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Thesis Abstract
What do colleges, American corporations, and state government have in
common? Each spends an astronomical amount of money annually for remedial
writing instruction: college campuses spend approximately $1 billion to boost
freshmen writing skills; American corporations spend as much as $3.1 billion, and
state governments spend approximately one quarter of a billion of taxpayers'
dollars ("Most American Students Must Improve Writing," A Ticket to Work Sec
A:4, A Powerful Message from State Government 6).
The publicly funded university has a wealth of excellent writing resources
in faculty and graduate students that if engaged could improve the overall writing
health of its community. One successful means to engage students in the
community is through community service learning, a pedagogy in which students
serve in the community doing planned and meaningful activities that meet both a
community identified need and the course's goal and objectives.
At California State University San Marcos, the Office of Community
Service Learning, the Literature and Writing Graduate Studies program and
Human Resources and Equal Opportunity created a synergistic partnership to
launch the Professional Writing Workshop Series. The series is designed for the
professional working adult who wants to gain confidence in his/her writing ability.
Key words: graduate students, English graduate students, community service
learning, service learning, professional writing, writing projects, facilitating
writing
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Introduction
Today's rapidly changing and advancing technological world requires that
workers have high levels of written communication and critical thinking skills.
Quite simply, our nation's standing in the global economy and our democracy
depends on a civically engaged workforce that has advanced skills in critical
thinking, quantitative literacy, communication, and ethical reasoning. Since writing
helps develop and enrich those skills, most administrators in education, business,
and government recognize that written and oral communication skills are crucial to
career success.
But unfortunately, too many people in the education, business, and
government sectors lack the writing and math skills our nation needs to keep our
economy growing. For example, college professors have complained for decades
and continue to lament today that too many students cannot write at an appropriate
level to succeed in college (National Commission on Writing in America's Schools
and Colleges 10, Conference Board, et al. 11). Business leaders also claim that
today's applicants lack the essential skills needed to succeed in business. The New
York Times ran an article, "What Corporate America Can't Build: A Sentence"

explaining that incoherent emails are clogging corporate computer systems,
affecting employee productivity and, thus, impinging on the bottom line (Dillon 2).
The government sector also reports that the public complains that they cannot
always understand state government's written information (National Commission on
Writing: A Powerful Message from State Government 5). When presented in this
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perspective, one can understand that writing levels need to be addressed if our
nation is to continue to provide opportunities for individual economic mobility and
democratic citizenship. We look, therefore, to educators to focus on improving the
writing levels of their students.
Improving student writing skills are a major concern as revealed in one
study, Are They Ready to Work? Employers' Perspective on the Basic
Knowledge and Applied Skills of New Entrants to the 21st Century U.S.
Workforce. 1 The researchers surveyed human resources professionals and
their responses confirm writing skills are an issue in the workplace. According
to the four hundred respondents of Are they Ready to Work?, seventy percent
of incoming high school graduates are viewed as deficient in basic English
writing skills, including grammar and spelling, and more than twenty-five
percent of four year-college graduates are deficient in writing skills.
Moreover, forty-seven percent of respondents reported that two-year college
graduates are deficient in writing skills (Conference Board et al. 7). On the
upside, the report found that approximately twenty-five percent of four-year
college graduates excel in important skills identified as professional
work/ethic, oral and written communications, teamwork/collaboration, and
critical thinking/problem solving (7).
According to the National Commission on Writing in its report, "A Ticket to
Work ... Or a Ticket Out: A Survey of Business Leaders," approximately thirty-four
1

The new entrants to the workforce include graduates of high school, two-year colleges and fouryear colleges.
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percent of our country's workforce lack the writing skills they need for their
position (SecA: 14). This suggests that the community must pull together to improve
its overall writing health, and inasmuch as a publicly funded institution is a citizen
in the community, it has a responsibility to help the community address its needs.
My thesis argues that the public institution can meet its community responsibility
through community service learning (CSL), a pedagogically sound teaching
methodology that can also highlight the exceptional achievements of a largely
untapped resource, the English graduate student. My project, the Professional
Writing Workshop Series (PWW), through a cross campus synergistic collaboration,
is helping California State University San Marcos meet the writing needs of its
internal and external communities.
The following case study is organized to present research that identifies and
confirms the problem, to discuss a way to address the problem, and to offer a
successful model in meeting the problem. Chapter One discusses a variety of
challenges taking place in the classroom that affect student writing skills and the
resulting budgetary consequences of high school graduates with undeveloped
writing skills in college and/or the workplace.
No doubt K-12 schools are a crucial sector to focus writing instruction, but
our traditional classroom instruction seems to lack the stimulation that today's
students want and need. For examples of community projects that engage K-12
students in writing, the Internet posts a variety of successful experiential writing
models.
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Chapter Two covers CSL, a powerful teaching pedagogy that has the
potential to improve writing levels thro·.1gh increased writing practice. When
students write on community writing projects and write reflections, they write for a
real audience. And, research indicates that students write better when they write for
a real audience with a real need. The real audience is a community partner, usually a
not-for-profit organization that has an agreement with the university to co-educate
students through the practical application of course material. Typical community
writing projects vary widely and may include writing newsletters, manuals, grants,
or letters. In addition to providing a writing service, the instructor may require
students to provide written responses to reflection questions that promote critical
thinking. In addition, this chapter contextualizes CSL' s history to emphasize its
importance in publicly funded education.
Chapter Three discusses the PWW, a successful, sustainable CSL model that
the English graduate studies program (our campus' Literature and Writing program)
piloted in Fall 2003. Five workshop series have been offered since the pilot, and
approximately one hundred campus administrative support staff and CSL partners'
staff have benefited from the workshops. One hundred attendees may not sound
significant, but if a hypothetical enrollment fee of $100 per person (for nine hours of
writing instruction) is charged, the total savings of $10,000 to the university and
community partners puts it in another perspective. What is the cost to deliver the
workshop series? One of the salient features of this project is that there is little to no
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cost to students, attendees or the university, which increases the project's
sustainability.
This project began like most, with an idea. But unlike many good ideas that
fail to get implemented, this one took hold because of an incredible, serendipitous
cross-campus synergistic collaboration with the Office of Community Service
Learning (OCSL), Human Resources and Equal Opportunity (HR&EO), and the
LTWR Graduate Studies Program. Together, the collaboration brought the energy,
excitement, and interest to implement the project.
I originated the idea for the project as both an LTWR graduate student and
as a CSL professional who believes wholeheartedly in the CSL pedagogy. As a
professional, I realize that non-profit organizations provide a substantial service in
satisfying a community need. I also realize that many organizations are understaffed
and personnel are grossly overworked, and, therefore, they cannot always meet the
job's writing demands in a manner that they would like. Moreover, as an LTWR
graduate student, I appreciate that not everyone writes well, nor does everyone write
skillfully. The university, on the other hand, has rich writing resources, both faculty
and graduate students, who can work with the community to address its writing
needs. Graduate students have the education, energy, and enthusiasm for writing
that makes them perfect for addressing community needs.
Graduate level service learning students serving to address community needs
provides university administrators an avenue to acknowledge and recognize publicly
the work ofLTWR faculty who teach CSL at the graduate level and the graduate
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students, as well as promote CSL courses at the graduate level. When presented
correctly, CSL at the graduate level can create a positive and powerful light on the
university. Both faculty and students involved in CSL deserve a spotlight for openly
sharing their educational accomplishments with the community.
CSL matches well with LTWR graduate students because the graduate
students have the credibility to provide writing instruction that empowers
professional working adults to be self-confident enough in their own writing
abilities to complete writing projects themselves. Spotlighting graduate students'
talents with the needs of a hungry-for-writing-instruction community is a perfect
beginning to discuss the PWW Series.

1

Chapter One
Factors and Impacts Influencing Students' Writing Skills
American education will never realize its potential as an engine
of opportunity and economic growth until a writing revolution
puts language and communication in their proper place in the
classroom. Writing is how students connect the dots in their
knowledge. Although many models on effective ways to teach
writing exist, both the teaching and practice of writing are
increasingly shortchanged throughout the school and college
years. Writing, always time-consuming for student and teacher,
is today hard-pressed in the American classroom. Of the three
"R' s" writing is clearly the most neglected."
-National Commission on Writing in America's Schools
and Colleges

Introduction
Employers began focusing on employee writing skills when businesses
integrated computers into the corporate landscape. With a computer on every desk,
more workers are now obligated to write more, even in those professions that
traditionally did not require writing skills. Consequently, we are seeing "a gradual
blending of the work of writer and that of professionals who traditionally have not
thought of themselves as writers" (Swarts 214). Engineering students, for example,
often aren't told that an engineer's real product isn't a bridge or road; rather, it's the
written report that effectuates the engineer's creativity and knowledge. Without the
skills to write clear and accurate reports, the engineer basically has nothing. Thus, in
this context, we can see how a traditionally non-writing profession has evolved into
one in which engineers rank writing skills as very important to their job (Lunsford
and Connors 698). Moreover, technological advances require workers to have basic
reading, writing and math skills even in non professional positions such as the
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wholesale/retail and manufacturing sectors. For example, workers are now required to
have basic reading, writing, and math skiJs in order to operate the increasingly
complex handheld inventory scanners and point of sale devices (Prospective
Employees Lack Basic Skills).
Clearly, communication skills are critical to a business' success (Hynes &
Bhatia 50). However, "they [communication skills] will play an even more important
role as technology increases the speed and efficacy of messages" (Stevens)
" ... particularly in the services, finance, insurance and real estate" (National
Commission on Writing for America's Families, Schools and Colleges: A Ticket to

Work SecA:3). Even so, not every student understands the value and importance of
writing skills beyond the classroom. Seemingly, students do not connect "disciplined
writing skills as the most valuable job attribute of all: a mind equipped to think" (14).
Historically, the foundation of learning and self-knowledge was built on grammar,
rhetoric and logic; that is, how to say things correctly, how to say them well, and how
to make sure that they make sense (National Commission on Writing in America's
Schools and Colleges: The Neglected "R" 12). Today, these historic values lack
emphasis in the classroom, resulting in a need to improve writing levels in the United
States; this chapter presents the data to support that claim.
Although technology plays a prominent role in emphasizing the need for
effective writing skills, this is not to insinuate that students' writing levels are worse
today than in previous generations. In an empirical study on errors, "Frequency of
Formal Errors in Current College Writing, or Ma and Pa Kettle Do Research," the
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researchers, Robert J. Connors and Andrea A. Lunsford in 1986 discovered that
"college students are not making more formal errors in writing than they used to"
(406). What they found when they compared error patterns from 1917 and 1930, was
the length of paper assignments had consistently increased for eighty years, but "the
formal skills of students have not declined precipitously" (407). Moreover, the
authors also noted the shift in college student demographics and found that even with
the huge escalation in population percentage and the numbers of people attending
American colleges, freshman are still committing approximately the same number of
formal errors per hundred words they were before World WarT' (407).
But while technology has brought the urgency for proficient writing to center
stage, it may also be hindering students' writing. To illustrate, technology, as the
prime source for our culture's "fast food" approach to life, has given us the means to
eat on the go, talk on cell phones on the go, and work on our wireless laptops on the
go. And, students have adapted well to this fast-paced way of life, but maybe too
well. For example, the Internet is a source of quick and easy reading as opposed to
books, and browser software. Technology's Instant Messenger, (IM) has helped
create a new shorthand amongst the young adults, e.g. L8tr (later), OIC (oh, I see),
and BCNU (be seeing you). Consequently, young adults have absorbed this shorthand
into their personal communication, but teachers and business professionals see this
communication beginning to spill into school and the workplace.
Moreover, students' fast-food approach may collide with educators' slower
pace and more thorough approach to teaching. Unfortunately, the educators'

4

methodical approach lags in preparing graduates for the increasingly changing needs
of business and public agencies. As a result, more business and political leaders are
calling for educational reform. According to an article in Education Trust, static
achievement in high schools and declining academic standings among the
industrialized nations have frustrated enough college instructors, employers and high
school graduates to raise their voices in dissatisfaction. Thanks to the rallying cry, the
Bush Administration now considers high school education reform a top priority. Even
Bill Gates, who once referred to America's high schools as "obsolete," pledged $1.2
billion to the reform (Hall I).
Clearly, the challenges facing educational reform are richly complex and will
be difficult to address. For example, the U.S. Department of Education National
Assessment of Educational Progress "2002 Writing Report Card" and the National
Commission on Writing found:
•

Most fourth-grade students spend less than three hours a week writing,
which is approximately fifteen percent of the time they spend watching
television (National Assessment of Education Progress 23)

•

Nearly sixty-six percent of high school senior do not write a threepage paper as often as once a month for their English teachers (23)

•

For most high school seniors, the senior research project has become
an educational curiosity, something rarely assigned because teachers
do not have time to correct such projects (23)
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•

Approximately seventy-five percent of high school seniors never
receive a writing assignment in history or social studies (National
Commission on Writing, Panel Says Most American ... )

If teachers fail to require writing assignments, students' writing skills suffer.
According to Donald Graves, researcher and educator, "Discovering the power of
writing requires daily writing. Unless students can think about their writing on a daily
basis, they do not gain proficiency ... or get enough repetition in basic skills to grow as
writers (Graves). Simply, to improve writing skills, students must spend more time
practicing writing. But current classroom practices may not stimulate high school
students enough so that they to want to strengthen their writing, suggests Public

Agenda, a nonpartisan opinion research and civic engagement organization. Too
many high school students graduate with basic skills, i.e., they can punctuate a
minimally readable response, but these skills are not good enough to succeed in
college or the business world (Johnson et al, "Reality Check 2001 ").
Or perhaps Laurence Musgrove, past director of two rhetoric and composition
programs at different universities and a current associate professor of English, is
correct in his perspective that students make significant writing errors because either
"they don't care, they don't know, or they didn't see it" (Musgrove, "Real Reasons
Students Can't Write"). Musgrove asserts that the first and last reasons are the most
prevalent in student writing errors and contends that most students know how to
write. He suggests that educators focus on helping students care and value their
writing as well as explain the time investment needed to complete the complex
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writing process. Furthermore, Musgrove argues that without this help, students will
continue to expend as little effort as possible in their writings.
In addition, parents may unknowingly exacerbate the "just get by" attitude by
not encouraging students to perform better, according to a joint project of Public
Agenda and Education Week called "Reality Check." 2 Possibly young people do not

take writing skills seriously because they fail to connect writing abilities beyond class
work. Additionally, they also fail to see any connection of strong writing skills with
analytical and organizational skills, and problem-solving and critical thinking skills.
This lack of understanding writing's importance in the workplace may explain why
some high school graduates seem unmotivated, unconscientious and willing to "just
get by." Unfortunately, these students will encounter difficulties succeeding in a
technology-based and electronically dependent economy where writing skills are
critical for conveying ideas to an information-dependent citizenry (National Center
for Educational Statistics 4).
Challenges to Teaching Writing
Clearly, teachers and instructors face many challenges motivating students
beyond the "just get by" attitude. But students' lackadaisical attitude is only one
challenge teachers have to overcome. For example, teaching has grown more
dangerous in the last twenty years, and the number of shootings and knifings at our
schools are of national concern. Additionally, the classroom itself may be a deterrent
to learning as the dramatic increase in the number of school-aged students swell our
2

