what on a national level has been termed a paradigm shift in
higher education (Liu, 1996) led to unpredictable behavior. The proposal to CPAC was
passed but not fimded while the one to the Dean was tabled indefinitely. Dr. Miller
finished his term as Director of Composition and resumed life as a rank-and-file faculty
member, completing a book (Miller, 1997). Without leadership or support, all but the
most committed of the original service-learning working group members shifted their
attention to other projects with more promising fiitures, such as computers in composition
and writing across the curriculum. In short, there was a period of relative chaos during
which time system underwent a period of self-organization.
To graphically illustrate this turn of events, consider again John Dewey's model
of experiential education shown in Figure 6.1. As initially shown in Chapter 2 and

225

repeated below, it outlines a cyclical, four-stage process involving the dynamic
interchange of experience and reflection.
Figure 6.1: Dewey's model of experiential education (Kolb, 1984, p. 23)
Impudse;

Judgement

The continuity of learning experiences in Dewey's model can be likened to the
path of a rolling coin: learning involves cycles of impulse (experience), observation,
knowledge (reflection), and judgment. Each cycle builds on previous through a lifetime
of learning and reflection.
Although Dewey acknowledges societal forces on individual learning
experiences, he nevertheless placed primacy on the student and hence focused on student
learning experiences in his model (see Chapter 2 for a more complete discussion of
personal and social forces addressed in Dewey's educational theories). Since the present
study also focused primarily on student learning, yet has argued that this learning
occurred within a complex, dynamic, nonlinear system called higher education, Dewey's
model might usefully be expanded in a number of useful ways.
First, Dewey's model can be criticized for presenting a slightly too neat process of
scientific inquiry, coming as it did out of the age of rationalism and empiricism. To
capture more of the messiness in learning, more of the open, chaotic nature of complex
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systems, one miight image a cycle in Dewey's learning process looking more like the
depiction of Jung's cycle of transcendence (1968) offered by Btitz and shown in Figure
6.2. This image emphasizes more the chaotic effects that feedback or any other form of
input can have on an open system. The input labeled "transitory self causes stress in the
system and energizes its components and processes to undergo the chaotic and
unpredictable self-organization process labeled bifurcation 1-4.
Figure 6.2: Jung's personal transcendence cycle (Biitz, 1997, p. 129)
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If we focus on the leamer, as Dewey did, then an example of this process in the
present study might be the dissonance one ESL leamer felt as she tried to reconcile the
difference of opinions she encountered during her research on the causes of homelessness. The books in the library led her to identify external influences such as lack of
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family or social support networks to carry the individual through environirmental,
economic, or social unrest. But the supervisor at the homeless center where she
volunteered placed the bulk of the blame on the individuals themselves, sa^dng they were
lazy or addicted to drugs. Reflecting on this turn of events, she wrote:

My first visit to the House, as described in [short writing assignment 6], left me
with confusing thoughts. Not like what I read and think about the h>-omeless, my
supervisor told me that lots of the women being helped there beconne homeless
because of their bad doings or bad choices such as using money on their hair, their
nails instead of paying the rent and so on. After that, I felt very upseet as all the
reasons that I had to give out for homelessness were such things as immigration,
natural catastrophes, and economic unrest! I never wanted to blames homelessness
on people who are suffering from it, so what my supervisor had to tzell me
completely turned me down and left me wonder. From that point oo, the
conflicting ideas about causes for homelessness between what I rea«>d and believe
and my supervisor's vision, who has 15 years of experience workin.-g with the
homeless, have clung on to my head and spun it around as I could raot decide what
to turn to, my literary experience or my real life one.
In attempting to make sense of her experience, she seeks advice from her father and
friends, but eventually resigns herself to the idea that learning is sometimes an
uncomfortable, chaotic process.

[Pjerhaps my partial prethoughts of the homeless have prevented rme to have a
more open-minded view to what I see at the shelter. Altogether, the^y^ brought me a
struggling time and made my First Year English Composition one oaf the most
challenging classes. As I told my Dad about that (I hardly ever comiplain about the
difficult level of my classes), he said to me: "that is good, because finally you
leam something." Since he said no more, I assume that the difficult^^ the job
pressed on me (putting me in a dilemma situation where I had to dei»cide whether
or not I should give credibility to what I leam in my job) actually stimulated my
thinking. If so, out of my conscience, perhaps ahnost everything tha»t was
conducted for the class has positive impacts on my writing. What I Dcnow is that I
go to class, feel the challenge everyday as I was constantly put in scwme kind of
discussion or analysis, either with my instructor and classmates or within my own
self. I might still in the process of making sense out of the learning tservice but
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one thing for sure is that I have come and learned to cope with difficulties one
might face on the not-always-so-smooth academic career.
As the above example illustrates, learners draw on a variety of resources in the
learning environment in order to process and make sense of their experiences. To capture
this complex process, Dewey's model of experiential learning could usefully be revised
to reduce the primacy of the individual learner by placing him in a complex web of
interacting variables that encompass all the variables in learning, all the stakeholders in
the educational process. The two dimensional rolling-coin image presented in Dewey's
model might thus better capture the multifaceted network of interactions with people,
ideas, and values entailed within each learning experience if it were presented as a three
dimensional image more like the symbol shown in Figure 6.3.
If the system were truly complex, there would be more than just the three
interacting and interdependent components depicted in Figure 6.4, however. But as a
fractal, the system would have the same basic form and behavior at any level of
magnification. So what one observed at the level of student learning, one could also
observe at the institutional or societal level. For example, the process the ESL student
mentioned above underwent in attempting to make sense of the different input she
received on the causes of homelessness is similar to the that negotiated by faculty and
staff in the College of Humanities when considering the Service-Learning Working
Group's proposals. And this resembles the process of school reform described by
Wertheimer and Zinga (1998) in Pittsburgh, as it probably does the process of enacting
school reform legislation at the national level.
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Figure 6.3: A three-dimensional view of learning in a complex, dynamic, nonlinear
system

The Current Status of Service-Learning in Composition at the University ofArizona
The status of service-learning on the UA campus continues to change over time.
Soon after Dr. Miller stepped down as Director of Composition, the remaining servicelearning working group members joined other, related groups on campus and in the
community including the Community Learning Project (described in Chapter 1) and the
Tucson Service-Learning Coalition rhttp://www.gened.arizona.edu/tslc"). The Tucson
Service-Learning Coalition, in cooperation with the Composition program and other
offices on the UA campus, have sponsored annual conferences on service-learning for the
past three years in hopes of raising awareness of service-learning on campuses and
communities in the greater Tucson area. Keynote speakers such as Eli Goldblatt, Shirely
Brice Heath, and Edward Zlotkowski were placed prominently on the schedule of events
to serve, in effect, as strange attractors for service-learning supporters. However, the
present study, conducted as part of the Community Learning Project, was to my
knowledge the last effort to incorporate service-learning into First-Year Composition
classes.
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Partly in response to the concerns and criticism the resistors put forth, and partly
for lack of the necessary financial and administrative support, service-learning supporters
in the composition program now focus their attention on using service-learning in
sophomore, upper-division, and graduate-level composition courses. Since the students
who take these courses are both fewer in number and more advanced in their studies, they
require less administrative support in finding and successfully completing suitable
service-learning sites in the community. It is hoped that because these students have
already spent a year or more on campus, they have adjusted to the academic discourse
community and thus might be more ready to expand on this by venturing out into the
surrounding local community. It is also hoped that fewer, older, more committed student
volunteers will help relieve pressure on agencies that stretched their limited resources to
train and supervise students from several local schools. As the costs are reduced and
benefits to community organizations increased, more agencies will hopefully form
service-learning partnerships with the university. Such input from the community,
combined with the results from the present study and other as yet unidentified sources
may provide the necessary base to develop service-learning programs more widely across
the composition curriculum and the UA campus.
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APPENDIX A
Pilot study course syllabus
Wxirr, English 102/108, Spring 1997
102-19 T/Th 8:00 a.ni. — 9:15 a.m., ML 301
108-01 T/Th 9:30 a.ni. - 10:45 a.m., ML 126
Course Syllabus
Instructor:
Adrian Wurr
E-mail:awurr@u.arizona.edu
URL:
http://www.u.arizona.edu/~awurr
Office:
Babcock Building, room 3207
Office Phone: 626-7430
English Dept.: 621-1836 (Leave Message)
Office Hours: TBA
NOTE: Information in this syllabus may be subject to change with advance notice
Required Texts:
1. Cai, Guanjun, Barbara Heifferon and Maureen Salzer, eds. A Student's
Guide to First-Year Composition . 18th ed. Edina, MN: Burgess, 1997.
2. Alvarado, Beth & Barbara Cully, eds. Writing as Re-Vision: A Student's
Anthology. Needham Heights, MA: Simon and Schuster Custom
Publishing, 1996.
3. Rose, Mike. Lives on the Boundary. New York : Viking Penguin, 1990.
Recommended Texts:
A college dictionary from the following list:
American Heritage Dictionary, College Edition
Random House College Dictionary
Webster's Ninth New Collegiate Dictionary, Indexed
Other Required Materials:
• A two-pocket folder
• White, lined loose-leaf paper
• Copies of your work as needed for class and group discussions
Course Description:
English 102 is literature based composition course, one that seeks to strengthen
your awareness and skills as a reader and writer in different personal and social contexts.
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To this end, we will not only read essays, stories, and poetry in which the writer explores
the ways that society influences individual lives, but also interact with select people in
our local community in order to compare and contrast the world of literature with the
world in which we live. We will read many literary works which explore the various
forces—personal, artistic, social, economic, political, historical, and/or psychological—
which shape the worlds in which we live. In this way, we will explore not only the texts
themselves and the thematic connections between them, but also the art as self-expression
and the relation of art to life. You will formulate and apply your ideas and analyses of
these texts and contexts in journal and portfolio assignments, class discussions,
presentations, essays, and community service.
Assignments & Grading:
Diagnostic Essay : (January 15)
Required,
ungraded
Essay 1: Framed Essay (Feb 17)
20%
Essay 2: Text in Context (March 24)
20%
Essay 3: Reader Response (April 21)
20%
Final Exam: In-class Essay (May 8)
10%
Participation (On-going)
10%
Portfolio Work (On-going)
10%
Literacy joumal (On-going)
10%
The instructor's comments on written work will consider the following aspects of
writing in the context of the specific assignment: thesis, purpose, audience, content,
organization, style, and mechanics.
In general, these criteria are hsted in their respective order of importance. For
essays 1-3, you will receive a grading sheet identifying the features being evaluated with
the essay assignment. Your final essay will be returned with an assessment of your work
on each feature. The overall pattern of assessment will determine your letter grade for the
essay. Please note that late essays will be reduced by one letter grade for each day late.
including weekends and holidays, unless an extension is arranged with the instructor
prior to the due date.
The final exam essay is a two-hour in-class essay based on one or more common
readings. It is an open-note, open-book test for which you will prepare during the last
weeks of classes. Criteria for evaluation will be announced ahead of time.
Portfolio
The portfolio consists of written responses to readings, essay drafls, peer
responses, and practice in-class essays. The majority of these assignments contribute
directly to your final essay; all assignments focus on different aspects of reading and
writing processes.
When you submit an essay for a grade, the portfolio work associated with that
essay is also required. I will not read or grade your final essay unless it is accompanied
by your portfolio which includes a roueh draft with mv comments on it. Your portfolio
will be graded in the following maimer: You will begin each essay with a perfect
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portfolio score of 4 points. Each time you fail to hand in a portfolio assignment for that
essay you will lose 1 point; incomplete portfolio assignments will lose .5 points. Late
work may not be accepted.
Formal peer responses are a special part of the portfolio. Failing to provide others
with formal peer responses will count as a 2-point deduction in your portfolio grade for
the essay in question. Providing skimpy or incomplete peer reviews will result in a Ipoint deduction.
The final portfolio grade is determined by averaging the individual portfolio
grades.
Literacy Journal
As opposed to your portfolio writing, the subject of your journal responses will be
for you to decide. You will keep a journal in which you reflect upon your observations in
the community (what you saw and did as well as what you thought and felt) and your
impressions and reactions to your reading of Lives on the Boundary. Your literacy journal
should have at least 10 entries of approximately 500 (2 typewritten pages) by the end of
the semester. Five of these will be in response to Lives on the Boundary and five will be
reflections on your community. Since writing is more than a way of communicating what
you already know, but also a way of learning, of thinking through recent ideas and
experiences with past knowledge and established beUefs, your journal entries will give
you a chance to formulate your own personal responses to your reading and community
service. It should also give you a rich source of material to draw on for more formal
writing.
Course Policies:
Attendance. Regular attendance is required. Most of our class work will
involve discussion, workshops, and in-class writing, all of which are critical to your
understanding of the writing process and your development as a writer. If you miss more
than three class sessions, you may be dropped from the class with a failing grade. Failure
to attend a required conference counts as an absence. If you do miss a class, you are
responsible for finding out about and making up any missed assignments, including inclass writing. If you consistently arrive late or leave early to the degree that you miss a
significant portion of the class, you will be considered absent.
Conferences, either individual or group, have been scheduled three times during
the semester and are required. During conferences, your classmates and I will discuss our
responses to your work and ways to help you realize your intentions.
Academic Dishonesty and Plagiarism . All UA students are responsible for
upholding the Code of Academic Integrity, available through the Office of the Dean of
Students. For a synopsis of the code and a discussion of plagiarism and the relationships
between writing and research, see pp. 137-138 in the Student's Guide. If you have any
questions about whether you have plagiarized something, ask me.
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Guidelines for Classroom Interaction. The University and I expect you to conduct
yourself as an adult. Please familiarize yourself with the Student Code of Conduct in the
Students' Handbook and in the university catalog. Simply put, you are expected to: 1)
come to class prepared for the day's activities; 2) cooperate with your classmates; 3)
cooperate with me, especially when you want to come talk to me about a paper, by
coming prepared to ask questions and by making sure you understand what you need to
do for an assignment; and 4) use the opportunity this class affords you to grow and learn,
to expand your skills and abilities. Also, please remember that all points-of-view and
opinions are welcome in this class, so keep an open mind and refrain from using personal
attacks or insults in classroom discussions.
Miscellany:
Paper Format: Papers must be typed, double spaced with 1 inch margins. Please separate
all computer pages at the page break and remove perforated margins. Also, please
observe the following:
1. Use standard 10 or 12 point font size
2. Your name and the course section (English 102-19; 108-01) should be
included in the upper right hand comer of the first page.
3. Clearly label your drafts (e.g. Draft 1 or "Final draft")
4. Create a title for your essay and center this a few spaces below your name on
the first page. Do not create a separate title page for your essay.
5. Do not skip additional spaces between paragraphs.
6. Staple or paper clip your essay, but do not bind it or submit it in a transparent
report cover.
Writing tutors: I strongly encourage you to work with a writing tutor at one of the writing
centers on campus. Writing tutors are highly skilled and give you much more
personalized instruction than larger forums like this class. Generally, students who do
work with a tutor conscientiously and consistently improve their final grade in this course
by at least one letter grade.
Schedule: Assignments may change, so pay attention to updates given in class
SG = A Student's Guide
WR = Writing as Re-Vision
WEEK 1
Th 1/15
In Class: Course overview; in-class analysis — Description of yourself as a reader,
writer, and person.
WEEK 2
T 1/20
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For Class: Buy books and other required materials. Read SG 335-338. Write Portfolio 1:
Personal literacy study — List everything you read on a w^eekday and weekend. Discuss
where, what, and why you read.
In Class: Discuss definitions of literature and the literary canon
Th 1/22
For Class: Read WR 1-23. Portfolio 2: Use the double-entry notebook format (see
handout) to respond to each essay read in WR.
In Class: Small group discussions on homework: What is hterature? What role does
school play in hteracy? How did you leam to read?
WEEKS
T 1/27
For Class: Read SG 366-376 & WR 47-53 (Graff, "Disliking books at an early age") &
422-424 (Silko, "Storytelling")
Portfolio 3: Describe your personal reading history. How did you leam to read? What
have you read in & outside of school? Any favorite authors, books, genre, etc.?
In Class: Discuss oral literacy and Native American traditions. In-class reading and
discussion of poems by Native American women (Tapahonso & Haijo, WR 372 & 547).
Discuss framed analysis essay assignment.
Th 1/29
For Class: Read WR 36-45 (Momaday, "The Man Made of Words"); try using stickums
to dialogue with the text. You will use these notes in class discussion, so write notes to
yourself about any confusing words or sections, interesting/odd/effective use of language,
when you were reminded of something else—a book, movie, person, event—or any other
questions, comments, and reactions you have while reading. Stick the notes in your book
over the related passage.
In Class: Small group & class discussions of Momaday's essay. Pre-reading of Hamill's
"The necessity to speak."
WEEK 4
T2/3
For Class: Read WR, 457-464 (Hamill, "The necessity to speak") & SG 357-361
Portfolio 4: Write two different starts on your framed analysis essay. List your thesis,
purpose, and audience at the bottom of the page. Start reading Lives on the Boundaryhy
Mike Rose. Write frequent notes in your literacy journal on your questions, comments,
and reactions as you read and post these on Caucus. You should have at least 5 entries on
the book in your literacy journal.
In Class: Discuss thesis statements & essay starts. Sign-up for writing workshops.
Th 2/5
For Class: Write a rough draft (at least 3 pages) of your essay and bring 5 copies to class
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In Class: Exchange papers and begin peer responses (Portfolio 5) per instructions on
handout 'Treparing for writing workshops"

WEEKS
T 2/10-Th 2/12
For Class: Complete peer responses for writing conference.
In Class: Classes canceled to accommodate writing conferences.
WEEK 6
T2/17
For Class: Write a short, narrative plan for revision (Portfolio 6) following the
instructions on the handout in the class notes and revise your essay accordingly.
In Class: HAND IN ESSAY 1 AND RELATED PORTFOLIO WORK. Overview
remaining course work. Discuss community service & research project options. Guest
speakers (America Reads + TVC)??
Text in Context Unit Syllabus
WEEK 6
T2/17
For Class: Write a short, narrative plan for revision (Portfolio 6) following the
instructions on the handout in the class notes and revise your essay accordingly.
In Class: HAND IN ESSAY 1 AND RELATED PORTFOLIO WORK. Overview
remaining course work. Discuss community service & research project options. (Please
try to attend the service learning meeting in Babcock 1113 on Friday 2/20 for more
information on how to successfully complete your work in the community).

