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The Articulated Learning: An Approach
to Guided Reflection and Assessment
Sarah L. Ash and Patti H. Clayton

ABSTRACT: The value of reflection on experience to enhance learning has been advanced
for decades; however, it remains difficult to apply in practice. This paper describes a reflection model that pushes students beyond superficial interpretations of complex issues
and facilitates academic mastery, personal growth, civic engagement, critical thinking,
and the meaningful demonstration of learning. Although developed in a service-learning
program, its general features can support reflection on a range of experiences. It is accessible to both students and instructors, regardless of discipline; and it generates written
products that can be used for formative and summative assessment of student learning.
KEY WORDS: reflection; service-learning; assessment.

The value of reflection on experience as a way to enhance learning
has been advanced for decades. Over seventy years ago,Dewey (1910)
described reflective thought as “active, persistent and careful consideration of any belief or supposed form of knowledge in the light of the
grounds that support it, and the further conclusions to which it tends”
(p. 6). Schön (1983) saw reflection as “a continual interweaving of thinking and doing” (p. 281); and he described the “reflective practitioner”
as one who “reflects on the understandings which have been implicit
in [one’s] action, which [one] surfaces, criticizes, restructures, and embodies in further action” (p. 50). In a review of the reflection models
that have been described over the years, Rogers (2001) found the most
common definition of reflection as a process that allows the learner to
“integrate the understanding gained into one’s experience in order to
enable better choices or actions in the future as well as enhance one’s
overall effectiveness” (p. 41). As Rogers pointed out, however, reflection
remains a challenging concept for educators to apply in practice in spite
of the potential for positive outcomes.
Sarah L. Ash, Ph.D., received her doctorate in nutrition from Tufts University and is an
Associate Professor in the Departments of Animal Science and Family and Consumer
Sciences at North Carolina State University. Special interests include the use of critical thinking standards and the reflective processes of service-learning to improve student learning. Patti H. Clayton, Ph.D., received her interdisciplinary doctorate from the
University of North Carolina–Chapel Hill and is Coordinator of the NC State ServiceLearning Program in the Faculty Center for Teaching and Learning. She is particularly
interested in leadership development through reflection and civic engagement.
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This challenge stems in part from the lack of effective structures to
help instructors from diverse disciplines guide students through reflection and meaningful strategies to evaluate the learning outcomes
expressed in written products of reflection. Welch (1999) pointed out
that it is not enough to tell students to “go and reflect.” They need help
with connecting their experiences to course material, with challenging
their beliefs and assumptions, and with deepening their learning. And
it is also not enough to rely on students’ testimonials and self-reports to
assess the quality of their learning and the meeting of learning objectives. Eyler (2000) suggested that self-reporting leads to a confusion between student satisfaction and student learning, and she called for the
development of mechanisms that support students in demonstrating
concrete learning outcomes: “What is needed are measures that allow
students to show us, rather than tell us, that they have attained greater
understanding, ability to apply their knowledge, problem-solving skills
and cognitive development” (p. 11).
Faculty and students associated with our service-learning program at
North Carolina State University have developed a reflection model that
addresses these concerns. In this article we describe first the important,
but sometimes unfulfilled, role that reflection plays in service-learning.
Next we outline the framework we have developed to guide reflection,
followed by a description of the challenges associated with deepening
the students’ learning from that process and how we have adjusted
our approach accordingly to move them to more critical and higher
levels of thinking. Finally we discuss its benefits for faculty professional
development and ways in which it might be used as a research tool to
investigate the relationships between reflection and learning. Although
the model we describe has been used most extensively in the servicelearning program, it has the potential to be applied to any pedagogy in
which individuals are asked to learn through reflection on experience;
and it is based on Bloom’s Taxonomy (Bloom, 1956) and standards of
critical thinking (Paul, 1993).