The project follows the annual progress of the academic-standards movement and the impact of
reform efforts on schools.
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schools. Nationwide, our educational systems, including higher education, have the
highest enrollments in our nation's history, and the enrollment levels are expected to
increase dramatically in the next five years; thus, we will continue to experience
overcrowded classrooms. Picture elementary teachers as they face twenty-five to
thirty-five students per class without assistance, and it's easy to envision the
difficulties these teachers face in ensuring students grasp reading, writing and
arithmetic basics.
If one questions why students aren't given many writing projects in high

school, consider that one teacher may teach between one hundred twenty to two
hundred students weekly, if not daily. If this teacher requires one page from each
student, undoubtedly the sheer number of papers the teacher has to read and grade is
overwhelming. Overcrowding also plagues higher education, and some colleges
enroll hundreds of students in seminar classes; understandably, the number of papers
is the first thing instructors cut in these super-sized classes. Yet the increase in the
number of students per class continues to climb, negatively affecting both student and
teacher: Students do not get sufficient time to write, draft and revise, and teachers
lack time to respond and fairly comment on and grade the mountains of papers.
Another implication of overcrowded classrooms is that teachers seldom have
time to get to know their students to assess their abilities and skills from a variety of
perspectives. Course work, therefore, is not tailored to meet individual student
learning styles, and consequently, the impetus for learning falls more on each student
(rather than on the teacher). In other words, students are more responsible for what
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they learn or fail to learn (Newman, Couturier and Scurry). Undoubtedly, many
English learners and students with learning disabilities or different learning styles
find it difficult to learn in a classroom where the teacher has little time to offer special
assistance. In addition, teachers also face challenges as non-English speaking
immigrant children continue to be one of the fastest growing student populations in
the United States. These students enter classrooms in which teachers receive little or
no support or training in how to teach writing to these students. When the parents
cannot or will not help their children with homework, efforts in the classroom fail to
help students reach their potential. In many instances, the child falls further and
further behind, and school, unfortunately, becomes a source of stress and frustration.
In spite of all the challenges facing students today, approximately 2.9 million
students graduated from high schools in 2000-01 according to the National Center for
Educational Statistics (NCES). Students with a high school diploma who choose not
to attend college may find that they only have the barest minimal requirements for
finding a job with an average salary of approximately $27,000 annually. But even
those who graduate from high school may do so with a deficiency in grammar and
usage skills according to an ACT National Curriculum Survey 2002-03. 3 This
national survey questioned college faculty and high school teachers who teach entry
level writing courses. Seemingly, while most respondents agreed that writing skills
were very important, college faculty and high school teachers disagreed when it came
to rating grammar and usage skills. For example, college instructors responded that
3
ACT is an independent, not-for-profit organization that provides educational and workforce
development assessment, research, information, and program management services.
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grammar and usage skills are the most important areas for entry level college
students, and high school teachers consider those skills to be least important so they
provide the least instruction (ACT 4). Furthermore, when students were tested, ACT
found that students struggled with using punctuation to clarify meaning, solving basic
grammatical problems such as subject-verb agreement and also in determining the
clearest and most logical way to link clauses. The survey results suggest that this
disconnect may be why college freshmen don't have all the skills they need for
success in college and require remedial instruction.
Moreover, some students may lack the writing skills needed to succeed as
college freshmen, and it may be that their perception of their learning differs from
actual learning. For example, although seventy-seven percent of students perceived
that they significantly improved their writing skills in college, only eleven percent of
college seniors actually scored a "proficient" level in writing on standardized tests.
Additionally, eighty-seven percent of students perceived their critical thinking
improved significantly in college, yet only six percent of seniors graduated with a
level of "proficient" (Association of American Colleges and Universities 10). This
may account for the emerging gaps of what the public needs and how colleges and
universities are meeting those needs. On one hand, business and government say that
recent college graduates cannot write clearly and accurately, and on the other hand,
college graduates believe that they have strong writing skills. Clearly, those students
who only perceive they have strong writing skills and either find jobs or continue up
the educational ladder will continue to struggle with writing assignments.
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As a way to address the writing issue and increase student writing, many
school administrators implemented "writing-across the-curriculum," a movement that
began in the 1980s to help students synthesize, analyze, and apply course content by
requiring students to write in all courses. By increasing student writing in every
course, proponents reasoned, students would increase their daily writing. One
significant challenge to the program is that many instructors themselves are poor
writers and prefer not to teach writing or teach it poorly. Additionally, those
instructors not trained in teaching writing may also lack the skills to evaluate and
grade student papers correctly and consistently. And, although most instructors can
identify errors such as grammar and point out an unconvincing argument, some may
have difficulty teaching students how to correct the error. Therefore, instructors who
write poorly face difficulties in improving a student's poor writing.
To make the point clearer, when Laurence Musgrove asked undergraduate and
graduate students enrolled in his "Teaching Writing" course about student' writer
rights, his students jumped into the topic and more than half the class focused on
"assignment rights" because they felt that they often received poorly designed
assignments and unfair grading. Of their assignments, students wanted to be:
•

Informed of the writing workload for the term

•

Apprised of how work is relevant to the course

•

Advised of how writing assignments would meet course objectives

•

Notified of assignments in writing

•

Entitled to question assignments
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•

Instructed clearly on assignment explanations

•

Informed of evaluation criteria with assignments

•

Enlightened of models of effective response

•

Allotted an adequate time to complete assignments

•

Provided with clearly outlined assignments

•

Assigned with work that would not be modified by the instructor after
students had already begun writing

•

Engaged with writing for real audiences

Musgrove opines that some professors aren't trained to design effective
writing assignments or evaluate students' writing fairly; therefore, he posits that
"most student writing problems identified by faculty are caused by faculty. Sloppy
assignments and grading policies lead to sloppy student writing" ("Just Ask
Students"). Musgrove concludes that students want "clear expectations, fair readings,
and respect for the complicated and time-consuming work of the individual writer."
If college students lack strong writing skills, one reason may partially lie with
the writing instructors who teach at institutions that view writing teachers negatively.
Consequently, many writing instructors soon adapt a negative view of their
profession, which impacts the way they teach. For instance, many colleges and
universities hire English graduate students to teach freshmen writing courses-as if
this subject were not important enough for faculty to teach. According to Nancy
Sommers, Director of Expository Writing at Harvard University, "writing instructors
don't get much respect in academe ... and the work is janitorial cleanup or service
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work" (qtd. in Bartlett). Another potential reason students don't bother to increase
their writing levels is that students don't get the connection of writing outside of the
academe and think writing requirements are "just one more hoop to jump through
before they don their cap and gown" (Bartlett).
While a myriad of reasons exist for a poor image of college freshmen writing
classes, the stigma attached to writing courses as a "skills course" or "service course"
promotes an adverse image of writing to the community. How can students take the
courses seriously if undergraduate writing courses seem neglected? Peter Elbow,
noted writing scholar, presents an interesting point: Students are required to take
more English classes than any other subject and probably know more about English
than about any other school or college subject. Yet, according to John Goodlad who
conducted a national survey amongst junior and high school students, students find
English uninteresting (Elbow).
The disparity in the writing skills the public needs and what public education
is producing lies within the academe. Regardless of the in-house problems, many
business leaders have voiced their dissatisfaction with the widespread growing need
for remedial writing instruction. Subsequently business leaders and college graduates
alike have begun questioning public education about the lack of students' job
preparedness. Evidently students agree; an article in the Chronicle Review stated that
ninety percent of college graduates reported that that although their degree was useful
in getting a job, their education did not provide them with the necessary skills to
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succeed in the workplace (Newman, Couturier, and Scurry B6). Unfortunately, the
authors didn't define the "necessary skills."
The Business of Writing

Whatever the reasons for the poor selection of skilled applicants, many major
U.S. companies are testing for functional workplace literacy, i.e., the ability to read
instructions, write reports, and/or do arithmetic at a level adequate to perform
common workplace tasks. The problem, according to Corporate America, is that
"effective writing skills are scarcer than leadership in the workforce"
(Communication Imperative: Enhance Skills, Advance People). As the pool of job
applicants lacking basic skills grows, stakeholders are demanding that higher
education be held accountable to meet the needs of the American people and, " ... to
provide the skilled and knowledgeable workforce business needs for America to meet
the demands of the world economy" (State Higher Education Executive Officers,
"America's Standing").
Applicants and employees without effective writing skills have business
leaders bemoaning that, "Millions of inscrutable email messages are clogging
corporate computers by setting off requests for clarification, and many of the
requests, in turn, are also chaotically written, resulting in whole cycles of confusion"
(Dillon). In addition to the time it takes to sort through a convoluted message,
sometimes the unclear directions result in work not requested or alienating, or even
worse, losing a customer. Consequently, workers who have a history of poor writing
skills must routinely have a higher authority edit or rewrite their writing (Geissler).
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Poor communication ceases being an annoyance or inconvenience when it
affects the business' bottom line. While most companies agree that it's impossible to
calculate the exact cost of lost productivity caused by people having to read text two
and three times, employers can estimate some loss. For example, suppose eight
managers, each with an annual salary of $75,000 (approximately $38/hr) spend one
hour of their work day reading unnecessary words or rereading for clarity; the
productivity time lost in reading poorly written messages and reports amounts to
$76,000 per year 4 (Archer 1)! Include the time spent struggling to write the message
and the time it takes to act on it-correctly or incorrectly-and the productivity
continues to diminish.
Undoubtedly companies lose money due to lost employee productivity, so it's
understandable that Corporate America seeks to hire people with strong writing skills.
But what is the cost of keeping those otherwise valuable employees who have less
than proficient writing skills? When surveyed, corporations revealed that are
spending billions of dollars annually in remedial writing training. Business isn't the
only sector spending huge amount of dollars on remedial instruction: Education
administrators and government Human Resources directors also responded to surveys
that they have large budgets for remedial instruction (National Commission on
Writing: Message from State 6, Ticket to Work SecA:4).
No doubt, employers recognize that strong writing skills account for more
than simply mastering the mechanics of grammar and punctuation. Rather, they
4

Based on multiplying $38 (hourly rate) by 250 annual workdays= $9,500 multiplied by 8 managers=
$76,000
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understand that writing is a complex intellectual activity, a fundamental means of
communicating that forces writers to think and make sense of their ideas so that they
can convey them concisely and accurately in a logical sequence with supporting
details (McCloskey). Employers understand that writing and thinking develop reading
and problem-solving skills, sharpen analytical capabilities, and increase knowledge;
writing, therefore, is an important mode of learning. According to Janet Emig, noted
writing researcher, "If the most efficacious learning occurs when learning is
reinforced, then writing-through its inherent reinforcement of hand, eye and brainmarks a uniquely powerful multi-representation mode of learning" (3-4). Employees
with a high level of writing skills are more likely to keep daily business flowing
smoothly, efficiently, and productively; another reason that businesses scramble to
hire applicants with strong writing skills, no doubt, is because of the underlying hint
of sharp minds.
The National Commission on Writing in America's Schools and Colleges
In an effort to keep writing in the nation's forefront, the College Board
established the National Commission on Writing in America's Schools and Colleges
(NCW) in September 2002. The NCW was created partly to bring attention to its
plans to assess writing on the SAT (Reasoning Test), and in part, to provide national
attention on the teaching and learning of writing based on concerns from educators,
policy-makers and the business community. Comprised of leading national college
and university presidents, chancellors, provosts, public school superintendents, and
teachers, the NCW has an advisory panel of writing experts who assist the NCW in

16
their charge to define and reaffirm the essential role of writing in education and to
provide recommendations on how students, their families, schools, colleges, and
universities can improve the quality of writing in the United States (College Board).
To date, the NCW has issued three reports to Congress. The first report, "The
Neglected 'R'" The Need for a Writing Revolution" tackled writing issues in schools
and colleges and provides contributing factors that relegated writing instruction to the
backburner. The second report entitled, "Writing: A Ticket to Work or a Ticket Out"
surveyed writing needs in the workplace and confirmed that many major United
States corporations consider writing skills in their hiring process. The last report,
"Writing: A Powerful Message from State Governments," states that "writing is
considered an even more important job requirement for the states' nearly 2.7 million
employees than it is for the private-sector employees ... " (4). One reason may be, "If
there are tax policy directives or guidelines that the filers don't quite get-and the tax
staff reviewers don't get right either-that creates a financial mess" (National
Commission on Writing: A Powerful Message from State Government 5).
In conjunction with its reports, the NCW also reported the financial impact of
remedial instruction for each sector:
•

College campuses are spending up to $1 billion annually to boost
college freshmen writing skills ("Most American Students").

•

American corporations spend as much as $3.1 billion annually
(National Commission on Writing: A Ticket to Work Sec A:4). A
respondent stated, "We're likely to send out two to three hundred
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people annually for skills upgrade courses like 'business writing' or
'technical writing"' (18).
•

State governments spend approximately one quarter of a billion of
taxpayers' dollars each year on approximately one-third of state
employees who do not meet state standards (National Commission on
Writing A Powerful Message from State Government 6).

In addition, directors of forty-nine of fifty State Human Resources offices
indicated that, "Writing is considered an even more important job requirement for the
states' nearly 2.7 million workers than it is for the private sector" and that excludes
the nearly two million workers at state hospitals and educational institutions that are
supervised locally (4).

Accountability
Higher education is responding to the call of accountability. For example, the
Systemwide Professional Development Office in the Chancellor's Office, California
State University twice offered a seminar entitled, "Creating an Accountable
Organization" (in November 2005, and March 2006), and according to L. Hellmer,
Senior Director, "provided training in areas that are all directly related to a lack of
accountability." The director, in her email, also stated that the CSU administrators
have a clear vision of what impacts accountability and cited examples such as silo
mentality, disregard for deadlines with little concern about the impact on others,
competing priorities, shifting blame, and a scarcity of individuals who actually do
what they say they're going to do when they say they'll do it (Hellmer). Managing a
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public institution makes CSU administrators accountable to its internal and external
communities. For instance, the institution is expected to prepare its students for the
work place as well as actively work with the high schools to prepare students with
skills needed for success in college especially in the writing arena.
Literacy skills are playing even more of an important role in our democracy as
technological advances continue to change our world. This upcoming generation has
grown up with computers and is technologically savvy. They thrive on situations that
allow them to communicate collaboratively, and more than with previous generations,
they have global concerns; they are integrated, realistic, pragmatic, cyber-literate,
media savvy and environmentally conscious. Therefore, sitting in a classroom,
listening passively to a teacher-centered instruction may not be the most efficacious
learning method for them. To discover the best means to teach these young adults,
educators must shift their focus to student learning in order to enrich academic
content, build skills, and nurture care and service in these young people (Lancaster).
Now is the time tore focus our educational goals and strategize ways that best
engage student learning to build powerful thinkers who think with clarity, precision,
and depth in order to render judgments based on evidence. Well-educated students
will be active citizens who are concerned about the world around them and engaged
in its improvement" (Berman).
What educators seek is a way to enhance and deepen learning and develop
skills that will prepare students for the workplace and lives as engaged citizens.
Educators also seek to proactively engage students in their learning as well as
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improve students' writing skills. A proven pedagogy already exists that meets all the
above criteria. It is called community service learning and is discussed in the
following chapter.
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Chapter Two
Community Service-Learning
Teach me, and I' 11 forget;
Show me, and I'll remember;
Involve me, and I'll understand
-Chinese Proverb

Introduction
The data presented in Chapter One indicates how mediocre writing levels
negatively impact our national and local economies. Chapter One also pinpoints why
employers, politicians, and education administrators are challenging educators "to
enable young people to be powerful thinkers and to think with clarity, precision and
depth .. .if their goal is ... to develop students' knowledge, skills and habits of mind ... to
make reasoned judgment based on evidence and be active citizens concerned about
the world and engaged in its improvement" (Berman 2-3). If educators intentionally
seek to stimulate student thinking, then a thoughtful and scholarly approach to skillful
teaching that considers the many strategies promoting successful active learning may
be key to engaging students in learning and retention (Bonwell and Eison).
Although several teaching methodologies exist that engage students in active
learning, this thesis focuses on community service learning (CSL), a pedagogically
sound approach to learning in which students merge theory and practice to test the
efficacy of course work in the real world. When educators understand CSL concepts
and correctly structure their courses, students can enhance and deepen their learning
and improve their writing skills. One way CSL increases learning is by providing
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students with a real audience (other than the teacher) in which students address a real
life situation (as opposed to a teacher imposed prompt). Data suggests that even
young students respond to teaching methods that link assignments to real life
situations. Writing for a real audience with a real purpose provides students with an
opportunity to engage actively in their learning as opposed to sitting passively in
traditional classroom.
Moreover, according to a mounting body of evidence documenting
undergraduate service benefits, service promotes a better understanding of
community identified issues, and thus, encourages students to effect change through
discourse (Batchelder and Root; Eyler, Giles and Braxton, 1997; Eyler and Giles,
1999; Hesser, 1995). Additionally, "CSL develops citizenship skills and values,
encourages collaborative partnerships between campuses and communities, and also
assists faculty who seek to integrate service into their teaching and research" (qtd. in
Howard 1).
But many more benefits exist within this powerful, multifaceted pedagogy
that crosses all grade levels of schooling (K-16). For example, CSL addresses social
issues through a wide range of community contexts, stresses collaboration, and
assesses learning success outcomes. The CSL students engage in reading, writing,
discussing, and solving problems that stimulate higher-order thinking such as
analysis, synthesis, and evaluation in contrast to the traditional style classes from
which students tend to disengage (Chickering and Gamson). As students reported
through interviews in Richard Light's award winning book, Making the Most of
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College, "the most important and memorable academic learning occurs outside of the
classroom" (8). This chapter provides CSL theory, history, and research in which I
lay the foundation for the writing workshop series model presented in the final
chapter.
Composition and CSL

Composition and service learning can connect academic writing to the real
world as a means of doing something for a real audience with real needs. As a bonus,
students who provide something "for," "with," or "about" community partners
actually foster a sense of belonging within that community (Melanson 77). For
instance, students can produce a number of written materials for partners such as
write letters on the organization's behalf, design presentations, or write a grant or
newsletter. As students become exposed to new concepts and places, they increase
references for writing, and consequently, gain knowledge and insight from research
and analysis of the information. Such CSL activities provide students opportunities to
tackle writing situations they would not normally encounter in the composition
classroom.
Students can also use their composition skills to tutor. Tutoring significantly
improves the learner's skill level and through the relationship building with learners,
students are exposed to new concepts and places in the community for which they
may find new meaning and purpose for their own writing abilities.
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K-16 CSL Project Examples
Accordingly, composition courses pair nicely with service learning for grades
K-16. Service experience can help develop writing skills even in second and third
grade students whose study and writing habits are newly forming. Moreover,
anecdotal stories involving elementary students suggest that developing writing skills
in young children can positively impact their academic ability. Nationwide, many
projects for young students exist. For exc..mple, the director of the "Write Place" at St.
Cloud State University created a pen pal project that matches students and staff from
the campus writing center with transient and homeless students from a local inner-city
elementary school. The project's goal is to encourage the elementary students to write
informal letters to the college students to foster a connection with the community,
even if their family doesn't stay in the

ar-~a

for any length oftime.

