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Abstract

Various service learning (S-L) practices and programs
in higher education are mushrooming in Asian
countries (Kraft, 2002). This educational shift has
resulted in pressing demand for S-L studies in EFL
contexts. However, most of the studies of S-L in
TESOL are conducted in the contexts where English is
the first or the second language. To fill the gap by
exploring S-L research in EFL context and to connect
S-L and L2 writing research, this study attempts to
investigate the impact of S-L on Taiwanese students’
writing from the socio-cognitive and rhetorical
perspectives. Moreover, theoretical as well as
teaching implications are suggested.

Twenty six students participated in this qualitative
research. The teacher researcher triangulated the
collected data and categorized students’ experience
transfer into disconnection, connection, negotiation
and invention. Besides, the impact of S-L on
students’ textual identity construction is
1dentified as coherent and incoherent.
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Incorporation of Service Learning in Academic Writing: Experience Transfer and
Identity Construction

Abstract

Various service learning (S-L) practices and programs in higher education are
mushrooming in Asian countries (Kraft, 2002). This educational shift has resulted in pressing
demand for S-L studies in EFL contexts. However, most of the studies of S-L in TESOL are
conducted in the contexts where English is the first or the second language. To fill the gap by
exploring S-L research in EFL context and to connect S-L and L2 writing research, this study
attempts to investigate the impact of S-L on Taiwanese students’ writing from the socio-
cognitive and rhetorical perspectives. Moreover, theoretical as well as teaching implications
are suggested.
Twenty six students participated in this qualitative research. The teacher researcher
triangulated the collected data and categorized students’ experience transfer into disconnection,
connection, negotiation and invention. Besides, the impact of S-L on students’ textual identity
construction is identified as coherent and incoherent.

Incorporation of Service Learning in Academic Writing: Experience Transfer and
Identity Construction

Introduction

Service learning (S-L), which is rooted in experiential learning, is defined by Seifer (1998)
as “a structured learning experience that combines community service with explicit learning
objectives, preparation and reflection” (p. 274). Research of S-L has not been embraced as one
of the major strands in the field of TESOL because of its inherent research complications. It is
reported that S-L research has difficulties in examining outcomes with individual’s divergent
engagement, in enhancing external validity for generalizability (Furco, 1994; Howard, 2003),
in eliminating asymmetrical power relations between the givers and receivers (Deans, 2000;
Flower, 2002; Himley, 2004; Morton, 1995) and in constructing instruments to evaluate
dynamic outcomes across disciplines and service sites (Billig, 2000; Furco, 2003; Gray, 1996).
Another confounding issue of S-L research is the inconsistent findings of its outcomes. On one
hand, some researchers reported that S-L helps students gain understanding of course content
(Astin et al., 2000; Bringle and Hatcher, 1995; Bringle and Hatcher, 1996; Eyler and Giles,
1999; Heuser, 1999; Markus et al, 1993), enhance learning motivation (Bryant and Hunton,
2000; Eyler and Giles, 1999; Howard, 1998) and promote higher-order thinking skills
(Batchelder and Root, 1994; Deans, 2000; Eyler and Giles 1999; Hesser, 1995). On the other
hand, some other researchers found little relationship of S-L with students’ course grades
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(Kendrick, 1996; Gray et al. 2000; Miller, 1994), academic performance as well as professional
skill development (Gray et al. 2000).

In spite of not being prevailing in TESOL, S-L in Asian countries like Mainland China,
Taiwan, Japan, Singapore, Hong Kong, Philippines, and Korea has been gaining attention. An
increasing number of teachers are promoting service learning, and various S-L practices and
programs in higher education are mushrooming in Asia (Kraft, 2002). This educational shift
has resulted in pressing demand for S-L studies in EFL contexts. However, besides the issue of
research complications, most of the studies of S-L in TESOL are conducted in the contexts
where English is the first or the second language. Little research studies S-L in EFL contexts.

To fill the gap by exploring S-L research in EFL context and to connect S-L and L2
writing research, this study attempts to investigate the impact of S-L on Taiwanese students’
writing from the socio-cognitive and rhetorical perspectives. Moreover, theoretical as well as
teaching implications are suggested.