Th 2/19
For Class: Review SG 61-82 and read more thoroughly SG 387-391. Write a research
proposal (see class handout) and post it on Caucus. Between now and March 20, you
must also write 5 reviews in which you summarize and respond to the reading you do for
your research and post these on Caucus. These will be Portfolios 7-12.
In Class: Organize literature/research groups per topics of common interest. As a group
consider: "What do we know? What do we want to know?" Class discussion of Lives on
the Boundary. You should have read through Chapter 5 by now.
WEEK?
T2/24
For Class: Complete "Subject Headings" worksheet (Portfolio 13). Bring it and other
essay #2 work to library on Tuesday.
In Class: Meet in the electronic classroom in the library (location TBA) for review of
computer-assisted information searching. Web surfing.

237

Th 2/26
For Class: Print copies of your Caucus portfoilios (at least 7 & 8). Consider discussing
your ideas for essay #2 with me during office hours on Monday (12:30-3:30).
In Class: Information sharing in small groups. Complete "Status of the group" reports.
Guest speaker on Native American literacy & education.
WEEKS
T3/3
For Class: Finish reading Lives on the Boundary. Write concluding reflection on the book
in your literacy journal. What connections do you see between ideas and characters in
Lives on the Boundary and either your own school experience or the experiences of those
you are working with in the community?
In Class: Community service/research presentations
Th 3/5
For Class:
In Class: Community service/research presentations
WEEK 9
T3/10
For Class: Prepare an idea draft of essay 2 (at least 3 pages—Portfolio 14). Bring 5
copies of this to class.
In Class: Community service/research presentations; exchange rough drafts & prepare for
in-class peer conferences
Th 3/12
For Class: Complete peer responses (Portfolio 15) for writing conference
In Class: In-class peer conferences
WEEK 10
T 3/17-Th 3/19

SPRING BREAK

WEEK 11
T3/24
For Class: Write a rough draft (at least 4 pages) of your essay and bring 5 copies to class
In Class: Exchange papers and begin peer responses (Portfolio 16) per instructions on
handout "Preparing for writing workshops"
Th 3/26
For Class: Complete peer responses for writing conference.
In Class: Classes canceled to accommodate writing conferences.
WEEK 12
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T3/31
For Class: Write a short, narrative plan for revision (Portfolio 17) following the
instructions on the handout in the class notes and revise your essay accordingly. Bring
two copies of this draft to class (Portfolio 18).
In Class: Mechanics and proofreading work.
Th4/2
For Class: Select two readings from WR you'd like to read and discuss as a class. Write
the titles and brief "sales pitch" to others as to why these works would be interesting to
read. Post these on the class listserv.
In Class: HAND IN ESSAY 2 AND RELATED PORTFOLIO WORK. Discuss Reader
response essay and literature anthology. (Now that you know more about the community
you researched, begin compiling texts/literature in an anthology that will meet their
needs, interests, abilities.) Determine the order in which WR texts will be read and
discussed.
Antiiology Unit
WEEK 13
T 411
For Class: If you are a member of today's roundtable group, write a statement (Portfolio
19: at least 300 words—include a word count) of your interpretation of the text, the ideas,
emotions, issues at its heart. If you are a member of today's audience, come to class with
a list of questions you'd like to hear discussed in relation to today's readings).
In Class: Roundtable discussion of selected readings with questions and comments from
the audience.
Th4/9
For Class: If you are a member of today's roundtable group, write a statement (at least
300 words—include a word count) of your interpretation of the text, the ideas, emotions,
issues at its heart. If you are a member of today's audience, come to class with a list of
questions you'd like to hear discussed in relation to today's reading(s).
In Class: Roundtable discussion of selected readings with questions and comments from
the audience.
WEEK 14
T4/14
For Class: If you are a member of today's roundtable group, write a statement (at least
300 words—include a word count) of your interpretation of the text, the ideas, emotions,
issues at its heart. If you are a member of today's audience, come to class with a list of
questions you'd like to hear discussed in relation to today's reading(s).
In Class: Roundtable discussion of selected readings with questions and comments from
the audience.
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Th 4/16
For Class: Write a rough draft (at least 3 pages—Portfolio 20) of your essay and bring 5
copies to class
In Class: Exchange papers and begin peer responses (PortfoUo 21) per instructions on
handout "Preparing for writing workshops"
WEEK 15
T4/21
For Class: Complete peer responses for writing conference.
In Class: Class canceled to accommodate writing conferences.
Th 4/23
For Class: Write a short, narrative plan for revision (Portfolio 22) following the
instructions on the handout in the class notes and revise your essay accordingly. Bring
two copies of this draft to class (Portfolio 23).
In Class: Editing Workshops. Final drafts and related portfolio work due in ML 445 by 5
p.m. on Friday 4/24.
WEEK 16
T4/28
For Class: Buy Final Exam packet & large blue book at bookstore. Actively read the
essay. Simmiarize the author's point, purpose, and audience. Note any points in the essay
that are unclear to you, as well as connections to other class reading and experiences for
discussion. Read SG 307-311.
In Class: Discuss the final exam essay and timed-essay writing strategies. Form study
groups for final exam.
Th 4/30
For Class: Prepare an analysis of the final exam reading per your assigned study guide
question.
In Class: Small group discussions of assigned final exam study guide question.
WEEK 17
T5/5
For Class: Prepare a handout and 10 minute discussion on assigned topic. Bring 5 copies
of handout to class. All outstanding work due.
In Class: Small group discussions of final exam material.
Final Exam Friday May 8, 8:00 a.m. - 10:00 a.m., Bldg.
Room
(TEA)
Note: If you would like a copy of your final class grade mailed to you, please bring a
stamped, self-addressed envelope to the final with you. Otherwise, course grades should
be available on-line about June 1, 1998.
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APPENDIX B:
Pilot study course service-learning research proposal

English 102/108—Wurr
Service Learning 'Text-in-Context" Research Options
Text/context
print

Rose's LB
Library

Organization
Press; policy
statements

Social Group
Stories, myths,
legends, oral
histories

Issue
"Essential
Works" (nonfiction)

First-hand
Knowledge

Major;
personal
experience

Interviews;
observation

Interviews;
observation

Interviews;
observation;
personal
experience

Purpose for
writing

Inform
classmates

Inform in/out
group members;
social action

Inform in/out
group members;
social action

Inform in/out
group members;
social action

Freewrite: What are your personal goals for this unit? How will your research/service
learning help you meet these goals ?

Service Learning Research Proposal
1. What are your goals for this unit?
2. What "text" will you research? (e.g. issue, organization, social group, book)
3. What question(s) do you have about this text/topic? (i.e. What questions will you
attempt to answer vnth your research?)
4. What is your hunch in regards to the question(s) in #3? (i.e. What is your
hypothesis or working thesis?)
5. How will your research benefit others?
6. What are some likely sources of information? Please provide as much
bibliographic information (in MLA format) as possible in order to assist others
interested in your research).
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APPENDIX C:
Pilot study course service-learning text-in-context essay assignment
Annotated Bibliography
Class Presentation
Documented Contextual Analysis
This essay assignment is designed to reintroduce you to several crucial academic
skills. Primary amongst these is the analysis of a subject from different perspectives. In
this essay you will describe and analyze a "text" (issue, organization, or social group)
based on Ubrary research and first-hand experience (at least six hours of field
research/service learning). Whereas in the framed analysis essay your interpretation of
the texts was based primarily on the texts themselves, in this essay you will expand your
frame of reference by analyzing a text in conjunction with other sources of information.
To assist you in the research process, this unit will be comprised of several
smaller assignments geared towards leading you to the successful completion of the final
essay. The first of these is a research proposal (see class handout), in which you outline
your research topic, state your working thesis, explain how your chosen line of inquiry
can add to your and our understanding of the text, and list likely sources of information
on the topic.
Based upon your own research interests, we will form research groups to
collaborate in the research process. Each group will be responsible for a brief class
presentation (about 3-5 minutes per group member) in which you describe your research
to date. You may consider these presentations a discussion of your essay-in-progress. As
such, you will be expected to be active participants in both listening and speaking. By
responding thoughtfiilly to the ideas of others, by asking questions or suggesting other
mitigating circumstances, you will be contributing to the collective knowledge of the
class and directing each other's future research. (Cf: SG pp. 397-399 for a more detailed
discussion of class presentations, also known as "academic conferences").
Your documented text-in-context essay represents the culmination of this process
of research, conversation, and revision. Your job will be to describe the "text" and how it
flmctions in the community. You'll do this by drawing on your own observations and
interactions with members of the community, and comparing this with what you read
about the "text" in class and/or through library research. In this way, you will analyze the
"text" from different perspectives, or "contexts." Your final essay should be
approximately 5-7 pages, typed, double-spaced, with 1" margins. You should include at
least 5 outside sources of information and cite these both within and at the end of your
essay following MLA format. For more information on the conventions surrounding the
documentation of outside sources in an academic essay, please see SG pp. 82-90.
Due Dates:
Research Proposal - Thurs. 2/19
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Annotated Bibliography (5 sources minimum) — Tues. 3/3
Class Presentations TTixxrs. 3/5 — Tues 3/10
Rough Draft - Tues. 3/24
Final Draft — Thurs. 4/2
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APPENDIX D
Present study course syllabus

Adrian Wurr
English 101/107
Fall 1999
English 101 & 107 Syllabus
English 101-24, MAV/F 9:00 a.m.-9:50 a.m., Harvill 111
English 107-05, MAV/F 10:00a.m.-10:50a.m., Harvill 232

Instructor:
Adrian Wurr
E-mail:
awurr@u.arizona.edu
URL:
http://www.u.arizona.edu/~awurr
Office:
CCIT Building, room 236, section P
Office Phone: 626-7420
English Dept.: 621-1836 (Leave Message)
Office Hours: 11:00 a.m.-12:00 p.m. M/W, 7:50 a.m.-8:50 a.m. Wed., and by
appointment.
Required Texts:
Prineas, Sarah, Lori Church, and Adrian Wurr, eds. A Student's Guide to FirstYear Composition. 20th ed. Edina, Minnesota: Burgess International Group, 1998.
Hacker, Diana. A Pocket Style Manual. 2nd ed. Boston: Bedford Books, 1997.
Miller, Thomas P., et al. The University Book: An Anthology of Writings from the
University of Arizona. 2nd ed. Needham Heights, Massachusetts: Pearson Custom
Publishing, 1999.
Other Required Materials:
• A pocket folder (for turning in journal and portfolio work)
• White, lined loose-leaf paper
• Copies of your work as needed for class and group discussions
• A college dictionary is also recommended
Course Description:
First-year composition classes are designed to introduce you to university-level
reading and writing. English 101 and 107 explore writing as a negotiation between
writers and readers that is shaped by specific purposes, expectations, and situations. This
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course seeks to strengthen your skills as a reader and writer in different personal and
social contexts by engaging you in a variety of literacies and rhetorical situations, both in
the classroom and in the local community. In addition to regular classroom activities, we
will use service-learning to expand traditional notions of reading, writing, and texts to
include computer and civic literacies, visual and living texts. You will be asked to write
three major essays, two in-class timed essays, and a variety of shorter texts, as well as to
volunteer about fifteen hours in the community group of your choice. Through hands-on
learning, you will practice different strategies and literacies to meet personal and
professional goals while also helping others to do the same.
Assignments:
Formal Assisnments. You will write 4 out-of-class essays and 2 in-class essays.
Your first essay will be the Diagnostic Essay, started in class on the first day, and
finished out of class in the next day or two as homework . The first graded essay will be a
rhetorical analysis essay. Understanding How Arguments Work. In this essay, you will
analyze an essay written by a professional in a discipline of interest to you. The next
essay (in-class) will be the Midterm Essay, in which you will analyze a text chosen by
your teacher and/or other members of the class. For the fourth essay (out-of-class),
Creating an Argument, you will choose an issue, research what has been written on this
issue by other members of your chosen discipline, and firame your own argument in
response to this issue. The fifth essay (out-of-class), the Reflective Analysis Essay, will
serve as the preface to an Inquiry Portfolio, and will ask you to critically reflect on your
best work over the semester as well as the various rhetorical situations in which it was
produced. Finally, in the Final Exam Essay (in-class), you will synthesize from all you
have learned over the semester to produce an essay addressing a text or texts chosen by
the department.
The three graded out-of-class essays will be written through a process of at least
two drafts and workshop analysis. Revisions should show significant changes in purpose,
audience, organization, or evidence, according to feedback you receive from the
workshop and from your instructor.
Informal Writins Assisnments. These include short out-of-class writings, servicelearning journal entries, email, and workshop evaluations. Many of these assignments,
labeled "SW" for short writing assignment in the daily schedule below, are keyed to the
formal essay you are currently working on. All informal writings assignments are due in
class the day after they are assigned to receive credit. If you miss one or more of these
assignments, the corresponding formal essay will not receive fiill credit.
Format. Final versions of the three out-of-class essays should be printed or typed,
double-spaced, and titled. First versions must be double-spaced and legible. In-class
essays must be handwritten, of course, but will be written in bluebooks, every other line,
one side of the page. Informal assignments must also be typed unless otherwise specified.
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See Appendix B in the Student's Guide for a list of computing centers available free of
charge to students.
Course Policies:
Attendance. Regular attendance is critical to the learning process and your success
in this class. Most of our classwork will involve class discussion, workshop, and in-class
writing, all of which are critical to your understanding of the writing process and your
development as a writer. If you miss more than three class sessions, I may drop you from
the class. If you must miss a class, contact me before the missed class by calling my
office, by calling the English Department and leaving a message, or by leaving a note in
my mailbox. You are responsible for finding out about and making up any missed
assignments, including in-class writing. See "Attendance—Yes, You Have to Be there" on
p. 115 in the Students' Guide for the official departmental poUcy on attendance.
Conferences. I will schedule individual or small-group conferences several times
during the semester. You should come to your conference prepared to discuss your
current work. A missed conference counts as an absence. For more on conferences, see
"Conferences and Office Hours" on p. 116 in the Student's Guide.
Grading. To complete this course successfrilly {i.e., with a grade of C or higher),
you must attend class and all scheduled conferences; complete all assignments on time;
prepare for class; and participate in class activities and discussions. You caimot receive a
passing grade in this class unless you have submitted all major assignments and
completed the final exam. To receive fiill credit, all written assignments must be
submitted on time, in the proper format, and with the required supporting materials {i.e.,
all drafts, journal entries, etc., associated with that particular assignment). I will not grade
a final draft unless I have previously read at least one rough draft and unless that draft
accompanies the final draft. Please note that late essays will be reduced by half a letter
grade for each day late unless an extension is arranged with the instructor prior to the due
date. Be sure to keep a copy of each assignment in the (rare) event that I lose it. If you do
not have a copy, you will have to rewrite the lost assignment.
Specific requirements of individual assigrunents will be determined in class and
may vary, but in all cases my evaluation of your essays will consider content,
organization, development of ideas, expression, mechanics, and maturity of thought. If
you have a question about my comments or a grade you have received, be sure to talk to
me about it. For more on grading, teacher's comments, and departmental standards, see
Chapter 5 ("Interpreting Written Comments and Grades") on pp. 61-91 in the Student's
Gidde. Note particularly the description of grades on pp. 68-69 and the grading charts on
pp. 71-80. See also pp. 121-123 for information on incompletes, withdrawals, and grade
appeals.
The following table lists all assignments and their point values. Required
assignments which carry no point values must be completed in order for you to receive
ftill credit for the course.
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Assignment
Total Points Allowed
Diagnostic Essay (Aug. 25)
Required
Major Inquiry:
• Rhetorical Analysis Essay: How Arguments Work
First draft (due Sept. 20)
Required
Final version (due Sept. 29 )
200
• Persuasive Essay: Creating An Argument
First draft (due Oct. 22)
Final version (due Oct. 29)
• Reflective Analysis Essay: Inquiry Portfolio
First draft (due Nov. 10)
Final version (due Nov. 19)
Midterm exam (Oct. 6)
Final exam (Dec. 10)
Informal Writing
Total available points