Service-Learning as a Model for Reflection
Service-learning, a form of experiential education, is a collaborative
teaching and learning strategy designed to promote academic enhancement, personal growth, and civic engagement. Students render meaningful service in community settings that provide experiences related
to academic material. Through guided reflection, students examine
their experiences critically, thus enhancing the quality of both their
learning and their service. Reviewing approaches to service-learning,
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Eyler, Giles and Schmiede (1996) concluded that reflection is the necessary link that integrates service and learning into a mutually reinforcing relationship. In fact as they point out, “It is critical reflection . . .
that provides the transformative link between the action of serving and
the ideas and understanding of learning” (p. 14). Given the centrality
of reflection in service-learning, it is an excellent pedagogy with which
to model refinements of reflective processes.
Risks of Poor Quality Reflection
The ultimate goal of reflection in service-learning is to help students
explore and express what they are learning through their service experiences so that both the learning and the service are enhanced. However,
developing ways to achieve and demonstrate high quality reflection has
been of concern to educators in the service-learning community for some
time (Eyler, 2000; Steinke & Buresh, 2002). As noted by Stanton (1990),
when reflection on service is weak, students’ learning may be “haphazard, accidental, and superficial” (p. 185). Their learning outcomes are
likely to be described vaguely with phrases such as, “I learned a lot,” or
“I got so much out of my experience.” Not only may students learn little or be unable to express articulately the substance of their learning,
they may learn the wrong thing. Conrad and Hedin (1990) reminded
us of Mark Twain’s cat who “learned from sitting on a hot stove lid
never to sit again” (p. 87). As with other forms of experiential learning,
service-learning frequently puts students in close contact with people
or organizations unfamiliar to them but about whom they may have
preconceived and unfounded attitudes or beliefs. In theory, such interactions should create precisely the “perplexity, hesitation, doubt” that
Dewey (1910, p. 9) saw as key to learning from experience. If students,
however, bring their assumptions unchallenged to their reflection on
those experiences, they not only close the door to potentially powerful
new perspectives, they also allow those experiences to reinforce their
stereotypes and prejudices (Hondagneu-Sotelo & Raskoff, 1994). For
service-learning in particular, such simplicity in analyzing complex social conditions can result in students supporting the status quo, rather
than being the effective agents of change that service-learning proponents hope to help mold (Strand, 1999).
Outcomes of Rigorous Reflection
Eyler and Giles (1999) have found in their research that the more
rigorous the reflection in service-learning, the better the learning out-
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comes. In extensive interviews with students taking service-learning
enhanced classes across the country, the investigators found that quantity and quality of reflection were modest but significant predictors of
almost all of the outcomes examined except interpersonal development
(leadership, communication skills, working well with others). In particular, they were associated with academic learning outcomes, including
deeper understanding and better application of subject matter and increased complexity of problem and solution analysis. They were also
predictors of openness to new ideas, problem-solving and critical thinking skills. Overall, their research showed that challenging reflection
helped to push students to think in new ways and develop alternative
explanations for experiences and observations.
Our approach to reflection more clearly demonstrates rather than
reports learning; pushes students beyond superficial interpretations of
complex issues; and facilitates academic mastery, personal growth, civic
engagement and critical thinking. Our experience suggests that this
process is valuable in supporting reflection on a range of experiences,
including but not limited to service. It is accessible to both students and
instructors, regardless of discipline; and it generates written materials
that can be used for both formative and summative assessment of student learning. Figure 1 provides a schematic overview of the process
that is described in detail in the following section.
The Development of a Rigorous Reflection Framework
We have found that structuring reflection mechanisms to include
three general phases results in a rigorous reflection framework that
maximizes learning and helps to refine reflective skills. These general
phases are:
1) Description (objectively) of an experience.
2) Analysis in accordance with relevant categories of learning.
3) Articulation of learning outcomes.
In service-learning, the primary learning objectives can be organized
into three categories: academic, personal, and civic. In our reflection
framework, based on the work of Kiser (1998), the analysis phase is
structured to include consideration of these three areas. When engaged
in academic analysis, students examine their experiences in light of
specific course concepts, exploring similarities and differences between
theory and practice. In analysis from the personal perspective, students
consider their feelings, assumptions, strengths, weaknesses, traits,
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Figure 1
Overview of the Process of Articulating Learning as
Applied to Service-Learning

skills, and sense of identity as they are surfaced and sometimes
challenged by service-learning experiences. And when examining their
service-learning related activities from the civic perspective, students
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explore decisions made and actions taken in light of consequences for
the common good, consider alternative approaches and interpretations,
identify elements of power and privilege, and analyze options for
short-term versus long-term and sustainable change agency. We are
currently developing “diversity” as a fourth category in which students
identify and analyze the sources and significance of assumptions or interpretations regarding those different from themselves or others and
evaluate strategies for maximizing opportunities and minimizing challenges associated with those differences.