Another example of a service learning writing project is Messages to Ground
Zero: Children Respond to September 11, 2001. Children of all ages wrote powerful
messages as a way to cope with their grief in the aftermath of September 11th and to
begin the healing process for themselves and a hurting nation. Another service
learning project for elementary students is Jane Goodall's "Roots and Shoots"
program. It involves young students caring for animals, preserving the environment,
and improving the human community. The Roots and Shoots project encourages
students to write essays that offer solutic·ns to world problems and to participate in
written reflection activities.
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Middle school students also benefit from CSL writing projects as posted on
the National Service Learning Clearinghouse, the leading website for CSL
information. For example, in Queens, New York, one class at the Louis Armstrong
Middle School paired with a nearby first grade class of reluctant readers. By
establishing relationships, the tutors are helping the first graders develop competence
and leadership skills. Another example, in San Antonio, Texas, eighth graders serve
as teachers to elementary school students. According to studies, the eighth graders'
own reading levels improved, and the drop-out rate was reduced from eighty-six
percent to six percent. Other accomplishments of middle school students and service
learning include language arts students honing their writing skills by organizing a
campaign to reduce bullying on school busses, and students writing articles and
public service announcements about the importance of environmental sensitivity.
High schools also incorporate service learning as a way to advocate. For
instance, Miami High School in Oklahoma is located near the Tar Creek Superfund
Site, one of the nation's worst toxic cleanup sites. To bring awareness to its
community, language arts students wrote essays and research projects related to toxic
waste, while the computer science and journalism classes focused on public relations,
public health, and communication issues. Another example is a CSL project in Los
Angeles, California, where eleventh grade history students engaged in gang
prevention outreach to sixth and seventh grade students. The high school students
created skits, collages, and pamphlets to distribute at middle school assemblies. Other
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examples of CSL projects include tutoring younger students and second language
learners in reading, writing, and recording seniors' oral histories, just to name a few.
College students also participate in a wide variety of CSL projects that include
writing. On Cal State University San Marcos (CSUSM) campus, many service
learning projects take place. In one sociology course students take oral histories from
World War II veterans for the Library of Congress "Veterans History Project." In an
introductory video course, CSUSM students work in small groups with community
partners who need video students to script and shoot footage for public service
announcements, fundraising or infomercial videos. On this same campus, students
studying Spanish may qualify to translate English information into Spanish. Another
example is on the California State University at Humboldt where a service learning
grant writing course provides students with practical experience by writing grants for
community partners. Unmistakably, nationwide, many elementary, middle schools,
Boys and Girls Clubs and YMCA clients benefit from college students' tutoring and
mentoring.
Clearly, while providing communication services for community partners,
students of all ages can improve their own writing skills and develop other skills.
Those rewards include increasing their learning, developing higher cognitive skills
such as problem solving and critical analysis, and promoting civic responsibility
(Eyler and Giles, 1999).
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CSL History

5

Service began as an integral part of the academy and was recognized as a
pervasive commitment for society. The Morrill Acts of 1862 and 1890 gifted federal
land to the states to support higher education in meeting its increased enrollment that
resulted from the influx of immigrants during the industrialization and urbanization
movements. As more families could afford higher education, students began to
pressure the institutions for courses that would give them the skills to get ahead. As a
result, higher education slowly sidestepped from its tradition of developing students '
moral and civic characters in favor of meeting student demands for courses that
strengthened workplace skills.
This shift from the public good prompted John Dewey, one of the significant
contributors to twentieth century educational thinking, to criticize and oppose what he
saw as a repressive and authoritarian education taught in elementary and secondary
schools. He firmly believed that a connection between education and social action
existed in a democracy. Dewey preached that learning is anchored in interaction,
reflection, and experience stimulated through community interest as opposed to
memorizing large amounts of information. He also believed that a classroom is a
learning environment where everyone works together in a democratic orientation to
solve common problems and test ideas, beliefs, values, customs, and make critical
inquiries. Although educators embraced Dewey' s pragmatic ideas for approximately
ten years, in 1930, Dewey and his ideas fell out of favor with educators, and

5

For an annotated overview, please see AppenCix A.
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citizenship as a conventional goal of public schooling was also discredited (History of
CSL).
Many more changes continued to rock the U.S. educational system with the
end of World War II: Our nation's borders opened to immigration; the country moved
from an industrial based economy to knowledge based; we developed new
communication modes and technology advanced. Thus, higher education slowly
began responding to student demands to emphasize "individual benefits." Today, the
ripple effects include the public accusing higher education of not meeting the public's
needs and of failing to prepare college graduates for a life of citizenry as discussed in
Chapter One (Ansley and Gaventa, 1997; Boyer 1987, 1990; Boyte and Hollander,
1999; Checkoway, 2001; Reardon 1998).
But administrators still insisted on practical application training as well as
theoretical for the social fields such as social workers, nurses, teachers, and other
professions. Enthusiasm for Dewey's ideas for practical application in other
disciplines didn't regain popularity until 1984-5 when several researchers including
Elliott Wigginton, John Goodlad, and Ernest Boyer completed their studies. When
industrial models were challenged with the presupposition that the primary purpose of
education can no longer shape students for a clearly defined role for a predictable
future, CSL grew. Rather, in a changing and diverse world, James C. Kielsmeier,
founder of the Center for Experiential Education and Service-Learning at the
University of Minnesota noted, "We need to move from the idea of students as
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receptacles, merely receiving deposits in information from teachers to students as
creators, disseminators, and implementers of knowledge" (Kielsmeier 656).
Since those 1984-5 studies, service learning has been thoroughly researched
through multitudinous studies which have prepared the guidelines for maximum
service and learning. Thus, higher education recognizes service learning as a
legitimate pedagogy. The American Association for Higher Education, Campus
Compact, the National Council of Teachers of English, and the American Association
of Community Colleges also support service learning. The Conference on College
Composition and Communication has formed the Service-Learning and Community
Literacy Special Interest Group, and much literature is now available on servicelearning, including publications that connect composition with service-learning.

CSL Defined
The term "community service learning" is basically defined as an experiential
education approach to teaching that bases its framework on "reciprocal learning,"
when both parties equally benefit from the activities and when the learning goals and
service outcomes play an important role. In other words, students do not work for the
community, but rather with the community, and as a co-educator, the community also
plays a role in developing student knowledge. This subsequently builds a relationship
between student and community, and community and university.
Although many definitions for CSL exist, professionals agree that (1) the
service learning component must be an integral part of the curriculum; (2) the course
must be well-designed and include strategies for real partnerships with community
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partners; (3) the reflection piece must be substantive and structured with the
community experience in order for students to make the powerful connection between
academic learning and practical application while deepening their commitment to
address human needs by resolving social problems.
Reflection, a critical key CSL component, identifies this pedagogy from most
other experiential methodologies. Reflection enables students to strengthen and
deepen their learning by thinking and writing about their experience in a very
structured manner that provides students the time they need to digest theory and the
real world experience (Mass-Weigert; Jacoby, 1996; Kinsley; Berson). The reflection
piece is the way that students begin to learn to question "why?" which opens
opportunities for students to think about causes and solutions to social problems. Data
suggests that the most effective means of reflecting is through writing.

Reflection
Learning occurs when students link theory with practice, thinking with
activities, and observation with action. When students write about their service
learning experience, they reflect on the issue, examine causes, and think about
strategies to address the systemic problem. As discussed in Chapter One, writing
develops many higher order skills such as reading, hypothesizing, and problem
solving; it increases knowledge, particularly meta-cognitive awareness, and promotes
collaboration (Connolly 11). When students continue to use writing as a reflection
medium the entire semester, they have a greater chance for the experience to be
educative. Through bridging the observed with facts and ideas, students can draw
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conclusions based on evidence (Eyler, Giles and Schmiede 14-15). The more students
reflect, the more they will understand the problems to offer better solutions based on
clear thinking.
Reflection, in order to benefit the student, must be structured to help guide
students with their analysis and to foster learning outcomes. Therefore, to help
reinforce learning, reflection should be structured to challenge students to think
critically and to push them to explore different perspectives. Also, the process must
continue throughout the course so that students can apply new knowledge to new and
old experiences. The reflective activities must help students understand how the
experience connects to course material, and if appropriate, students can contextualize
reflections for maximized gains between thinking and doing (16-20).
Without structured reflection, the service and course learning may be
disjointed, and students may not be able to connect the two, cautions noted CSL
pioneer, Richard Cone. He further stresses that structured reflection can assist with
students' understanding of systemic issues and the complex social, political, and
economic realities that can affect community life. As students write their thoughts,
they also learn about themselves, who they are, and what their values and prejudices
are. For most, writing CSL projects provide extraordinary writing opportunities for
students, first by completing community writing projects, and second, through
structured reflective writing assignments.
Reflection's primary purpose is to guide students into understanding the
strong linkages between the service activities and coursework. The Corporation on
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National and Community Service developed the following as part of their briefing
materials for national community service, "Thinking about the service creates a
greater understanding of the experience and the way service addresses the needs of
the community. It [CSL] promotes a concern about community issues and a
commitment to being involved that mark an active citizen. At the same time the
analysis and thought allow the participants to identify and absorb what they have
learned .... " Activities for reflecting can come in a variety ways, such as journals, logs,
reflection papers, portfolios, class discussion, or small group discussions-as long as
the method creates strong linkages between the service activities and coursework-if
instructors require students to link their service to course content. Writing is the most
popular and potent method since writers see what they think and use that as a starting
place to expand their thinking and writing.
As much as students and the community benefit from CSL, the pedagogy has
its critics. For example, some faculty can be overwhelmed with the various ways of
combining community involvement and the teaching of writing when structuring a
CSL course and claim that developing a CSL course requires too much work. Others
do not see the connection between academic writing and writing in the community;
they see community writing more as a vocational school skill. Still others are
skeptical about students serving in the community instead of spending time in the
library (Gray et al 6). And, many critics feel that CSL focuses too much on the "feelgood acts of charity or fieldwork carried out in a predominantly monodirectional way
by the server for the served" (Claus and Michel 7). Contrarily, Cone believes that "the
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CSL pedagogy is sound, but too many instructors fail to structure their courses
properly ... rather than challenging traditional teaching practices" (Cone 12). Many
faculty fail to see a well-structured course and structured reflection as key
components. If these key components are lacking or marginal, " ... many students will
continue to have difficulty connecting key curricular concepts with the underlying
sources of social concerns" (Kecskes 2). For example, students who focus on the
service component may say, "I thoroughly enjoyed serving in the soup kitchen, and
next time I want my children to help." Clearly had the course been structured to
include thought provoking reflection questions, students would be asking questions
that would promote advocacy: "Why are so many people hungry? But more
importantly, "What can I do to end the hunger?" Clearly, CSL courses are about
helping students personalize social problems in order to make the leap to advocacy.

Community Partners
Community partners are the bread-and-butter of CSL theory; without
community partners willing to supervise and co-educate students, students would
have no place to test theories, gain practical knowledge and skills, and advocate for
change. Historically, most formal collaborations and partnerships are with not-forprofit organizations such as public school districts, community centers, libraries,
social agencies, and higher education. With today' s tight budgetary constraints and
dwindling public resources, social needs are increasing, and more community-based
organizations are looking to the energetic and rich resources of higher education to
collaborate with to address complex social issues. Undoubtedly, higher education
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makes an excellent collaborator in that it has access to the most current research in
many areas. Higher education can be a powerful ally and advocate, and it can also be
a sustainable partnership (Leiderman et al. 3). Undoubtedly, higher education is
making significant contributions to its surrounding communities and helping the
community achieve its goals.
The willingness to partner/collaborate comes at a time when higher education
has an interest in renewing its civic engagement mission and preparing students for an
active civic life. To accomplish this, higher education seeks opportunities for students
to apply learning to "real world" situations; to develop a sophisticated understanding
of community goals, processes, and current issues; and to grow as individuals through
civic, ethical, political, philanthropic, and other activities.
Unquestionably, universities and communities each have their own cultures
and agendas which need to be honored and respected to build a mutually beneficial
relationship; building relationships acknowledges that each entity comes to the table
with biases, whether implied or expressed. For instance, higher education may need
to recognize that communities, grassroots organizations, and churches have worked
diligently together to improve their communities (Gamson 1997). Communities, on
the other hand, may have to recognize that although higher education may seem
disconnected and inaccessible, and out of touch with real issues, the truth is
community organizations may have to try harder to connect with the right people.
What, then, is a community partner? Barbara Jacoby in Building Partnerships
for CSL, defines a partnership as "a close mutual cooperation between parties having
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common interests, responsibilities, privileges and power" (7) that embraces reciprocal
learning, integrity, and equal voices, and a long-term commitment. More than simply
an exchange of resources, a true partnership builds on a partnership synergy to create
something new that is beyond simply the sum of its parts. Partnerships vary,
depending on the differences in the history, capacity, culture, mission, and challenges
the community and higher education face. Additionally, partnerships must potentially
be mutually beneficial. For example, the university fosters partnerships based on its
academic strengths and seeks to partner with well-organized local agencies that have
the capacity and sophistication to interface with the more bureaucratic university to
develop a lasting commitment and sustaining trust. One important part of the
relationship is that the community must take a leadership role in defining the
university role: The community partner defines its community needs and works on
the solution as an equal partner from the planning stage to the curricular experiences
and defining the needs and service activities that best match those needs (Holland and
Gelmon 5). When organizations take a greater part in helping students develop civic
responsibility and a respectful understanding of critical human issues, the
partnerships are more likely to be sustainable. Sustainable partnerships have a better
chance to develop into effective relationships. Unquestionably, the most effective and
sustainable partnerships are based on partners learning from each other and learning
together; when all partners agree on goals, define successes, measure outcomes and
participate in the evaluation, the partnership thrives. In most successful partnerships,
the community controls the agenda (they have first-hand knowledge of current and
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actual community needs) even though the educational component of the partnership
has clear consequences for both the community and university (6).
Unfortunately many CSL programs are not based on a partnership level;
rather, little interaction exists between the instructor and site supervisor. The agency
representative often offers projects to the students that the organization needs or
wants completed without considering the learning objectives. Clearly, faculty need to
establish a relationship with the organization to ensure that students receive the
proper training to fulfill course goals. If the CSL component's goal is to improve
student writing by having students write for a real audience and address a real need,
an integral part of the faculty's job should include reviewing the types of writing the
organization needs in order to prepare students for the experience. For example if a
student is serving with an organization that needs web text, and the student has little
or no knowledge of web writing, the match will not be well received by the
organization or the student.
No matter how strong the partnership, not all service projects come to fruition
as planned. The caveats are many, as Virginia Chappell noted when her "Writing for
Non Profit Organizations" class at Marquette University provided unplanned learning
opportunities. She cautions that circumstances at non-profit organizations can change
from moment to moment especially when the organization has a governing Board of
Trustees where circumstances and priorities can change quickly. For example, high
staff turnover can affect project completion as well as an organization's preparation
for a major fund-raiser regardless of previous arrangements for students. "Even when
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invited, well-defined writing projects such as writing manuals, brochures, or grant
proposals challenge students to respond not just to genre constraints, but to a complex
of influences including rhetorical, social, and financial, internal and external" (4 ).
Writing service outside the academy involves much more than writing for a
classroom assignment. For instance, fundraisers affect every staff member, and their
time is devoted entirely to ensure the fundraiser' s success.
Moreover, students have tight schedules which do not always mesh or are in
tune with those of the organization' s staff states Chappell. Students usually have full
academic loads with papers due, tests to prepare for, and other responsibilities that
can interfere with regular schedules. And finally, faculty are cautioned that even in
today' s world of the ubiquitous cell phone, not everyone thinks to contact the student
nor does the student think to contact the organization in case of emergency or change
in plans. Each of these points is something for the faculty to discuss with the
organization ahead of time.
Clearly, students must be well prepared before they go out to the community
to produce a writing project, and although many students are energized by making a
difference with writing for a non-profit organization, academic writing does not
always fit well with the real world. Students must understand there are differences
between writing professionally and academically. For example, work environment
writing focuses on problem solving rather than writing to persuade the professor how
much he/she knows. Work-related writing targets multiple audiences with different
perspectives as opposed to writing for the instructor as the sole audience. Writing
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professionally also means writing for unknown secondary and tertiary readers who
may present the document in legal proceedings.
Summary
CSL helps students improve their writing skills by providing the proactive and
engaged learning environment students prefer-applying what they are learning to
real life situations. The value of students working on writing projects transitions them
from students to writers and from commentators to collaborators. Moreover, in
courses structured properly, the service flows from and into course objectives;
assignments requiring reflection