Required
250

Required
250
100
100
100
1000

To receive an A in this course, you must accumulate at least 900 points; for a B,
800 points; for a C, 700 points; and for a D, 600 points. Remember that if vou don't turn
in an assignment, I must give it a 0: therefore, alwavs turn in your assignments. Even a
poorly written assignment will receive some points.
Academic Dishonesty and Plagiarism . All UA students are responsible for
upholding the Code of Academic Integrity, available through the Office of the Dean of
Students. For a synopsis of the code and a discussion of plagiarism and the relationships
between writing and research, see pp. 119-121 in the Student's Guide . If you have any
questions about whether you have plagiarized something, ask me.
Guidelines for Classroom Interaction. The University and I expect you to conduct
yourself as an adult. Please familiarize yourself with the Student Code of Conduct in the
Student's Gidde, p. 121, and in the university catalog. Simply put, you are expected to: 1)
come to class prepared for the day's activities; 2) cooperate with your classmates; 3)
cooperate with me, especially when you want to come taUc to me about a paper, by
coming prepared to ask questions and by making sure you understand what you need to
do for an assignment; and 4) use the opportunity this class affords you to grow and leam,
to expand your skills and abilities. Finally, please remember that all points of view and
experiences are welcome in this class, so keep an open mind and refrain from using
personal attacks or insults in class or on-line discussions.
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Writing tutors: I strongly encourage you to work with a writing tutor at one of the
writing centers on campus (see Student's Guide p. 580 for locations). Writing tutors are
highly skilled and give you much more personalized instruction than larger forums like
this class. Generally, students who do work with a tutor conscientiously and consistently
improve their final grade in this course by at least one letter grade.
Schedule: Assignments may change, so pay attention to updates given in class
SG = A Student's Guide
UB = The University Book
PSM=A Pocket Style Manual
Rhetorical Analysis Essay Unit Schedule
WEEKl
M 8/23
Introductions, coiurse overview, and brainstorming for diagnostic essay
W8/25
For Class:
Buy class books and materials.
Get an e-mail account.
Read SG 5-18 ("Advice fi-om the Experts"); 233-248 ("Introduction")
Read UB 3-16 ("Introduction," "Priorities," "Reviving")
Write diagnostic essay
In Class: Diagnostic Essay due. Discuss "Priorities" and service-learning. Class
phone/email list.
F8/27
For Class:
Read SG 249-261 ("The Rhetorical Analysis Essay")
Read UB 90-93 ("Inquiry") and 235-239 ("Earth Invades Mars" and "Five
Letters")
SWl: Post a self-introduction/greeting on the class listserv
In Class: Discuss Inquiry/Research process and disciplinary assumptions. Servicelearning guest speakers. Diagnostic essays returned. Organize email groups and discuss
writing class summaries for extra credit.
WEEK 2
M8/30
For Class:
Read UB 94-102 ("Down on their luck"); 611-625 ("The Sonoran Pimeria Alta")
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SW2: Post a one-screen message to your assigned service-learning email
discussion group on your ideas for service-learning work.
In Class: Discuss rhetorical analysis; apply to close reading of "The Sonoran Pimeria
Alta."
W9/1
For Class:
SW3: Respond to your group email postings from Monday, if you haven't done so
already.
Select and contact your service-learning site.
Actively read and rhetorically analyze "Down on their luck" (UB 94-102).
In Class: Contrastive analysis of "Down on their luck" and "The Sonoran Pimeria Alta."
F9/3
For Class:
SW4: Complete service-learning site contact information sheet.
Read SG 247 ("Finding Questions" and "Final Thoughts")
Select 2-3 possible articles to analyze for the Rhetorical Analysis Essay; and
SW5: Write an annotated bibliography of your selected articles (See SG 328 for
an example).
In Class: Service-Learning site contact information due. Group discussions of inquiry
topics and selected articles. Tum in revised annotated bibliography for the rhetorical
analysis essay.
WEEK 3
M 9/6 Labor Day Holiday. Classes canceled.
W9/8
For Class:
SW6: Visit your service-learning site, if you haven't abready, and post a twoscreen message to your email group on your first impressions of the visit and/or
site.
Read SG 19-31 ("Writing & Revising Your Essay"); PSM 87-90 ("Supporting a
thesis").
Please see me during office hours this week to discuss plans for your essay.
In Class: Discuss organizational patterns for the rhetorical analysis essay; SW 7: apply to
your essay.
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F9/10
For Class:
Read SG 31-36 ("Writing & Revising Your Essay")
SW8: Write two different introductions for your rhetorical analysis essay (i.e. try
two different ways of starting the same essay).
In Class: Group discussions of essay starts (SW8) and outlines (SW7).
WEEK 4
M9/13
For Class:
SW9: Write a memo to the supervisor at your service-learning site in regards to a
recent meeting, discussion, or activity you had. If this topic doesn't seem
appropriate or interesting, choose one more pertinent to your current interest or
situation. Post your writing to your email group.
Read PSM 91-101 ("Citing a source; avoiding plagiarism").
In Class: Discuss how to support claims and integrate quotes using PIE paragraphs.

W9/15:
For Class:
Read PSM 103-108 ("MLA documentation style")
Read SG 265-272 ("Sample Assignments and Essays")
In Class: Apply MLA documentation to DWIO worksheet ("Summarizing, paraphrasing,
and quoting"); discuss the works cited page.
F 9/17:
For Class:
Review PSM 109-117 ("MLA list of works cited")
Read SG 286-297 ("Aryan Nation Appeals")
In Class: Discuss grading for rhetorical analysis essay and create grading rubric. Apply to
"Aryan Nation Appeals."
WEEKS
M9/20
For Class:
Read "Guidelines for Writing a Draft for Peer Review" (Class handout).
SWIO: Write a complete draft—^with a beginning, middle, and end—of your
rhetorical analysis essay. Bring four copies for your classmates and one copy for
me.
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In Class: Discuss workshop procedures, form groups, and exchange papers.
W 9/22 & F 9/24
For Class: SWII: Complete peer reviews for conferences.
In Class: Class canceled to accommodate writing conferences.
WEEK 6
M9/27
For Class:
SW12: Post a one-screen message to your email group discussing the connections
you see between the service-learning work you're doing and the class readings,
writings, and or discussions. If this topic doesn't seem appropriate or interesting,
choose one more pertinent to your current interest or situation.
Read "Guidelines for revising your essay after peer review" (Class handout).
SW13: Revise your essay per comments received in your workshop and bring one
copy of the revised essay (an editing draft) to class.
In Class: Editing draft of your essay due (SW13). Grammar workshop, editing of essays,
and/or peer review and evaluation.
W9/29
For Class:
Prepare a final draft of your rhetorical analysis essay and bring this along with
your portfolio to class.
In Class: Rhetorical Analysis essay and portfolio due. In-class written self-evaluation of
your essay and writing process, (language learning style orientation survey)
Persuasive Essay Unit Schedule
F 10/1
For Class:
Read SG 299-313 ("The Persuasive Essay"); 37-58 ("Joining the Conversation").
In Class: Introduce and discuss the midterm and persuasive essay assignments.
WEEK?
M 10/4
For Class:
SW14: Write a letter to your friends or family back home describing the servicelearning work you're doing. If this topic doesn't seem appropriate or interesting,
choose one more pertinent to your current interest or situation.
SW15: Complete "Choosing a topic" for your persuasive essay (class handout).
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In Class: Library research. Meet in the lobby of the main library (by the elevators). Please
arrive on time. SW15 due.
W 10/6
For Class:
Read SG 46-50 ("Evaluating Sources")
SW16: Complete "Evaluating the articles for your paper" (class handout).
In Class: Discuss "Evaluating sources" and the use of personal experience (primary
research) vesus published sources (secondary/library research) in the persuasive essay
assignment.
F 10/8
For Class:
Select one article to rhetorically analyze for your midterm. Please be sure it meets
the criteria listed on the midterm assignment sheet.
Read SG 59-66 ("Tips for Writing the Midterm")
Complete "Midterm service-learning evaluation survey" (class handout)
In Class: Discuss timed-essay writing strategies.
WEEKS
M 10/11
For Class: Prepare for the midterm.
In Class: In-class Midterm Essay.
W 10/13
For Class:
SW17: Write a self-evaluation of your midterm preparation and writing strategies.
In Class: Learning Styles survey. Service-learning and persuasive essay discussion.
F 10/15
For Class:
Read UB 265-275 ("Escaping," "Platinum Apples," & "Hazards").
SW18: Post a one-screen report to your email group on the research you have
done to date for your persuasive essay and the connections you see to your
service-learning work.
In Class: Discuss the use of tone, diction, and evidence to appeal to an audience.
WEEK 9
M 10/18
For Class:
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SW19: Write an annotated bibliography of four sources you might use in your
persuasive essay. At least two of these must be from sources other than the
internet. Bring four copies for your classmates and one for me.
In Class: Discuss research to date in small groups. Exchange annotated bibliographies.
W 10/20
For Class:
SW 20: Write two short persuasive texts—one each for elementary and college
students—explaining your research topic. Try to persuade your audience to see
and understand the issue as you do.
Read SG 332-342 ("hi Search of Truth")
In Class: Discuss "In Search of Truth" and grading criteria for the persuasive essay
assignment. Create grading rubric.
F 10/22
For Class: SW21: Write a complete rough draft of your persuasive essay. Bring four
copies for your classmates and one copy for me.
hi Class: Review workshop procedures, form groups, and exchange papers.
WEEK 10
M 10/25 & W 10/27
For Class: SW22: Complete peer reviews for conferences.
In Class: Class canceled to accommodate writing conferences.
F 10/29
For Class: SW23: Revise your essay per comments received in your workshop and bring
one copy of the revised essay (an editing draft) to class.
In Class: Editing draft of your essay due (SW24). Grammar workshop, editing of essays,
and/or peer review and evaluation.
WEEK 11
M 11/1
For Class: Prepare a final draft of your persuasive essay and bring this along with your
portfoUo to class.
In Class: Persuasive essay and portfolio due. In-class written self-evaluation of your
essay and writing process.
Reflective Essay Unit
W 11/3
For Class: SW25: Write a letter to the editor of a local newspaper about an issue related
to your persuasive essay topic and/or your service-learning work.
In Class: Introduction and discussion of the Reflective Essay Assignment.
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F 11/5
For Class:
Read SG 47-51
Read UB 3-6 ("Introduction") and 287-294 ("Remember Mohave").
Web surfers may want to check out http://www.coh.arizona.edu/planet-xeno/
In Class: Discuss "Remember Mohave" with the author.
WEEK 12
M 11/8
For Class:
SW26: Read and rhetorically analyze the preface or introduction to an anthology
used in one of your classes or the one by yours truly at
http://www.coh.arizona.edu/planet-xeno/awintro.html.
In Class: Discuss "What is a text?" and apply to your selection of portfolio 'texts.'
W 11/10
For Class:
SW27: Create a table of contents for your portfolio that includes a brief summary
of the text and its purpose in your portfoUo.
SW28: Write a brief description of the work you completed in the community,
including an estimate of how much time was spent on each task.
In Class: Discuss the researcher's paradox in relation to service-learning and your
portfolio work.
F 11/12
For Class: SW29: Write a rough draft of your Reflective Analysis portfolio preface (you
may omit your self-evaluation and grade from this draft, if you want) and bring two
copies to class, one for me and one for pair peer review.
In Class: Pair peer review of reflective essay drafts. Sign up for one-on-one conferences
with me
WEEK 13
M 11/15—F 11/19
For Class: Prepare for your writing conference with me by writing down specific
questions or concerns you have about your essay and/or inquiry portfolio.
In Class: Class canceled to accommodate writing conferences.
WEEK 14
M 11/22
For Class Prepare a final draft of your reflective analysis and bring this along with your
Inquiry Portfolio to class.
In Class: Reflective Analytical Essay and Inquiry Portfolio due. Service-Learning final
evaluation survey and interview sign-ups
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W 11/24
For Class:
Read SG 392-397; 401-403 ("Sample Final Exam Essay Assignment" and
"Sample Essay #1 and #3").
Buy final exam materials at the bookstore.
Bring study guide questions to class.
In Class: Review midterm essay grading rubric and revise as necessary for the final
exam. Organize final exam study groups. Group work in preparation for final exam essay
F 11/26 — Thanksgiving Holiday. Classes Canceled.
WEEK 15
M 11/29
For Class: Begin outlining a response to your assigned study guide question
In Class: Continue group work in preparation for final exam
W 12/1
For Class:
Read SG 66-70
SW30: Write a detailed outline for an essay you might write in response to your
assigned study guide question.Bring to class four copies for your classmates and
one for me.
Prepare a five-minute speech explaining the essay you outlined in S W30. Be sure
to note where others might want to vary fi-om your suggested response (e.g. to
include different readings, service-learning work, or past experiences).
In Class: Class presentations in small groups of your final exam study guide essay outline
F 12/3
For Class: Review SG 59-70 ("Tips for Writing the Midterm and Final Exam Essays")
In Class: Practice writing timed final exam essay (SW31).
WEEK 16
M 12/6
For Class: Review grading rubric for final exam
In Class: Peer review of practice in-class exam (SW31). Final service-leaming evaluation
survey.
W 12/8
For Class:
Prepare a brief (5 minutes) speech for the class and/or other appropriate group
about your service-leaming work this semester.
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In Class: Final reports to class on service-learning work.
F 12/10 — Final Exam 8:00a.in. - 10:00 a.in. in BIdg.

Room#

Note: If you would like a copy of your final class grade mailed to you, please bring a stamped, selfaddressed envelope to the final with you. Otherwise, course grades should be available on Student Link
about January 1, 2000.
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APPENDIX E
Present study's rhetorical analysis (essay 2) assignment

English 101/107
Wurr, Fall 1999
Persuasive Essay Assignments^
The purpose of this assignment is to provide you with an opportunity to further explore
the inquiry you initiated with your rhetorical analysis essay and service-learning project.
Your task in this assignment is to write a well-developed essay in which you clearly state
your opinion on a controversial topic and support that opinion with detailed reasons. You
must include opposing viewpoints in your discussion and have a clear sense of your
audience. You are also encouraged to draw on, and include, your service-learning work
when appropriate (This can be regarded as one of your sources of information for the
essay). Within these criteria, however, there are various essay styles (listed below) that
you may choose from in order to shape your arguments.
1. A position argument —

The goal of such an approach is to express your position on
the issue and then to justify it based on a review of relevant
literature as well as your own personal experiences and
opinions. Sufficient arguments and evidence should be
provided.

2. A refutation argument — The goal of such an approach is to refute an argument
against a specific viewpoint on an issue, in particular why
one thinks that a particular view is unjustified and wrong.
The refutation one furnishes should be based on rational
reasoning and profound evidence.
3. A proposal —

This approach aims at identifying a problem or a series of
related problems and then offering a solution. Once again,
the solution one offers should be justified; arguments
should be furnished to show why that particular solution
will be effective.

