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ABSTRACT

An increasing number of teachers are incorporating service learning (SL) to
search for alternative methods in teaching and improving the quality of students’
learning. Although SL has an important impact on learning and teaching writing,
research about the incorporation of SL with writing is scarce. This study attempts
to investigate the impact of SL on Taiwanese students’ English academic writing
in terms of the transfer of experience. A qualitative study was conducted, and
multiple data were collected including teacher’s teaching logs, a survey,
reflection journals (x2) and a text-based interview. Through data triangulation,
the students’ transfer of experience is categorized into four types: disconnection,
connection, negotiation and innovation. Further analysis and teaching
implications are also discussed.
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INTRODUCTION

Service learning (SL), which is rooted in experiential learning and is
in Kinship with situated learning, is defined by Seifer (1998) as “a
structured learning experience that combines community service with
explicit learning objectives, preparation and reflection” (p. 274). The SL
method has been reported to be able to improve students’ understanding
of course content (Astin, Vogelgesang, lkeda, & Yee, 2000; Bringle &
Hatcher, 1995; Bringle & Hatcher, 1999; Eyler & Giles, 1999; Heuser,
1999; Markus, Howard, & King, 1993), to enhance learning motivation
(Bryant & Hunton, 2000; Eyler & Giles, 1999; Howard, 1998) and to
promote higher-order thinking skills (Batchelder & Root, 1994; Deans,
2000; Eyler & Giles 1999; Hesser, 1995). SL is also reported to facilitate
“deeper understanding and application of knowledge” (Eyler & Giles,
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1999, p. 59) because the information acquired through hands-on
experience is believed to be able to connect with the complex cognitive
network more easily (Eyler & Giles, 1999) than that learned in
traditional classrooms.

Regarding SL applications in writing, Bacon (1997) indicated the
positive impact of the alliance of SL with academic writing because (1) SL
students could acquire knowledge about the service community through
their SL writing projects, (2) SL writing projects could encourage
collaboration between the school and the community, (3) students seemed
to take pride in their writing work, (4) SL project could allow student
writers to bring in their observations and insights on social issues, and (5)
student writers could be motivated by the incorporation of writing and
SL. Furthermore, two salient outcomes of SL on student writers are their
capacity to see problems as systemic and ability to examine things from
diverse perspectives (Eyler, Giles, & Braxton, 1997).

Although social cognitive researchers and experientialists have
strived to investigate the nature of learning (Adams, 2007; Blaxton, 1989;
Cont & Willmott, 2003; Foertsch, 1995; Gagne & White, 1978; James,
2008; King, 1994; Kolb, Boyatzis, & Mainemelis, 2000; Kolb & Kolb,
2005; Perkins & Salomon, 1992; Reber, 1989), and SL shares the
theoretical base with cooperative learning, student-centered learning,
autonomous learning, and situated learning, SL has not yet been
thoroughly researched in TESOL. Many questions, such as, what kind of
the higher-order thinking skills SL can promote, and how SL experience
can be transferred to facilitate the “deeper understanding” that Eyler and
Giles (1999, p. 59) referred still remain unclear. Lacking in adequate
research; however, SL has been widely applied in higher education
globally. An increasing number of teachers are incorporating SL to search
alternative approaches for teaching and improving the quality of students’
learning. Service learning practices and programs have been
mushrooming worldwide, especially in Asia, such as China, Japan,
Singapore, Hong Kong, the Philippines, and Korea (Kraft, 2002). The
Ministry of Education (MOE) in Taiwan has officially encouraged SL
since 2008. According to MOE, a three-year plan carried out to promote
the implementation of SL in universities aimed to raise the SL adoption
rate to over 50% in 2008, 60% in 2009 and 70% in 2010 (MOE, 2008). As
various SL programs have been encouraged in higher education in Taiwan,
98 universities proposed 533 projects for service learning in 2011, and
more than 7,960 college students have participated in related activities
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(MOE, 2011). The fast development of service learning programs with
increasing numbers of teachers and students involved reveal that service
learning has been adopted as a part of formal learning in university
systems in Taiwan. This educational shift in Asian countries has resulted
in a pressing demand for SL studies in EFL contexts. However, as
abovementioned, research into SL is insufficient, and research about the
incorporation of SL with writing is even scarcer (Adler-Kassner, Crooks,
& Watters, 1997). Besides, most of the studies of SL in TESOL are
conducted in contexts where English is the first or the second language.
Little research has been done on SL in EFL contexts.

To fill in the gaps of exploring SL on cognitive transfer, enhancing
SL research in an EFL context, and connecting SL with L2 writing
research, this study attempts to investigate the impact of SL on
Taiwanese students’ English academic writing by focusing on students’
experience transfer for invention.

LITERATURE REVIEW
Service Learning and Transfer

To most educators, the aim of education is not merely to teach
students new knowledge but to help students develop the ability to transfer
the learned knowledge to solve new problems. Thus, how to facilitate
students’ transfer is one of the core issues demanding exploration.
Transfer between experience and academic modules does not
automatically take place as generally assumed. A number of researchers
have reported that cognitive transfer is learning context specific (Belmont,
Butterfieid, & Ferretti, 1982) and is difficult to be evoked for activation
(Carson, Carrell, Silberstein, Kroll, & Kuehn, 1990; James, 2006, 2009;
Perkins & Martin, 1986). Eisterhold (1990) agreed with these findings of
inactivity of learning transfer by suggesting that students need to
cognitively “restructure” the received information to facilitate learning
transfer (p. 97).