2. Literature Review

Dewey and S-L researchers believe that experience becomes educative only if it has been
transformed into meaningful codes and connected with the existing schemata through critical
reflection (Bringle and Hatcher, 1999). However, 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, 1982) and is difficult to
be provoked (Carson, et al. 1990; James, 2006, 2009; Perkins & Martin, 1986; Tardy, 2006).
Eisterhold (1990) also agreed with the findings of inactivity in learning transfer. She suggested
that students need to learn to “restructure” the received information in order to facilitate
learning transfer (p. 97).

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 practices and contextual similarity (p. 151). For example, one’s knowledge of driving
a car can be transferred to drive a truck. In contrast, high road transfer involves deliberately
cognitive abstraction from one context to another. This transfer is conscious and effortful, and
it is independent from contextual similarity, for example, strategies of problem solving or
decision making (p. 152).

Most of the traditional education in general encourages low road transfer through practices.
In TESOL, for example, James (2009) investigated ESL students’ learning transfer in writing.
He analyzed students’ text-responsible tasks and course writing tasks and assessed them with
an instrument for 15 learning outcomes. James found that only a few learning outcomes
transfer 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 at the content and organizational level is
more task-specific than the transfer at the language level. However, in a broader sense
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according to Salomon & Perkins (1987), the transfer at the levels of content, organization or
language is not the activity of higher level thinking but the activity of low road transfer.
Moreover, the course writing and the task writing should be seen as similar rather than
different transfer contexts of writing exercises. Therefore, James’s finding of distinctive
differences in learning outcomes and little transfer generated from students’ writing tasks
should suggest that students either are insensitive to the contextual similarities or they lack
writing skills.

Writing connected to S-L may encourage implicit learning and high road transfer of
knowledge construction. In a writing curriculum wedded with S-L, on one hand, community
services offer complex stimulus for social interactions; on the other hand, writing tasks can
serve as the perfect reflections that enhance cognitive exercises to “restructure” the acquired
new experience for meaning making. Theorists of both experientialism and situated learning
believe that hands-on experience derived from social interactions shapes knowledge and affects
proxy of knowledge (Kolb and Kolb, 2005; Lave and Wenger, 1991). They also believe that
learning takes place when one immerses, acquires, maintains and transfers knowledge through
the process of social interaction (Contu and Willmott, 2003). The information acquired from
situated learning can be more easily connected with the complex memory network to create
schematic cues that facilitate information retrieval (Eyler and Giles, 1999, p. 65-66). However,
little research has explored how service learning facilitates high road transfer, and how service
experience can be high road transferred for knowledge construction.

Identity is an important issue in both service learning and L2 writing. Identity, according
to Tajfel (1974), is defined as “an individual’s self-concept which derives from his knowledge
of his membership of a social group (or groups) together with the emotional significance
attached to that membership” (p. 69). The less engaged S-L participants usually take volunteer
work as joining an activity physically; their detachment may result in little identity
reconstruction but questioning why “‘we’ have to face (up to) “the stranger” in order to
accomplish ‘our’ tasks” (Himley, 2004, p. 418). However, the engaged participants who both
physically and emotionally embrace the cultures of the service communities may gradually
foster a new identity as a member of the service community. ldentifying oneself with the
community and participating in community practices shape one’s views about self and the
world (Wenger, 1998). Therefore, participants’ engagement in the community and perception
about themselves in the community affects their construction of the “autobiographical self” as
well as the “self as author” (Ivanic, 1998), which sway writers’ intertextual perspectives,
textual decisions and rhetorical moves.

In order to explore S-L influence on identity development, Jones and Abes (2004)
investigated eight participants who had done their community services for 2-4 years before the
research. The result shows that S-L experience enhances participants’ development of a “caring



Incorporation of service learning in academic writing 4

self” and “self-authorship.” That is, engaged participants were enabled to reflect their self in
relation to the others, to commit themselves to socially responsible work, and to develop their
positions and values without being affected by others.