integrat~

the service with course objectives, and the

assignment is assessed and evaluated (H1tchison). The reflection component is
critical to CSL; it provides the impetus for students to think about the community,
how it relates to them, and how they relate to it as community members.
Although CSL offers many benefits to students, community, and university, it
is far from the perfect pedagogy. For example, instructors must put substantial work
into creating a well-structured course, ar.d students must cram more into a usually
packed day to perform service plus face an increase in writing assignments. The
community organizations gamble as a community partner: They are often left flat
once the course ends-the student they co-educated is gone whether the project is
completed or not. In other words, the community partner, for many reasons, counts on
the student to complete the writing project. For example, the organization may not
have staff qualified to meet the writing demands of the job, or overworked staff may
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be unwilling to take on one more laborious writing task, even though the organization
may need the end product.
Instead of focusing on the traditional end product, CSL might be more
valuable to an organization if it focuses on providing writing development to the
organization's staff to boost their confidence levels to take on the projects
themselves. The next chapter provides a case study of a portable and sustainable CSL
writing project that provides community partners and our own campus administrative
support staff with the tools they need to boost their writing levels.
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Chapter Three
The Professional Writing Workshop Series: A Case Study
For I must be allowed to say, that when we are employed, after a proper
manner, in the study of composition, we are cultivating reason itself. True
rhetoric and sound logic are very nearly allied. The study of arranging and
expressing our thoughts with propriety, teaches us to think, as well as to
speak, accurately. By putting our sentiments into words, we always conceive
them more distinctly. Everyone who has the slightest acquaintance with
composition knows, that when he expresses himself ill on any subject, when
his arrangement is loose, and his sentences become feeble, the defects of his
style can, almost on every occasion, be traced back to his indistinct conception
of the subject: so close is the connexion between thoughts, and the words in
which they are clothed.
-Hugh Blair, Scottish minister and professor, 1783

Introduction
Chapter One indicates that many factors contribute to the present writing
levels across the country, and even though the media has brought national attention to
the problem, improving writing skills remains a nationwide challenge. As a way to
energize student interest in writing, teachers are introducing innovative projects, and
Chapter Two provides several examples that incorporate community service learning
(CSL) projects.
Chapter Three discusses the Professional Writing Workshop Series (PWW),
my innovative CSL project in which graduate students of English, under the tutelage
of faculty, facilitate a series of three writing workshops designed to increase
attendees' self-confidence in their writing ability. The idea resulted from my belief
that a publicly funded university, as a constituent of the community, is also a citizen.
Moreover, since taxpayers support faculty and staff salaries, I believe the university
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has a responsibility to share its professionally relevant capabilities and knowledge
openly and generously (Moran). As part of its intellectual resources, the often under
recognized graduate students of English and the faculty who teach English at the
graduate level deserve the university's public recognition. This project provides the
university a unique opportunity to spotlight its budding intellectual resources through
community service learning, CSL and publicly to recognize publicly the faculty who
teach these scholars. Although graduate students and faculty do not traditionally
engage in CSL, as a team, they have the needed knowledge and credibility to attract
working adults to the writing workshops.
Project Background
As a CSL professional who works exclusively with not-for-profit
organizations, I sometimes hear of job losses and organizations closing during
difficult financial times. When government funding decreases, we see a fierce
competitive market vying for the shrinking grant dollars, a situation that calls for
exceptional writing skills in order to write successful proposals. But if an
organization's staff lack the writing skills needed to secure additional funding, and its
shrinking budget targets client needs rather than staff writing development, the
organization may be in danger of staff lay-offs or closing its doors. The dilemma is
not the choice itself, but why the choice exists at all. Clearly, funding client programs
and writing development are both critical to a not-for-profit organization's survival.
To illustrate, during 2000, the State's budget crisis impacted not-for-profit
resources which, subsequently, resulted in cutting a number of staff jobs and social
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programs. The cuts led to my questioning of the morality of not-for-profit
organizations struggling to pay for writing development to address a community
need. Moreover, I posit that community partners, those not-for profit organizations
that provide the university's CSL students with hands-on experiences, should have
access to the university's wealth of writing resources, including the faculty who teach
English and the graduate students studying English. 6 I include graduate students
because they often are overlooked jewels, cut by interest, shaped by faculty, and
polished by real life experiences. English graduate students, under faculty's tutelage,
also should have the opportunity to share generously their writing expertise and
knowledge with community partners. Furthermore, by sharing its resources, the
community can see the university as a resource to mitigate community needs rather
than an authority with solutions. Sharing its riches is not a charitable gift from the
university to a needy community; contrarily, a good portion of taxpayers' dollars are
allocated to higher education according to the State Higher Education Finance FY
2004 report:
•

$54.7 billion (approximately seventy-nine percent) of state and local
dollars were used for the general operation of public postsecondary
institutions nationwide

•

State tax appropriations accounted for approximately eighty-four
percent

•

6

Local appropriations accounted for approximately ten percent

CSUSM' s English Department is the Department of Literature and Writing Studies.
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•

State appropriations from non-tax sources such as lotteries accounted
for approximate} y two percent (15-17)

The PWW Project: The Professional Writing Workshop Series
The focus of this thesis, "The Professional Writing Workshop Series" (the
PWW), is a CSL project that deviates from most CSL writing projects. First, as
discussed in the previous chapter, most CSL projects are designed for K-16, not
graduate students. (I discuss the reasons later in the chapter). Secondly, inasmuch as
the community offers CSL students a wealth of opportunities "to write in new genres,
be more aware of audience, foster collaborative writing, develop project management
skills and produce socially oriented rhetoric," students and community partners
invariably focus on the tangible end product (Huckin 50). Indeed, Thomas Deans,
author of Writing Partners, notes that service learning projects usually entail the
student writing with, for, or about the community (qtd. in Melanson). In most cases,
the writing projects that students are assigned are those that either staff are
unqualified to tackle or lack the time to complete. The PWW, however, breaks away
from this traditional CSL writing experience in that LTWR graduate students design
and facilitate the writing workshop series to increase attendees' writing confidence;
consequently, there is no tangible end-product. Fortunately CSL projects are not
tethered to tangible end-products or tutoring services; rather, risk management and
the imagination set most of the limits for CSL projects.
I initially discussed the PWW with the LTWR Graduate Studies Program
faculty during a severe state budget crisis which one faculty summed up the
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department's financial straits as "we can't even afford to buy even paperclips!" The
statement described the department lack of funds for simple supplies, and therefore,
couldn't finance any new projects. However, since this project offers students
opportunities that differ from traditional internships, faculty's interest piqued.
Graduate students' benefits include peeking into a consulting career; working with
working adults, researching and developing professional writing curriculum, and
working in a small group with faculty. Even in the tight budgetary climate, the project
interested faculty for several reasons, but primarily because startup funds were not
required.
Graduate Students and CSL
The PWW may be one of the few non-health related service learning projects
to incorporate graduate students. Although most CSL courses are geared toward
grades K -16, service learning professionals long recognize the potential of graduate
students. However, most CSL professionals agree that graduate level CSL courses
don't work because most students work full-time and attend classes at night. In fact,
many businesses encourage ongoing learning and contribute to employees' tuition;
therefore, most businesses balk at also supporting time off for service projects.
There is a dearth of research on why service learning doesn't work for
graduate studies. In an October 4, 2006 response to my email inquiry regarding
graduate students and CSL, the California State University (CSU) administrative
director of service learning stated that the CSU lacked a systematic program. She
referred me to Gerald Eisman, CSU Service Learning Faculty Scholar, who offered
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another perspective of why service learning doesn't work for graduate studies. He
opines that "graduate work is almost entirely contained within a single discipline with
the central purpose of developing new professionals in that field." He contrasts that to
CSL and says, "The field experiences hone the student's professional skills. Service
learning [CSL], on the other hand, develops civic skills, interpersonal skills, and
knowledge of self and community and is less effective at developing specific
professional skills."
Whatever the reasons that keep graduate students from CSL, this largely
untapped pool of resources should have opportunities to contribute to the
community--especially since the taxpaying community supports their education.
Although graduate students express a high level of interest in interacting with the
external community, recruiting students remains challenging. Classes and teaching
schedules often compete for student time even though students earn academic credits
for participation. Therefore, our recruiting strategies include hosting a pizza party
featuring former facilitators and attendees to discuss their experiences with interested
graduate students. (The party is financed with the project's winnings from the "CSU
Systemwide Quality Improvement" Award.) In addition, we discuss how a student's
participation will advance professional writing knowledge, polish facilitation skills,
and make a difference to the participating community. The project can't work without
the LTWR graduate students; their educational level provides the maturity and
credibility to boost writing confidence levels in working adults. Moreover, many
attendees already have an undergraduate degree and want someone with a higher
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degree facilitating the workshops. But facilitating workshops to working adults is
tough; students must increase attendees' confidence levels while creating a safe
atmosphere that bubbles with life, discussion, and questions.
Designing the Workshops from a Community Partner Perspective
Since perceived needs may differ from actual needs, the OCSL (Office of
Community Service Learning) in 2002 distributed a needs assessment survey to
thirty-five CSL partners located throughout South San Diego, Orange and Riverside
Counties; twenty-nine partners responded that they were interested in improving
writing skills at their organization.
Although the survey responses confirmed the identified need, it became
apparent that in most cases, the volunteer coordinators (OCSL's contacts) responded
to the surveys, not the executive directors. This revelation prompted more questions:
Would the executive directors permit staff to attend the workshops? Would
community partners want to attend a series of writing workshops? Would staff want
to attend the workshops if graduate students facilitated them rather than faculty?
Could I get a commitment from executive directors to send staff to a series of
workshops? Then I questioned how to recruit graduate students. Would they be
interested in facilitating the workshops? The student workload was an unknown;
would it be too much? How much was too much for graduate credit? Would students
be able to deal with intricate questions from professional working adults?
These questions forced me to focus on the community partners' perspective,
which shaped the project's framework. For example, why would working adults want
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to attend these workshops? The project's hook is that we tailor the workshops to meet
the attendees' needs. For example, graduate students analyze one to two pages of
writing samples from each attendee in advance of the first workshop and develop the
curriculum based on their findings. Another major attraction is that the workshops are
designed with respect for the amount of time attendees would be away from their
desks.
Moreover, since this is a CSL project, I also considered the community
perspective for the reflection piece. As discussed in Chapter Two, reflection is a key
element of CSL (Mass-Weigert; Jacoby, 1996; Kinsley; Berson; Eyler, Giles and
Schmiede 14-15). If reflection centers on discussing attendees' responses to
evaluations after each workshop, facilitators receive immediate feedback on what
worked, and they can brainstorm ways to improve the subsequent workshops.
Students also critique each other's presentation while it is still fresh in their minds,
and thus this is helpful in preparing the following week's workshop. Clearly,
attendees' needs are foremost in the project's design. Mainly because if the project
doesn't attract the attendees and meet or exceed their expectations, the series dies
before it has a chance to develop and evolve.
Much time had elapsed since the OCSL had conducted the 2002 needs
assessment survey. The budget crisis wasn't over, and I feared a turnover in
community partners' staff might include those who were interested in improving
writing levels at their organization. Consequently, the OCSL surveyed the partners
again about writing needs, and again, the responses confirmed the need. With a
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current list of partners interested in the project, I focused on how to recruit students
who could develop curriculum and have the personality to deliver information to
working professional adults.
Student recruits may have to have the chutzpah to push beyond their comfort
level to deliver writing information to the audience-information that they might not
be comfortable delivering. For example, student writers routinely express a reluctance
to facilitate a workshop on grammar, which is a much requested topic. Other traits
students need as successful facilitators include a professional demeanor and
knowledge to be credible, yet they have :o be lively and fun. Equally important to
hold professional adults' interest, the facilitators would have to facilitate information
in an informal and highly interactive manner rather than approach the workshops as a
teaching environment. The graduate stuC.ents clearly are an extremely important piece
of this project.
Graduate students in CSL need a faculty mentor who can polish their
presentation and facilitating skills and mentor them in delivering the workshops. The
faculty is the team's cheerleader who ensures that students are well-prepared for their
role as facilitator, and he/she also manages and coordinates the project's details to
ensure the project runs smoothly. Finding a willing and qualified faculty member may
be a challenge, and in discussions with the LTWR department, they suggested
structuring this project through the student internship program. Fortunately for the
project, the faculty overseeing the interns specializes in teaching writing.
Our Three-Way Synergistic Partnership
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After faculty agreed to oversee the student internships for the project, and the
OCSL agreed to manage the community partners' end, a serendipitous meeting
provided a third collaborator, the HR&EO (Human Resources and Equal
Opportunity) training coordinator. The training coordinator, whose budget was too
strapped to respond to requests from administrative support staff for on campus
writing instruction, was delighted to be part of the project. She solicited supervisors
for topic suggestions and commitments to send support staff to the series. Thus the
target audience shifted from our external community to addressing our own internal
community's need. The training coordinator generated a list of supervisors thrilled to
commit their administrative support staff to the on campus writing series.
In addition, the supervisors suggested basic writing instruction, (grammar,
punctuation and capitalization and sentence structure), and the collaboration added
other writing activities that administrative support staff performed regularly such as
proofreading and editing, note taking and meeting minutes, email etiquette,
announcements and publicity, memos and letters, basic composition, and formatting
graphic standards (letterhead and memos).
The Workshops: Facilitator Recruitment
Recruitment begins near the end of the previous semester. Generally, the
OCSL and the LTWR faculty recruit for :he series by posting announcements on the
graduate listserv and hanging flyers in the LTWR department. LTWR faculty assist in
the recruitment process by announcing the opportunity in their classes.
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As discussed previously, every LTWR graduate student will not meet the
standards for facilitating. The faculty partner established the basic student
qualifications needed in order to be successful as a facilitator. For example, students
must have successfully completed the LTWR 525 course, "Theory and Practice of
College Writing Instruction" or have previous teaching experience. Students must
also submit a writing sample and interview for the facilitator's position; selected
students then sign up for the internship and can earn one to three academic credits
depending on the amount of work they choose to do. Selected students must attend a
weekly three hour class as a group in which they prepare for the workshops. The
workload is frontloaded; once the curriculum and handouts are developed, students
conduct mock workshops to hone presentation skills and peers critique their
curriculum. Reflection occurs through class discussion.
Workshop Logistics

The workshop's framework is simple. For example, the collaborators schedule
the series on the same day in consecutive weeks and in the same computer lab room,
a room that is conducive to a classroom set-up as well as to working in small groups.
Each workshop is three hours in length, 9:00 a.m. to noon, which allows for two
topics and one 10 -minute break. We also factor five to seven minutes for late
arrivals. The time has worked well for our campus, although the number of
workshops in a series has fluctuated. We've chosen to stay with three workshops as
that number allows enough time to cover all the topics. We try to offer a series in the
Fall and Spring semesters for continuity; however, this is not always possible due to
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reasons such schedules and workloads. Each series is capped at twenty attendees, and
registration priority is granted to those who commit to all the workshops. Attendees
download handout materials from the web and bring them to each workshop. There is
no charge for the workshops other than community partners must pay the university's
parking fees.
Methodology

Approximately six weeks before the series begins, the HR&EO training
coordinator sends invitations via email to the campus community and also places an
announcement in the faculty and staff newsletter, In the Loop; the OCSL sends email
invitations to community partners. Approximately three weeks before the first
workshop, attendees receive the following pre-workshop survey questions via email:
Pre Workshop Survey Questions

Questions/Request of the Workshop Registrants
1.