4. A cause-effect argument — This approach comprises two foci: one is to identify and
argue for the causes of a problem (a sense of seriousness of
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those causes should be formulated); and the other is to
argue for why those causes will have some profound effects
on the society in general in the future.
5. A call-to-action argument — In this approach, the writer argues for attention to, or
action on, a particular problem. Accordingly, he or she
must provide sufficient evidence to justify why attention
and/or action is needed.
Essay Requirements; Your essay must be at least 5 typed, double-spaced pages in
length. You must include at least 5 outside sources of information, some of which
represent your opponents viewpoints, and at least two of which are not from electronic
sources (e.g. on-line). Your essay should follow the MLA format and include both a
"Works Cited" page and an appendix of all print sources used (just the pages you've
paraphrased or quoted) with the relevant passages highlighted and numbered according to
the order of their appearance in your paper. Your final essay must be handed in on time
with a complete portfolio in order to receive full credit. Due dates are as follows:
Rough Draft Due Friday, 10/22
Final Draft Due Monday, 11/1
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APPENDIX F
Present study's portfolio preface (essay 3) assignment

English 101/107
Wurr, Fall 1999
Reflective Analysis Portfolio
The purpose of this assignment is to provide you with an opportunity to collect
your thoughts on the semester's work, and to organize these in a meaningful way.
Although you will receive a single grade for the Reflective Analysis Portfolio, there are
two parts to this assignment: the preface and the portfolio.
The preface is the most important part, in terms of this class, because it is a sort of
rhetorical analysis of what you did with the portfoUo. The preface to your portfolio
should be treated as a short essay and approximately 4-6 pages in length. We will look at
the introductions to published anthologies such as the University Book to get a sense of
the way they are written, but you are encouraged to adapt these models to fit your own
rhetorical situation. Be creative, take risks, and have fun with this assignment. Just keep
in mind the following guidelines:
Introduce readers to the portfolio; provide some context for the work, a doorway
into the portfolio, so readers, even if they are not the intended audience, will have a sense
of why you put these materials together.
•
•

Identify who you are, and why you chose to work on the issues you did.
Identify the issue(s) you wrote about, and how your service-learning
placement connected to this work.
• Explain why you chose the "texts" you did. How are you defining text? How
do the texts contribute to the thesis and purpose of your portfolio?
• Explain the rhetorical situation of each text in your portfolio. Who was the
intended audience? What was your thesis and purpose? Did you achieve that
purpose? How do you know?
• Provide a conclusion that reflects on the strengths and weaknesses of the
portfolio, and what you leamed from creating it (about your issue(s), about
individuals affected by your issue, about reading and writing in college and
the community).
• Evaluate the portfoUo based on the grading standards provided. What grade
would you assign to your work and why?
The portfolio preface, like the portfolio itself, should provide a synopsis of the work
you've done this semester, and apply the lessons you've leamed. In addition to the
following required assignments, you may choose what to include in your portfolio:
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•
•
•
•

Service-Learning Contact information sheet (SW4).
An estimate of the total number of hours spent completing your servicelearning project, and a rough breakdovm of how this time was spent (SW28).
First impressions of your placement (SW6), and your concluding thoughts.
Initial connections you saw between course work and work in the community
(SW12), and your concluding thoughts.

Due Dates:
First Draft of Preface & PortfoUo due Nov. 10
Final Draft of Preface & PortfoUo due Nov. 19
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APPENDIX G
Present study's pre-activity survey

Service-Learning Midterm Evaluation Survey
ED Code;
PURPOSE: This service-learning midterm evaluation survey is designed to assess your
initial response to the work you are doing in the community as part of your English
composition course. Your responses will remain confidential and will not be used for
grading or any negative purpose. Rather, your answers will help your instructor improve
the quality of your service-learning experience for the remainder of the semester. Your
participation is voluntary.
1. How many hours of volunteer service have you performed so far?

hours.

2. How many times have you visited your chosen community group?

times.

3. Prior to this class, how much experience have you had volunteering or with servicelearning ?
A lot
some
Little
none
No opinion
4. Is your placement related to your essay research topic, major, or career pathway?
Very much

some

little

not at all

No opinion

not at all

No opinion

5. How challenging is the service at the agency?
Very much

some

little

6. How interesting are the tasks and assignments at the agency?
Very much

some

little

not at all

No opinion

7. How much are you learning from working at your community agency?
Very much

some

little

not at all

No opinion

8. To what extent does your community service help you understand your composition
class course work?
Very much
some
little
not at all
No opinion
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9. To what extent does your community service improve your written communication
skills?
Very much
some
little
not at all
No opinion
10. To what extent does your community service improve your oral communication
skills?
Very much
some
little
not at all
No opinion
11. To what extent does your community service improve your critical thinking/analytical
skills?
Very much
some
little
not at all
No opinion
12. Compared to traditional assignments (such as research papers and studying for
exams), how useful is participating in service-leamiag in helping you understand the
material of the course?
Very much
some
little
not at all
No opinion
13. To what extent does your community service enable you to leam about a
culture/cultures different from your ovm?
Very much
some
little
not at all
No opinion
14. To what extent does your community service/participation in this course enable you
to understand how communities and cities in America work or fiinction?
Very much
some
little
not at all
No opinion
15. Do you feel you are making a significant contribution to your community?
Very much

some

little

not at all

No opinion

16. Has your community service increased your tolerance or appreciation of others?
Very much

some

little

not at all

No opinion

17. Has your community service increased your sense of belongingness in the
community?
Very much
some
httle
not at all
No opinion
18. Has your community service increased your sense of belongingness on this campus?
Very much

some

little

not at all

No opinion
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19. Has your community service increased your intentions to volunteer in the community
in the future?
Very much
some
little
not at all
No opinion
20. Has your community service confirmed or changed your career pathway?
Very much

some

little

not at all

No opinion

21. Has your community service confirmed or changed your academic plans or major?
Very much

some

little

not at all

No opinion

22. Do you think that one can make a difference in this world?
Very much

some

little

not at all

No opinion

23. How could your service-learning experience be improved?

Please write any comments or concerns you have about this class and/or service-learning:

263

APPENDIX H
Present study's post-activity survey

Service-Learning Final Evaluation Survey
ID Code:
PURPOSE: This service-learning final evaluation survey is designed to assess your
response to the work you completed in the community as part of your English
composition course. Your responses will remain anonymous and will not be used for
grading or any negative purpose. Rather, your answers will help your instructor and the
University of Arizona's Composition program improve the quality of instruction for
future students First-Year composition classes. Your participation is voluntary.
Sex:
M/F
Country of birth:

; Country of citizenship:

Major:
Class Year:
CPA:
Fraternity/Sorority Member: Y/N
Religious affiliation, if any:
1. How many hours of volimteer service did you end up performing?
2. How many times did you visit your chosen community group?

hours.
times.

3. Prior to this class, how much experience have you had volunteering or with servicelearning ?
A lot
some
little
none
No opinion
4. Was your placement related to your research topic, major, or career pathway?
Very much

some

little

not at all

No opinion

not at all

No opinion

5. How challenging was the service at the agency?
Very much

some

little
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6. How interesting were the tasks and assignments at the agency?
Very much

some

little

not at all

No opinion

7. How much did you learn from working at your community agency?
Very much

some

little

not at all

No opinion

8. To what extent did your community service help you understand your composition
class course work?
Very much
some
little
not at all
No opinion
9. To what extent did your community service improve your written communication
skills?
Very much
some
little
not at all
No opinion
10. To what extent did your community service improve your oral communication skills?
Very much

some

little

not at all

No opinion

11. To what extent did your community service improve your critical thinking/analytical
skills?
Very much
some
little
not at all
No opinion
12. Compared to traditional assignments (such as research papers and studying for
exams), how useful was participating in service-learning in helping you understand the
material of the course?
Very much
some
little
not at all
No opinion
13. To what extent did your community service enable you to leam about a
culture/cultures different from your own?
Very much
some
little
not at all
No opinion
14. To what extent did your community service/participation in this course enable you to
understand how commxmities and cities in America work or fimction?
Very much
some
little
not at all
No opinion
15. Do you feel you made a significant contribution to your community?
Very much

some

little

not at all

No opinion
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16- Did your community service affect your tolerance or appreciation of others?
Very much

some

little

not at all

No opinion

17. Did your community service increase your sense of belongingness in the community?
Very much

some

little

not at all

No opinion

18. Did your community service increase your sense of belongingness on this campus?
Very much

some

little

not at all

No opinion

19. Did your community service increase your intentions to volunteer in the community
in the future?
Very much
some
little
not at all
No opinion
20. Has your commimity service confirmed or changed your career pathway?
Very much

some

little

not at all

No opinion

21. Has your community service confirmed or changed your academic plans or major?
Very much

some

little

not at all

No opinion

22. Do you think that one can make a difference in this world?
Very much

some

little

not at all

No opinion

23. How could your service-learning experience have been improved?

Please write any comments or concerns you have about this class and/or service-learning:

APPENDIX I
Learning style orientation scale for language
learning (SOS-L) used in the present study

© Rebecca Oxford, University of Alabama, 1991
Revised and used with permission 1994, by Mary Wildner-Bassett

Purpose: The SOS-L is designed to assess your general approach to learning a new language—your language learning style. It
does not predict your behavior in every instance, but it is a clear indication of your overall preferences in language learning.
Format: The SOS-L is a checklist, For each item, select the word on the scale that most closely represents your own approach.
There are positive aspects to all approaches, so don't worry that you would be checking off something that is "bad." Put an
"X" on the "0" below the word that best reflects your own assessment of your preferences for that parlicvilar item. There are
five major parts representing five different aspects of your language learning style. At the end of the checklist is a self-scoring
key and an interpretation of the results, in duplicate. Please return one copy of the scoring sheet to the researcher, and keep one
for your records and for reference.

Timing: It generally takes 20-30 minutes to complete the entire SOS-L. Do not spend too much time on any item, and indicate
your immediate, first impression response.

Part I: Your Sensory Preferences
1. 1 remember something better if I write it
down.
2. I take lots of notes

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
to

o\
o^

3. I can visualize pictures, numbers, words, or
pages in my head.
4. I get distracted by background noise.
5. I have to look at someone in order to focus
on what the person is saying.
6. I remember things better if I study aloud or
discuss them with someone.
7. I prefer listening to a lecture or tape, rather
than reading a textbook.
8. I can easily follow a speaker even if I don't
see him or her.
9. I remember better what people say than
what they look like
10. I easily remember jokes I hear.

Almost never—occasionally—sometimes—often—almost always
0 fl
0
0
0
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0
Almost never—occasionally—sometimes—often—almost always
0
0 fl
0 fl
Almost never—occasionally—sometimes—often—almost always
0 fl
0 fl fl

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0-—
Almost never—occasionally—sometimes—often—almost always
0 fl
0 fl fl
11. I don't like to listen to oro read directions;
Almost never—occasionally—sometimes—often—almost always
I'd rather just start doing things.
fl fl
0 fl fl
12. I like to work with objects, e.g., building or Almost never—occasionally—sometimes—often—almost always
making things.
0
0
0
0
0—
13.1 need frequent breaks.
Almost never—occasionally—sometimes—often—almost always
fl
0 fl fl fl
14. I think better when I can move around or
Almost never—occasionally—sometimes—often—almost always
when I don't have to sit at a desk.
0
0
0
0
0
15. I use my fingers to count and/or I move my Almost never—occasionally—sometimes—often—almost always
lips when I read.
fl fl
0 fl fl

Part 11: Your Relations with Others
16. I easily make new friends

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0---

17. At parties or .gatherings I feel energized
and have fun.
18. I like groups of people.
19. It is pleasant or easy for me to talk to
strangers.
20. In social groups, I easily keep up v^'ith
news or gossip about other people.
21. I am rather shy and quiet most of the time.
22. I like to have deep friendships with just a
few people.
23. It is hard for most people to get to know
me.
24. People view me as more detached than
sociable.
25. In a large group I listen rather than speak
unless I know the people well.

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—~
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
Almost never—occasionally—sometimes—often—almost always
Almost never—occasionally—sometimes—often—almost always
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—

Part III: Your Relations with ideas
26, I have a vivid imagination.
27. I like to come up with lots of new ideas or
options.
28. Step-by-step instruction often bores me.
29. I like to discover major principles that
might not be clear at first, rather than being
told.
30. I consider myself original or even
ingenious.

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
Almost never—occasionally—sometimes—often—almost always

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0~—

31. I am quite a practical, realistic person.
32. I am attracted to sensible people.

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always

33. In learning, I like things presented in a
step-by-step way.
34. I like concrete facts, not speculation or
hidden meanings.
35. I prefer to avoid too many options from
which to choose.

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—

IV. Your Orientation to Learning Tasks
36. I reach decisions quickly.
37.1 am an organized and punctual person.
38. I make lists of things that I need to do, and
I generally follow through.
39. If I'll be going somewhere, I like to plan in
advance what I'll be doing and
approximately when.
40. I start early so that I can finish before the
deadline.
41. I put off making decisions as long as I
reasonably can.
42.1 am a spontaneous person and do not like
to plan ahead too much.
43. Lists of tasks and deadlines depress me.

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0-Ahnost never—occasionally—sometimes—often—almost always
0
0
0
0
0-Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0-~
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0--

44. I keep an open mind about things.
45. I like to just let things happen.

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—

Part V: Your Overall Orientation
46. Essay tests are easier for me than multiplechoice.
47. When I am studying, I look for similarities
rather than differences.
48. I like getting the big picture before getting
the details.
49. I enjoy summarizing and synthesizing.

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0-—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always

50. Too many details tend to confuse me.

Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
—-rj--0
0
0
0
0
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always
0
0
0
0
0—
Almost never—occasionally—sometimes—often—almost always

51.1 like to see details before seeing the whole
thing.
52. I like to break things down into pieces so I
can understand them.
53. In taking on anything new, I look for
differences rather than similarities.
54. Summarizing bores me.
55. I use logical analysis to solve problems.

to
-J
o
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Scoring: For each section as listed below, determine your score for your own preferences.
For each time you marked a phrase as listed below, assign yourself the point value
indicated. Then add the scores for each 5 questions as indicated, and circle the score in
each group that is highest. This indicates your strongest preference for that part.
Almost never—occasionally—sometimes—often—almost always
1
2
3
4
5
points
points
points
points
points
1. Total your score for items 1-5. This is your score for your visual style preference.
Total your score for items 6-10. This is your score for your auditory style preference.
Total your score for items 11-15. This is your score for your hand-on style preference.
2. Total your score for items 16-20. This is your score for your extroversion.
Total your score for items 21-25. This is your score for your introversion.
3. Total your score for items 26-30. This is your score for your intuitive.
Total your score for items 31-35. This is your score for your concrete/sequential.
4. Total your score for items 36-40. This is your score for your closure.
Total your score for items 41-45. This is your score for your openness.
5. Total your score for items 46-50. This is your score for your global score.
Total your score for items 51-55. This is your score for your analytic score.
Interpretation:
1. Sensory preferences are likely to affect the w^ay you leam a language best. For
instance, if you are a visual person, you might rely on the sense of sight and feel more
comfortable with reading than with oral activities. If you are an auditory learner, you
might prefer listening or speaking activities to reading assignments. If you are a
hands-on learner, you might benefit from doing projects and moving aroimd the room
a lot. If you have a choice, choose activities that relate to your sensory preferences.
On the other hand, activities that might not be quite as suited to your preferences will
help you stretch beyond your ordinary "comfort zone." You can leam to be flexible
enough to enjoy a wide variety of activities.
2. If you scored high on extroversion, you might enjoy a wide range of social,
interactive events in the language classroom—games, storytelling, role-plays, skits. If
you are more introverted for language learning, you might like to do more
independent work or might enjoy working in pairs with someone you know well.