Besides the formation of a caring self and self authorship, Powdermaker (1966), from the
perspective of anthropology, also indicated that on-site work encourages participants not only
to be an “outsider” by researching the unfamiliar but also an to be an “insider” by participating
in the unfamiliar to make it familiar. Although a number of L2 writing researchers have
discussed identity and found its influences on writing in various aspects, none of them have
studied how the identities rising from S-L experience affect EFL writing.

In this present study, | attempt to explore the impact of S-L on Taiwanese students’
writing. My research questions are:

1. What is the socio-cognitive impact of S-L on experience transfer in EFL writing?

2. What does S-L rhetorically impact identity construction of EFL writing?

3. Method
3.1 Setting and Participants:

A qualitative study was conducted in a national university in Taiwan® where 2 credit hours
of community service, at least 18 working hours within one semester, are compulsory for all
the undergraduate students. Participants in the present study (N=26) were students taking an
English writing course incorporated with service learning. It was an elective course available to
all the undergraduate students from different disciplines. Most of the participants were
sophomore and junior students from schools of Social Sciences, Education, and Humanities.
Those who successfully completed the course could receive two 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 with peers or work individually. Besides doing
community services after school, students learned academic English writing in the class. The
curriculum was designed based on Deans’ (2000) rationale of “Writing about the Community.”
Students were required to complete three writing tasks, i.e., narration, comparison/contrast, and
argumentation papers, during a semester. No specific writing topics were assigned to students
for the three writing tasks except that they should be composed based on writers’ service-
related experience. The writing instruction mainly covered 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.

3.2 Research Design and Data Collection

! It is competitive to enter a top-tier national university in Taiwan. Usually students who are accepted by such a
university have medium to high English proficiency.

*The school’s suggested non-profit organizations for students’ service learning can be found at:
http://osa2.nccu.edu.tw/~activity/service-learning/certificate.html
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As a teacher researcher, | tried to fairly treat the engaged and unengaged S-L participants
in order to minimize inappropriate implications. | kept a teaching log to jot down my
observations about and interactions with the students to maintain my research sensitivity. A
total of 15 diary entries were recorded. | 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 community services, participants’ personalities, the quality of
interaction and other complex factors; the same services may lead to different effects on
individuals. Without close observation and interactions with participants in the same context,
researchers can hardly capture students’ negotiations nor perform in-depth analysis.

Among students’ three writing tasks, | only collected the latter two, i.e., the
comparison/contrast and argumentation papers, because | was concerned that students might
not have gained enough service experience while working on the first writing task. A survey
(see Appendix 1) was conducted in the 7" week of the semester to inquire possible impact of
S-L on students’ writing in general. In the survey, for the first five questions, students could
choose the top four suitable answers but could only choose one answer for questions 6 to11l.

Based on the student survey and my teaching logs, the types of experience transfer and
identity construction were to be identified. Furthermore, | broke down these types into more
specific guiding questions for interview and students’ journals, such as while composing for
task 2 and 3, how topics were generated, and what imagined textual identities s were
constructed or developed (see Appendix 2). All students needed to submit two reflection
journals (N= 26x2) respectively after the completion of task 2 and 3 to reflect upon their
writing process in general and respond to specific questions elicited from the survey findings in
specific.

To learn more about the impact of S-L on students’ rhetorical level, | analyzed student
writings by focusing on their textual identities and their written voice. At the end of the
semester, a text-based as well as semi-structured interview was conducted.

3.3 Research Procedure:

Regarding research question one on the impact of S-L on EFL writers’ experience transfer,
| firstly recognized students’ difficulty in cognitive transfer from students’ complaints during
in-class discussions and office hours. To learn more about how students conceptualized their
service experience and turned it into ideas for writing, | scrutinized my teaching log, survey
results, students’ journals as well as interview results and then identified the types of
experience transfer.