What problems or issues do you see in thee-mails you are receiving and in
the ones you send?

2.

Do you write memos? Do you proofread memos? Both?

3

Do you write letters? Do you proofread letters? Both?

4.

What difficulties do you encounter writing memos?

5.

What difficulties do you encounter writing letters?

Plus please send along a writing sample that demonstrates the kind of writing you
do
on the job (e.g. an e-mail, a letter, or a memo), preferably from your every day
work.
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The responses to the pre-survey questions help facilitators learn about their audience.
For example, if not all attendees write memos and/or letters the topics are still
covered; however, the facilitators may focus on reinforcing other topics covered
rather than cover the different types of memos.
Workshop Assessments
Attendees are asked to complete an evaluation after each workshop, and
facilitators discuss the evaluation results at their weekly class meetings.
At the end of the series, the facilitators provide a quick topic refresher for
each workshop, and attendees are asked to complete the post series survey, which
depending on the series contains one or two questions: "What was helpful?" and
"What suggestions do you have for change?"
Analysis of the Professional Writing Workshop PWW Series
The PWW project supports John Dewey's philosophy, which is the basis for
CSL theory presented in Chapter Two. Dewey postulated that when education
connects with social action, the learning is ground in interaction, reflection and
experience stimulated through community interest as opposed to memorizing large
amounts of information.
Foremost with Dewey and CSL, the learning must be educative. Educative,
according to Dewey, means the learning must generate interest, be worthwhile
intrinsically, present problems that awaken new curiosity and create a demand for
information, and must cover a considerable time span and be capable of fostering
development over time (217-218). Moreover, Dewey also opined that knowledge is
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based on recall and applying it to a situation; otherwise the experience is ungrounded
and forgotten or unavailable for transfer to new experiences. In other words,
knowledge is based on context.
Clearly, the PWW supports the criteria that Dewey set forth. The PWW
structure is such that three to five students interact closely with each other and faculty
for approximately ten to twelve weeks, depending on schedules and the number of
workshops. Students depend on each other to complete assignments and receive
presentation feedback from colleagues and faculty. The new learning is wellgrounded in experience, in that students research information, rehearse presentations
and present to the community; the reflection process is ongoing, as it should be. And,
the premise of the project rests on a community need-to improve writing skills.
What the PWW does is challenge some interpretations the CSL community
embraces. For example, most CSL professionals would disagree that a service
learning project could also serve its internal community. As discussed in the previous
chapter, the definition of service learning and the components that most service
learning professionals accept include, "the course must be well-designed and include
strategies for real partnerships with community partners." In addition, Jacoby's
explanation of community partners in Building Partnerships for Service-Learning
states that partners must be "well-organized local agencies" (7). The PWW project
was piloted to our campus administrative support staff that identified a need. I agree
with Jacoby that there are a wide variety of partnerships, and even though our threeway collaboration does not fit her definition of community partners, I view the
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collaboration as a partnership and the support staff as the HR&EO training
coordinator's "clients."
In addition, the PWW challenges the CSL pedagogy in that the project doesn't
provide the usual tangible end-product and includes graduate level students. I've
argued that graduate level students have the credibility and knowledge to work on a
higher level than undergraduates. In the PWW project, graduate students are needed
to facilitate the working adults' workshops, and graduate students have made a
difference in the attendees' writing habits (Appendix D). My argument also addresses
the need that the university should recognize graduate level students, and I've shown
how the PWW provides an excellent opportunity for the university to tout the talents,
expertise, and skills of its graduate students as a model for enhanced community
involvement. The following provides a detailed accounting of my arguments and how
I assess the workshops. 7

7

I chose to assess data from the first, second and fifth series since they clearly demonstrate attendee
diversity among the workshops.
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FirstPWW
Background
The first scheduled workshop coincided with the November 2003 Scripps
Ranch fires that affected a very large geographical area in San Diego County, from
Poway to Julian. Although the fires did not threaten the immediate area surrounding
San Marcos, the university had to close for several days due to the unhealthful
conditions. Most every person was affected by the fires; if not personally, then by a
friend, relative or neighbor. Since neither the three-partner collaboration nor the
facilitators had any idea how the fires would affect the workshops, we decided to
c::mduct the workshops as planned.
The summarized post survey data (Appendix B) collected from the first
workshop series suggests that the attendees (all CSUSM staff) were engaged in the
workshops. The responses indicated that they were eager to learn, and they wanted
more in-depth information and time for discussions. They were interested in how the
professional business world writes letters and wanted additional discussion on "the
mindset of organizing a letter versus creating one." As mentioned previously, the
collaboration respects the time attendees spend away from their desks; therefore,
attendees brought real in-basket letters to the workshop to work on. Facilitators were
able to answer questions and help attendees over stumbling blocks as they revised
beir correspondence. As a group, they seemed enthusiastic for this activity and were
able to apply workshop information to a real life document.
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Moreover, this group's responses to the post survey referenced specific global
tools in the workshops. For example, their responses included references to the list of
six essentials, using an outline/preplanning, and the template for note taking. In other
words, they named the specific tools that were relevant and useful that could help
improve their writing skills. This group was hungry for information and indicated that
they wanted more time for practical application and samples, but didn't suggest
cutting any curriculum as a way of shortening the series. This infers that these
attendees found the topics important and/or relevant.
The topic of email etiquette promoted much discussion, mostly because
attendees were unaware that email etiquette exists. However, this is the only group to
suggest that the campus formalize email etiquette guidelines and practices, indicating
that staff believe that the campus needs a policy on email. Attendees also thought
email etiquette training should be included with Outlook training and/or be included
as part of the New Employee Orientation.
The second question, "What suggestions do you have for change?" tended to
provide useful recommendations such as "use a larger font for the overhead" and
"provide more samples and illustrations." In the "additional comments" section, the
group also suggested that the collaborators consider stand alone workshops rather
than a series. This suggests that possibly everyone would not choose to attend each
topics offered in the series. According to the number of responses to each workshop,
the letters workshop might have attracted everyone in this group while those
workshops with few responses suggest that few attendees were interested in the
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workshop on campus standards and formatting letterheads. Furthermore, this group
also requested more information about the intricacies of professional business writing
and suggested other topics of interest.
An explanation for why this group was so engaged could be that as the first
attendees to attend the PWW, this group possibly ranked as those needing the most
writing instruction amongst department support staff. My rationale is that the
HR&EO training coordinator solicited supervisors prior to the series for a
commitment to send staff. Of those supervisors who committed, most were aware of
writing deficiencies in specific staff.
There are several possible explanations for the apparent success of the pilot
workshop. One justification may be that attendees want to improve their writing
levels for career advancement, and as Graves points out in Chapter One, students
need to practice to improve writing skills. As Swartz in Chapter One contends, more
professions are requiring writing, or perhaps some of these attendees lacked the jobpreparation needed for job success (Newman, Couturier, and Scurry B6).
On a less general level, the success may be that it was the first workshop, and
the idea of graduate level students facilitating writing workshops was quite novel.
Another plausible explanation (or partial explanation) is that the workshop provided
time for attendees to focus on something other than the fires. Attendees had
opportunities to network and chat with co-workers before, during, and after the
workshops. This may have helped normalize the day after a difficult situation.
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The series' success also could be attributed to the facilitators' total teaching
experience. Together they had more than twenty years of experience teaching,
coaching and writing and editing. And, the facilitators worked extremely well as a
group and tended to be mature adults with a sense of humor. This refers to the earlier
statement that selecting students with the right attitude and personality, as well as
qualifications to facilitate the workshops is critical.

Second PWW Series
Background
In the second series, the attendees were all CSUSM staff except for two
support staff from community partners. (The three-partner collaboration decided to
test community reaction to the series before inviting more community partners.) The
facilitators modified the series' agenda to include PowerPoint, punctuation, and
document design. They expanded the letters workshop to include memos and deleted
the note taking and meeting minutes workshop, and the campus standards/formatting
letterheads workshops. The second PWW Series post survey (Appendix C) provided
the feedback.
In comparing the first and second series "writing effective letters" workshop
responses to the question, "What worked well in terms of content and/or presentation
style?'' both responded with similar answers. However, the first group of respondents
provided concrete descriptions. For example, responders named "minimize
descriptors," and "write concise, tight, letters." Responders also recalled the "six
essentials" checklist and an outline for preparing a letter. They also noted the
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handouts that worked well for them. In contrast, responders in second series group
referred to the actual samples. For example, the facilitator illustrated the differences
between a letter (formal) and memo (conversational) by presenting Napoleon's
poignant love letter to Josephine and then rewrote it as an impersonal memo.
Juxtaposing the letter with the memo, the facilitator was able to demonstrate the six
essentials and the clear, concise writing needed for professionals. Consequently,
responders noted several times that tone/audience and appropriate level are important;
although this is a partial list of the six essentials, responders did not refer to them as
the six essentials as the first group did. (However, the first group did not mention any
of the six essentials by name, only by topic. It's also interesting to note that the first
group frequently provided the topic name while the second group responded with
components of the topic.) Each group responded with reference to concise writing
and the six essentials. In addition, both groups responded that they could have
benefited from more time to work on some of the exercises.
The punctuation workshops seem to benefit both groups equally. For the first
group, the workshop was called "Rules of Standard English" while the second
group's workshop was called "Editing and Polishing." Each of the groups responded
that the semicolon and colon segments were helpful, indicating that many people
either do not confidently use semicolons or colons or use them incorrectly. The first
group's responses indicated that they, once again, picked up more on the global issues
such as flexibility at appropriate times, style and sentence length. The second group's
responses were similar to the first group in that they pinpointed topics that improve
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writing skills such as passive/active verbs, patterns of error, and subject verb
identification. This group also responded that politically correct language, a specific
discussion regarding the use of the term "ladies," and tone/audience were helpful
elements. Both groups also commented on "grammar," indicating that they found the
information relevant and useful. From their responses, the first group also seemed to
be more engaged in the workshop. For example, they wanted more practice in
grammar and punctuation and were willing to do homework. While the second group
didn't mention more practice or a willingness to do homework doesn 't mean that they
wouldn't; perhaps they didn't consider it. Grammar and punctuation are topics that
few facilitators enjoy presenting; therefore, the facilitator's style and comfort level
with presenting the topics may have played a role in engaging attendees in the
workshop. On the other hand, the second group may have had a better understanding
of grammar and punctuation.
As with the first group of attendees, email etiquette tended to draw the most
discussion, probably because email etiquette is relatively new, and email is widely
used. Both groups responded that email etiquette is important. However, the first
group identified the term "etiquette" as opposed to the second group naming the
individual topics covered under etiquette. This suggests that the first group
recognized all the items under "email etiquette" as important while the second group
named the topics they could relate to. However, the first group may not have
remembered the individual components of the topic as well as the second group.

60
The second group's post survey did not offer a specific question of "What
suggestions do you have for change?" However, both groups' post surveys provided
feedback in "other comments." The second group tended to offer fewer detailed
suggestions or comments to improve the series; rather, their comments were specific
to the workshops and what would have improved that workshop. For example, they
suggested more practical application and more examples. Both groups made
comments to encourage the facilitators and to continue offering future series.
In September 2004, the OCSL, LTWR faculty, HR&EO training coordinator

decided to assess the workshops' effectiveness. The HR&EO training coordinator
distributed a self-reporting survey via "SurveyMonkey.com" to both Fall 2003 and
Spring 2004 PWW attendees. Approximately fifty percent of the attendees completed
the survey (after those who were no longer with the university were dropped from the
list). Eighty-five per cent of attendees reported that they were still incorporating
information provided at the workshops. Attendees also responded that they believed
their writing skills in grammar and punctuation, audience awareness, precise and
concise words, tone, topic, appearance, proofreading, email etiquette, and selfconfidence had improved as a result of the workshops (Appendix D). On the whole,
attendees reported that proofreading and editing are a large part of their tasks.
Overall, the survey responses indicated that as a result of the workshops, attendees'
confidence in their writing skills increased, and many believe that their writing skills
improved, although actual improvement has not been confirmed with their
supervisors. In addition, the survey revealed that attendees want more grammar and
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punctuation instruction, but they did not articulate further. What the data suggests is
that attendees want to write more clearly and accurately.
A Word Regarding the Fourth PWW Series
The first three workshop series were conducted in the same manner. However,
there were significant changes in the fourth and fifth workshop series. The fourth
workshop series was the first workshop series without faculty participation and with
the lowest CSUSM staff registration (eight). A glitch in the HR&EO new registration
software may have contributed to the drop in staff registration, or possibly we may
have exhausted the number of staff interested in attending. Regardless of the reason,
it worked out well that the number of attendees was small. The facilitators had the
opportunity to work closely with attendees and foster an intimate workshop
environment since everyone knew each other. The discussions were lively and
attendees seemed engaged. The series went well, according to the workshop
evaluations, and the facilitators worked extremely well together, which helped the
workshops to flow smoothly. In addition, we launched our new PWW website, and
attendees downloaded the handouts before they came to the workshop, which saved
copying costs. Even without having to spend time copying handout packets, the
facilitators and the HR&EO training coordinator still were challenged to absorb all of
the missing faculty member's work. They were able to complete the important tasks,
but some tasks went awry. For example, neither the HR&EO training coordinator nor
the OCSL can locate the workshops nor post survey evaluations.
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Obviously without faculty, the project ceased to be a CSL project: CSL relates
directly to course content; without faculty, there is no course content. In addition, the
faculty keeps the project on schedule, ensures that everyone is well-prepared and
serves as the emcee for the workshops. He/she serves as the adhesive piece of
credibility piece pulling it all together. Additionally, there is too much pressure put on
the facilitators to present and do the other tasks. I feel this project would need a
faculty partner even if it weren't a CSL project.
This series also helped the facilitators reflect on the workshops, and they
discovered that the series is not intended to teach writing basics to experienced
working adults. Moreover, they discovered these are workshops as opposed to
classrooms. When the facilitators reflected on the attendees, they found most working
people knew how to write sufficiently; what they wanted was to increase their selfconfidence level in their writing. I suggest that if we modify the workshops to offer
more practical application worksheets on what attendees encounter in their everyday
writing or proofing and editing, attendees would enjoy greater benefits. For example,
facilitators could provide information that helps attendees know when to use "who"
vs. "whom," "well" vs. "good," "semicolons" vs. "colons" and review capitalization
conventions. Working adults come to the series because they want practical solutions
to real-world writing problems, and I wc·uld like to see our curriculum develop
handouts that focus more on real-world writing problems rather than basics. I also
suggest that most facilitators, and I include myself, tend to talk "about" topics, rather
than demonstrate with concrete examples. For example, facilitators tend to discuss
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letter organization, but I suggest attendees may prefer to compare an unorganized
letter with an organized one. Or perhaps the facilitator could write random sentences
on the board and request attendees to compose an organized letter using only those
sentences. In addition, working adults want tips to improve their writing skills, and I
suggest that facilitators incorporate things such as the "S-V-0" (subject-verb-object)
sentence structure pattern that will help attendees navigate complicated sentences.
Audience needs must always be in the forefront of the series. I propose that
something as small as changing the pre-workshop questions might provide better
insight to attendee needs. In searching the Internet, clearly, professional writing
consultants ask provocative questions such "Are you still opening paragraphs with:
"We are in receipt of your letter dated_?"; "We received your letter of ... ?";
"Enclosed, please find ... " Do you close your letters with, "Your prompt attention to
this matter is greatly appreciated." Or "If you have any questions, please don't
hesitate to contact me." Or "Thank you in advance for your cooperation?" Are these
standard lines outdated or is it correct to use them? These are more thought provoking
questions than the pre-survey questions our series begins with and provides better
clues to how to shape the workshops. Clearly, the fourth PWW series was a learning
experience for the three-collaborative partners (OCSL, HR&EO and LTWR) and the
facilitators. The facilitators' reflection articulated the reason for the writing series and
the need for the faculty role. It helped move the workshops forward with respect to
reexamining the curriculum and refocusing on audience needs.