In our most rigorous model of reflection, trained undergraduate reflection leaders guide students through these general phases of reflection in small, out-of-class, reflection sessions. However, this same
approach of beginning with objective description and then iteratively
examining the experience from each perspective can also happen effectively in the context of journal writing or in-class activities. Whatever
the forum for reflection, the articulating learning phase brings each reflection activity to a close and establishes a foundation for learners to
carry the results of the reflection process forward beyond the immediate experience, improving the quality of future learning and of future
experience (related to service or to other aspects of their lives). Therefore, the articulating learning process supports them in recognizing
what they have learned through reflection on experience, placing it in
context, and expressing it concisely. In other words, it supports them in
thinking critically about their own learning.
The Articulated Learning
The product of this entire process is called an articulated learning
(AL). It is structured in accordance with four guiding questions:
1)
2)
3)
4)

What did I learn?
How, specifically, did I learn it?
Why does this learning matter, or why is it significant?
In what ways will I use this learning; or what goals shall I set in
accordance with what I have learned in order to improve myself,
the quality of my learning, or the quality of my future experiences
or service?

A complete AL is a series of paragraphs addressing each of these
four prompting questions. It is specific to just one of the categories
of learning objectives, such that a single AL articulates an important
learning from the academic or the personal or the civic perspective.
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The four questions-similar to the “What? So What? Now What?” model
developed by the Campus Opportunity Outreach League and
based on Kolb’s Experiential Learning Cycle of action and reflection
(1984)-embody Dewey’s theory that reflection leads to better understanding and more informed action. To complete the learning cycle as
described by Kolb, we are going to begin encouraging faculty to implement service-learning such that students are able to take at least one
AL in each category through goal-setting, action on those goals, and
reflection on the outcome, resulting in the articulating of new learning.
Analysis of their experiences in accordance with the reflection framework supports students in identifying learning, and the AL process
helps them develop and apply or test those learnings in their full complexity. We found, however, that students need more than just the four
questions structuring the AL to achieve deep, critical learning. As in
the following extreme example, ALs could demonstrate only superficial
thinking, such as the learning of a fact:
I learned that the animal shelter is completely dependent on unpredictable donations for support. I learned this when the shelter coordinator told me that’s why she couldn’t order dog food in large quantities
at one time. This matters because it is important to know how organizations like these are funded. I will use this learning in the future by
remembering this fact the next time I’m at the animal shelter and I find
that it has had to turn away animals because it lacks the food to feed
them.

This “learning” also illustrates a circular or obvious explanation of
significance (“It is important because it is important to know this”) and
only limited thinking about how to use or build on the learnings (“I will
remember this next time I am in a similar situation”).
We wanted to push students to a better awareness and deeper understanding of the issues that they were confronting in their servicelearning experiences. We wanted them to be able to articulate, for
example, why the issues are so complex, what factors contribute to or
detract from the situation they are experiencing, and the roles that they
themselves play as agents of change. In the animal shelter example, we
wanted them to compare the approach taken by the coordinator, which
was to turn animals away due to insufficient food, to other possible approaches, such as expanding her capacity to take in more animals by
finding permanent sources of funding and/or food, identify the reason(s)
for her approach, which would require the student seek out this information, and challenges associated with adopting a more sustainable
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alternative, such as trading off time she would rather spend caring
for the animals with time spent soliciting continuous support. We also
wanted them to consider more systemic dimensions of this civic issue,
considering, for example, the role the coordinator or the student might
play in ameliorating the fundamental problem of animal abandonment.
With this kind of thinking, students can more fully engage with their
experiences, maximizing their learning and their ability to serve.