Regarding research guestion two on how S-L mediates in EFL writers’ identity
construction, | first, based on the survey results, excluded the students perceiving themselves
as not a member of the service communities (N=7) because the unengaged participants would
have little identity transformation in their writing. Since voice is viewed as the projection of
the writer’s textual identity constructed through social-contextual negotiations, some rhetorical
strategies and discursive features are viewed as the indicators for identity analysis. For
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example, how did the writers manage the opponent’s point of views? How did the writers
position themselves, such as using the self-referential pronouns, “we,” “I,” and “our”? Other
personal pronouns, for instance, “they,” “he,” and *“she” are also analyzed according to the
texts and contexts. Moreover, the lexical and syntactic choices that can position the writers
were also analyzed based on Ivanic and Camps’ (2001) framework of identity analysis, for
example, “using generic or specific nominal reference, using personal or impersonal ways of
referring to people, using nominalization for processes rather than full finite verbs, using active
or passive verb forms, with or without mention of agents, placing topics in subject, object,
possessive or circumstantial roles in clauses” (p. 14).Two trained reviewers, who were
graduate students in TESL, read only the engaged students’ writings (N=19x2). They marked
the identity cues in texts according to Ivanic and Camps’ framework and commented on those
students’ identities within the texts. After comparing the reviewers’ comments, | analyzed the
students’ written texts based on Ivanic and Camps’ framework again. The textual analysis of
identity, then, was triangulated with students’ interview protocols and journal reflections.
Research questions and data collection are shown in Table 1.

Table 1 Research questions and data collection

: ; . Interview o
Data Collection Survey Teaching log - l Writing texts Journals
TOLOCO

Project 2: 19 | Journal 1: 26

Quantity 26 15 26 i
i Project 3: 19 | Journal 2: 26

RQ. 1 What is the impact of

S-L on experience transfer?

RQ. 2 What is the impact of

S-L on identity construction?

3.3 Survey results:

The survey shows the kinds of difficulties that student experienced in their writing and the
impact of S-L in their writing process. When asked about the difficulties that they encountered
in writing according to their service experience, “finding topics based on service experience”
were chosen by 17 students (65%) (see Figure 1). Eighty one percent of the students (N=21)
agreed that this S-L-based writing course helped them to transfer daily life experience into
knowledge for writing. When asked question 4, “What is the impact of S-L on my writing?,”
77% of the students reported that they are prompted to transfer daily life experience; 73% of
the students perceived themselves as a member of their service communities, and 88% of the
students indicated that service experience allowed them to obtain first-hand data and hands-on
experience (see Figure 2).

Figure 1 S-L students’ writing difficulty
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Figure 2 The impact of S-L on writing

Q 4. What are The Impacts of S-L on My Writing?

B S-L Students

4. Findings and Discussion
4.1 Learning as transfer

The majority of the students (88%) reported that obtaining first-hand data and hands-on
experience is the major impact of service learning. To be more specific, this personal and
social involvement allows students not only to make transfer in experience (77%) but also to
foster a new identity (membership: 73%). Learning takes place in everyday practices, and
knowledge is constructed through the transformation of experience (Kolb, 1984; Kolb and
Kolb, 2005); however, daily life experience does not transfer to knowledge spontaneously. One
of the challenges that my S-L students encountered is how to conceptualize their service
experience in ways to find topics for their writing. Although some students reported that their
service experience facilitated topic finding and idea generation when the cues elicited from
service experience were manifest to them, many students (65%) reported difficulties in topic
findings. Writing based on service experience may either facilitate or constrain topics for
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writing. Types of services and chances of social interactions also affect students’ topic finding.
Most of the volunteer jobs offered by the communities to my S-L students are chores for part-
time and temporary, such as packing, distributing flyers, data entry, filing, or translation. The
mechanical nature and no-brainer tasks make experience transfer an esoteric challenge. To help
students transfer their service experience, | introduced tagmemic questions in class (Young and
Becker, 1965) and adopted the strategy of guided questioning (King, 1994), which prompts
students to explain, infer, justify, speculate and evaluate ideas, questions such as “What would
happen if...?” or “Why is ... important?” (p. 340).

The students’ experience transfer is categorized into the following four types:
disconnection, connection, negotiation and invention.
4.1.1 Disconnection

(Student A: a junior student from the department of Journalism, volunteering in Taiwan
Foundation of the Blind as a story reader)

Student A completed her comparison and contrast paper by contrasting animal therapy and
medical therapy. However, this paper has little to do with her service experience. In an
interview, student A told me that she had very little chance to interact with the employees
because what she was assigned to do was to pick storybooks and read and record the stories at
home. In her journal 2, she admitted the difficulty 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 looking for help from the teacher, student A failed to write her
paper based on her service experience.