Fifth PWW Series
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Background
This series differed from the previous series on several levels. The number of
CSUSM staff registered for this series was small, but the community response, on the
other hand, was so great that the OCSL established a waiting list of twelve
community partners. Working with community partners has taught the three
collaborating partners that things do not always go as planned and reminded us that
flexibility is a key to success. For example, within two weeks prior to the first
workshop challenges surfaced such as one of the facilitators announced he couldn't
facilitate because he had accepted a job. 8 While we were still wondering about his
replacement, we received notice that the PWW had won first place in a "CSU
Systemwide Quality Improvement Award for Innovative Practice." To add to our
delight, the award came with a much needed cash prize. However, the good news was
short-lived when a day later Extended Studies (ES) called the OCSL and HR&EO
training coordinator to ask that we immediately stop offering the writing workshops.
One of ES' s large clients, and also a community partner, complained to ES after
paying a hefty amount to send their staff to ES 's professional writing course. She
learned shortly after that "the university was offering a free writing course." (After a
brief meeting and explaining our project, ES recognized that the PWW was not
competing with their program and allowed the series to continue.) This series also
taught the three collaborative partners why facilitators and attendees need to be

8

Ironically, the deciding factor in his getting hired was his participation as facilitator in the workshops.
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familiar with the computer platform, sooething we probably didn't even consider
until the series had to meet in a Mac Lab rather than a PC Lab.
This last workshop series has been another learning experience. First, the
three partner-collaborative can appreciate that facilitating workshops with CSUSM
support staff differ from facilitating community partners' staff. For instance, most of
the community partners' staff tend to be older than CSUSM support staff, and
community partners' staff have more experience and do a higher level of work. To
illustrate, one attendee is the assistant to a city manager and has been in the
administrative support field for almost twenty-five years. In addition, the community
partners' staff seem to write more correspondence to the external community, and
CSUSM staff do more proof reading anc editing than drafting correspondence. Both
community partners and CSUSM staff, however, spend a lot of time writing email.
Although the workshops are geared toward administrative support staff, several
community attendees held higher job classifications. Clearly facilitators should
consider these factors when preparing curiculum, and undoubtedly they should
expand the basic information used for CSUSM staff-a younger, more diverse group.
Also, working with a community partners differs in the dynamics. For
example, the younger CSUSM support staff seem more energetic and eager to learn
whereas the community group tended to be more moody. In the last series, at the first
workshop, the community partners were gregarious and lively, but at the second and
third workshop, they tended to be quieter. The second workshop, punctuation and
grammar, offered hands-on practical application of sentence level grammar issues and
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focused on subject-verb -object order, active and passive voice constructions, and
strategies for using punctuation-relevant and useful information in professional
writing. Although the group engaged in the discussions and applications, they lacked
the excitement that CSUSM staff exhibited in other series. The final workshop for the
community partners had fewer participants than in the previous week, and I'm
guessing that the subject matter of creating a writing community at the office might
have been irrelevant to some of the attendees. As mentioned previously, not everyone
in this group worked as an administrative support staff.
For this group, we conducted an oral post series survey rather than the
unanimously written method done for all the previous series. We have always
received interesting and honest responses from attendees, but, orally, this group
provided little feedback (Appendix E). It may have been the mood of this group on
that day, or perhaps most people prefer to provide unanimous feedback. Since the
written post survey evaluations always provided us with honest evaluations of the
series, I propose continuing to use that method.

The Debriefing Notes 9
The debriefing notes (Appendix F and Appendix G) provide insights for
subsequent series and provide a short record of facilitators' concerns and successes.
For example, one comment was that facilitators had "to cut and cut" their curriculum;
this should be a clue for subsequent facilitators. It's not the amount of information
9

Dr. Dawn Formo prepared and summarized the two post workshop evaluations from Fall 2003 and
Spring 2004 and the Fall 2003 and Spring 2004 summarized debriefing notes from the facilitators
included in this chapter. I summarized the Spring 2006 oral post workshop evaluation, which is also
included in this chapter.
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you cover; it's the relevance of the information to attendees. One possible cause of
information overload is that a majority of the facilitators teach General Education
Writing (GEW) or have teaching experience and are inexperienced at facilitating. As
stated previously, I believe that many confuse the role of facilitator with that of
teacher, and the workshop environment with the classroom. In addition, the writing
samples that attendees provide before the workshops confirm that our attendees write
proficiently; what they want from the workshops is to boost their writing selfconfidence.
Moreover, the debriefing notes support the data that attendees are familiar
with the curriculum, and therefore they have requested less time presenting and more
time engaging in practical application collaborations. This also suggests that our
attendees prefer a dynamic workshop setting and a large chunk of time for interaction.
As attendees, they choose to attend the workshops, and if the workshops don't meet
their needs or standards, then they can choose not to return for the following
workshop(s). This information seems extremely helpful in designing the series and in
helping students keep focused on their facilitator's role as they prepare their
presentations. I believe that we can make better use of our debriefing notes and
suggest copying them in a small booklet form to give to each facilitator as a quick and
handy reference guide to review before the first class meeting.
While the second workshop debriefing notes includes comments that provide
valuable suggestions for future facilitators' success, i.e., "have a hook or angle for
presentations, humor spaced though the presentations," they also shared their personal

,
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experience. The students really enjoyed working collaboratively in the small group.
For example, they leaned on each other for support and realized that each contributed
their own strengths to the project. Those who teach became more aware of their
teaching methods. Moreover, two facilitators who wrote reflection papers for me each
echoed the team spirit to reach common goals and the group's support for each other.
In addition, both also address the teaching notion and how related it to their own
teaching experiences.
Conclusion
The PWW has been an exciting and innovative idea that has come to full
fruition. The project continues to evolve, and each series provides the three-partner
collaboration with a learning experience. But the most exciting part is that the selfreporting SurveyMonkey.com survey (Appendix D) indicated that eighty-five percent
of attendees are still using information from the workshops.
My research indicates that most people who attend the workshops write
adequately, not skillfully. In most cases, the data suggests that attendees lack
confidence in their writing skills and are willing to invest time and effort to increase
their confidence and improve their skills. Facilitators suggested in the notes that along
with lack of confidence, attendees seem to have a disconnect in what they request as
topics and what they really want. For example most attendees request more grammar
usage instruction; however, at the first series when we asked attendees to rank the
workshop topics, they ranked the letters workshop the highest; grammar usage placed
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second. I suggest that the three-partner collaboration rephrase our questions to get
more specific information from the attendees.
In my thesis, I've argued that the need to improve writing skills is a real need,
and I have provided studies and reports to support that argument. In addition, I've
argued that as a publicly funded institution, higher education should be a responsible
community member and address the community's identified writing needs. I've also
demonstrated how CSL projects such as the PWW can help meet that writing need.
My argument described how to expand CSL to include LTWR graduate students as a
valuable resource to address the writing needs of the university's internal and external
community, and I've presented data that suggests this project has helped working
adults with their writing. Moreover, both communities now have had an opportunity
to benefit from master's students' skills and talents, and also get better acquainted
with faculty who teach at the master's level. In addition, I've argued that the
university should recognize the LTWR graduate students' talents and skills in
facilitating this project as well as the LTWR faculty who teach at the graduate level.
Approximately one hundred people have attended these workshops, and the
university could and should capitalize on this project as a community building
project, (one of the university's strategic priorities), and also as a project that
promotes the university's mission and vision.
Undoubtedly there are two reasons for this project's success: the dedication
of the three-partner collaboration, and the interest of the LTWR graduate students to
improve writing levels in our community.
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APPENDIX A

Annotated History of CSL 1862 - 2002
Source (taken directly from): Peter Titlebaum, Gabrielle Williamson, Corinne Daprano,
Janine Baer & Jayne Brahler from the University of Dayton, Dayton, OH, May 2004
The University of Minnesota, Career and Community Learning Center
http://www .servicelearning. umn.edu/faculty/History_ of_ServiceLearning_N ationall y. html
The National Service-Learning Clearinghouse
http://www. servicelearning.org/article/arc hi ve/36/
For all those who use CSL in their teaching and don't feel they have a strong sense of
its history, this comprehensive, annotated history of CSL list may be insightful. The
current project is a combination of two excellent web sites:
This table is abbreviated from the oricrinal
•b•
First
Morrill Act is passed and signed by
1862 Morrill Act establishes
President Abraham Lincoln, donating public
Land Grant Institutions
lands to the several states, the sale of which is
for the "endowment, support, and
maintenance of at least one college where the
leading object shall be, without excluding
other scientific and classical studies and
including military tactics, to teach such
branches of learning as are related to
agriculture and the mechanic arts, in order to
promote the liberal and practical education of
the industrial classes in the several pursuits
and professions in life."
http://www .nasulgc.org/publications/Land_Grant/Chronology .htm

1870 - 1930s Chautauqua
Movement in the United States

John Heyl Vincent and Lewis Miller proposed
to a Methodist Episcopal camp meeting that
secular as well as religious instruction be
included in the summer Sunday-school
institute. Established on that basis in 1874, the
institute evolved into an eight-week summer
program, offering adult courses in the arts,
sciences, and humanities. Thousands attended
each year; for those who could not, there were
courses for home study groups, and lecturers
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were sent out to supplement the material
furnished from the organization's publishing
house. Local reading circles flourished around
the country.

http://reference. allrefer .com/encycl opedia/C/Chautauq-mv. html

1889 Jane Addams and friends
establish Hull House in Chicago

Miss Jane Addams, Pres. Hull House Society,
Chicago. "I meant to have my title read "The
college settlement" or rather the "social
settlement idea as illustrated by Hull House."
I, am always sorry to have the settlement
regarded as an institution. You can live a
settlement life whether you live on the west
side of Chicago, or on the east side, if you
provide yourself with the necessary ideas as
well as the zeal for carrying out these ideas
and if you hook yourself fast with your whole
mind to your neighborhood, living in social
relations with the, people among whom your
life has been cast. The settlement is an effort
to live among "all sorts and conditions of
men" and insist that a life is not lived as it
should be unless it comes in contact with all
kinds of people. We all have dreams for our
individual improvement; we all have our
family life and we should endeavor in
addition to our individual and family life to
live a life that will bring us into a larger
existence, and connect us with society as a
whole."

http://www.uic.edu/depts/histlhullmaxwelVvicinity/nws 1/documents/html/addams-hullhouse.htm

1890s-1910 peak of University
Extension Programs

Initially, the extension program concentrated
on working with farmers and their families,
which comprised the majority of the nation's
population, to help improve their quality of
life and standard of living. Extension workers
demonstrated how to produce more and better
varieties of agricultural commodities; how to
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benefit from better nutrition, clothing and
housing; and how to work together to bring
about major improvements, such as electric
cooperatives.
http://outreach.rnissouri.edu/about/history.shtml

1903 John Dewey and develop
the intellectual foundations of
service-learning

"Thought and its Subject-Matter," was
published along with a number of other essays
by Dewey's colleagues and students at
Chicago under the title Studies in Logical
Theory (1903). Dewey also founded and
directed a laboratory school at Chicago,
where he was afforded an opportunity to
apply directly his developing ideas on
pedagogical method. This experience
provided the material for his first major work
on education, The School and Society (1899).

http://www.utm.edu/research/iep/d/dewey.htm

1906 Cooperative Education
Movement founded at the
University of Cincinnati

Cooperative education was founded at the
University of Cincinnati in 1906 by Professor
Herman Schneider. Its first period of growth
from 1906 to 1942 was moderate but steady.
Eight out of ten colleges and universities that
began the program continued its operation,
and by 1942 there were 30 successful
programs in existence. Even the severe
depression of the 1930's, when jobs were
difficult to find, failed to halt the growth
pattern. During the war years, most co-op
programs were discontinued in favor of the
emergency acceleration of academic
programs. After the close of World War II,
the second growth period in the cooperative
education movement began in 1946. This
second period, continuing to the present time,
has been characterized by an acceleration of
growth, as the total participating colleges and
universities rose from 29 in 1946 to nearly
200 colleges and universities by 1970.

http://www. uwm.edu/CEAS/CareerServices/html/ceasCssStudentsCoop. html

73

1910 William James envisions
non-military national service in
"The Moral Equivalent of War"

American philosopher William James
envisions non-military national service in his
essay "The Moral Equivalent of War":
".. .instead of military conscription, a
conscription of the whole youthful population
to form for a certain number of years a part of
the army enlisted against Nature, the injustice
would tend to be evened out and numerous
other goods of the Commonwealth would
follow."

http://www .nationalservice.org/about/history .html
1914 Smith Lever Act
establishes Cooperative
Extension Service nationally

SEC. 2.(7) Cooperative agricultural extension
work shall consist of the development of
practical applications of research knowledge
(8)

and giving of instruction and practical
demonstrations of existing or improved
.
.
1ture, uses
.
. (9) m
practices
or tee hno1ogtes
agncu
of solar energy with respect to agriculture,
(11)
home economics, and rural energy, and

(10)

(12)

subjects relating thereto to persons not
attending or resident in said colleges in the
several communities, and imparting
information on said subjects through
demonstrations, publications, and otherwise
and for the necessary printing and
(13)

distribution of information in connection
with the foregoing; and this work shall be
carried on in such manner as may be mutually
agreed upon by the Secretary of Agriculture
and the State agricultural college or colleges
(14)

or Territory or possession
benefits of this Act.

receiving the

http://www.reeusda.gov/1700/legis/s-l.htm
Circa 1915 Some Folk Schools
in Appalachia

The Scandinavian folk schools were created
to instill national pride by preserving
traditions and customs of native life. These
Scandinavian schools were used as a
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become work, service, and
learning connected

Model for the creation of similar cultural
education and preservation centers throughout
Appalachia.

http://www.library.appstate.edu/appcoll/research_aids/folk_schools.html

1931 Myles Horton establishes
Highlander in Tennessee

Highlander in relation to major movements
and historical events and cover periods from
1931 until the early '60s when the State of
Tennessee padlocked the Highlander Folk
School and revoked its license. As Myles
Horton observed, "You can't padlock an idea"
(M. Horton, p. 237). Highlander is
unquestionably among the most remarkable
adult education institutions of the century-all
the more remarkable because of its survival
with vision intact for more than sixty years.
Its history has been inexorably linked with the
history of the South and specifically with the
struggles of Southern workers and AfricanAmericans for equality, civil rights and
justice. Highlander has, from its beginning,
been well known-famous, in fact-, enduring a
prominence it seldom sought since the
enemies of this mountain school have been
many and powerful. The most vocal of these,
of course, have been those whose special
privileges have been threatened by the
demands of the labor or the civil rights
movements.

http://www.nl.edu/ace/Resources/Documents/AEQ-Highlander.html

1933-1942 Civilian
Conservation Corps created by
Franklin D. Roosevelt. Millions
of young people serve 6-18
month terms to restore and
revitalize the nation and support
their families