Of the various attempts to delineate transfer, Salomon and Perkins
(1987) proposed the theory of high/ low road transfer. Low road transfer
refers to reflexive performances which can be automatically triggered
due to mastery through practice and contextual similarity (p.151). For
example, one’s knowledge of driving a car can be transferred to drive a
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truck. In contrast to the automatic reflex involved in low road transfer,
high road transfer involves mindful cognitive abstraction and a deliberate
search for connections from one context to another. This transfer is
conscious and effortful, and it is independent from contextual similarity.
Activities of high road transfer, for example, are strategies of
problem-solving or decision-making (p.152). Reflexive low road transfer
requires a stimulus that triggers the similarities in the prior learning
contexts, but high road transfer requires cognitive abstraction and the
evocation of connections to link schemata.

James (2009) investigated ESL students’ learning transfer in writing.
He analyzed students’ writing transfer by asking students to do a
text-responsible task after they had done a few course writing tasks.
Fifteen common learning outcomes of writing were adopted as the
instrument for assessment of students’ writing transfer. In line with most
of the research findings, James found that only a few learning outcomes
were transferred from the course to the task, such as classifying (content
level), using cueing statements (organization level), avoiding sentence
fragments and avoiding subject plus pronoun repetition (language level).
He further suggested that the transfer of writing at the content and
organizational level is more task-specific than that at the language level.
Discussing this study based on the abovementioned theory of high/ low
road transfer of Salomon and Perkins (1987), what James (2009)
investigated was only students’ low road transfer because he observed
students’ writing tasks that shared similar contexts (text-responsible tasks)
and students’ writing performances that were triggered based on the level
of mastery. Writing outcomes involving higher-order thinking skills,
such as idea generation, or critical thinking were not examined in this
study. What James found from this study confirms that traditional
education in general encourages only low road rather than high road
transfer (Salomon & Perkins, 1987). Although writing pedagogies that
can trigger high road transfer is in great demand, James in his study did
not explore how to boost students’ transfer at both the levels of high and
low roads.

Transfer and Invention
Writing is an activity involving the transfer of mental representations.

While composing, student writers are required not only to retrieve
information, but also to transfer the retrieved information to integrate with
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their prior knowledge to invent ideas, to explore alternatives, to frame
arguments, to solve problems, to develop insights, to examine subjects or
to construct meaning. In other words, writing can be regarded as a
dynamic process of discovery —“transforming world views into argument”
(Nature of Rhetorical Invention of the Speech Communication
Association, from LeFevre, 1987, p.7).This process of discovery, in
rhetorical composition study, is called “heuristics” or is termed as
“invention” (Enos & Lauer, 1992; Harrington, 1948; Lauer, 2004;
LeFevre, 1987). To understand L2 students’ writing process, Spack (1984)
accommodated invention into her ESL writing classroom by adopting
Cowan and Cowan’s (1980) six invention techniques: oral group
brainstorming, list making, looping, dialogue writing, cubing and
classical invention (p. 656). Students were allowed to use their native
language during the process of invention. She noticed that students
became more proficient at invention after practice. Therefore, Spack
(1984) suggested that transfer for invention can be taught, and ability of
invention is not produced by someone’s born talent or contingent
inspiration. However, no specific transfer technique for invention was
suggested by Spack; instead, she believed that no cognitive transfer skill
should be imposed on students because every individual should develop
their own transfer strategies of invention.

Theorists of experientialism and situated learning believe that the
hands-on experience derived from social interaction can shape
knowledge and affect proxy of knowledge (Kolb & Kolb, 2005; Lave &
Wenger, 1991). Bringle and Hatcher (1999) noted that experience
becomes educative only if it has been transformed into meaningful codes
and connected with existing schemata through critical reflection.
Embracing the two concepts, Mastrangelo and Tischio (2005) pointed
out the reciprocal relationship between SL and academic modules. The
experience of service learning, on the one hand, can facilitate the
grounding of the abstract concepts of the academic modules; on the other
hand, the academic modules can add contextualization to the experience
of service learning. In a writing curriculum wedded with SL, community
services can offer students “existential situations” (Deans, 2000, p. 42)
for social interaction, and writing tasks can serve as the reflections that
enhance the development of academic discourse and facilitate cognitive
exercises to “restructure” the acquired new experience for meaning
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making (Deans, 2000). Since learning takes place when one immerses
oneself in, acquires, maintains and transfers knowledge through the
process of social interaction (Contu & Willmott, 2003), the information
learned through the situated learning in volunteer service can be more
easily connected with the complex memory network to create schematic
cues to facilitate the retrieval of information (Eyler & Giles, 1999, p.
65-66). Therefore, writing connected to SL may encourage a process of
cognitive transfer.

However, little research has explored how service learning facilitates
transfer in writing, or how service experience can be transferred for
invention.

The purpose of this study is to explore the impact of service learning
on SL writers’ cognitive transfer for topic invention.