Just as important, we wanted to create a structure whereby the generation of ALs could serve as the final step of reflection in the wide
variety of disciplines in which service-learning is being used at our
institution-from animal science to political science to civil engineering.
Therefore, it had to be easy to adopt and had to be understood by a
diverse population of both instructors and students.

Integration of Program-Wide Learning Objectives
Toward that end, we used questions students address in the second
phase (analysis) of our reflection framework as a starting point to create
a set of program-level learning objectives (see Appendix A) that can
be used in any service-learning-enhanced course in addition to those
written by the instructor. They can also serve as a template for more
carefully constructing the ALs themselves. In so doing, we were also
responding to Eyler’s call for “[defined] learning outcomes that would
be expected to be enhanced by service participation” (Eyler, 2000, p. 11).
In crafting the specific learning objectives within the academic area,
for example, we wanted students to be able to articulate a deepened
understanding of the complexities and subtleties of course concepts.
However, we realized that prerequisites for such an outcome include
recognizing a course concept when they see it at work in their experiences, applying the concept in the context of these experiences, and
comparing and contrasting the concept as presented in theory with it
as experienced in practice. We also realized that individual students
would have differing degrees of achievement in reaching the highest
levels of such academic learning, due to differences in their level of cognitive development and in the nature and quality of service-learning
implementation in their classes. Accordingly, we decided to present the
learning outcomes as a hierarchy within each category (academic, personal, and civic), from the identification of knowledge to a judgment
based on critical evaluation. Use of this hierarchical structure supports students in refining their academic learning to the point that
they can, for example, make reasoned judgments as to the adequacy of
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a course-related concept relative to their experience. This approach follows the recommendation by Bradley (1997) that written products from
service-learning reflection be structured so that they require students
to observe, analyze, and evaluate their service experience.
Each learning objective also has a set of questions that carry students
through the writing of the ALs and that closely mirror those in the
reflection framework, helping to tie together the reflection on learning
with the articulation of that learning. It is not necessary for students
to follow these in a linear fashion. It is more important that they use
these questions as a guide by which to focus and check the process and
progress of their thinking.
In the following civic AL, the student identified his group’s initial
use of an “idealistic” rationale to motivate high school students to engage meaningfully in their own community project (learning objective
#1); considered motivating them by appealing to their desire for good
grades as an alternative approach (learning objective #2); and concluded that that there was value in combining the two approaches in
order to achieve both short-term objectives—the students’ participation in community service—and a more fundamental change in their
attitudes towards such service (learning objective #3). Throughout the
AL, the student struggled with the challenges of working toward a
collective goal with individuals who have differing motivations,
while also trying to change those motivations (learning objective #4).
I learned that developing a careful balance between idealistic and selfserving motives amongst group members is essential in meeting collective
objectives. There is a danger associated with trading off “ideal” motives for
lesser ones (as acceptance of these motives could lead to less beneficial
results), although at the same time unmet objectives will likely result
from a leader’s unwillingness to work with each individual’s motives.
I learned this when the [high school students] have thus far been unreceptive to our group’s attempts to persuade them that this project should
be about the learning and growth they experience (idealistic motives),
rather than the grade they receive in combination with the 6.0 GPA score
for an [Advanced Placement] class. I do not want to allow the students
to settle for just receiving a grade from their projects (and through settling there is a danger that their personal and community results will be
less meaningful), yet at the same time I realized even with these perhaps
self-serving motives, the [high school] learning community can still receive tangible benefits that will certainly not be met if our group along
with [their instructor] refuses to motivate the students with a grade, what
currently matters to them.
This learning matters because individuals working together in a group
will always have slightly different (and often self-serving) motives for participation in that group, and although a common vision may be somewhat
present, there are still discrepancies in each member’s idea of an ideal
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end-state. In a leadership role, I must be willing to understand that every member may not be involved for the same reasons: in order to have
results instead of inaction I need to be uncompromising in my own ideals,
while understanding of the non-idealistic motives for action (such as my
need for acceptance or their desire for good grades).