4.1.2 Connection

(Student B: serving in an animal shelter to help take care of stray dogs and solicit them at
the animal adoption fairs.)

Student B came to see me during my office hour to discuss what to write about for her
argumentation paper. The following is the excerpt from my teaching log.

Student B: | have no idea what to write for my Argumentation paper.

Teacher: What have you observed in the stray animal adoption fair?

Student B: Many people stopped by to take pictures with the cute puppies, but very few

really adopted them.

Teacher: What do you think?

Student B: | don’t know... I think... life is unfair. Some popular breed dogs enjoy

luxurious cares and attentions from their owners. But many mixed dogs with unattractive

appearance are abandoned or suffering from not finding a good home.

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

Later, in her argumentative essay, student B successfully argued that the government
should not only enforce education about animals and humanity but also control the pet market
by imposing extra tax on those who purchase pets from pet shops but financially support those
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who adopt animals from the shelters. Through discussion, student B connected her service
experience observed from the animal adoption fair with her prior knowledge about unfair life.
The experience acquired in one context (S-L) transfers to another context (writing) without too
many efforts of negotiations or alterations is called connection.

4.1.3 Negotiation

(Student C: a senior student from the department of Japanese, working in National Youth
Commission as a translator.)

Student C knew what he wanted to write about, but he had trouble to negotiate the
information obtained from service with the writing assignment.

Student C: ... While translating their website from Chinese to Japanese, | obtained a lot of

governmental information about visa of working holiday in Taiwan. | wanted to contrast it

with Japanese policies and promotion strategies, but it’s difficult to find documents of
working holiday from Japanese government.

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

Student C: | love travel, and | found traveling with a travel visa makes great differences

from traveling with a visa of working holiday.

Teacher: How about contrasting differences between the two travel statuses?

Student C: Yes. Thank you (Teaching log, Entry 5).

In this case, student C cognitively negotiated the means to achieve his goal. He negotiated
between what he wanted to write about and what he could actually write with the available
resources. Thus, his transfer from the S-L context to the writing context was largely shaped and
resituated in order to complete the task. With the teachers’ help, finally he succeeded in his
negotiation.

4.1.4 Invention

(Student D: a junior student volunteering as an English-Chinese translator at the World
Vision where families financially sponsor kids from the disadvantageous all over the world.)

In an interview, student D shared with the teacher her topic finding process when writing
her argumentation paper.

Student D: After reading and translating the letters, | would like to follow up the little

boy’s life in his country, Congo, and the ongoing civil war he mentioned in his letter. |

tried very hard to search the internet news and the related information, but I was very
disappointed. I couldn’t find anything from our media.

Teacher: So, what did you do?

Student D: | struggled so much and | was so disappointed that our media didn’t report

much about the third world. So, | decided to argue whether our media and newspapers are

internationalized enough. Should media report only the news which has “high stake” to our

country? Should media be interests-orientated? (Interview, Student D)
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The difficult inquiry process itself was recognized as something meaningful to student D
after she experienced frustration in her research. Student D, through a critical invention process
that went beyond what she had planned to do, successfully made the cognitive link to ground
her argumentation paper on her service experience.

Student A’s failure to connect her writing to her service experience 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, student B, C and D could
conceptualize and transfer service experience to the writing contexts with or without assistance.
Writing connected with S-L made these students recognize meaningful chunks of information
from daily life experience, therefore it prompts students’ high road transfer, involving implicit
learning, cognitive negotiation, critical invention, and knowledge construction.