METHOD
Setting and Participants

A qualitative study was conducted in a national university in Taiwan®
where four credit hours of community service, a total of 36 working hours,
is compulsory for all undergraduate students. Participants in the present
study (N=26) were students taking an English writing course which
incorporated service learning. It was an elective writing course available
to all undergraduate students from different disciplines. Most of the
participants were sophomore and junior students from the schools of
Social Sciences, Education, and Humanities. Those who fulfilled the
course requirements could receive credits for both College English and
community service (18 working hours). Participants could freely choose
community volunteer services within or beyond the list of non-profit
organizations provided by the school®. They could either team up to work
with peers or work individually. Besides doing community service after
school, students learned academic English writing in the class. The

1t is competitive to enter a top-tier national university in Taiwan. Students who are accepted by
such a university usually have an intermediate to high English proficiency.

2 The list compiled by the school of the organizations to which students could apply to serve as

volunteers for service learning can be found at:
http://osa2.nccu.edu.tw/~activity/service-learning/certificate.html
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curriculum was designed based on Deans’ (2000) rationale of “Writing
about the Community.” Students were required to complete three writing
tasks in the semester, i.e., narration, comparison/contrast, and
argumentation papers. Each writing project counted for 15% within the
grading distribution. The students were requested to complete the three
writing tasks according to their service-related experience, and no specific
writing topic was assigned. Of the three writing tasks, narration focused
on expressive discourse including personal reflection and lively
renderings with emotional description; whereas the comparison/contrast
and argumentation stressed critical analysis of social issues and
implications of the experience. The writing instruction mainly covered the
academic writing conventions and rhetorical strategies commonly used in
the three writing tasks/modes, such as brainstorming, topic sentence,
thesis statement, supporting points, transition, coherence, style, logic,
voice, and organization. As the semester moved on, students were
instructed more rhetorical strategies and textual analysis to cope with the
common problems they encountered in writing. To help the students
transfer their service experience to their writing ideas, | taught the
tagmemic questions (Young & Becker, 1965) in class; moreover, | adopted
the strategy of guided questioning suggested by King (1994). Through
asking thought-provoking questions, such as “What would happen if...?”
or “Why is ... important?” (King, 1994, p. 340), students are expected to
be prompted to explain, infer, justify, speculate and evaluate ideas for
invention.

Research Design and Data Collection

Multiple data were collected in this study including teacher’s
teaching logs, a survey, reflection journals (x2) and a text-based
interview.

As a teacher researcher, | tried to fairly treat the engaged and
unengaged SL participants in order to minimize possible interference. |
kept a teaching log to jot down my observations about the interactions
with the students to maintain my research sensitivity. A total of 15 diary
entries were recorded informally in an interactive and dialogic form. |
consider my status as a teacher researcher appropriate because the
impact of service learning is intricate and impalpable, which can be
affected by self-perception, the nature of the community service, the
personalities of the participants, the quality of interaction and other

33



Yichun Liu

complex social pragmatic factors. The same service may lead to different
effects on different individuals. Without close observation and
interaction with participants in the same context, researchers would
hardly be able to capture students’ negotiations of invention process nor
conduct in-depth analysis.

A survey (see Appendix 1) was designed by the teacher-researcher
and conducted in the 7" week of the semester to inquire into the possible
impact of the SL on the students’ writing in general. In the survey, the
students could choose the top four suitable answers to Questions 1 to 5
and only one answer for Questions 6 to 8.

All of the students were required to turn in two reflection journals in
the mid and end of the semester respectively. At the end of the semester,
a semi-structured and text-based interview was conducted with
individual students in the teacher-researcher’s office. The interview
questions were designed to elicit the students’ in-depth reflections upon
the problems they had encountered during the process of their experience
transfer for topic invention, their perception of the roles which they had
played in the service sites and how they reflected themselves to the
issues they explored.

Research Procedure

Most of the participant students’ had difficulties in topic invention.
Through the complaints made by students during in-class discussions
and office hours, | recognized that cognitive transfer from service
experience to writing for comparison/contrast or argumentation is not
easy. To learn more about how students conceptualized their service
experience and transferred it into ideas for writing, | scrutinized my
teaching log, survey results, students’ journals as well as interview data.
First, based on the students’ survey and my teaching logs, the types of
experience transfer were identified and categorized inductively.
Furthermore, | broke these types of transfer into more specific guiding
questions to inquire into the students’ underlying negotiation processes
of transfer. These guiding questions were adopted as the fundamental
query in students’ interviews and journals to elicit conscious and
subconscious insights about their cognitive transfer. For example, ‘While
composing for Tasks 2 and 3, how did you generate your topics, and
what were the difficulties that you encountered in the topic invention?’
(see Appendix 2). Two trained assistants helped analyze the students’
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interview data and reflection journals in terms of invention and transfer.
Triangulating these self-reporting data (interviews and reflections) with
the survey results, the two assistants sorted all the data to categorize
types of students’ invention transfer. They discussed any incongruities
with me to reach consensus; the inter-rater reliability is 92%.