In light of this learning, I will recognize the need to harness motives,
both idealistic and more self-serving, for the common good, yet at the
same time seek to focus mainly on idealistic motivation to the extent that
my group members can handle. Specifically, we may have to use grades
as a “carrot” for these [high school students], but through reflection and
discussion in the classroom I would like to convince as many of them as
possible that this project should not be about the grade, or at the very
least not reinforce their idea that grades are their only motivation.

Application of Critical Thinking Principles
The process that takes a student from observation to evaluation requires the intellectual discipline of critical thinking. As defined by Paul
(1993), “Critical Thinking is a systematic way to form and shape one’s
thinking. . . . It is thought that is disciplined, comprehensive, based on
intellectual standards, and as a result, well-reasoned” (p. 20). Critical
thinking serves as a guide to belief and action and, as outlined by Paul,
is based on standards that include accuracy, clarity, relevance, depth,
breath, logic, and significance.
In order to facilitate the students’ critical thinking, we developed a
handout with definitions of the standards along with sample AL passages that exemplify each standard, in order to introduce them to the
elements of critical thinking and to support them in trying to integrate
each element into their thinking process. For example, the preceding
AL could be strengthened by the addition of supporting evidence for
the claim that the students had been unreceptive to the group’s efforts and that they care only about grades. Without this information,
the accuracy of the student’s evaluation of the alternatives cannot be
determined and thus the logic of the conclusion can be challenged. In
addition, the student could have provided more clarity with respect to
his goals (e.g., identification of specific classroom activities or discussion topics), thus better positioning himself to test the validity of his
conclusion through action and further reflection.
The Final Product
Taken together, the learning objectives and critical thinking guide
support the reflection process by providing a common language for students and faculty to use to focus and refine the quality of the thinking
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itself and its articulation. Several rounds of feedback, from the instructor, the reflection leader, and/or others students engaged in the same
process, informed by these tools, can produce a civic AL such as the
following excerpt:
I learned that my role as a servant-leader should consist of being a “stimulator” (someone who rouses activity in other individuals, which later becomes self-sustaining) rather more so than the “facilitator” role (someone
who attempts to make progress easier, but is constantly required to continue progress). . . . Embodying the role of a stimulator can serve to invoke
motivation and a sense of empowerment in others whom one stimulates
and adds a sustaining component to the progress that is being made with
less necessity for continued impulse from the part of the servant leader.
I learned this when comparing the consequences of my actions as a
reflection leader for the AP Environmental Science students at the beginning of the semester . . . to the role just before and since Spring Break
that I have assumed with [a fellow student] in leading them in reflective
activities . . . . At first, we offered suggestions of resources for the students to contact for help with their projects and we offered suggestions
on their proposals in order to help them increase the likelihood of receiving funding for their efforts. After a while, we began to perceive little to
no significant progress, at least per our expectations, on the part of the
students and began to reflect on the fact that they might be seeing us as a
crutch for the completion of their project objectives, [as evidenced by] their
poor level of conversation about proposals and their lack of confidence in
the direction of their projects [by] asking us what they [should] do. . . .
After leading reflection sessions during class, we have found that our
methods—creating provocative activities and framing questions around
them—have really invoked deeper thinking in the students [as] gauged
by . . . [the] significant amount of breadth, depth, and integration in their
responses to the questions and in their articulated learnings. This continued process has really engaged the students in being more self-critical
and has caused them to really evaluate their progress . . . more between
our visits, as [their teacher] has told us. . . .
This learning matters because taking on a role as a “stimulator”. . .
can help other individuals to begin holding themselves accountable . . .
in completing the tasks that are needed to work toward inducing significant change. . . . While making the project easier through a facilitative
role may be necessary given certain circumstances, providing a stimulus
to act can be more permanent and multiply the creativity and sense of
empowerment, and therefore productivity and progress of members of a
group acting to induce change. The challenge arrives when those whom
the stimulator is targeting resist the change that is inherent in the power
that they are given.
In light of this learning, I will work together with other members of
my group to develop our methods and integrate new ones for becoming
stimulatory agents and determining when a facilitative or stimulatory
role is more necessary during the coming month in which our work with
the . . . project will conclude. Preliminarily, we are looking to have another
type of reflective session with each class next week for them to evaluate
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Table I
Example of Level 4 (of 4) of the Critical Thinking Rubric for
Assessing Articulating Learnings
Level 4 does most or all of the following:
• Consistently avoids typographical, spelling and grammatical errors.