Ill

3. If you are intuitive, you might seek out the major principles or rules of the new
language, like to speculate about possibilities (cultural or language-related), enjoy
abstract thinking, and avoid step-by-step instruction. You are much more random in
your approach than your concrete, sequential classmates. They are likely to prefer
step-by-step language activities and might prefer to engage in a variety of multimedia
memory strategies.
4. If your score is higher for closure, you focus carefully on all tasks, meet deadlines,
plan ahead for assignments, want explicit instructions, and ask for clear directions. If
your score is higher for openness, you probably enjoy "discovery learning" in which
you pick up information on your own, and you might prefer to relax and play with the
language, without much concern for deadlines or planning ahead. Join forces with
others who are NOT just like you, so you can leam to get things done while still
having fun.
5. If you are more global, you might enjoy getting the main idea of a new language
conversation or a reading passage by guessing the meaning of unknown words and
might like to use strategies (such as gestures or paraphrasing) for communicating
even without knowing all the right phrases. But if you are more analytic, you might
feel less comfortable with these rather holistic techniques and might focus ore on
language details, logical analysis of grammar points, and contrasts between
languages.
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APPENDIX J
Present study's pre-activity interview protocol

(To be read verbatim by independent interviewer at the beginning of the interview)
PURPOSE: This midterm service-learning interview is designed to assess your initial
response to the work you are doing in the community as part of your English composition
course. Your responses will remain anonymous and will not be used for grading or any
negative purpose. Rather, your answers will help your instructor improve the quality of
everyone's service-learning experience for the remainder of the semester. Your
participation is voluntary. With your permission, I will record our conversation today so
that it may be studied in more detail later.
1. Have you had any prior experience with service-learning?
2. Have you had any prior experience with community service?
3. Do you think one has a social responsibility to help those in need? To
volunteer in the local community?
4. What are your goals for the service-learning project? (What do you hope to
get out of it or be able to do?)
5. Do you have any concerns about doing a service-learning project this
semester?
6. Is your placement directly related to your essay research topic? Major?
Career? If not, why not?
7. What has been the greatest challenge you've faced in working in the
community?
8. How have you responded to this challenge?
9. To what extent has your community service helped you understand the course
work in your composition class?
10. Do you believe one person can make a difference in the world?
11. How could the service-learning assignment be improved? (faculty
involvement, grading, seminars, transportation and/or support)
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APPENDIX K
Present study's post-activity intervievi/^ protocol

(To be read verbatim by independent interviewer at the beginning of the interview)
PURPOSE: This end-of-the-semester service-learning interview is designed to assess
your final thoughts on the work you did in the community as part of your English
composition course. Your responses will remain anon>Tnous and will not be used for
grading or any negative purpose. Rather, your answers will help your instructor improve
the quality of instruction for future First-Year Composition students. Your participation is
voluntary. With your permission, I will record our conversation today so that it may be
studied in more detail later.
1. Because of your experience, what community needs have you become more
aware of?
2. Can you identify specific skills and concepts firom an academic class that you
applied to your community service? From your composition class?
3. What was the greatest challenge you've faced in working in the community?
4. How did you respond to this challenge?
5. Do you think one has a social responsibility to help those in need? To volunteer in
the local community?
6. Has volunteering in the community changed your belief in the ability of one
person to make a difference in the world?
7. How could the service-learning assignment be improved? (faculty involvement,
grading, seminars, transportation and/or support)
8. Has your community service been a meaningful experience for you?
9. Would you recommend this class to another student? WhyAVhy not?
10. Is there anything else you'd like to share about your service-learning experience?
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APPENDIX L
Syllabus from comparison NS (English 101) course
English 101/ Spring 2000
Writing, Disciplinarity, and the Work of the University

Instructor: [deleted]
Section 21 MWF 11-11:50 (Harv 332B)
Office hours: W 12-3 (or by appointment)

Office: CCIT 236-0
Office phone: 626-7424
English Department: 621-1836

Required Texts:
Hacker, Diana. A Pocket Style Manual. 2"a ed. Boston: Bedford Books, 1997.
Miller, Thomas, et. al. The University Book: An Anthology of Writing from The
University of Arizona. Needham Heights, Massachusetts: Pearson Custom
Publishing, 1999.
Prineas, Sara, Lori Church, and Adrian Wurr, eds. A Student's Guide to First-Year
Composition. 20th ed. Edina, Minnesota: Burgess Publishing, 1999.

Selected readings on reserve (copy by Wednesday, January 17 for credit)
Course Description:
The insubordination of our youth is now the greatest obstacle to their education. -Thomas
Jefferson (1823)
The ideas of the ruling class are in every epoch the ruling ideas ...the class which is the
ruling material force of society, is at the same time its ruling intellectual force. - Karl
Marx (1846)
We must complain. Yes, plain, blunt, complaint, ceaseless agitation, unfailing exposure
of dishonesty and wrong-this is the ancient, unerring way to liberty, and we must follow
it. - W. E. B. Du Bois (early 1900s)
Since the University is an educational institution, it is not right to use the University as a
basis from which people organize and undertake direct action in the surrounding
community. - Clark Kerr, University of California System President (1964)
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English 101 is a writing course designed to introduce students to the university, to
academic writing, and to the way that such writing is used within various disciplines. In
this course you will leam that the university is not simply a collection of buildings that
house facts about the world; rather it is an organization of complex and sometimes
competing disciplines or fields of study that are actively working to create and change
knowledge. Similarly, while each discipline has its dominant theories, it also has other
ideas that are constantly challenging that dominant framework. In this way, the university
and disciplines within the university are involved with on-going, evolving conversations
about the world in which we all Uve and participate. In other words, the university is a
djmamic site of cultural production that is living, changing, and ultimately changeable.
As a student, you participate in this cultural production; therefore, this course asks that
you examine that participation closely and determine the most responsible way to enter
the academic culture. More specifically, in this course we will use ideological analysis to
discuss the university and the work of disciplines in the university.
Ideological analysis attempts to determine the system of values and beliefs that
inform a text. All texts, in fact all statements about the world, stem from some system of
beliefs that makes sense of the world and helps us determine, among other things, what is
natural and urmatural. Using this form of analysis we will carefiilly explore the "work" of
the university. Most people assume that the fimction of theuniversity is quite simple: the
university works to educate its students. Yet, just as any other large-scale institution,
there are many complex relationships within the university that also make up its "work."
For instance, the Students Against Sweatshops (SASS) organization has recently
protested university contracts with apparel corporations because of those companies'
labor abuses. SASS argues that those workers in Asian sweatshops, for instance, are just
as much a part of the "work" of the university as a calculus course in the math
department. University contracts with those companies teach us that outsourcing jobs
overseas in order to take advantage of unregulated labor conditions, even at the expense
of individual lives, is a legitimate business practice. This is only one example of the
myriad of unnoticed work that goes on in the university. It is our responsibiHty, I would
argue, as participants in the university to be aware of all this "work" and to actively
respond to it. As you might imagine, much work also takes place within academic fields
or disciplines. As we study these disciplines, it is important to remember multiple
meanings of this word. As a noun discipline can mean a specific area of study such as
English, mathematics, or engineering; or, it can mean that one is regimented and follows
rules with precision such as having a disciplined mind. However, it can also mean to train
or instruct through regulation and punishment such as having to discipline a poor student.
All of these definitions (a field of study, a regimented set of rules, and the act of training)
should inform our study of various academic disciplines if we are going to determine, in a
more detailed sense, the work that a discipline performs.
All of this analysis necessitates political and ethical questions. If, as Marx argues,
ideas are connected to our material lives, then the production of ideas within the
university has important political and economic consequences. In fact, it is because the
production of ideas is so intimately tied to larger socio-historical significance that we
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need to careflilly study what takes place at the university-what becomes naturalized as
higher education. Although I am calling for a critique of university education, this does
not mean that I do not value such education; rather, I critique the university because I
think- the production of ideas is infinitely valuable. I want to work to improve the
university as a means to improving the world in which we live. For this reason, this
coiurse will challenge you to research and study this university and your participation in it
as politically important.

Writing Assignments:
Response Papers (10%): You will be writing three response papers (2-3 pages in length)
in order to develop ideas and analyses that will be the basis of each of your larger essays.
Tn other words, each response paper corresponds to one of your larger essays. These
papers are an opportunity to experiment with ideas and receive helpfiil feedback. They
should reflect a thoughtful critique, respond to the assigned reading, and be constructed
within the conventions of the academic essay. (We will discuss specific guidelines and
grading criteria in class.) You are required to write a draft of each response paper
and have it peer reviewed before turning in the final revision to me. The first draft,
with peer review comments, must be stapled to the final revision in order to receive
credit.
Rhetorical Analysis Essay (25%): As you will leam, there are many different forms of
rhetorical analysis. Each type of analysis is able to study a particular aspect of a text, but
no form of analysis is able to study all aspects of a text, hi this course, we will be
focusing on one form of analysis called ideological rhetorical analysis. I believe that
ideological analysis is particularly important because it helps us uncover the political
relationships working within a text and provides the intellectual basis for ethical
responses. Your task in this essay will be to work with these theories of analysis, enter
into a conversation with at least three authors that we have read, and construct a
theoretical firamework of analysis that you will apply in your second paper.
Persuasive Essay (25%): Your second essay requires you to apply the rhetorical analysis
that you have studied and developed in the first essay. The site of this application will be
an academic discipline in the university. You will be using the theorists you discussed in
the first paper in order to analyze this discipline; specifically, you will be examining the
"work" this discipline performs with its students, within the university, and within larger
social structures. While you will be examining various disciplines according to your own
interests, I encourage you to make use of any essay in the University Book that might
apply to your area of study.
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Educational Narrative (25%): The third essay requires that you analyze and reflect on
your own "work" as a college student. In other words, I want you to thoughtfully and
critically consider your role as a student within the university community. As I hope will
become clear throughout this course, there are no easy, simple answers to the complex
problems we will encounter within the university. Higher education serves a crucial role
in developing and disseminating knowledge and it offers opportunities for individual
mobility; however, at the same time that it does this, it also often works to legitimate
large-scale structural inequalities. Historically, imiversity students have served as a
powerful political force who have, at times, strengthened the status quo, and at other
times challenged universities and broader social structures. This paper asks you to think
about these things, discuss how your role as a student has been shaped by your past
"disciplinary" experiences and mediated by social apparatuses such as television, fihn,
and family. Finally, you will reflect on ways you take responsibility for the "work" you
do as a university student.

In-ciass Presentations:
Individual presentation: Each student will be responsible for finding and bringing to
class a short text dealing with the university or a particular "discipline" in the university.
This text could be found in the Wildcat, in a course textbook, a university document,
classroom handout and/or notes, a cultural representation of the university such as a scene
from a movie, or anything else you might find. Your presentation (5-10 minutes) simply
consists of sharing the text (make copies or an overhead), rhetorically analyzing the text,
and facihtating any discussion that might follow.

Group presentations: Each student is required to participate in one group presentation.
Each group will consist of three or four students who will be responsible for facilitating a
fiill class period around the assigned reading. The class facilitation can take a variety of
forms such as discussion, small group activities, role plays, debates, or writing
workshops. All presentations, however, should be carefully organized before class time
and impart a keen sense of how the reading, the class activity, and the current essay
project relate to one another.

Course Policies:
Attendance: Because I believe that active participation is closely connected to individual
and group success, such participation is mandatory. Both students and instructor have a
responsibility to do all reading, writing, and thinking necessary for class time to be spent
effectively. Since writing requires the simultaneous work of reading and thinking, your
active participation and attendance in class is extremely important. For this reason.
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attendance is mandatory-absences in excess of 3 will result in either a withdrawal from
the course or a grade of E in the course.
Academic integrity: We own and are responsible for the words we write and speak. For
this reason, it is absolutely imperative that we credit those people whose ideas we borrow
and/or build from in our own work. Not only is this a matter of ethical responsibiUty, it is
a matter of legal responsibility—plagiarism is grounds for academic suspension as well as
legal suit. The university takes this extremely seriously, so please review pages 119-20 in
the SG and bring any questions you have to class.
Class conduct: As a community of learners within this university, we are responsible for
creating an ethical and professional environment in our classroom at all times. I strongly
believe in open discussion and uncensored academic dialogue. It is only by struggling
through our ideas that we can become better thinkers and writers. For this reason, we
need to respect the classroom as an academic space with multiple, and sometimes
contesting, ideas. Please familiarize yourself with the Students Code of Conduct outlines
in the SG on page 121.
Academic accommodations: Students with disabilities who require accommodations
and/or academic adjustments are encouraged to contact me during regular office hours or
by appointment.
Grading: While I acknowledge the difficulty of assigning grades to writing, I
nevertheless understand that students want to know exactly how they are being graded. I
will grade each essay on how well it matches the assignment criterion; I will not accept
late work. Your final grade will be decided on the basis of the following formula:

25% Rhetorical Analysis
25% Persuasive Essay
25% Educational Narrative
5% In-class Presentations
10% Final essay exam
10% Response Essays and daily assignments

Schedule of Reading and Assignments:
January 12: Introduction to key theoretical terms: representation, ideology', and politics
How can these terms complicate the dominant meanings of "university,"
"work," and "discipline"?
14: "Introduction" Tom Miller (3-16) pages 249-265 of chapter 15 m Student's
Guide
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17: Martin Luther King Day-No Classes
19: "The Rhetoric and the Polemics of Slavery" Jasper Neel (reserve)
21; "Ancient Rhetorics and Modem Students" Sharon Crowley (reserve)
"Subjective" Raymond Williams (reserve)
24: "Ideology" James Kavanagh (reserve)
26:

Discuss Ideological Critique
Speaker series: Leslie Marmon Silko and Daryl Ross Begay (8pm Modem
Languages 350)
28:

"Ideology, Literacy, and Radical Pedagogy in Composition Studies"
Sidney Dobrin (reserve)

31:

Hand-out and discussion of response papers
Sign-up for individual and group presentation

February
2:
"The New Forms of Control" Herbert Marcuse (reserve)
4:

"Social Class and the University" Jay Rochlin (65-83)

7:

"The Mission of the University" Solomon and Solomon (40-45)
"Looking into the Future: Arizona's University System" Judy Gignac
(46-51)

9:

"Capitalism and Your University Education" Marxist Collective (reserve)

11:

Hand-out and discussion of critical reading and rhetorical analysis essay

14:

In-class peer review of response paper # 1

16:

Response paper # 1 Due
In-class viewing of Higher Learning

18:

In-class viewing of Higher Learning

21:

Workshop rhetorical analysis essay

23:

Workshop rhetorical analysis essay

25:

Final draft of rhetorical analysis essay due
Hand-out and discussion of persuasive essay
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28:

"Writing Across the Disciplines" Yvonne Merril (23-39)

March
1:
"The Means to Correct Training" Michel Foucault (reserve)
3:

"Panopticism" Michel Foucault (reserve)

6:

"European vs. American Higher Education" White and Ahrens (84-87)

8:

"'60 Minutes' and the University of Arizona: the Polemic Against Tenure"
(52-64)

10:

"Working for a Living" Kat McLellan (469-471)
"Work and Alienation" Dorothee Soelle (reserve)

Spring Break
20:

"Today Linguistics: Tomorrow the World" Saville-Troike (103-112)

22:

"Critique as Radical Praxis" Robert Nowlan (reserve)

24:

Workshop in groups according to area of study

27:

Workshop in groups according to area of study

29:

Response paper #2 due
In-class viewing of Surviving Desire

31:

In-class viewing of Surviving Desire

April
3: Workshop persuasive paper
5:

Workshop persuasive paper

7:

Persuasive paper due
Hand-out and discussion of educational narrative

10:

"Mediating Experience" Kat McLellan (383-386)
"Madonna" Jane Miller (386-403)
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12:

"Hasta La Vista Baby: Anglo Spanish in the American Southwest" Jane
Miller (396-403)

14:

En-class peer review of response paper #3

17:

Response paper #3

19:

Academic conference

21:

Academic conference

24:

No Class

26:

Academic conference

28:

Educational narrative essay due

May
1: Prepare for final exam
3: Prepare for final exam
5: Final Essay Exam 8-lOam
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APPENDIX M
Persuasive essay assignment from comparison NS (English 101) course
Persuasive Essay: Ideological analysis and the disciplining of knowledge
Monday, March 27:
Wednesday, March 29:
Monday, April 3:
Wednesday, April 5:
Friday, April 7:

In-class peer review of 2-3 page response paper
Revised response paper stapled to original is due
In-class workshop:
In-class final editing
Final draft due at the begirming of class—no exceptions

This paper requires you to ideologically analyze a specific site in the university.
You built a theoretical framework for the analysis and identified a site in your first essay.
Now, you have the job of investigating that site, applying analysis, and making
persuasive argument that includes both the problematic nature of that site and the means
to correct its limitations. In addition to using theories about ideology and the Marxist
critique of capitalism, we will add theoretical readings about how disciplinarity fimctions
in the university. Remember that discipline can mean an area of study, a sense of control
or self-regulation, and a means to train or instruct through positive affirmation as well as
punishment. This last type of discipline often leaves individuals feeling alienated from
themselves and the work they produce, which we will also read about in this unit. These
new ideas should help you all improve your already insightful theoretical apparatuses.
Thus, your paper will have to demonstrate an application of both your original
theory and these additional theories about disciplinarity (Michel Foucault) and
alienation (Dorothea Soelle).
There are two purposes to this paper. The first is to apply recently leamed theories
by performing ideological analysis. The second is to begin thinking outside intellectual
and social boundaries, moving beyond our own ideological and disciplinary constraints in
order to imagine the university differently. This second task is difficult. It requires that
we revise our understanding of the world—that is, to see again and to see differently.
While it is difficult to deconstruct a text or a site of analysis in order to determine its
ideological assumptions and their affect on the world in which we live, it is even more
difficult to try to construct language and interactions in creative and ethically responsible
ways. Nevertheless, this is the task required of you in this paper; it is, by the way, a task
that critically conscious individuals must struggle with everyday.
Depending on your site of investigation, you may have different kinds of
analyses. Some might be spatial, like configurations of a classroom experience; some
might be drawn from interviews with students, professors, or university staff; and some
might be textual, like quotes from a textbook, assigrmient, or university literature. All of
this information is equally valid; it can be used as evidence and analyzed to make your
argument. Remember, though, to be as thorough as possible and give each of these texts
significant thought and carefial analysis.
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While they may differ in type, all analyses should be informed by:
•
•
•

The theoretical framework developed in your first paper
The hand-out entitled "How to Read and Write Critically" which will offer initial
questions that you might want to ask in order to begin the analysis of your site
"Critique as Radical Praxis," which will provide guidance on the format of your
analysis.