Survey Results

The survey was designed to elicit students’ reflections in regard to
their inquiry, writing difficulties, SL impacts, and writing agency.
Reports provided here are only on the results related to this study. The
results of the survey showed the kinds of difficulties that students
experienced in their writing and the impact of SL during their writing
process. When asked about the difficulties that they encountered in
writing their service experience, “finding topics based on service
experience” was chosen by 17 students (65%) (see Figure 1). Eighty one
percent of the students (N=21) agreed that the SL writing course helped
them transfer their experience of daily life into knowledge through
composing. When asked Question 4, “What is the impact of SL on my
writing?,” 77% of the students reported that they were prompted to
transfer their daily life experience into writing ideas. These results
suggested that cognitive transfer was difficult to these SL student writers,
but once they had successfully transferred their experience for writing
invention, they were aware of this experience of transfer and considered
it as impact of this unique writing practice.
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Figure. SL Students’ Writing Difficulty
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FINDING AND DISCUSSION

Although some students reported that service experience facilitated
their topic finding and idea generation, many students (65%) reported
difficulties in finding a topic. In other words, over half of the SL student
writers encountered difficulties in conceptualizing their service
experience and transferring it for invention, which echoes with the
previous research finding that daily life experience can not be transferred
into knowledge spontaneously. However, on the other hand, that almost
half of the students who perceived SL as a writing resource which
enhanced their idea generation suggests that writing based on service
experience may either facilitate or constrain topic invention. The type of
service and chances for social interaction affect students’ topic invention.
Most of the volunteer jobs offered by the communities are part-time and
temporary chores, such as packing, distributing flyers, data entry, filing, or
translation. The mechanical nature and the no-brainer tasks usually make
transfer for writing and topic invention an esoteric challenge.

Through data triangulation, students’ cognitive transfer for invention
was categorized into four types: disconnection, connection, negotiation
and innovation. Students are generically marked with letters of the
alphabet for illustration and discussion.

36



INCORPORATING SERVICE LEARNING WITH EFL WRITING

Disconnection

Disconnection here refers to the cases that students failed to connect
their service experience to their prior experience for cognitive transfer in
order to invent their writing topics. Three out of 26 students fell into this
category. The following is an example for illustration.

Student A, a junior student from the Department of Journalism,
volunteered to work in the Taiwan Foundation of the Blind as a story
reader. She completed her comparison and contrast paper by contrasting
animal therapy and medical therapy. Her paper had little to do with her
service experience. In an interview, Student A told me that she had very
few chances to interact with the employees or the blind clients because
she was assigned to pick storybooks from the library to read and record
the stories at home. In her Journal 2, she admitted to difficulties in
finding an appropriate topic for her paper, *...actually the paper was
unrelated to what I did...it was hard for me to select a persuasive topic
because | couldn’t find anything to compare based on what I did in the
Foundation” (Journal 2, Student A). Without chances to interact with the
insiders of the service community, Student A had little knowledge to
write but randomly picked a topic that was not connected to her service
experience. Student A’s case reveals that transferring life experience into
conceptualized writing idea is not an automatic reflex for some students.
Moreover, social interactions and domain-related knowledge seem to
affect the depth and the flexibility of retrieval of the acquired
information, hence they affect transfer of experience.

Connection

Students falling into this category were those who could connect
their service experience to their prior experience for transfer with or
without help. Their service experience offered direct cues for inventing
topics with relatively less cognitive negotiation than the students
categorized in the negotiation group. Thirteen out of 26 students were
categorized in this group.

For example, Student B, who served in an animal shelter helping to
take care of stray dogs and to assist adoption at animal adoption fairs,
came to see me for help with the topic invention of her argumentation
essay. The following is an excerpt of our conversation from my teaching
log.

37



Yichun Liu

Student B: | have no idea what to write for my argumentation paper
based on the animal adoption fairs that I’ve been involved in.

Teacher: What have you observed at the animal adoption fairs?

Student B: Many people stopped by to take pictures with the cute
puppies, but only a few were adopted; not to mention the ugly old
dogs.

Teacher: What do you think about this?

Student B: | don’t know... I think...I think life is unfair. Some
popular breeds of dog enjoy luxurious care and attention from their
owners. But many mixed dogs with an unattractive appearance are
abandoned or suffering from not finding a good home.

Teacher: Yeah, that’s true. But, what do you think people can do to
make changes?

Student B: Hmm... | think, I think... the government should make
some policies to discourage people purchasing pure-bred dogs from
the pet shops, and encourage those who want to have pets to adopt
ones from the animal shelters instead.

Teacher: It’s a good point for your argument essay (Teaching log,
Entry 14).

Through discussion, Student B abstracted her situated observation
into a concept of “life unfairness.” This elicited conceptual attributes
facilitated her transfer through connecting her prior knowledge to
generate arguments about government policy on the control of stray
animals. In her essay, she argued that though pet shops offer various
choices of cute pets for customers, pure-bred pets, especially those
inbreeding ones, are less healthy than the mixed ones. Moreover, lives
should not be depreciated as products for making profits. She proposed
that the government should impose a high tax on the pets sold in pet
shops but provide accessible channels and tax-deductible bargains for the
people who adopt animals from shelters.
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Student C volunteered to be an English tutor in a church to help
children who were disadvantaged. Though she did not come to discuss
her topic with me during her composing process, she successfully argued
for the imperative of home schooling. What she wrote was directly
connected to what she had experienced from service. Student C reflected
in her journal about her experience and writing in the following:

Service learning experience was more like an inspiration provider.
Writing makes me to observe and be sensitive about slight things...
My student wanted to have a tutor who could design a lesson which
could follow his level of education. His complaint motivated me to
research the topic— the home schooling... My service learning
experience make my position more stable since | really can
understand my student’s needs. It made a big difference between “do
then write” and “imagine then write.” Besides, we were writing
things that we did, therefore, we were familiar with more details than
just read information from the books, so the position would be more
certain (Journal 2, Student C).