• Makes clear the connection(s) between the service-related experience and the
dimension being discussed.
• Makes statements of fact that are accurate, supported with evidence. (Accuracy)
o For Academic ALs: Accurately identifies, describes, applies appropriate academic
principle.
• Consistently expands on, expresses ideas in another way, provides
examples/illustrations. (Clarity)
• Describes learning that is relevant to AL category and keeps the discussion specific
to the learning being articulated. (Relevance)
• Addresses the complexity of the problem; answers important question(s) that are
raised; avoids over-simplifying when making connections. (Depth)
• Gives meaningful consideration to alternative points of view, interpretations.
(Breadth)
• Demonstrates a line of reasoning that is logical, with conclusions or goals that
follow clearly from it. (Logic)
• Draws conclusions, sets goals that address a(the) major issue(s) raised by the
experience. (Significance)

their progress, redefine some of their own goals as necessary, and raise
sustainability issues for their projects. . . .

Use of Written Reflection Products for Assessment Purposes
The preceding AL reflects the formative use of the learning objectives
and the critical thinking guide to help students organize, frame, and
check the quality of their thinking as they write their ALs. However, the
ALs can be used for summative assessment as well. First, an AL can be
evaluated with respect to the highest level learning objective it meets.
Second, the critical thinking standards can be applied to the ALs in the
form of a holistic rubric (see Table I) that we have adapted from Paul’s
critical thinking standards. The rubric describes four levels of mastery
relative to these standards that have been written with specific reference to learning based on a service-related experience. Overall, our
approach has some of the same general features as the ABC template
developed by Welch (1999), which evaluates student journal entries
based on the presence of affective, behavioral, and cognitive components. However, the AL process described here provides more support
for the writing of the reflection product itself by structuring it around
specific learning objectives and explicitly incorporating the standards
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of critical thinking. This process also allows for the assessment of the
quality of the thinking.
Instructors can use the information provided by the learning objective
and critical thinking assessment strategies in a variety of ways. For
example, the level of student mastery relative to the learning objectives
and critical thinking rubric for a particular course concept provides
valuable feedback on their teaching by identifying those concepts that
appear harder for students to grasp. Possible sources of confusion may
become particularly apparent when reading students’ attempts to apply
the concept to their experiences. Although articulated learnings are
not meant to replace all other student learning products in a course,
instructors may also find these tools useful for quantifying the reflective
or service-learning component of the students’ final grades. This helps
to fulfill the principle of experiential education, often challenging, that
credit be given not for the experience itself but for learning achieved
through reflection on that experience (Walker, 1990).
More generally, because the articulated learning process provides
evidence of student learning outcomes, it can help meet the growing
demand for accountability in higher education, which requires instructors, departments, programs, and institutions to identify and demonstrate the knowledge, skills, and competencies they want students to
have as a result of their educational experience. It allows for assessment
that grows out of and is customized to the particular learning objectives
in question. Because the articulated learning is a course-embedded process, it is less time-consuming for both students and instructors than
interview, focus group, or portfolio methods used or recommended by
others (Eyler & Giles, 1999; Gelmon, S.B., Holland, B.A., Driscoll, A.,
Spring, A, & Kerrigan, S., 2001; Serow, R.C., 1997); and it provides more
substantive information than surveys and inventories alone (Gelmon,
S.B., Holland, B.A., Driscoll, A., Spring, A, & Kerrigan, S., 2001; Payne,
1993).
Additional Applications
As a Research Tool
We are currently using the ALs and their associated assessment
strategy to answer a variety of research questions. For example, how
much improvement can students make over the course of the semester
in articulating their learning in each of the categories of learning objectives? Are they more likely to make progress in writing in one category
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as compared to another, and what might be the reasons for such differences? How might attainment of learning outcomes vary with type of
service (e.g., one-time versus multiple experiences), reflection process
(e.g., reflection sessions versus journal writing only), students’ educational level (e.g., freshman versus senior), and discipline (e.g., technical
versus humanities)?