Professional foresters and interested layman
raised these aims. In what would later be
called "The Hundred Days," President
Roosevelt revitalized the faith of the nation
with several measures, one of which was the
Emergency Conservation Work (ECW) Act,
more commonly known as the Civilian
Conservation Corps. With this action, he
brought together two wasted resources, the
young men and the land, in an effort to save
both. He proposed to recruit thousands of
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unemployed young men, enroll them in a
peacetime army, and send them into battle
against destruction and erosion of our natural
resources. Before it was over, over three
million young men engaged in a massive
salvage operation, the most popular
experiment of the New Deal

http://www.cccalumni.org/history1.html

1935 Work Projects
Administration established
(needed public work for people
who needed jobs)

Executive order of President Franklin Delano
Roosevelt as the Works Progress
Administration; it was renamed the Work
Projects Administration in 1939, when it was
made part of the Federal Works Agency.
Created when unemployment was
widespread, the WP A-headed by Harry L.
Hopkins until 1938-was designed to
increase the purchasing power of persons on
relief by employing them on useful projects.

http://www .encycl opedia.cornlhtml/WIW orkP 1roj .asp

1944 The GI Bill links service
and education, offering
Americans educational
opportunity in return for service
to their country

It established veterans' hospitals, provided for
vocational rehabilitation, made low-interest
mortgages available, and granted stipends
covering tuition and living expenses for
veterans attending college or trade schools.
Subsequent legislation extended these benefits
to veterans of the Korean War, and the
Readjustment Benefits Act of 1966 extended
them to all who served in the armed forces
even in peacetime. From 1944 to 1949, nearly
9 million veterans received close to $4 billion
from the G.l. bill's unemployment
compensation program. The education and
training provisions existed until 1956,
providing benefits to nearly 10 million
veterans. The Veterans' Administration
offered insured loans until 1962, and they
totaled more than $50 billion. The economic
assistance provided by the G.l. bill and the
Veterans' Administration accelerated the
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postwar demand for goods and services.

http://college.hmco.com/history/readerscomp/rcah/html/ah_036500_gibill.htm

1966 "service-learning" first
used

Describing a TV A- funded project that linked
eastern Tennessee college students with
tributary development organizations in the
area. However, the history of the practice of
CSL dates back much further than the term
itself (18).

http://www. geocities .corn/jmn2duke/history.html

1967 The term "CSL," was
coined from educators Robert
Sigmon and William Ramsey

Developed the Manpower Development
Internship Program, first coined the term in
the early 1960s. They wanted a term that
described the combination of conscious
educational growth with the accomplishment
of certain tasks that met genuine human needs

http://www .findarticles .corn/cf_dls/m0822/2_1 02/82895 53 9/p 1/article.j html

1969 Atlanta Service-Learning
Conference (sponsors included
Southern Regional Education
Board, U.S. Dept. HEW, City of
Atlanta, Atlanta Urban Corps,
Peace Corps, and VISTA)

One of the first formal attempts at defining
the engagement between schools and
community occurred when the Southern
Regional Education Board (1969) defined
CSL as the integration of the accomplishment
of the tasks that meet human needs with
conscious educational growth

http://www.ccbd.net/documentslbb/8to15Spring200l.pdf
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1970 Paulo Freire publishes
Pedagogy of the Oppressed

Paulo Freire argues that the ignorance and
lethargy of the poor are the direct result of the
whole situation of economic, social and
political domination. By being kept in a
situation in which it is practically impossible
to achieve a critical awareness and response,
the disadvantaged are being kept
'submerged'. In some countries the
oppressors use the system of education to
maintain this culture of silence, while in
others the advance of technology has
condemned many people, particularly the less
well off, to a rigid conformity.

http://www .niace.org. uk/Publications/P/pedagogy .htm
1971 circa National Student
Volunteer Program (became the
National Center for ServiceLearning in 1979) established.
Published Synergist, a journal
promoting linking service and
learning

Working closely with other national, state and
local organizations engaged in education,
service and volunteer initiatives, the NCLC
contributes to a collective public voice in
support of service-learning and the
contributions volunteers make in efforts to
improve student learning.
The NCLC provides leadership to help
schools make quality service-learning
opportunities available to all students. Chief
state school officers and local superintendents
have the chance to do, themselves, what they
ask of students - make a contribution to their
community in a way that fosters their own
personal learning and growth.

http://www.ecs.org/html/projectsPartners/clc/CLCAboutUs.htm
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1971 White House Conference
on Youth report full of calls for
linking service and learning.
Also, the National Center for
Public Service Internships was
established, and the Society for
Field Experience Education
(these two merged in 1978 to
become the National Society for
Internships and Experiential
Education)

The National Society for Experiential
Education (NSEE) is a nonprofit membership
association of educators, businesses, and
community leaders. Founded in 1971, NSEE
also serves as a national resource center for
the development and improvement of
experiential education programs nationwide.
NSEE supports the use of learning through
experience for:
· intellectual development
· cross-cultural and global awareness
· civic and social responsibility
· ethical development·
career exploration
· personal growth

http://www.apsanet.org/PS/organizations/relatedlnsee.cfm

1971 Higher Education
Consortium for Urban Affairs
(HECUA) established

Since 1971, the Higher Education Consortium
for Urban Affairs (HECUA) has been
developing off-campus educational
experiences in urban affairs and social justice
issues. With programs in the U.S. and abroad,
HECUA examines the systems that create
inequality and the ways that social change is
made. HECUA's programs address the
changing global economic systems with a
multicultural perspective. The content and
approach provide an integrated set of learning
experiences and appeal to all majors.

http://www.stolaf.edu/depts/spanish/programs_and_opportunities/hecua.html

1979 "Three Principles of
Service-Learning" published in
the Synergist

CSL focuses on both those being served and
those serving. Sigmon's three principles of
CSL are the following: those being served
control the services provided; those being
served become better able to serve and be
served by their own actions; those who serve
also are learners and have significant control
over what is expected to be learned.

http://csf.colorado.edu/forums/service-learning/julOO/msgOOO 11.html
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1981 National Center for
Service-Learning for Early
Adolescents established

National Center for Service-Learning in Early
Adolescents. The Center offers technical
assistance, training and program development,
and a variety of resources materials for
middle educators and policymakers. They
have an extensive database of middle/junior
high school programs from throughout the
country. NCSLEA, CASE/CUNY, 25 W.
43rd St., Ste 612, New York, N.Y. 100368099. 212/642-2947, Fax: 212/354-4127.

http://www .servicelearning.org/article/archive/711

1983 National Youth
Leadership Council established

The National Youth Leadership Council
(NYLC) helps to prepare future leaders and
has pioneered youth leadership initiatives.
NYLC was the first organization to champion
a meaningful new vision of learning that
addresses a dual purpose: educating America's
K-12 and college-age students .through
thoughtful and practical service, while at the
same time benefiting the communities in
which those young people live. This is the
essence of service-learning

http://www .nylc.org/

1984 Campus Outreach
Opportunity League (COOL)
established as the first national
student-led community service
advocacy group

COOL has served as a resource to campuses
in their student service engagement since
1984. Its national programs and accessible
resources have propelled growth not only in
individual students' leadership but also in
campus' infrastructure for civic engagement.
COOL's Founders saw service as an avenue
for building healthier communities and strong
democracy.

http://www .cool2serve. org/about/about.htm
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1984 David Kolb publishes
Experiential Learning:
Experience as the Source of
Learning and Development

David A. Kolb's model of experiential
learning can be found in many discussions of
the theory and practice of adult education,
informal education and lifelong learning. We
set out the model, and examine its
possibilities and problems. The Learning
Style Inventory describes the way you and
how you deal with ideas and day-to-day
situations in your life. As this instrument is
copyrighted please contact Ginny Flynn at 1800-729-8074 for licensing information. The
learning style inventory and associated
terminology are based on the work of John
Dewey, Kurt Lewin, Jean Piaget, and J.P.
Guilford.

http://www .infed.orglbibliolb-explrn.htm
http://pss.uvm.edu/pss 162/learning_styles.html

1985 National Campus
Compact formed by college and
university Presidents

In 1985, the presidents of Brown,
Georgetown, and Stanford universities along
with the president of the Education
Commission of the States joined together to
form Campus Compact, a coalition of college
and university presidents whose primary
purpose is to help students develop the values
and skills of citizenship through participation
in public and community service.

http://www .compact. org/aboutcc/retrospecti ve/retrospecti ve.html

1986 Youth Service America,
through which many young
people are given a chance to
serve

Founded in 1986, YSA's mission is to
strengthen the effectiveness, sustainability,
and scale of the youth service and servicelearning fields. A strong youth service
movement will create healthy communities
and foster citizenship, knowledge, and the
personal development of young people. YSA
envisions a powerful network of organizations
committed to making service and servicelearning the common expectation and
common experience of all young people in
America
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http://www. ysa. org/about/aboutus3 .cfm
Resource Center for Higher
Education founded at U-Mass
Amherst

Affiliated with the Graduate College of
Education, NERCHE, founded in 1988, is
dedicated to improving colleges and
universities as workplaces, communities and
organizations

http://www. umb.edu/research/centers/

1989 Wingspread conference
leads to the establishment of
Principles of Good Practice in
Combining Service and
Learning

This final product was created at the 1989
Wingspread Conference, hosted by the
Johnson Foundation. The principles are the
cumulative best practice wisdom articulated
by experienced practitioners and have been
adopted by service-learning professionals
across the nation as the foundation for
effective programs in schools and on
campuses.

http://web. wm.edu/sharpe/faculty/principles. php

1989 MN Legislature begins
funding the post -secondary
service-learning grants program

In 1989, the program was housed at the
Minnesota Higher Education Coordinating
Board. At that time, the money was allocated
"TO HIGHER EDUCATION
COORDINATING BOARD FOR
COMMUNITY SERVICE GRANTS" (direct
quote from the bill). Internally MHECB titled
their request "Incentive for institutions to
promote community service."

http://www.pointsoflight.org/about/about.cfm

1990 Ernest Boyer publishes
Scholarship Reconsidered:
Priorities of the Professoriate

... to move beyond the debate about 'teaching
versus research' as faculty priorities, and to
give scholarship a broader, more efficacious
meaning ... we propose a new paradigm of
scholarship, one with four separate yet
interlocking parts: the discovery of
knowledge, the integration of knowledge, the
application of knowledge, and the scholarship
of teaching.

http://ultibase.rmit.edu.au/Articles/june97 /glass l.htm
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1990 Combining Service and
Learning: A Resource Book for
Community and Public Service
published, edited by Jane
Kendall et al.

Combining service and learning : a resource
book for community and public service I Jane
C Kendall 1990- Book v. <1-2 >; 22 em.
Raleigh, N.C. :National Society for
Internships and Experiential Education,

National Society for Internships and Experiential Education (U.S.) ; Mary
Reynolds Babcock Foundation.; Charles F. Kettering Foundation. WorldCat
Record; OCLC: 22006709

1992 - Maryland is the first
state in the nation to require
high school students to engage
in service-learning activities as
a condition of graduation

The Maryland State Board of Education
adopts mandatory service requirement that
becomes effective in 1993 and affects the
graduating class of 1997 and beyond.
Each of the 24 school districts in Maryland
implement the service-learning graduation
requirement differently, because they tailor
the specifics of their program to their local
community.

http://www .mssa.sailorsite.net/history .html

1993 Association of
Supervision and Curriculum
Development endorse the
importance of linking service
with learning

ASCD Mission Statement
A diverse, international community of
educators, forging covenants in teaching and
learning for the success of all learners.

http://www.ascd.org/cmslindex.cfm?TheViewiD=342

1993 Corporation for National
Service established as a result of
the 1993 National Community
Service Trust Act

The National and Community Service
Coalition along with member organizations,
American Youth Policy Forum, State
Education Agency K-12 Service-Learning
Network (SEANet), Youth Service America
(YSA), and Campus Compact, convened a
policy dialogue with Leslie Lenkowsky, Chief
Executive Officer, Corporation for National
and Community Service (CNCS), and
legislative aides from the U.S. House and
Senate. The purpose of the dialogue was to
help audience members follow the progress of
the HR 4854 Citizen Service Act of 2002
through Congress, and to understand the goals
of the Corporation's leadership. The Citizen
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Service Act is the House of Representative's
bill to reauthorize the National and
Community Service Trust Act of 1993.

http://www.aypf.org/forumbriefs/2002/tb062002.htm

1993-1995 National ServiceLearning Listserv established by
University of Colorado &
Service-Learning network on
the internet, via the University
of Colorado Peace Studies
Center

The purpose of this site is to serve as a virtual
guide to, and library of, service-learning. Its
primary focus is service-learning in higher
education. In the Spring of 1993, before the
world wide web existed, Robin J. Crews
created this internet site and the ServiceLearning Discussion Group (or "SL List") as a
service to those in higher education interested
in service-learning. The idea came from
having done the same for the field of peace
studies a year-and-a-half earlier. "It was my
hope that the site and discussion group would
enhance communication, information-sharing
and learning across large distances, and help
to nurture a new national service-learning
community. At the time they were created,
and for quite some time afterwards, this site
and the SL List were the only internet/web
site and national discussion group on servicelearning. I continue to manage the web site
and discussion group on a volunteer basis in
my capacity as a founding editor, list owner
and web site developer of Communications
for a Sustainable Future (CSF), which is
hosted by the University of Colorado at
Boulder."

http://csf.colorado.edu/sl/about-this-site.html

1994 Michigan Journal for
Community Service-Learning
established as the first refereed
service-learning journal

The Michigan Journal provides a venue to
intellectually stimulate educators around the
issues pertinent to academic service in higher
education, as well as a venue to publish
scholarly articles specifically for a service-
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learning audience.

The MJCSL aims to widen the community of
service-learning educators, to sustain and
develop the intellectual vigor of those in this
community, and to encourage research and
pedagogical scholarship related to servicelearning. Furthermore, it strives to contribute
to the academic legitimacy of service-learning
and to increase the number of students and
faculty who have a chance to experience the
rich teaching and learning benefits that accrue
to service-learning participants.
MJCSL publishes papers that pertain to the
theory, practice, pedagogy, and/or research of
academic service-learning in higher
education. Contributing authors are associated
with a wide range of academic disciplines and
professions.
http://www. umich.edu/-mj csl/about.html

1994 Minnesota Campus
Compact established

Under the theme of The Engaged Campus,
Minnesota Campus Compact envisions a state
where: Every college and university is
engaged in reciprocal, sustained partnerships
that mobilize a wide variety of resources in
order to strengthen children, families,
campuses and communities; and Every
college and university graduate is wellprepared not only for a career, but also for
informed and active citizenship.

http://www .mncampuscompact.org/

1994 Invisible College
members meet at Highlander for
the first time

It was decided that we would identify an
initial group of twenty to be the first group in
the Invisible College, that we would have a
simple governance structure of a chair and
steering committee, that we would ask the
Highlander Center if we could hold our
meetings there--because we wanted to
associate ourselves with Highlander's tradition
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1997 National Service-Learning
Clearinghouse for K-12 funded
by Corporation for National
Service at the University of
Minnesota

Faculty touch both directly and indirectly the
lives of thousands of children, pre-teens, and
teens every day. As scholars, they study
relationships and social behavior, learning and
perception, developmental psychology, and
the intersection of learning with
race/ethnicity, class, and gender--issues at the
core of K-12 education--and they contribute
their findings to the public policy discussions
and decisions that shape our educational
system and its schools. As teachers, they
actively reach out to help teachers teach and
help students develop language and other
skills. As artists in the schools, they teach
children the joys and challenges of artistic
creation.

http://www2.cla.umn.edu/outreach/prek12_programs.html

1999 Fourth of July Declaration
on the Civic Responsibility of
Higher Education published

The seeds for "Political Education and the
Modern University" can be traced to a
statement issued in July 1999 by Campus
Compact billed as the "Presidents' Fourth of
July Declaration on the Civic Responsibility
of Higher Education." Responding to concern
about "the disengagement of college students
from democratic participation," the statement
challenged higher education to "reexamine its
public purposes and its commitments to the
democratic ideal." DePauw President Robert
G. Bottoms, with a grant from the Mellon
Foundation, responded by inaugurating a
series of faculty discussions on religion,
leadership, and civic responsibility to probe
the opportunities and implications of the
Campus Compact challenge.

http://www .collegenews.org/x2077 .xml
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1999 Wingspread Declaration
Renewing the Civic Mission of
the American Research
University published