Both Student B and Student C’s service experience offered them
direct cues to invent their writing topics. Service experience, in the case
of Student B and C, served as writing sources and resources directly
facilitating the transfer for invention, which is in accordance to the case
found by the teachers at Arizona State University referred to by Deans
(2000).

Negotiation

Students in this category were those who had invented certain ideas
based on their service experience, but the original ideas were heavily
shaped by and negotiated with various concerns or contextual restraints.
Eventually, what they wrote was different from what they had invented.
Eight students were in this group.

For example, Student D, a senior student from the Department of
Japanese, worked in the National Youth Commission as a website
translator. Due to his work, he was able to access considerable
government information about traveling in Japan. Therefore, he wished
to compare/contrast traveling policies of Taiwan and Japan. He came to
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me for help because of difficulties in the research. The following is an
excerpt of the conversation based on my teaching log.

Student D: ... While translating their website from Chinese to
Japanese, | obtained a lot of government information about working
holiday visas in Taiwan. | wanted to contrast it with Japanese
government policies and promotion strategies, but it’s difficult to
find documents on working holidays from the Japanese government.

Teacher: Why are you interested in the topic of “working holidays?”

Student D: | love traveling, and | found traveling on a travel visa is
very different from traveling on a working holiday visa.

Teacher: How about contrasting the differences between the two
travel statuses rather than government policies?

Student D: Yes. Oh, thank you (Teaching log, Entry 5).

Student D, at first, was blocked by his service experience, in that he
was able to access government documents of Taiwan. In other words, his
service experience served as a negative transfer which limited his
thoughts to within a narrow spectrum. Through discussion, he negotiated
between “what he wanted to write about” and “what he could write
about” with the resources available. With the teacher’s help, finally he
succeeded in his negotiation by adjusting his topic from contrasting the
policies on working holiday visas in Taiwan and Japan to contrasting the
differences between traveling on a travel visa and traveling with a
working holiday visa. Student D’s case suggested that prior experience
sometimes can serve as a negative

Innovation

Students who fell into this category were those who deliberately
strived hard to negotiate their experience of service with contextual
constraints for topic invention. Their exercises in cognitive transfer
accidentally provoked totally new ideas that went beyond what they had
attempted to work on originally. Two students were identified in this
category.
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Student E was a junior student and volunteered as an
English-Chinese translator at the World Vision where she helped in
translating the English letters written by the children in the Third World
into Chinese for the Taiwanese sponsored families.

During the interview, Student E shared her process of inventing a
topic when writing her argumentation essay.

Student E: After reading and translating the letters, |1 wanted to
follow up on the little boy’s life in his country, Congo, and the
ongoing civil war he mentioned in his letter. | searched very hard on
the internet for news and related information, but I was very
disappointed that | couldn’t find anything in any of our media about
Congo.

Teacher: So, what did you do?

Student E: | struggled so much and tried again by every means but
still in vain. | went mad a bit, but | had no time to waste, so, |
decided to argue whether or not our media and newspapers are
internationalized enough. Should the media report only the news
which is of high interest to our country? Should the media be
profit-orientated? (Student E, Interview)

Suffering difficulties in inquiry, Student E tried many different
approaches to solve her research problem. Though she still could not
locate information about Congo through Taiwanese media as she had
attempted to do, the process of the suffering inquiry itself served to
prompt metacognitive reflection upon the issue of insufficiencies in the
presentation of international news. The difficult inquiry process was
recognized as something meaningful by Student E because her
frustration aroused her alertness to the problem she was suffering.
Student E, through this process of critical invention, successfully made
the cognitive link to ground her arguments on her service experience and
led her invention went beyond what she had planned to do.

Student A’s failure to connect her service experience to her writing
may result from her limited interactions with people in the service site
and her lack of experience in recognizing meaningful representations
generated from experience. However, Students B, C, D and E managed
to conceptualize and transfer their service experience to fulfill the
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writing requirements with or without assistance. They transferred their
experience gained from service context to new contexts for different
purposes. Writing incorporated with SL may impose students to
cognitively recognize meaningful chunks of information obtained from
daily life experience; moreover, it encourages the exercise of the
cognitive transfer of information from chunks of episodic memory to
composing for knowledge construction. Therefore, students can learn in
their everyday practices, and students are empowered to construct
knowledge through their transformation of experience (Kolb, 1984; Kolb
& Kolb, 2005). SL writing also prompts students’ high road transfer,
which involves higher order thinking activities of conceptualizing life
experience, inventing ideas through disarray of memory chunks,
developing connections for cross context transfer, and cognitively
negotiating the obtained information with contextual constraints to
construct knowledge.

IMPLICATION AND CONCLUSIONS

L2 learning instruction in general emphasizes the practice of low
road transfer (writing skills) but draws little attention to high road
transfer, which involves the process of reasoning, idea generation,
formulating arguments, and development of expertise (Bransford, Brown,
& Cocking, 2000). Incorporating service learning into writing offers
situated learning which requires the practice of high road transfer. Thus,
writing can be raised from the level of language practice to a process of
knowledge-making. Moreover, service learning and writing can be
reciprocal. The service experience broadens the spectrum of topics and
materials for student writers and enriches their perspectives on the one
hand. On the other hand, writing requires writers to cognitively link their
service experience to their existing knowledge, which helps the
reformulation of information and the reconstruction of existing
knowledge.