As always, I will be looking at essay structure as well as content. Specifically, I will be
looking to see 1) if you have an introduction with a strong and easily identifiable thesis,
2) if your body paragraphs have clear topic sentences that relate to that thesis, 3) if you
provide evidence through quotes, 4) if you carefiilly explain/ideologically analyze those
quotes, and finally, 5) I will check to see that your conclusion points to specific changes
that will help overcome the problems that you have identified.
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APPENDIX N
Syllabus from comparison NNS (English 107, fall 1999) course
English 107, fall 1999
Section 003, TITh, 9:30-10:45
Social Sci. Rm. 128
ENGLISH 107 SYLLABUS

Instructor: [deleted] Office: CCIT, (Section D) Office phone: 626-2555 English Dept.:
621-1836 E-Mail address: [deleted] Office Hours: TTH 1:00-2:00 or by appointment
REQUIRED TEXTS:
Church, Lori, Barbara Heifferon, and Sarah Prineas, eds. A Student's Guide to First Year
Composition. 19th ed. Edina, Minnesota: Burgess International Group. 1998.
Hacker, Diana. A Writer's Reference. 2"d ed. Boston: Bedford Books, 1997.
Miller, Thomas P. et al. The University Book: An Anthology of Writings from the
University of Arizona. Needham heights, Massachusetts: Simon & Schuster, 1998.
A college dictionary from the following list; American Heritage Dictionary Random
House College Dictionary Webster's Ninth New Collegiate Dictionary, Indexed
Other Required Materials:
•
•
•

A pocket folder for turning in portfolios
White, lined loose-leaf paper
Copies of your work as needed for class and group discussion

COURSE DESCRIPTION AND GOALS:
Think of writing as an adventurous joumey! Writing has been defined as the act of
negotiation between writers and readers. It is a chance to express what we think, know,
believe and value and to communicate what we have learned with others. In this class, we
will examine the link between personal and academic concems. We will review academic
discourse from a variety of fields and discuss, both in class and through our writing, how
writers from these various disciplines define rhetorical situations and develop strategies
for effective communication in different situations. We will leam to approach writing as a
process through invention, drafting, revision and editing. Because reading enhances
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writing, we will do both-a lot! You will be responsible for completing three in-class
assignments ( an essay, a midterm exam and a final exam) and three out-of-class
assignments ( a rhetorical analysis essay, a persuasive essay and a personal reflection
essay). Our goal, as a class, is to develop strategies to help us better communicate,
through writing, in different situations. In order to offer additional support for students
placed in 107, the instructor for this class is an experienced ESL teacher.
ASSIGNMENTS:
Major Assignments (in-class):

1. The Diagnostic Essay, given during the first two weeks of class)
2. The Midterm Essay, given as an in-class exam in which you analyze an essay
chosen by your teacher and/or other members of your class.
3. The Final Exam Essay, in which you will synthesize what you have learned over
the course of the entire semester by analyzing a text(s) chosen by the English
department.
Major Assignments (out-of-class):

1. Essay #1 - Understanding how arguments work: In this essay, you will analyze a
text written by a professional from a discipline you would like to explore.
2. Essay #2 - Creating an argument: In this essay, you will practice the art of
persuasion by choosing an issue, researching what has been written about it by
3. other members of your discipline, and by framing your own argument in response
to the issue.
4. Essay #3 - Reflecting on the discipline: You will analyze how the semester's work
has affected your interest in or commitment to the academic discipline you have
chosen.
Short Assignments: These include both in-and out-of-class writings and workshop
evaluations. These will be keyed to the major essays you are working on and must be
tumed in as part of the portfolio which will accompany each major out-of-class essay.
Full credit for the major assignments will not be awarded unless the short assignments are
also tumed in.
Format: Final versions of the three out-of-class essays should be printed or typed,
double-spaced, and titled. Short assignments should be double-spaced as well.
Handwritten work, even blue-book exams, should be double-spaced and written on a
single side of the paper. See page 581 in the Student Guide for information about
computer centers on campus.

COURSE POLICIES: ( Also review Chapter 7 in the Student Guide!!)
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Attendance: Regular attendance is critical and expected. Roll will be taken in each class
period. Your participation is valuable to both you and your classmates. If you miss more
than two class sessions, I may drop you from the class. If you must miss a class, contact
me before the missed class by calling my office, by leaving a message in the English
department or by leaving a note in my mailbox. You must find out ways for making up
assignments on your own, including in-class writing.
Conferences: I will schedule individual conferences several times during the semester.
You should come to your conference prepared to discuss your current work. A missed
conference counts as a classroom absence!!!!
Grading: To complete this course successfully ( that means with a grade of C or better!),
you must attend class and all scheduled conference, complete all assignments on time,
prepare for class, and participate in class activities and discussions. You cannot receive a
passing grade in this class unless you have submitted all major assignments and
completed the final exam! All written assignments must be submitted on time, in the
proper format, and with the required supporting materials. NOTE: I will not grade a final
draft unless I have read at least one rough draft and unless that draft accompanies the
final draft. Late Papers will drop half a letter grade for each day that they are late (
unless an extension has been arranged with the instructor). Be sure to keep an extra copy
of each assignment-if your paper is lost for anv reason, you will have to rewrite it! It is
recommended that you keep drafts on disc separate from final copies. Please refer to
Chapter 5 of the Student Guide for more information about grading policies.

The following table hsts all assignments and their point values. Required
assignments carry no point values but must be completed in order for you to receive fiill
credit for this course.
Assisnment
Diagnostic Essay
Essay #1
First version
Final version
IMidterm Essay
Essay #2
First version
Final version
Essay #3
First version
Final version
Final Exam Essay

Total Points Allowed
Required
Required
200 points
100 points
Required
250 points
Required
200
150
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Short writing assignments
Total points

100
1000

A = 900 points
B= 800points
C= 700 points
D= 600points
(It is better to turn something in and get an "E"-which will at least carry some points,
than to do nothing and get a "0" !!)
Academic Dishonesty and Plagiarism: All U or A students are responsible for
upholding the Code of Acadenaic Integrity ( available through the Office of the
Dean of Students). Please read pp. 119-121 of the Student's Guide for a synopsis
of the code and direct any questions you may have to me.
Guidelines for Classroom Interaction: The University of Arizona considers you adults
and expects you to act accordingly. You are expected to: 1) come to class
prepared, 2) cooperate with your classmates, 3) cooperate with me, and 4) to
grow and leam with an open mind and a tolerance for the opinions of others.
Please refrain from personal attacks or insults in class or during on-line
discussions. See the Student's Code of Conduct on page 121 of the Student's
Guide.
Writing Tutors: The university provides for tutoring support through a number of
channel Please check the Student Guide, page 580 for the location of the writing center
and the writing skills improvement program.
SCHEDULE: f Tentative! Pay attention in class for chances and undates!!)
WEEKl
T-8/24

Th-8/26

Introductions: for the course and for each other
Get an e-mail account
Buy books and materials
For Class:
1. Read " Advice from the Experts" ( SG 5-18)
" Introduction" (SG 233-248)
2. Write short essay
In Class:
1. Essay Due
2. Read and discuss " The Mission of the University"
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WEEK 2
T-8/31

For Class:
1. Read UB pp.23-35 " Writing Across the Disciplines"
2. Write a brief statement about an academic discipline of your choice.
In Class:
1. Discuss different disciplines in terms of appropriate rhetoric.
2. What is academic about academic writing?

Th-9/2

For Class:
1. Read SG "The Rhetorical Analysis Essay" (249-261).
2. Read UB " Inquiry"
In Class:
1. Begin to write Essay #1 : An introduction
2. Read UB "Earth Invades Mars"
3. Think about audience, purpose and PIE!

WEEKS
T-9/7

For Class:
1. Read UB " Five letters"
2. Write your own response.
3. Read SG "Writing and Revising Your Essay" (19-31)
In Class:
1. Editing activity; writing exchange in class
2. Review your introduction and extend the essay.

Th-9/9

For Class:
1. Read UB " Down on their luck"
2. Write a short response to the reading
In Class:
1. Writing a rhetorical analysis of " Down on their luck"
2. Supporting a thesis; using quotes

WEEK 4
T-9/14

For Class:
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l.Read WR on. MLA documentation style
2.Write a paragraph of your essay using and documenting at least one
source.
3. Read SG "The University and the Dollar ( Julie Browne, p.277)
In Class:
1. Reviewing library sources
2. Electronic documentation
Th-9/16

For Class:
1. Write a complete rough draft for Essay #1
In Class:
1. Revision and editing workshop

WEEKS
T-9/21

For Class:
1. Revise draft
2. Check your paper against the grade rubric
In Class:
1. Peer Reviews
2. Editing and revising

Th-9/23

For Class:
1. Prepare final draft and assemble portfolio according to check list
In Class:
1 Essay #1 and full portfolio due!!!
2. Begin discussion of Essay #2

WEEK 6
9/28
next time

For Class: (101) Read Jane Hill's essay and analyze it for in-class writing
(107 ) Essay # I Due
In Class: nOl) Timed writing and peer evaluation.
(107) Reading and plans for timed writing

9/30

For Class: Choose issue for Essay 2, collected extra needed references
Read Ch. 3 in the SG carefully!
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In Class:

(101) Planning your argument
(107) Timed writing

WEEK 7
10/5
Inquiry.

For Class:

Read and compare two articles from the UB's section on

How do these writer's present their disciplines?
What issues do they appear to be arguing for?
How are these arguments constructed?
Journal #4 : Write 1-2 pages contrasting the two articles
you chose.

10/7

In Class:

Grammar lesson/ Discuss homework

For Class:
In-Class:

Bring all 6 sources for your argimient paper to class
Group work on building arguments

WEEKS
10/12 For Class:

Read the UB , " The Vietnam War" ( p. 406) and
"Of Asteroids and Dinosaur:..." (p. 437)
Prepare for Midterm
Read Ch. 4: Tips for the Midterm

In Class: Midterm !!
10/14

For class: Come prepared to work on your paper
In Class: Organizing an argument.—Outlining

Week 9
10/19

For class: Read your choice of two articles from the section of the UB
"Working for a living"
Journal # 5 Which of the two articles impressed you the most and
why??
(1-2 typed pages)
In Class: Review and Discussion of homework.

10/21

For Class:
In Class:

Work on your paper
Discussion groups/ revision workshop
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WEEK 9
10/26 For Class:
Bring copies of your rough drafts to class ( 4 copies total)
In Class:
Begin peer reviews/ schedule group conferences.
10/28
In Class: No Class/ conferences.
WEEK 10
11/2 For Class: revise draft
In Class: Portfolio /revision workshop
11 /4 ESSAY #2 Paper Due (In 101 and 107 )
WEEK 11
11/9 For Class: Read Ch. 17 in the SG
In Class: Discussion of Essay #3
11/11 Holiday!
WEEK 12
11/16 For Class: Read the UB " Remember Mohave" pg: 287. (Skim the article
beginning on page 357 of the UB For background / context) AND
" How I Write" by Tilly Wamock, pg. 634
In Class: Instructor's presentation
11/18 For Class: Journal #6 : Write a one page response to Tuesday's class.
In Class: Work on Essay #3 ESSAY #3 DUE on Dec. 211
WEEK 13
11/23 For Class: Read Eric Toso's article in the UB.
In-Class: Discuss reading; write a response - think about your voice!
11/25
WEEK J 4

THANKSGIVING!
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11/30 Peer Reviews
12/02 Paper #3 DUE!
In-Class: Begin to discuss Final exam
WEEK 15
1217 In-Class writing - prepare for Final!!
12/10 FINAL EXAM at 8:00 a.m. !!
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APPENDIX O
Syllabus from comparison NNS (English 101/107, spring 2000) course

spring 2000
English 101/107, TTh 9:30-10:45 HARV 105
English 101/ 107 Syllabus
Instructor;[deleted]
Office: CCrr 236 M
E-mail: [deleted]

Office phone: 626-9093
English Department 621-1836
Office hours: T, 2:30-4:00

Required Texts:
Prineas, Sarah, Church, Lori, and Wurr, Adrian, eds. A Student's Guide to FirstYear
Composition. 20th ed. Edina, Minnesota: Burgess International Group,1999.
Hacker, Diana. A Pocket Style Manual. 2nd ed. Boston: Bedford Books, 1997.
Selzer, Jack, ed. Conversations. 3'd ed. Boston: Allyn and Bacon, 1997.
A college dictionary from the following list: American Heritage Dictionary, Random
House
College Dictionary, Webster's Ninth New Collegiate Dictionary, Indexed
Suggested Reference for Grammar and Mechanics:
B3a:d, Patricia and Beverly Benson. Problem/ Solution. A Reference for ESL Writers.
Boston: Heinle & Heinle Publishers, 1994.
Other Required Material:
•
•
•
•

A pocket folder for turning in portfolios
White, lined loose-leaf paper
Copies of your work arid sources as needed for class and group discussions
An e-mail account