The concern of the USA academic community
on the matter of citizenship within higher
education institutions is expressed through the
Wingspread Declaration on Renewing the
Civic Mission of the American Research
University (December 1998) and the
Presidents' Fourth of July Declaration on the
Civic Responsibility of Higher Education
(Presidents' Leadership Colloquium convened
by Campus Compact and the American
Council on Education at the Aspen Institute
on 29 June-1 July 1999).
As a result, two parallel projects were
launched in Europe and in the United States
under the responsibility of the Higher
Education and Research Committee of the
Council of Europe and a consortium of US
researchers and institutional representatives.

http://www .coe.int/TIE/Cultural_Cooperation/education/Higher_education/Arc hives/Sites_of_Citizenship. asp

1999-2000 Clearinghouse and
National Review Board for the
Scholarship of Engagement
established

The National Review Board considers the
Scholarship of Engagement as a term that
captures scholarship in the areas of teaching,
research, and/or service. It engages faculty in
academically relevant work that
simultaneously meets campus mission and
goals as well as community needs. In essence,
it is a scholarly agenda that integrates
community issues. In this definition
community is broadly defined to include
audiences external to the campus that are part
of a collaborative process to contribute to the
public good

http://www .coe.uga.edu/ scholarshipofengagement/about/FA Qs .html
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2001 The Learn and Serve
America National ServiceLearning Clearinghouse, funded
by the Corporation for National
and Community Service, is
awarded to ETR Associates in
California

In August 2001, the National ServiceLearning Clearinghouse
[http://www.servicelearning.org] is awarded
to ETR Associates in Scotts Valley,
California. The purpose of the Clearinghouse
is to collect and disseminate information and
materials related to service-learning. Topics
include service-learning in: K-12 schools;
institutions of higher education; communitybased organizations; Indian Tribes and U.S.
Territories; especially Learn and Serve
America grantees and subgrantees; and
AmeriCorps, Senior Corps and other
programs and projects involved in servicelearning.

http://www. augsburg.edu/education/aacte-ss g/newsletter/SSG_Newsletter_ 80103.html

2001 First International
Conference on ServiceLearning Research held

In October 2001, the long awaited First
Annual International Conference on ServiceLearning Research was held in Berkeley and
brought 350 researchers, policymakers and
others interested in service-learning research
together to share and hear about new findings,
research agendas and explore research
interests. This year, we will convene the
Second Annual International Conference in
Nashville, Tennessee to build on this work.
International scholars and practitioners who
are actively engaged in service-learning
research are invited to present their most
recent breakthroughs in research findings,
methodological approaches and theoretical
advances at all levels: K-12 education, teacher
education and higher education. We are also
particularly interested in presentations from
researchers in related fields whose theoretical
or methodological approaches have something
to offer to the service-learning research field.

http://www .learningindeed.org/researchl
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2001 Wingspread conference on The Wingspread Summit on Student Civic
student civic engagement held
Engagement was held on March 15 - 17,
2001 at the Johnson Foundation in Racine,
Wisconsin. The participants included a group
of thirty-three juniors and seniors representing
twenty-seven colleges and universities from
across the country. These students were
nominated by faculty and community service
directors and asked to participate for two days
in a candid group discussion focused on their
"civic experiences" in higher education.
http://www.compact.org/wingspread/default.html

2002 The New Student Politics
is published by National
Campus Compact

In 2002, Campus Compact published The
New Student Politics: The Wingspread
Statement on Student Civic Engagement. This
volume articulates political and civic
engagement as outlined by students at the
2001 Wingspread Summit, examining
contemporary models of service and
engagement and offering specific suggestions
for how campuses can increase their
commitment to this activity. The New Student
Politics has been distributed to more than
5,000 students across the country. The New
Student Politics Curriculum Guide, developed
as a faculty companion, has been piloted in 15
courses around the country and will be
distributed widely in the next academic year.

http://www .compact.org/students/2002review .html

2002 Invisible College group
establishes itself as a 501c3 and
renames itself Educators for
Community Engagement

Educators for Community Engagement
(formerly the Invisible College) is a national
membership organization of educators who
promote service-learning to build and
strengthen community on campus and in
society. Georgetown University has been
involved with the Invisible College (now
ECE) since its inception in 1994, through the
work of Patricia E. O'Connor, one of its
founding faculty and its Chair from 19992000. Many Georgetown faculty, students,
staff and community partners are active
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members. Georgetown University hosted the
National Gathering of the Group in 2000.
Since its inception, national offices for the
Invisible College have moved from Campus
Compact in Providence, RI to Portland State
University in Oregon, to Georgetown
University. As the ECE organization changes
to 50lc3 status, it will relocate in
Indianapolis.
http://socialjustice.georgetown.edu/teaching/ece.html

2002 National Campus
Compact receives funding thru
March 2004 from Pew
Charitable Trust for the 'Student
Civic Engagement Campaign'

With generous support from The Pew
Charitable Trusts, Campus Compact is
undertaking a two-year campaign to increase
student participation in public life and
document the role of young people in working
to meet national and community needs. The
campaign began in fall2002 on campuses
across the nation with more than 41 ,000
students participating in civic events, ranging
from voter registration drives to forums on
community issues. Over the course of the full
two years we plan to involve more than
200,000 students in civically related activities.

http://www .compact.org/students/2002review .html
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APPENDIXB
First PWW Series
Fall2003 Attendees Post Survey
Summary of written responses from each workshop

1. Note-taking and Meeting Minutes Workshop
Q uest10n
.
Responses
What worked well during this Template for note taking was useful
Have used the outline at meetings with
session in terms of content
great success
and/or presentation style?
What suggestions do you
have for change?

Larger font for overhead
Samples of notes/minutes on templates
Hands-on practice
More tips for making note-taking easier
More discussion time
Minutes info was not useful

2. Writing Effective Letters Workshop
Question
Responses
What worked well during this Minimize descriptors
How to write concise, tight letters
session in terms of content
Using an outline/preplanning
The checklist of 6 essentials
and/or presentation style?
The handouts that showed
ineffective/incorrect usage and the
reVISIOnS
Using our own work to draft and revise
I had difficulty in trying to organize a
letter
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3. Email Etiquette Workshop
Quest10n
Responses
What worked well during this Review of subject line/address line
Guideline tips were helpful
session in terms of content
Keeping the text to a single screen
and/or presentation style?
Discussion about e-mail etiquette
Flaming (when writing/
reading/responding)
What suggestions do you have Spread email etiquette guidelines across
campus via New Employee Orientation
for change?
Public policy, no flamers
Training on Outlook
*Email etiquette created lots of discussion and questions regarding CSUSM's policy
and guidelines
4. Rules of Standard English
Q uestion
What worked well during this
session in terms of content
and/or presentation style?

What suggestions do you have

Responses
Manipulatives -use of sentence cards
"Cut" sentences
Use of style
Semi-colons
Ellipses
Rules of grammar and the ability to be
flexible at appropriate times
More practice in class/homework

for change?

5. Polishing Your Texts: Proofreading Strategies
Q uestwn
What worked well during this
session in terms of content
and/or presentation style?

What suggestions do you have
for change?

R esponses
Being able to distance myself from my
own writing
Having someone else read my work and having more than one reader
(different perspectives)
Word find feature in MS Word

Track changes in MS Word
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6. What You Need to Know: CSUSM Graphic Standards

Quest1on
What worked well during this
session in terms of content

Responses
Header/Footer and page set-up
Hands-on creating a letterhead template

and/or presentation style?
What suggestions do you have
for change?

Each dept. should review graphic
policies for continuity campus wide
Go slower, outline was confusing

Other Comments
Suggestions for future workshops
• Have workshops
divided by topics or
have one four-hour
block per topic; rotate
workshop blocks;
participants not
required to attend a
series

•

•

Have an advanced
session for those who
have attended the first
sessiOn
Helpful to offer
individual sessions in
more detail; perhaps
increase sessions to 4
hours; this course
would be beneficial to
employees on a
continuing basis

•

Have a more detailed
business writing
workshop addressing
letter writing

•

Offer classes on
resumes and grants

•

General comments
More hands-on exercises

•

More practicing time

• Accomplished the
workshop objectives (see
Appendix F)
• Focus on one type of
writing
•

Handouts were useful

• Very helpful series;
presenters effective; good
handouts; was fun and
interesting

Results from Top 3
Sessions (13 responses)
1. Note taking- 5
2. Letters - 12
3. E-mail- 6
4. Grammar Usage- 9
5. Proofreading- 5
6. Campus Standards/
Letterhead - 3
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APPENDIXC
Second PWW Series
Spring 2004 Attendees Post Survey
Summary of written responses from each workshop

1. Writing Effective Memos
Question
What was helpful?

2. Writing Effective Letters
Question
What was helpful?

3. Email Guidelines
Question
What was helpful?

Responses
Letter (formal) memo distinction
Language
Tone/audience
Bullets
Hiring freeze exercise

Responses
Napoleon letter/memo
Feedback
Memo conversation
Appropriate level
More practice and manipulation of
smaller bites

Responses
Tone awareness
Audience awareness
Newspaper I.e. Public
Conventions (i.e. President Karen)
Didn't need to do it
How resist flaming
When not to e-mail
Beware of humor
SHOUTING and ! ! ! (flaming)
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4. Rules of Standard English: Grammar, Punctuation, and
Word Choice
Question
Respon se~
What was helpful?
Good refresher
New forms of grammar
Difference between colon and semicolon
"Ladies" discussion and what's PC
Tone/audience
Professions/nouns
5. Punctuation in PowerPoint
Question
Res onses
simplicity
What was helpful?
format
6. Editing and Polishing
Question
What was helpful?

6. Document Design
Question
What was helpful?

Responses
passive/active verbs
patterns of error
reliable reader
s-v identification
global-local (steps)

Responses
Escaping white space
Bring in more published examples
More contrasting examples
Be bold
Font identification

Other comments:
• More hands-on
• A bit rushed
• PowerPoint Needs more time
• How to make it less boring (when designing slides)
• Format
• Document design
• More examples with contrast
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APPENDIXE
Fifth PWW Series
Spring 2004 Attendees Post Survey
Summary of written responses from each workshop

1. The Seven Essentials of Effective Writing
Responses
Clarity- an " aha" moment
What was helpful?

Quest10n

What suggestions do you

More applications of Seven Essentials

have for change?

2. Email Etiquette
Quest10n
.
What was helpful?

What suggestions do you

Re~ponses

Cut out words
Keep tone conversational
Best format for communicating
Keep focus on topic
Use for other people (?)
Didn't know about email etiquette
None

have for change?

3. Grammar Tools
Quest1on
What was helpful?

What suggestions do you
have for change?

Responses
SVO (subject/verb/object)
Reminder/refresher
Gender lists
Passive/Active verbs
More grammar review
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4. Memos and Letters
Questwn
What was helpful?

None

What suggestions do you

None

Responses

have for change?

5. Proofreading and Editing
Questwn
.
What was helpful?
What suggestions do you

Responses
Proofreading tools (reading from bottom
up)
None

have for change?

6. Creating a Writing Community
QuestJon
.
Responses
Standardize formatting and fonts
What was helpful?
What suggestions do you

None

have for change?

Are there any specific topics you want to see presented at the Professional
Writers Series?
• Replace little words with big words
• Write for easy understanding
• Quick guide to the basics & avoiding common mistakes
• Review basic skills and how to approach business writing
Anything to improve my writing skills
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APPENDIXF
Facilitator Comments - Fall 2004
1. General responses
• Fun and nerve wracking-the actual workshop series
• You have to be on your toes for the participants.
• They are with it; they are on it.
• You have to know where your other facilitators are
• A great lesson in collaboration.
• We worked well together.
• We all were very supportive.
• We have different strengths.
• I got great aids for teaching my own teaching.
• I learned more about teaching with this experience.
• This was like student teaching with a capital T.
• It was so metgacognitve. So much thinking out loud.
• I loved that none of us had these staunch points, like it had to be this way.
• I didn't even recognize it, and Dawn would say look what we've done.
• It' s fulfilling. You feel proud of yourself.
• It's a different feeling than teaching. There's a beginning, middle, and
end. With teaching after the last class, there are still grading. Nice sense
of closure.
• The responses we got from them was very nice.
• It was nice that we emphasized the community piece.
• The community piece was important.
• Writing is one thing and presenting is quite another.
o Need to practice a lot. Need to practice knowing that in a
workshop setting, anything is possible. You need to be prepared to
improvise. You really have to know what you are talking about.
o You need to know the background stuff so that you can think on
your feet.
o Knowing all of those places you have to go-you learn this in the
mock.
o Use the parking lot.
People being late. Build in 5-7 minutes of "nothing time." his group was 10 minutes
late every week.
The use of the 7 essential seemed to set a frame-something to always come back. It
provides the language to talk about their work.
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One of the good things to do-incorporate the writing, the visual, the listeningusing the board, the computer-all of that was good practice.
You always have to be saying the color and the page numbers.
2. What do you wish you had known before you had signed up?
• We had heard that previous groups had to cut and cut. I was sure that I
didn't have enough that I would have to prepare on the spot. You
think you barely have enough.
• The cut in content from previous semesters allowed for more
interactions.
• It seems like memos and letters are out of date.
• I was worried about the last hour with the community. Dawn wasn't.
Anne was worried. With that segment we saw what was meaningful
for them?
• It is a 3-unit commitment.
3. How would you describe the experience?
• You kept us focused on community, but by the end of the series I felt like
we had created our own community.
• Really helpful.
4. What should change about the design of the internship course to better serve
you as interns?
• Need to move to a 3-hour week session
• Given the status of the curriculum now, we need to build-in a
proofreading/editing session with Tanis to copyedit all of our documents.
• More mock time.
• Keep the "done by Thanksgiving" model
• 3 sessions on e-mail
• the 2nd go around would be easier
• If Dawn keeps the current curriculum for the most part, leading more than
one series per semester might be possible.
5. How do imagine this internship will influence your teaching?
• I'm aware now to keep it moving-keep their attention.
• I learned how important planning is. Over-prepare, practice, being
thorough, being detailed.
• Having someone read the Napoleon letter-slow down. It totally turned
that around.
• Working with adults totally. I want to do that.
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APPENDIXG
Facilitator Comments - Spring 2004
1. General Responses
• On average, allow twice as much time as you think you'll need to get
through your content.
• Effective PowerPoint presentations-not reading from the slide, but
having a separate script
• Keep PowerPoint slides limited in number and content
• Maximum number of participants: 20

Pedagogy:
Using timely examples, i.e., memos and letters, from the campus
community.
2. What We Wish We Would Have Known About Participants:
• Know more about what departments and staff levels are represented
• Commitment-who is staying for the whole series.
• Collect writing samples in advance
• Diagnostic writing samples, directed by a specific prompt
• A writing example from the participants' everyday work
• Disconnect between what participants say they want, and what they need

Questions for campus:
Style guide?
Memo/letter format?
3. Global features:
• Coordinated, sequenced series of presentations
• Interactive
• Concrete examples from the participants' community
• Small bites of information
• Engaging participants in the writing process, including revision
• Seven Essentials (laminated signs)
• Blocking out time to work on texts
• Consistency of document style, format and design
• Color-coded handouts to demark specific presentations
• Into, through and beyond
• Relevance
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•

The use of participants' examples in discussions (making clear that
examples will be used publicly and should not be confidential or sensitive
texts)
• Snacks during break
• Thinking about notebook as resource/job aid
• Parking lot
4. What worked well about the global plan?
• Using examples from participants' texts
• Opportunities to work one-on-one with participants
• Integration and pacing of discussion and activity segments
• Relaxed, professional tone of presenters
• Reinforcing participants' good writing habits
• Seven Essentials-participants used language on laminated signs
5. What should be revised globally about the series?
• Coordination between presentation on screen and handouts
• Practice in the actual room to be used for workshops, if possible
• Mock presentations more tightly critiqued for content and pacing, down to
minute-by-minute scheduling
• Series vs. modules, or hybrid
• Have participants write during every session
• Sentence manipulatives
6. What have facilitators learned?
• More depth
• Value of facilitators' personal experience, as relevant to presentations
• Humor spaced through presentations
• Have a hook or angle for presentations
• Loose attributions for academic sources of information
• Interaction between facilitators, closed prohibitive space in room
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