Transfer is crucial in education and learning theory. The use of
guestions to prompt ideas is effective in helping students to transfer
experience. Extensive practice in asking/ answering critical questions
that are topic- or context-related enhances transfer because it can evoke
an automatized bundle of skills or connections with the stored
information for new situations. Other similar activities, such as
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self-reflection, group discussions, and brainstorming can also be
beneficial for students’ exercise of cognitive transfer.

According to Student B’s case, it is confirmed that transfer depends
on abstraction of the obtained information or observation. The ability to
abstract the underlying concept from experience facilitates cognitive
transfer. Student E’s case suggests that in-depth reflection and
mindfulness of what one is engaged in can prompt transfer. Accordingly,
SL students should be encouraged to observe details and interact actively
with people in their service communities. Active participation in the
service community and identifying oneself as a member of the service
community will allow a student writer to acquire topic-related
information and develop deeper cognitive connections with their prior
knowledge, which can facilitate the transfer of experience.

Writing instruction wedded with service learning has an impact on
EFL writers’ transfer of experience in various ways. Multiple strategies
that encourage transfer should be taught to the students. However,
related research is very scarce, which leaves many aspects of transfer
and SL still opaque in TESOL, and thus it is crucial to further explore
such questions as how students with insufficient transfer skills can
improve in making effective transfer, how SL can be incorporated into
different courses to facilitate the transfer of experience, and how the
transfer of experience benefits learners’ learning of different subject
matters in different contexts.

43



Yichun Liu

REFERENCES

Adams, N. B. (2007). Toward a model for knowledge development in virtual environments:
Strategies for student ownership. International Journal of Social Sciences, 2(2), 71-77.

Adler-Kassner, L., Crooks, R. & Watters, A. (1997). Writing the community: concepts and
modes for service-learning in composition. Washington: American Association for
Higher Education and NCTE.

Astin, A. W,, Vogelgesang, L. J., Ikeda, E. K., & Yee, J. A. (2000). How service-learning
affects students. Los Angeles, CA: Higher Education Research Institute, University of
California.

Bacon, N. (1997). Community service writing: Problems, challenges, questions. In L.
Adler-Kassner, R. Crooks, & A. Watters (Eds.), Writing the community: Concepts and
models for service-learning in composition (pp. 39-56). Washington: American
Association for Higher Education and NCTE.

Batchelder, T. H., & Root, S. (1994). Effects of an undergraduate program to integrate
academic learning and service: Cognitive, prosocial cognitive, and identity outcomes.
Journal of Adolescence, 17, 341-355.

Belmont, J. M., Butterfield, E. C., & Ferretti, R. P. (1982). To secure transfer of training
instruct self-management skills. In D. K. Detterman & R. J. Stemberg (Eds.), How and
how much can intelligence be increased? (pp. 147-154). Norwood, NJ: Ablex
Publishing Corporation.

Blaxton, T. A. (1989). Investigating dissociations among memory measures: Support for
a transfer-appropriate processing framework. Journal of Experimental Psychology:
Learning, Memory, and Cognition, 15, 657-668.

Bransford, J. D., Brown, A. L., & Cocking, R. R. (2000). How people learn: Brain, mind,
experience and school. Washington, D. C.: National Academy Press.

Bringle, R. G,, & Hatcher, J. A. (1995). A service-learning curriculum for faculty.
Michigan Journal of Community Service-Learning, 2, 112-122.

Bringle, R. G, & Hatcher, J. A. (1999). Reflection in service learning: Making meaning of
experience. Educational Horizons, 77, 179-185.

Bryant, S. M., & Hunton, J. E. (2000).The use of technology in the delivery of instruction:
Implications for accounting educators and education researchers. Issues in Accounting
Education, 15(1), 129-162.

Carson, J. E., Carrell, P. L., Silberstein, S., Kroll, B., & Kuehn, P. A. (1990).
Reading-writing relationships in first and second language. TESOL Quarterly, 24,
245-266.

Contu, A., & Willmott, H. (2003). Re-embedding situatedness: The importance of power
relations in learning theory. Organization Science, 14(3), 283-296.

Cowan, G. & Cowan, E. (1980).Writing. New York: John Wiley & Sons, Inc.

Deans, T. (2000). Writing partnerships: Service-learning in composition. Urbana, IL:
National Council of Teachers of English.

44



INCORPORATING SERVICE LEARNING WITH EFL WRITING

Eisterhold, J. C. (1990). Reading-writing connections: Toward a description for second
language learners. In B. Kroll (Ed.), Second language writing: Research insights for
the classroom, (pp. 88-101). Cambridge: Cambridge University Press.

Enos, R. L., & Lauer, J. M. (1991).The meaning of Heuristic in Aristotle’s rhetoric and its
implications for contemporary rhetorical theory. In S. P. Witte, N. Nakadate, & R. D.
Cherry (Eds.), A Rhetoric of Doing: Essays on written discourse in honor of James L.
Kinneavy, (pp. 79- 87). USA: Southern Illinois University.

Eyler, J., & Giles, D. E. (1999). Where’s the learning in service-learning? San Francisco,
CA: Jossey-Bass Publishers.

Eyler, J., Giles, D. E., & Braxton, J. (1997). The impact of service-learning on college
students. Michigan Journal of Community Service-Learning, 4, 5-15.

Foertsch, J. (1995). Where cognitive psychology applies: How theories about memory and
transfer can influence composition pedagogy. Written Communication, 12, 360-383.

Gagne, R. M., & White, R. T. (1978). Memory structures and learning outcomes. Review
of Educational Research, 28(2), 187-222.