Course Purpose and Goals:
English 101(107) is a course that defines writing as an act of negotiation
between writers and readers, with specific purposes and expectations. In this
course we will leam to use writing to communicate our ideas and feelings about
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subjects that have both persona( and public significance. Through rhetorical
analysis of texts by professional and student writers, we will explore ways to
assess our rhetorical situation and develop strategies for communicating
effectively in different situations.
We will have class discussions that will enable us to share our thoughts with our
community, get help and therefore, produce more effective essays by drafting, revising,
and editing. Our main focus will be on reading and writing, because these are the most
necessary skills we need to improve to be better writers.
I will do my best to convince you that this is not only a mandatory class, but also a fun
one. You will learn to write well, and hopefully enjoy the process. I am always available
for questions or problems of any kind, so PLEASE do not hesitate to talk to me if you
have any trouble.
Written Assignments:
Essays: You will choose topics of your interest during the course of the semester. Your
subjects will be debatable and (if possible) controversial. Your first major essay will be
the Rhetorical Analysis Essay. The other two essays are the Persuasive Essay and the
Reflective Analysis Essay. I will give you more information about each type later.
Daily Writing Assignments: You will write short (1-2 pages) assignments for most class
meetings. These will prepare you for the bigger assignments and class discussions. The
topics of the writing assignments will be indicated on the schedule. These should be
brought to class on the day they appear on the schedule. Late assignments will not be
accepted.
In-class writing: You will have in-class quizzes about the readings from Conversations
and the Student's Guide most of which will be prepared by a designated group among
your classmates. Also, you will do peer reviews and other classroom activities that will
help you while drafting and revising your essays. There will also be a Final Exam at the
end of the semester.
Journal: You will keep a joumal/ diary throughout the semester and I will collect these
journals periodically. This is an informal writing assignment which requires you to write
entries three times a week. You need to buy a small notebook or any kind of writing tool
that would not fall apart and would look like a dairy. The theme of the joumal is "my life
as a". You can complete this sentence in any way you want taking your life and your
roles in Ufe as reference. You need to determine the theme at the beginning of the
semester and focus on it for the rest of it. Some suggestions can be: life as an
intemational student/ a child away from his family/ an American in a mixed section/ a
foreigner in America/ a student-worker/ a teenager/ a Muslim (or Jewish or Catholic or
atheist...) student, etc.
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Listserv: As informal writing exercises, you can also post your responses to the
assignments on our listserv: wildchat(aUistserve.arizona.edu. You can ask any question
or voice a concem on the listserv regarding the assigrunents or Glasswork so that we can
try to solve the problems together as a whole class. For this, you must have an e-mail
account; I will add you to the listserv as soon as I get your email address. If you are not
into e-mail very much and you do not check your e-mail pretty often, you may consider
other options to deal with this aspect of our class. I use the e-mail very frequently to
remind you of assignments or to armoimce a change in the schedule or homework.
Therefore, I expect you to check your mail at least once a day.
Format: All the essays (iSrst and final drafts), group discussion questions, and quizzes
that you prepare have to be typed, double-spaced, and titled. Computers crash, printers
run out of toner, your roommate spills coffee on your assignments... These things happen;
however, NONE of these can be an excuse for not bringing an assignment on time or not
at all. So always make a copy of your work on a disc, have backup, and do not
procrastinate!! Do your work IN time (not at the last minute) so that you do not get points
taken off for sloppy work or late assigrmients. See the Student's Guide for Computer
Centers on campus. I will not accept late joumals and late first drafts. See "Late
Assignments" section for my policy on late final drafts.'
Course Policies:
Attendance: Even in college you have to attend classes regularly. For one thing, if you
do not come to class, you will miss the lectures, activities, and discussions that would
help you understand what you are supposed to do for a certain unit, and therefore, get a
better grade. Also, it is not fair for you to sleep more or have more fun while the rest of
the class shows up for the day. However, we are all human beings and we get sick or we
may have some family emergencies or other unexpected situations, so there is some
tolerance about this possibility.
Here is the attendance policy of the English Department: You may be dropped
from class if you miss more than two scheduled class hours and/or conferences. If
you exceed this number, please contact your instructor as soon as possible to discuss the
reasons for your absences. Be prepared to document your absences in the case that you
exceed the allowed number of absences.
Tardiness: There is not anything that I dislike more than students who are constantly
late. It is rude and disrespectful when you come 10-15 (or more) minutes late for class
when the rest of your classmates are all on time. This behavior is too annoying to be
tolerated; therefore, I will count your tardiness as absence under these circumstances:
• if you miss the major portion of class (more than 20-25 minutes)
• if you are constantly late and the total number of minutes that you are late adds up
to half of our class time (yes, I will note the minutes when you are late and I am
very serious!!)
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Our class starts at 9:30 (not 9:40 or 9:45 and definitely not at 10:00!), so if you have a
problem waking up early and coming to class on time, please go to a later section so you
do not get dropped from class. Also, if you have to miss a class, please contact me before
the missed class as courtesy. Notice, however, that contacting me does not excuse your
absences; it shows me that you have a good reason for missing class and that you are
responsible enough to let me know.
Late Assignments: If you have to miss a class for which you need to bring an
assignment (an essay, or your journal), there is only ONE thing you can do: Drop .your
assignment/or ask someone else to do it for you if you are to sick to get out of bed) at the
Enslish Department Office Modem Lansuases #445. Sign your name, my name, and the
time you hand the assignment in. They will put it in my mailbox This needs to be done by
class time unless you have contacted me at least ONE day before your absence. If 1 do
not receive the assignments on the day they are due, you will be penaUzed. I do not
accept late journals and late first drafts. If I do not read a required first draft of an essay, I
will take 50% off your final grade for that essay. If the final essay is late, you will be
taken off 1 FULL LETTER grade for each day it is late (Monday through Sunday!). Also,
if you are late for class on the day an assignment is due (more than 10-15 minutes), your
essay will get the grade reduction discussed above.
Academic Integrity/ Plagiarism: Plagiarism is stealing someone else's ideas and
stealing is unforgivable. All your work must be original. You can get ideas from other
sources, but all the sentences in your essay should belong to you. Even when
paraphrasing and quoting, you should cite your sources. It is really important to give
credit to the writers whose ideas you use. Read careftilly the synopsis of the code and the
discussions of plagiarism and the relationships between writing and research in the
Student's Guide. Plagiarized work will be given a 0 and may be taken to the disciplinary
committee as it is an unacceptable academic crime. Plagiarism includes copying the work
of a professional writer (without citing the source), handing in another student's paper as
if it is your own product, or handing in an essay or another writing assignment that you
did for another class as if it is newly written for our class (no recycling here!).
Grading: To complete this class successfially, you must attend class, participate in
discussions and other class activities, complete assignments on time, and do the readings
for class. To receive a passing grade, all assigrmients must be on-time, in proper format,
and with supporting materials (drafts, copies of sources, etc.). Your essays will be
evaluated considering organization, content, development of
ideas, expression, mechanics and maturity of thought.
Here is the list of assignments and their percentages:
Assignment
Percentages Allotted
Rhetorical Analysis Essay
First draft
Required
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Final draft
Persuasive Essay
First draft
Final draft
Reflective Analysis Essay
Presentation (first draft)
Final draft
Group discussion leading and quizzes
Daily writing assignments
Journal
Final Exam
Final exam group presentations
Final exam essay
Total percentages

25%

Required
20%
5%
10%
10%
10%
5%
S%
10%
100%

Questions regarding grades: If you have questions about your grades, I can discuss
these with you, but you have to do the following before you come and talk to me:
• You must wait at least ONE class period for such a discussion.
• You must have read ALL my comments thoroughly (on both drafts)
• You must be ready to ask me intelligent questions regarding your paper and the grade
for that paper. For example, "Why did I get a D?" is NOT an intelligent question, because
my only response could be, "Because of all the comments I made on your paper and on
the grading rubric!"
Classroom Interaction: It is important that you come to sessions on time. If you are late,
we will be in the middle of an activity and you will disrupt us. Or you will miss a quiz for
which you cannot take a make-up unless you have a documented health or family
emergency, so be on time. Be open with me. If there is anything that worries you about
what I do in class, things that I say or do, please come and talk to me. Besides, if you
have any kind of problem you have difficulty coping with, come and talk to me and we
will try to solve it together.
The Writing Center: This is a place you have to go if you need to consult someone
other than me. You can have one-on-one conferences with the selected and trained
consultants at the Writing Center at any stage of your writing: brainstorming, organizing
notes for the first draft, revision, etc.
Conferences: 1 will schedule individual or group conferences twice during the semester.
We will not have class during those weeks, but you will have an appointment with me
and you have to be present for your scheduled conference. When coming to conferences
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be prepared to talk about how you want to revise your essays, what changes you want to
make in your writing, and any difficulties you are experiencing. If you miss your
conference, it will be considered an absence.
DAILY SCHEDULE FOR FIRST UNIT (Subject to change)
C: Conversations SG: Student Guide rALWAYS BRING YOUR BOOKS TO CLASS I!)
WA: Writing Assignment (due in class for the day it is assigned; must be typed)
Weekl
Th, January 13
writing.
Weekl
T, January 18

Introductions, course overview, discussion of syllabus. In-class

Introduction to Rhetorical Analysis.
Summary vs. analysis.
Sign-up for discussion leading sessions and quiz preparations.
Read: SG, Chapter 14 (pp. 233-247); SG, pp. 268-272 Sample

Essay #1,
"Burying American Archeology", by Deva Abela.
WA 1: Abela does an analysis of a text in her essay. How does she approach her
analysis? What aspects
of the analyzed text does she look at? What terminology does she use while referring to
the text? Any
unfamiliar vocabulary? What is she trying to do in her essay (Prove a point? Make fun of
the
archeological society? Summarize the article?)
Rhetorical Analysis: Rhetorical triangle, purpose, and audience. Choosing a topic for the
essay. Quiz 1 and class discussion on readings (demonstration for groups) Read: SG,
Chapter 15 (pp. 249-256); C, "Animal Rights, Vegetarianism, and Saving the Planet", by
A. Dom (pp.972-974). WA 2: Fill in the blanks in the sentences on p. 244 of the SG and
write responses to 2 of the "beliefs" of Ryder (SG, pp. 244-246); explain what you would
tell her about her ideas and why.
Th, January 20
(Animal Rights)

Rhetorical Analysis: Rhetorical triangle, purpose, and audience
Choosing a topic for the essay.
Quiz 1 and class discussion on readings (demonstration for groups)
Read SG, Chapter 15 (pp. 249-256); C, "Animal Rights,
Vegatarianism, and saving the planet," by A. Dom (pp. 972-974)
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Weeks
T, January 25
(Death Penalty)

Th, January 27
(Gandhi)

Rhetorical Analysis: Appeals (pathos, logos, ethos)
Read: C, "Death and Justice", by E. Koch (pp. 904-909); SG, pp.
257-261 Writing Strategies and Appeals.
Quiz 2 (Group 1 will prepare the discussion questions and the quiz)
Rhetorical Analysis: Writing Strategies and Logical Fallacies.
Read: C, "Letter to Lord Irwin", by M. Gandhi (pp. 694-699); SG,
pp.261-265 Logical Fallacies.
Quiz 3 (Group 2 will prepare the discussion questions and the

quiz)
WA 3: Brainstorm topics of interest that you may want to deal with the whole semester.
Write 5-6 topics and explain shortly why you choose these. Do some library research to
locate appropriate sources.
(Group 2 can bring their WA 3's on Feb.l)
Week 4
T, February 1
Comparing different views and opposing sides.
(Gay Marriages)
Read: C, "Is Marriage the Answer?", by B. Findlen (pp.588-589);
(Interracial Adoption) "Are You My Mother?", by K. G. Bates (pp. 562-567).
Quiz 4 (Group 3 will prepare the discussion questions and the quiz)
Th, February 3
(Legalization of
Drugs)

Comparing two texts.
Be prepared to report your topic in class.
Read: SG, pp.286-296 Sample Essay #3, "Aryan Nation Appeals,"
by David H. Everson; C, "Should Drugs be Legalized," by W.
Bennett (pp. 926-931);
"Prohibition and Drugs", by M. Friedman (pp. 931-934).
** BRING YOUR JOURNALS **

WA 4: Taking Everson's rhetorical analysis as a guide, compare and contrast the articles
by Bennett and Friedman. Discuss their target audience, purpose, specific writing
strategies, ways of appealing to the readers, and logical fallacies (if there are any). This
will be your first attempt of rhetorical analysis, so be careful to get the best out of this
exercise.
WA 5 (to be completed by Monday): Post on the listserv problems or questions you have
about the essay. If you come across a question you can answer, help your friends.
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Week 5
T, February 8
difSculties)

Writing the Rhetorical Analysis Essay (thesis, organization,
Bring copies of the 2 articles you want to write your essay on.
Tricky grammar points Cyou can bring grammar questions to class).

WA 6: Write 1-2 page summaries of the articles you picked for your essay. Present the
main idea, pointof-view of the writer(s), intended audience, and most common strategies.
Th, February 10

Week 6
T, February 15
Th, February 17

FIRST DRAFT OF RHETORICAL ANALYSIS ESSAYS DUE
Bring 4 copies of your first drafts for peer review.
Sign-up for conferences. Punctuation practice.
MANDATORY CONFERENCES in my office (CCIT 236 M)
No regular class meeting.
MANDATORY CONFERENCES in my office (CCIT 236 M)
No regular class meeting.

Before the conference read SG, Chapter 5, "Interpreting Written Comments and Grades."
Week?
T, February 22

FINAL DRAFT OF RHETORICAL ANALYSIS ESSAYS DUE
Introduction to the Persuasive Essay.
END OF FIRST UNIT
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APPENDIX P

Persuasive essay assignment from
comparison NNS (English 101/107, spring 2000) course

English 101/ 107
The Persuasive Essay
And your final essay!! At last, you will have a chance to talk about your opinions
and judgments as much as you want. So far, you have only talked about what various
writers say for and against the controversial issue you picked. In the Persuasive Essay,
you will "take a stand" on the issue you have chosen and enter into "conversation" about
it making your contribution to what has been said or written about it.
In this essay, you will create a convincing, reasonable, and well-researched
argument for a specific audience who is concerned about your issue; in order for you to
do it effectively, it will be necessary for you to do a certain amount of preparation. Here
are the steps:
1. You need to take a clear and discernible stance on the issue, as it will be
impossible for you to "argue your point" if your argument is vague and ambiguous. If
you worked in pairs for the Rhetorical Analysis Essay, one of the partners wall take one
side (for or pro) and the other will take the other side (against or con) and will argue for
that side.
2. You need to collect data which supports the stance you are taking. In order to
do that, you need to review the research which you did for your Rhetorical Analysis
Essay as well as do more research. The aim of further research is to establish the history
and background of the issue, the various groups who are involved in the issue (both the
ones who present their own arguments on the issue and those who are affected by the
issue), and the various points of view which are held on this issue.
3. After identifying your thesis and thoroughly researching the issue, you need to
identify the audience to whom you wish to address your argument. Deciding your
audience will help you to focus your essay and decide what information and evidence
will be relevant to your essay. You will address this essay to a specific and REAL
audience: one of the writers of the sources you analyzed on the OPPOSITE side,
someone who can make a change by your suggestions of this issue, or an editor who can
publish your work in a magazine or journal the readers of which might be interested in
your issue. You will give me your final drafts in an envelope with the address on it and I
will mail your essay to the person you are writing to.
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All of the points above need to be done prior to starting to write your essay,
because without these you do not have the essential tools for writing a Persuasive Essay.
Once you are prepared to write, be sure to assess the weaknesses and strengths of
your ovm position; consider all the various opinions held on this issue and the particular
audience whom you hope to convince. An effective Persuasive Essay will exhibit a
complex understanding of all the various viewpoints which can be held on your issue; a
one-sided argument which refuses to acknowledge the validity of other points of view
will convince nobody.
The three approaches:
There are three approaches to the Persuasive Essay: The Proposal, the Position
paper, and the Refutation (see your Student's Guide (pp. 309-311) for a detailed
description). The Proposal will probably take the form of a letter to a specific person or
organization which has the ability to put the solution which you have suggested into
action. The Position Paper will probably take the form of an article or a letter to the
editor (written with a specific publication in mind). The Refutation will take the form of
an article or letter addressed to the publication in which an argument opposing your point
appears (e.g. if you are pro-life, you can address someone who has written and article
supporting pro-choice). Always bear in mind that each of these approaches requires you
to designate a specific and real audience and to shape your essay to suit the particular
interests of that audience.

Requirements:
•

You must use at least 3 recent sources (1996 or later); one of them should be a nonUbrary resource (survey, interview, etc.). Your sources MUST be magazine,
newspaper, or joumal articles that are a minimum of 5-6 pages each.

•

Regardless of whether you write this essay in the form of a letter or an article, you
must document your sources using the MLA format.

•

You will, again, submit photocopies of the sources which you have chosen to
paraphrase or quote (with the passages you have used highlighted), transcripts of
interviews which you have used, and copies of any surveys which you have
distributed.

•

Length: 5-6, typed, double-spaced pages (not including Works Cited page)

• Rough draft due: Tuesday, March 23)^'^
Final draft due: Thursday, April 4th
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Final folder: * two copies of your final draft
* your first draft
* peer revision sheets
* copies of your sources with the parts you used highlighted
* a manila envelope with appropriate postage (you need to weigh it)
* a copy of your final draft in the envelope
* the address of the person you are writing to on the envelope

APPENDIX Q
Significant between gi'oup t-test results for pre-activity survey item
Levene's Test for
Equalltv oi Variances

Sip.