4.2 Learning as acculturation

Contu and Willmott (2003) conceived service learning as becoming members of the
“community” in which individuals learn through acculturation, through engaged participation.
Community services allow participants to have both cultural exposure of and social
interactions with the service communities. The interplay of the cultural and social factors
facilitates the transformation of one’s values, perspectives and interpretation of the self and the
world. With hands-on experience and first-hand data, hence, the engaged S-L participants
usually, consciously or unconsciously, derive hybrid perspectives as insiders and outsiders of
their service communities. The insider perspective stems from S-L participants’ observations
and familiarity with the service communities, which allows the S-L participants to see the
aspects of the communities that are not available to outsiders. Whereas, the outsider’s identity
allows S-L participants to analyze the service-related issues from a more detached position.

Based on the data, S-L participant writers can be grouped into two types, those with a
coherent textual identity and those with a incoherent textual identity. The followings are
examples for illustration.

4.2.1 Coherent identity

(Student E: a junior student of Sociology, working as a teaching assistant at an orphanage
called Bethany). In her comparison and contrast paper, student E identified the differences
between kids with parents and orphans at Bethany.

... When everything comes to Bethany, they are totally different... There are about 70

children in Bethany and they need to share 9 rooms and fifteen social workers. In other

words, every social worker takes care for 6 to 7 children, and every kid in Bethany shared
their living space to each other with little privacy. Furthermore, kids need to leave

Bethany after they graduate from high school and start to make life by themselves.

Bethany helps the children to obtain a temporary job as they are in 2™ grade of senior

high school. Thus, about 70 percents of children choose to study at vocational schools

instead of regular high schools and get into labor market while same-age children study in
the university (Student E, Comparison/Contrast).
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To make her contrast more academically appropriate, Student E adopted the third person’s
perspective to examine the system of and practice in the orphanage. Her insider’s identity
allows her to observe details of the orphanage, and her outsider’s identity enables her to discern
the divergences between kids with and without parents. Student E described her exigency about
contrasting the welfare of orphanage in her journal one, “Through the service learning, |
started to know the fact instead of just reading it from books. And | was angry about why
government cannot provide more resources to help the kids. ..” Even though Student E was
“angry” as an insider about deficient resources, she discussed the issue by depicting the
contextual details and using numbers and present tense. She refrained from her insider’s
emotion but consistently adopt the outsider’s authorial identity to reveal the inside story.

However, insider’s identity and attachment may backfire, leading to unprofessional voice
or reinforce personal prejudice. Unskillful EFL writers who lack rhetorical strategies in
controlling over their hybrid identities may produce choppy or inconsistent voice.

4.2.2 Incoherent identity

Volunteering in a retirement home for visiting clients and reporting their needs, Student F
argued for the legalization of euthanasia. However, her hands-on experience and involvement
hinders her from making a coherent voice.

...[1]Religious people think that nobody could strip off the others’ lives which are given by

God. But who cares about the thoughts of the sick and their families?.... Take Mr. Yang, |
served for, for example, he knew he couldn’t recover and considered himself a burden for
his children. He lived so unhappy and often wished to die soon...why people couldn’t
decide how long they want to live?...I1f God loved Mr. Yang, why it made Mr. Yang’s live
so hard? If God loves those terminally ill patients, why God doesn’t make them die
peacefully? If we respect life, shouldn’t we respect the lived to make their own decision?...
Nobody could strip one’s life is right. But we also have to think about the patient’s own
thought. ...[2] To consider the medicine resources, the terminally ill patients cost the
majority of the medical resources. They are wasting the public resources in the society.
The government should do our utmost to help those who can be cured but not dilapidate
public medicine resources to the terminally ill patients... (Student F, Argumentation).