Harrington, E. W. (1948). Rhetoric and the scientific method of inquiry: A study of
invention. University of Colorado Studies, Series in Language and Literature. Boulder:
University of Colorado Press.

Hesser, G. (1995). Faculty assessment of student learning: Outcomes attributed to
service-learning and evidence of changes in faculty attitudes about experiential
education. Michigan Journal of Community Service-Learning, 2, 33-42.

Heuser, L. (1999). Service-learning as a pedagogy to promote the content, cross-cultural
and language-learning of ESL students. TESL Canada Journal/Revue TESL Du
Canada, 17(1), 54-71.

Howard, J. P. F. (1998). Academic service learning: A counternormative pedagogy. New
Directions for Teaching and Learning, 73, 21-29.

James, M. A. (2006). Transfer of learning from a university content-based EAP course.
TESOL Quarterly, 40, 783-806.

James, M. A. (2008). The influence of perceptions of task similarity/difference on learning
transfer in second language writing. Written Communication, 25, 76-103.

James, M. A. (2009). “Far” transfer of learning outcomes from an ESL writing course: Can
the gap be bridged? Journal of Second Language Writing, 18, 69-84.

King, A. (1994). Guiding knowledge construction in the classroom: Effects of teaching
children how to question and how to explain. American Educational Research Journal,
31, 338-368.

Kolb, A. Y., & Kolb, D. A. (2005). Learning styles and learning spaces: Enhancing
experiential learning in higher education. Academy of Management Learning &
Education, 4, 193-212.

Kolb, D. A. (1984). Experiential learning: Experience as the source of learning and
development. New Jersey: Prentice-Hall.

Kolb, D. A, Boyatzis, R. E., & Mainemelis, C. (2000). Experiential learning theory:
Previous research and new directions. In R. J. Sternberg & L. F. Zhang, L. F. (Eds),
Perspectives on cognitive, learning and thinking styles (pp. 227-247). NJ: Lawrence

45



Yichun Liu

Erlbaum.

Kraft, R. J. (2002). International service learning. In M. E. Kenny, L. A. K. Simon, K.
Kiley-Brabeck, & R. M. Lerner (Eds.), Learning to serve: Promoting civil society
through service learning, (pp. 297-314). USA: Kluwer Academic Publishers.

Lauer, J. M. (2004). Invention in rhetoric and composition. West Lafayette, In.: Parlor
Press LLC.

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation.
United Kingdom: Cambridge University Press.

LeFevre, K. B. (1987). Invention as a social act. USA: Conference on College
Composition and Communication.

Markus, G. B., Howard, J. P. F.,, & King. D. C. (1993). Integrating community service and
classroom instruction enhances learning: Results from an experiment. Educational
Evaluation and Policy Analysis. 15, 410-419.

Mastrangelo, L. S., & Tischio, V. (2005). Integrating writing, academic discourses, and
service learning: Project renaissance and school college literacy collaborations.
Composition Studies, 33(1), 31-53.

Ministry of Education in Taiwan (2008). Retrieved from
http://english.moe.gov.tw/content.asp?Cultem=9407 &mp=10000

Perkins, D. N., & Martin, F. (1986). Fragile knowledge and neglected strategies in novice
programmers. In E. Soloway & S. lyengar (Eds.), Empirical studies of programmers,
(pp. 213-229). Norwood, NJ: Ablex.

Perkins, D. N., & Salomon, G. (1992). Transfer of learning. International Encyclopedia of
Education (2" ed.). Oxford: Pergamon Press.

Reber, A. (1989). Implicit learning and tacit knowledge. Journal of Experimental
Psychology, 118, 219-235.

Salomon, G,, & Perkins, D. N. (1987). Transfer of cognitive skills from programming:
When and how? Journal of Educational Computing Research, 3, 149-1609.

Seifer, S. D. (1998). Service-learning: Community-campus partnerships for health
professions education. Academic Medicine: Journal of the Association of the
American Medical Colleges, 73, 273-277.

Spack, R. (1984). Invention strategies and the ESL college composition student. TESOL
Quarterly, 18, 649-670.

Young, R., & Becker, A. (1965). Toward a modern theory of rhetoric. Harvard
Educational Review, 35, 450-468.

PUEED - (2008) © FE B AHEI R B b s B AR B S E N SRR (R SR - PEER
97 4£ 1 H 29 H &= 555 0960206663C 5t <> -
http://english.moe.gov.tw/content.asp?Cultem=9569

EHES - (2011) - HEBPRFRP HEEIR S E — KRB E B T/ NE S
J& - http://english.moe.gov.tw/ct.asp?xltem=12478&ctNode=10940&mp=2

46



INCORPORATING SERVICE LEARNING WITH EFL WRITING

CORRESPONDENCE

Yichun Liu, Foreign Language Center, National Chengchi University, Taiwan
E-mail address: liuyc77@mail2.nccu.tw

47



Yichun Liu

APPENDIX

Appendix 1. S-L Survey: Incorporating Service Learning into Academic
Writing

Name:

R s ] AR BT A, 84 B2 L L
WA, AL AR AT, S MR A T T Y]
B, A LRERIES -

*1-5 FREHERIG E B FIALIEEHRY] (Choose the most
appropriate answers only and rank the answers by degree)