F
3 pre

Equal variances
assumed

2.649

.117

Equal variances
not assumed
5 pre

Equal variances
assumed

,547

.468

Equal variances
not assumed
6 pre

Equal variances
assumed

2.296

.145

Equal variances
not assumed
6 pre

Equal variances
assumed

.095

.761

not assumed
12 pre

Equal variances
assumed

.311

.584

Equal variances
not assumed
13 pre

Equal variances
assumed

.425

.522

Equal variances
not assumed
14 pre

Equal variances
assumed
Equal variances
not assumed

1.078

.312

t-test for Eaualltv of Niteans

1

df

SIg. (2-talled)

Mean
Difference

Std. Error
Difference

95% Confidence
Interval of the
Difference
Lower

Upper

2.248

24

.034

.9231

.4107

7.552E-02

1.7706

2.248

21.897

.035

.9231

.4107

7.119E-02

1.7750

-2.207

20

.039

-.6167

.2794

-1.1995

-3.38E-02

-2.219

19.635

.038

-.6167

.2779

-1.1971

-3.62E-02

-2.618

20

.016

-.5833

.2228

-1.0481

-.1185

-2.612

19.116

.017

-.5833

.2233

-1.0506

-.1161

-2.535

18

.021

-.8687

.3427

-1.5887

-.1487

-2.489

15.723

.024

-.8687

.3490

-1.6096

-.1278

-2.598

20

.017

-.8182

.3149

-1.4751

-.1613

-2.596

19.651

.017

-.8182

.3149

-1.4758

-.1605

-2.277

21

.033

-.8712

.3826

-1.6669

-7.55E-02

-2.250

18.720

.037

-.8712

.3872

-1.6824

-6.00E-02

-2.603

19

.017

-.9455

.3632

-1.7056

-.1853

-2.640

18.371

.016

-.9455

.3581

-1.6967

-.1942
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APPENDIX R
Independent samples t-test results for selected post-activity survey questions

Levene's Test for
t-test for Equality of Means

Equality of Variances

95% Confidence
Interval of the

F
#7 post

Equal variances
assumed

.135

Sig.
.716

Equal variances
not assumed
#11 post

Equal variances
assumed

.019

.891

Equal variances
not assumed
#13 post

Equal variances
assumed

.824

.371

Equal variances
not assumed
#14 post

Equal variances
assumed
Equal variances
not assumed

2.747

.108

t

df

Mean

Std. Error

Sig. (2-tailed)

Difference

Difference

Difference
Lower

Upper

-2.126

30

.042

-.6250

.2940

-1.2255

-2.45E-02

-2.126

29.892

.042

-.6250

.2940

-1.2256

-2.44E-02

-2.399

30

.023

-.8392

.3499

-1.5537

-.1247

-2.377

27.972

.025

-.8392

.3531

-1.5625

-.1159

-3.942

30

.000

-1.0625

.2695

-1.6130

-.5120

-3,942

28.078

.000

-1.0625

,2695

-1.6146

-.5104

-2.307

30

,028

-.7500

.3252

-1.4141

-8.59E-02

-2.307

24.142

.030

-.7500

.3252

-1.4209

-7.91E-02

OJ

o

ON

APPENDIX S
Correlation of learner variables and learning outcomes

posi

Pearson Correlation

visual

Pearson Correlation
SiQ. (Mailed)

global
.,084

analytic
.,299

Gender
.095

.206

.272

.764

.624

,664

.115

.598

33

30

29

29

29

29

29

29

33

-.131

1.000

•.100

.178

,298

,310

.360

.319

061

.102

,051

,086

,750

.732

29

30

30

30

30

.,096

,317

.243

• 109

247

.400

.065

33

•W
.007

.093

.,052

•031

091
,640

29

Pearson Correlation

.242

•100

1.000

.304

.338

.048

Sig. (Mailed)

.206

.604

.109

,073

604

,621

.094

,204

,572

.197

,789

.871

2Q

29

29

29

29

29

29

29

29

29

29

29

29

29

1.000

.670*'

.121

,060

,239

.016

070

• 063

•,068

020

.000

.532

.756

.212

925

,686

.,174
,365

.746

.726

,918

29
1.000

29

29

29

29

29

29

,308
.104

.177
,359

.021
,913

,040
638

20
.,053

29

270
.158

29
337
,074

,784

,033
,865

•041
,832

29
1 000

29
,347

29
•077

29
..109

29
•111

29
.,062

29
.039

•341

.272

.357

.109

29

29

29

intuitive

.058
.764

.298
.116

.338
,073

N
Pearson Correlation

20
<095

29

29

Sig. (Mailed)
N
Pearson Correlation
Sig (Mailed)
N
Pearson Correlation
Sig. (Mailed)

/

.690*'

29
.678^
',000

'

.048

29
.121

29
270

,532
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' .001

HHH

29
;

. ,642"

,626
30

29

.624

.oot

.604

.065

\ooo

.690

,575

565

. 29

29

29

29

29

29

29

29

29

29

.748
29

.641

29

29

071
29

..084

MBM

•.090

.060

.308

,347

1000

.176

.322

.153

.104

,035

,215

• 026

.621
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.104

,065

.361

,089

,429

.591

858

,263

,895

29

29

29

29

29

29

29

29

29

29

29

29

.239

.337

.176

1.000

•046

.105

,018

.049

..093

• 229
,233

.664
29

HH

• 299

.310

.317

.115

; .W2-'
.000

.102

.094

212

.074

,804

,312

.926

,602

,633

29

29

29

29

29

20

29

29

29

29

29

29

29

Pearson Correlation

.095

.360

-.243

.018

.177

.,077

,322

.,046

1,000

,086

,136

,190

Sig. (Mailed)

.598

051

.204

.925

.359

,451
33

.2B8

33
1,000

,069

.,047

• 037

.222

,624

N

N
Pearson Correlation
Sig. (Mailed)

.690

,069

.804

.632

29

,550"

,176

•001

,320

30

29

29

29

29

29

29

33

.319

•.109

.079

.,021

.,109

.153

.195

,086

.003
. 3 3

.066

.572

.686

.913

,575

.429

,312

,632

29

29

29

29

29

29

33

33

33

,797
33

.836

30

33

.214
33

Pearson Correlation

.025

.061

.247

-.174

.040

,104

,018

.136

.089

1000

,260

.,040

210

Sig. (2-(ailed)

.892

.750

.197

,365

,838

-.111
,565

,591

.926

,451

,624

.114

.826

241

33

30

20

29

29

29

29

20

33

33

33

33

33

33

Hii

.065

• 052

• 063

• 053

•062

,035

.049

.190

• 047

,260

1.000

• 056

258

.732

.789

.746

.784

,748

858

802

288

,797

,114

,758

,148

HHn
.150

30

29

29

29

29

29

29

33

33

33

33

33

33

.,031

.068

,033

• 039

215

• 093

, .550*

.037

• 040

• 056

1000

• 070

,007

N
Pearson Correlation
Slg. (2-taiIed)
N
Pearson Correlation
Slg. (2-talled)

33

,361

.•.406"

N

.478'1

405

33

'.,33.

33

.871

.726

.665

,841

263

.633

.001

636

,826

,758

30

29

29

29

29

29

29

33

33

33

33

33

33

Pearson Correlation

.083

• 093

,091

.020

• 041

.341

.026

• 229

.176

,222

210

256

.070

1,000

Sig. (2-tallfd)

.645

.620

.640

.916

,832

,071

,605

233

.326

214

,241

.148

,697

33

30

29

29

29

29

29

29

33

33

33

33

33

N
Total

33

.116

Sig. (Mailed)

Grade

.892

Career

29

N
Pearson Correlation
Slg (2-laile<t)

Career

33'

Religious
.025

.357

.304

Religious

- MW
,.•.•'••,-.063

29

.178

class

.506" HMM

dass

.604

.211

Gender

.645

33

sequential
..095

Pearson Correlation

analytic

,405

intuitive
.058

hands-on

globaJ

HH

hands-on
.211

30

N

sequential

Total
,083

auditory
.242

30

N
auditory

Grade
.150

visual
..131
.490

Sio (2-tajled)
N

—

post
1.000

N

33

.

r . :**. CwrelaUonb jtfgntflcant a the 0.01 Iqvet (availed).

697

33

.

o

APPENDIX T
Correlation of holistic and primary trait scores
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NOTES

' Only two of the three comparison section scores are included here since one (ESL) section did not turn in
their TCE surveys.
~ Source material for this review of experiential education comes primarily from Experience and Education
(Dewey, 1938) and "The Theoretical Roots of Service-Learning in John Dewey" (Giles & Eyler, 1994).
"" Humanistic psychologists George Kelly, Abraham Maslow, Erik Erikson, Carl Rodgers and educational
philosopher Lev Vygotsky are also commonly credited with enriching experiential learning theories (Kolb,
1984; Kohonen, 1989).
•* The first, to my knowledge, was California State University at Monterey Bay.
^ For example, the Writing Program Administration (WPA) summer conference in 1998 was entitled,
"Service-learning in the writing program."
^ The 1999 and 2000 Modem Language Association's Job Information Lists contained about a dozen
listings each, equivalent to approximately 1% of the total, for jobs specifically requesting expertise in
service-learning (Laurence & Welles, 2000).
^ The Michigan Journal of Community Service Learning and the National Society of Experiential
Education Bulletin contain articles focusing on service-learning in composition in almost every issue. In
spring 1999, Reflections on Community-Based Writing Instruction (http://www.ncte.org/service/
reflections.html) was launched as quarterly newsletter devoted to community-based writing. The
overwhelming success of the newsletter led the editor Barbara Roswell to upgrade the newsletter to a
regular, peer-reviewed quarterly joumal in the following year.
^ The chapter is reprinted from an earlier article that appeared in College Composition and Communication.
Herzberg's course has also been the subject of at least one subsequent study by Tom Deans (1999) that
appeared in the influential Michigan Joumal of Community Service Learning.
' I recently discovered an exception to this: an article by Rose Maria Beebe and Elena M. De Costa entitied
"Teaching beyond the classroom: The Santa Clara University Eastside Project—community service and the
Spanish classroom" that was published in///ipa/i/a in 1993.
For examples of con^jlexity theory and the related branch of chaos theory applied to language studies,
see Wildner-Bassett, 2000; Rogan, 1999; vanLier, 1998; Larsen-Freeman, 1997; Connor-Linton, 1995;
Bowers, 1990; for other applications of complexity & chaos theories, see Gleick, 1987; Galloway, 1995;
Waldrop, 1992.
' ^An earlier version of this pilot study report, entitled "Pilot study of the Impact of Service-Learning in
College Composition on Native and Non-Native Speakers of English," was published in the Academic
Exchange Quarterly (Winter, 1999)
Haussamen (1997) notes that designating hands-on service-learning as an option rather than requirement
in a course is often a good approach for testing its fit within a particular course and student population (p.
194).
Caucus is a web-based conferencing system developed by Caucus Systems for the University of Arizona.
Introduced in 1997, the software provided students and teachers with an asynchronous electronic
conferencing system that integrates email, graphics, and "live" HTML links to the Internet. Caucus has
since been replaced by another electronic conferencing system, called Polis, at the University of Arizona.
'''The course syllabus and assignments are included in the appendices.
This assignment constitutes the text-in-context essay assignment typically done midway through the
semester in English 102 and 108.
Not their real names. The names of all participants in the study have been changed in respect for their
right to privacy.
All writing samples appear as they were written in order to preserve the authenticity of the data.
I qualify John's argument as a claim for several reasons which I would have liked to follow up on in an
interview with hfm, a process called "member-checking" by qualitative researchers (Merriam, 1988;
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Seidman, 1991). But this avenue of inquiry is not recommended for teacher-researchers since they hold an
inherently unequal position of power over their student/interviewees in the form of a grade book (Seidman,
1991).
He also wrote in his self-reflection that he had only stayed "a couple of hours," not the required six.
This was deemed a more reliable way to gauge students' true feelings given my teacher-researcher
relationship with them (Seidman, 1991).
Also see Chapter 4 for more discussion of the benefits and limitations of case study research.
" One student in C2 and C4 declined to participate in the study, hence the difference in the number of
enrolled students and study participants.
^ Because of a low participation rate in the comparison section of English 107, an additional, group of ESL
participants was added firom a combined English 101/107 class, bringing the total number of comparison
ESL participant to 19
"•*See Gail Shuck's (2001) dissertation, "Imagining the native speaker: The poetics of complaint in
university student discourse," for a more detailed discussion of combined sections of English 101/107 at
the University of Arizona.
^ Unfortunately, one of the most helpful, well-developed, and widely-used surveys on service-learning,
that developed by Janet Eyler and Dwight E. Giles and published in the book. Where's the Learning in
Service-Learning? (Jossey-Bass, 1999), was not available at the time the present study was originally
proposed. The researcher only became aware of the many useful research tips contained within Eyler and
Giles' book after initiating the present study.
Available online at http://wwvv.ulc.arizona.edu/learDing styles assessment.html- Because this site's use
of frames, users may need to first go to the ULC's homepage at http://www.ulc. arizona.edu and then
follow the link "self assessment" to the stirvey's "learning styles assessment" link.
The grammar checker on Microsoft® Word 2000 was customized to identify only these types of errors.
But grammar checkers being what they are, manual confirmation was still necessary to avoid, for example,
an in-text citation being counted as a fragment.
•®A corpus linguistics software package available from Mike Scott and Oxford University Press,
See White & Polin (1986), though, for another possible outcome of holistically scored ESL texts.
An equal number of men and women from each class were invited to group interviews. In addition to
gender, nationality and current course grade were considered in order to gain a representative sample of
views. Since participation was voluntary, 15 of the 22 students invited to interviews came. These included
3 males and 3 females from English 101 and 4 males and 5 females from English 107, representing 43% of
the total number of participants enrolled in service-learning sections.
The mean response to the survey question #3 (Prior to this class, how much experience have you had
volunteering or with service-learning?) was 3.18 ("Some") for native English speakers and 2.06 ("Litde")
for ESL students, a difference of 1.12. The probability of this difference occurring by chance is .004, as
determined by two-tailed, independent means t-test.
Prior to this excerpt, the student wrote at length about the firustration and confusion she felt researching
and writing about the homeless because what she saw and leamed at the homeless shelter where she
volunteered did not match what she read about the causes of homelessness from textbooks.
Ranked I for religious affiliation, 2 for no stated religious affiliation.
Grouped l=Arts & Humanities; 2= Business; 3= Engineering; 4= Health Sciences; 5= Social Sciences.
Several respondents noted that they didn't know their GPA since it was their first semester at the
university. Indeed, 75% of the participants were freshman and thus could only guess what their GPA at the
university might be.
^®A 1-point difference in raters' scores was allowed for in determining inter-rater reliability. See Chapter 6
for a more complete discussion of inter-rater reliability.
This figure is based on the number of errors per sentence. To adjust for variance in sentence length, the
number of errors per word was also calculated, which resulted in a between group difference of p <.04.
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Only two of the three comparison section scores are included here since one (ESL) section did not tum in
their TCE surveys.
To confirm that a 3-factor extraction was most appropriate, analyses were also conducted with 4 and 2
components extracted. These were rejected as too few features loaded on each factor in the 4-coxnponent
extraction, and the correlation between factors in the 2 and 3 component extractions suggested that factor 3
was significantly distinct from factors 1 and 2 to justify retaining 3 distinct factors. See Biber (1988, pp.
79-99) for a more complete discussion of determining how many factors to extract.
^"Personal Communication. Comments made at the 2000 Conference on College Composition and
Communication Service-Learning and Community Literacy Special Interest Group session. Minneapolis,
MN: April 13, 2000.
•" Personal Communication. Email entitled "let's call this a hypothetical question" sent to the national
service-learning listserv December 16, 2000. [Available on-line] http://csf.colorado.edu/forums/serviceleaming/.
•*" Personal Commimication. Email entitled "RE: let's call this a hypothetical question" sent to the national
service-learning listserv January 4, 2001. [Available on-line] http://csf.colorado.edu/forums/serviceleaming/
Two examples of such courses are Arizona International College's "(AIEX 280A) Service Learning:
Theory and Practice" and Caliform'a State University at Monterey Bay's "(SL 200) Introduction to Service
in Multicultural Communities."
James Paul Gee (1998) argues that "we are better at what we acquire, but we know more about what we
leam" (p. 54), drawing on BCrashen and Terrell's (1983) distinction of acquisition referring to naturahstic,
subconscious, gathering of ideas and knowledge versus learning, which refers to the more formal study of a
subject that occurs when one consciously focuses on a subject, often in a school setting, in order to
understand its functions and components. Since the rationale for introducing students to the academic
discourse community in first-year composition is to facilitate their success at and eventual graduation from
the university, proficiency in one or more academic discourses would seem to be more important than
knowledge of the functions and components of that discourse. It could thus be argued that providing
students with authentic and personally meaningful opportunities to practice multiple discourses, academic
and otherwise, is a better way to achieve retention and academic success.
The instructor promoted two main service sites—Ft. Lowell and Lawrence Elementary Schools—by way
of inviting representatives to speak to the class about current needs and projects at each site. The original
idea was to have students work in groups on a variety of projects at each site. Following Goldblatt's (1994)
account of the "Van Rides in the Dark" that his students undertook as they traveled to and from their
service site at a prison on the outskirts of town, the instructor in the present study obtained the necessary
university release to drive groups of students to the sites, and expressed a willingness to do so to the
students. But it was difficult to schedule these group trips given the competing demands of the students'
and schools' schedules, and so smdents tended to carpool in small groups or go alone at times that worked
best with their schedules and those of the schools.
Available on-line: http://www.christmasinapril.org/
Available on-line: http://www.niakeadifference.org
Available on-line: http://www.altemativebreaks.com/
Available on-line: http://www.habitat.org/
See for example. Loupe, 2000; Hyman, 1999; Dimdjerski & Gray, 1998; Ellis et al, 1998; Goldsmith,
1995; Barber 1994.
The present study followed a similar course of action, beginning with an optional service-learning
assignment in the pilot study before advancing to a required service-learning assignment in the present
study. And while the results from both studies suggest longer projects allow for greater learning than
shorter ones, ensuring that any service-learning experience regardless of length or complexity is a positive
one certainly takes precedence over other concerns.
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Scores for effective use of grammar were based upon computer-mediated error-sentence ratios and so are
not included in the inter-rater reliability data.
Connor and Lauer (1985) report separate inter-rater reliability scores of .90,. 73, and .72 for the rational
(logos), credibility (ethos), and affective (pathos) portions of the scoring rubric, which translates to an
average inter-rater reliability rate of .78. Allowing for a one-point difference in scores between raters, the
present study's inter-rater reliability scores were .94 for logical appeal, .94 for ethical appeal, and .93 for
emotional appeals, or a mean interrater reliability rate of .93667 for all three appeals, which rounds off to
the reported score of .94.
Biber also graciously offered to help me work through some of my initial findings, but scheduling
difficulties prevented this firom ever occurring.
Thanks to Enchao Shi for his input on the categories of argumentative writirLg used in this assignment
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