In the first paragraph, Student F sounded like Mr. Yang’s family or friend. She avidly
spoke for his rights by using a series of rhetorical questions. As an insider of the caring
community, she expressed strong emotions intuitively on this controversial issue. However in
the later discussion in the second paragraph, she sounded like a detached outsider and
unconsciously used “our” to align her position to that of the government or of a third party.
Unlike Student E who maintained coherent identities in response to the writing needs, Student
F juggled between the identities of the “emotional self” and the “academic self” and *“outsider
and insider.” Her multiple perspectives from hybrid identities, unfortunately, interfered with
the textual coherence and projected a subjective and unprofessional voice.
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One thing is noteworthy while analyzing EFL writers’ voice/identity based on Ivanic and
Camps’ (2001) identity analysis method. As an EFL writer, Student F lacks rhetorical skills to
appropriate her voice. Because Chinese, her mother tongue, has no tense marker on verbs as in
English, Student F made tense errors in her English writing unconsciously. In an interview, |
asked her , following (lvanic & Camp, 2001), whether she attempted to create knowledge or to
voice the “truth” by deliberately using present tense and whether she rhetorically picked the
evaluative words, such as “wasting” and “dilapidate” to express her position or value. Student
F said she did not pay attention to tense when she was writing, and she used present tense
mindlessly without the intention of voicing truth. Besides, she looked up dictionary for English
words to help express her opinions, but among the suggested synonyms, she could not decide
which one was more appropriate. She said, “usually I pick the one which seems right and looks
difficult” (interview, Student F). In other words, Student F’s detached, cold tone in the second
paragraph may result from her limited English proficiency and immature rhetorical strategies.
Therefore, 1 would like to argue that EFL writers’ voice and discursive choices should be used
with caution to infer their textual identities.

5. Conclusion:

L2 writing instruction in general emphasizes the practice of low road transfer (writing
skills) but draw little attention to high road transfer. High-road transfer that affects one’s ways
of seeing reasoning, organization, and interpretation encourages the development of expertise
(Bransford, Brown and Cocking, 2000). Incorporation of service learning into writing
instruction offers situated learning which requires the practice of experience transfer. Thus,
writing can be raised from the level of language practice to a process of knowledge making.

Service learning impacts EFL writers’ experience transfer and identity construction. Hence,
writing instruction wedded with service learning encourages learning of transformation as well
as acculturation. Moreover, service learning and writing are reciprocal. The service experience
broadens the spectrum of topics and materials for student writers, enriches their perspectives
and hybridizes their textual identities on one hand.On the other hand, writing requires writers
to cognitively link service experience to their existing knowledge, which helps reformulate
information and reconstruct the existing knowledge. Writing also encourages students’
ethnographic inquiry as well as community participation.

To help students with experience transfer, besides idea prompting questions, teachers can
encourage students’ self reflection, group discussions, brainstorming, and reading. S-L students,
while working on-site, should be observant to details and actively interact with people in the
community. Teaching S-L-based writing courses, teachers may need to emphasize writing
ideas of transition, coherence, voice and academic writing style in order to help L2 writers
construct a coherent textual identity.

Since it takes time for one to acculturate into a different community, the positive impact of
S-L on writing requires students of patience and practice. Therefore, more longitudinal
research of S-L in the future is necessary. Moreover, how S-L can be incorporated into
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different courses to facilitate experience transfer, and how experience transfer benefits learners’
learning are the issues that need further exploration.

Notes:
1. Itis competitive to enter a top-tier national university in Taiwan. Usually students who
are accepted by such a university have medium to high English proficiency.
2. The school’s suggested non-profit organizations for students’ service learning can be
found at:
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S-L Survey: Incorporating Service Learning into Academic Writing
Name:
ARG AR (8 AT R R, BN I SR RHE IR it IT AT L, FrERAA
ERENAR, 24 EE RN BRI, SFRUOHEREE -

*1-5 FEIRIERS ENE ZENEEHES (Choosing the most appropriate answers only
and rank the answers by degree)
1. FRIBAR SIS B a1, B EVE S N EEnyE 5372 (When writing based on service learning,
my major difficulties come from):

a. 3% (grammar)

b. TR A& Entk B FRE H (finding topics based on service experience)

c. 4H%% (organization)

d. UK EE/A &R} (data collection/research)

e. {Zi&¥ (rhetoric)

f. Z25& (vocabulary)

2. fE B, Fei A UNFERYE (Taking this writing course, | have benefited a lot from)
a. E/FEff= (teaching topic sentence/thesis statement)
b. fxE{EFE2 &} (invention-free writing)
c. 4H%% (organization)
d. 327 (grammar)
e. {Zi&* (rhetoric)
f. #4E (logic)
g. BEPTEE M (transition & coherence)
h. BiE8 &k} (reading secondary sources)
I. F5 (peer-editing)
j. FFEESC# (vocabulary & grammar)
k. HEA AR 755 48 B B B A ERIER (transferring service experience into knowledge for writing)