1. MRERBHIAERETE, TS RAEEITE T2 (When writing
based on service learning, my major difficulties come from):

a.3 A (grammar)

b. MEEIRZ&EERTRE/E-EE (finding topics based on my service

experience)

c. 4H%% (organization)

d.JEE/AER (data collection/research)

e. {&&¥ (rhetoric)

f. &% (vocabulary)

2. EEEHHE, FEFAUHERZ (Taking this writing course, | have
benefited a lot from the teaching of)

a. 5= Fif= (topic sentence/thesis statement)
b. $kE{EFEREL (invention-free writing)

c. 4H%% (organization)

d.=ZZ% (grammar)

e. {&&¥ (rhetoric)

f. #f5 (logic)

g. HEPTEEM: (transition & coherence)

h. EIEEE R} (reading secondary sources)

i. fE (peer-editing)

- FHEFE (vocabulary & grammar)

k. FEHAARFRACES BB fESANE% (transferring service experience into
knowledge for writing)
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3. B T BRI, TS TSI e A AR (To
complete the writing tasks, when | was volunteering, | would collect data
through):

a. F#ErEEERl (research on the internet)

b. {F4H#EIZ2fH7 (observing carefully)

c. HfREs e HA T/EEZCEE (communicating with the people at
the service site)

d. fZE0 (taking notes )

2 HzC (keeping a journal)

HATHRA S 2 A\ 515 (discussion with experts)

. FEE LIRS T HRYER (collecting data at the service site)
. HAr (others)

4. GEETHEIERIE, HIRAERIE LAV (Service learning
has had an impact on my writing in):

a. AR FEER (boosting my motivation for writing)

b. EEEEHRE I H A SR BRcA 24y ARI (making me
more capable of transferring daily life experience into knowledge)

C. {HIREVE LB S AR — (0T DRI s e A= BZRA
fY & (increasing my sense of community membership which helps
generate insights for my writing)

d. FERATDICEES|— &R, I B AT LU B B2 Ae Btk R R 5S
{Ez%/E (enabling me to collect first-hand data and observe issues in
person)

e. (AL ITT(R) U LIRELE A, AT DU 2B B 7
(enabling me to understand multi/sub-cultures);

f. [FHIRAANEFTE (enhancing my sense of citizenship)

0. EEREASIENTERL (helping with invention in my writing)

h. {EE B BEME P B (ERO TR T 55 YEHYAE 7 (enabling me to better

apply my writing skills and improve my writing ability)

5. FREAfaH IR CC (Comparison/contrast) 25 /ERE H (1 found my
topic for the CC writing)

a. BEiEETER (through discussion)

b. FEi# K ERH:E (through reading)

C AR AR A5 R 22 4% B (based on observation and experience gained
from the service learning)

d. FRBULERER} (according to the collected data)

e. TRIBE—fS @RI E/E-E R (according to popular topics for

SKQ o
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writing)
f. DARGAI{E A 4LEs (based on prior experience)
g. {E AEL#k (based on personal interest)

**6-8 LN FyEE3EERE (Choose one answer only):

6. EFINVERIEAREN, iy Bllkrs HArA SR A LBk H 5
TR ERHERENE?

(If I had questions about the information that I collected at the service
site, I would check it with the people there?). YES/NO

Zﬁ%ﬂ&ﬁ@@%qﬂ, WHIAVLIFRICA, WS EEH S s
N— ﬁj ?

(I felt engaged in my volunteer service and felt like I was a member of
the service community?) YES/NO

Zﬁéi%@gg%%f‘ﬁ , WEARRHEA S RERTFEL A &
AN NESIES:

(Through service learning-based writing practice, | am more capable of
transferring experience from daily life into knowledge?) YES/ NO
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Appendix 2. Leading questions for journal reflection

Please reflect upon the following questions in your journal:

1.

How did you come up with the topics for your writing?
(brainstorming strategies, personal prior-experience, research interest,
service learning influence, etc.)

How did you collect data for your writing tasks? (personal
observation, library or internet research, interaction with your
subjects or people in your service site, note keeping, etc.)

What have you done to complete the writing tasks? (looking up
words in dictionaries, library/internet research, reading samples,
discussion, tutoring with peers/tutors/TAs, re-examining collected
data with service site subjects or agents, drafting, etc.)

How did the service learning experience affect your first and second
papers?

What were the difficulties that you encountered when writing the
first and the second papers? (finding a topic, generating ideas,
searching for information, expressing ideas using appropriate
vocabulary, grammar, organization, introduction, thesis statement,
topic sentence, transitions, logic, etc.)

Which class activities facilitated your writing? (free writing, peer

review, instruction in features of narration, instruction in
organization, transition, introduction, rhetorical style, logic, etc.)
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RBEY 2 Fp it SR AHRB LN RH

Flie%

Feje* §

JRAZE Y @~ F Wik &2 p B3 37 5 R LRI
§”ﬁ%ﬁ%§’%‘$bmﬂ§ *ﬁmﬁﬁ%z’ﬁw%

TA e LR E o AT AIEHEEIRBEY & f??ﬁtr'?
mevﬂqﬁ_*{y_ » TR FET AR TR L ARG E o
R W EX iy ’mﬁéffﬂﬁﬁ R ER A %‘3*‘ F.‘E.B*"c‘
Fi‘i”ﬁq‘f’ ’ E:TF P E A A PRIEE Y ST R TRV A
R e

BAE | RIAE Y I B iE S Sk~ L4
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