3. By T BRI RREE, BATE LRSI & 4 {mr s S AH B &R (To complete the writing tasks,
when | was volunteering, | would collect data through):

a. 4G EEER} (research on the Internet)

b. {7412 578 (observing carefully)

C. BARR S S e HoM T/E#3C 8% (communicating with the people there)

d. fZ&EC (taking notes)

e. & HEC (keeping journals)

f. BUAH R EZE A 575 (discussing with experts)

0. 1F % TARFS IR 2 7] FHAYE R (collecting data at the service site)

h. Al (others)
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4. sEEE T HEFERE, B ESIE_ LAys2 22 (Service learning has impacted my writing
in):
a. e = E/FEER (boosting my motivation for writing)
b. (EFEE ARSI H AR E LS BB LA 24T, (making me more capable to
transfer daily life experience into knowledge)
C. EFRREE [ 12 (AR 5 BE AL 0y — (01, DAl sl AF B 2R 21 B g (increasing
my sense of community membership which helps generate insights for my writing)
d. (EF Al ARSI —F- &0k, Sl H AT DU S B 22 RGBT RUEER 1Y 55 F 36 (enabling me
to collect first-hand data and observe issues in person)
e. (HHA It () b Bl E1 75 ], 7] LR 2 B 7E 157 M7 (enabling me to understand
and tolerate multi/sub-cultures);
f. A AN EEHE{EE (enhancing my sense of citizenship)
9. [HFE A =ZERVEE (helping with invention in my writing)
h. (EF S RENE A B M ERO A FE A B YERVAE J1( | can better apply my writing skills and
improve my writing ability).

5. Fe 2 A FRAYCCEERE H (1 found my topic for the CC writing )
a. B uEETER (through discussion)
b. FEiE K & FsE (through readings)
c. TR IR 1y 22 B14% B (based on service observation and experience)
d. MR EERYER! (according to the collected data)
e. RIE— B M-I 5 {ESEH (according to popular topics for writing)
f. DUFTAY(E A &8ES (based on prior experience)
g. {E A H# (based on personal interest)

**6-11 AT & B (Choosing one answer only):

6. BEIHVE RS BEM, Tog B3 BN A $C BRIy A LBk % S e & IR R M
(If I have questions about the information that I collected on the service community, | would
check it with the people at my service site?) YES/ NO

7. FERR B AR, B IRAY TIFRIE A, FEE 2B E AR A — 12
(I am engagged in my volunteer service and feel like I am a member of the service community?)
YES/ NO

8. B R EIFBET, IEEZH S 55 {F (When | was composing my second
writing task, | took the stance of)?
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a. B E 5 (experts) b. E24E (students) c. [{A A (insider) d. 54 A (outsider) e. At
(Others) (please identify)

9. BRI A, AR IR HE 4 a4 5 A 1B B P L R 2 4RI R
(Through service learning-based writing practice, | am more capable of transferring daily
life experience into knowledge?)? YES/ NO

10. fEBE TR AT, e B A H CHITHEE 1235 (Had you had your own position before
you started exploring the issue?)? YES/ NO

11, ARV B E 5 A B 5 B 5, Tea R RyESE M S 11515 (If an expert in
the service community questions your writing, would you change your position?)?

1. &8s, XA EESR (Yes, | am not an expert after all)

2. F A REHEE (maybe) N A N 258 2 TEE

3. FIREAETEE (maybe not)

4. Rapgss KB E CHERILA (Z0 (No, because | have confidence in my opinions)

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...)

2. 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...)

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

4. How does the service learning experience affect your first and second paper?

5. What are the difficulties that you encountered when writing the first and the second paper?
(finding topic, generate ideas, searching information, expressing ideas with appropriate
vocabularies, grammar, organization, introduction, thesis statement, topic sentence, transitions,
logics, etc...)

6. Which class activities facilitated your writing? (free writing, peer review, instruction of
features of narration, instruction of organization, transition, introduction, rhetorical style, logics,
etc.)
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