We are also looking at the relationship between the learning objectives and the critical thinking rubric to help us better understand and
refine both. For example, how can we use the standards of critical thinking to help improve students’ ability to master each level of the learning
objectives? And are there ways to improve the wording of the learning
objectives to provide better support for the students’ critical thinking?
Finally, we are interested in comparing this model to other assessment
strategies such as King and Kitchener’s (1994) Reflective Judgment
Model, which evaluates student writing relative to levels of intellectual
development.
As a Faculty Development Tool
Supporting student reflection both requires and nurtures reflective
practice on the part of faculty. Our service-learning program offers
workshops on the approach to reflection and assessment described here,
and beginning next year we will provide a virtual tutorial on articulating learning for faculty as well as students. Beyond learning to use
these tools in support of student reflection, however, we also encourage
service-learning faculty to use this process to support their own reflection and subsequent personal and professional development. Our goal is
to have them regularly reflect on their teaching experiences, articulate
specific “lessons learned” in the process, and share that learning with
their students and each other—an outcome that we believe will substantially improve the function of this group of instructors as a learning community. Articulating learning clearly supports our attempts to
grow as the “‘reflective practitioners,” of whom Schön speaks, by helping us to understand better the choices we make in the classroom and
the assumptions we hold about our students. It also increases our ability to integrate critical thinking principles throughout our teaching as
we craft assignments, explain objectives, and consult with students. Finally, it better positions us to support them in the challenge of learning
to learn through reflection. As we share our own ALs, we model disciplined reflection, appropriately full of ambiguity and internal tensions.
We find that students come to take the process more seriously and to
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respect and reciprocate our willingness to be vulnerable and receptive
to feedback from other perspectives that such sharing implies. Thus,
our professional development as faculty is intimately linked with the
development of our students.

Future Directions
Eyler, Giles, and Schmiede (1996) noted that reflection “need not be
a difficult process, but it does need to be a purposeful and strategic
process” (p. 16). This conviction has been at the heart of our efforts
to develop a rigorous, adaptable, learner-centered approach that both
challenges and supports students in learning through reflection on experience. Our understanding of how to do this well has clearly evolved
and will continue to do so, in large part through our own reflective
practice. Refinements of the AL process have been guided primarily by
the patterns (both positive and problematic) we have found in the ALs
themselves and in student feedback. This iterative process will continue
in the future as we support faculty and students in using the articulated
learning in an increasing array of curricula and institutional settings.
In addition, we will be experimenting with ALs as the culminating step
of individual guided journal-writing and in-class reflection activities,
and we will be using the learning objectives themselves as a stand-alone
tool for guiding reflection in the absence of instructor or reflection leader
facilitation.
Our experience suggests that positioning articulating learning at
the heart of guided reflection—in virtually any learning situation—
minimizes the risk, identified by T.S. Eliot (1943), that one might have
“had the experience but missed the meaning” (p. 24). And, indeed, it
maximizes the unique potential of experiential education to nurture
learning in its full richness and complexity.
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Appendix A: Service-Learning Program-Wide Learning
Objectives
Academic Dimension
1) Identify and describe course concepts in the context of your servicelearning related activities.
• Describe the course concept that relates to your service-learning
experience.
-AND• Describe what happened in the experience that relates to that
course concept.
2) Apply course concepts in the context of these activities.
• How does the concept help you to better understand, or deal with,
issues related to your service-learning experience?
-AND/OR• How does the service-learning related experience help you to
better understand the course concept?
3) Analyze course concepts in light of what you have experienced in these
activities.
• In what specific ways are the concept (or your prior understanding
of it) and the experience the same and/or different?
-AND• What complexities do you see now in the concept that you had not
been aware of before?
-AND/OR• What additional questions need to be answered or evidence
gathered in order to judge the adequacy/accuracy/appropriateness of the concept when applied to the experience?
4) Synthesize and evaluate course concepts in light of what you have
experienced in your service-learning related activities.
• Based on the analysis above, does the concept (or your prior
understanding of it) need to be revised and if so, in what specific
ways? Provide evidence for your conclusion.
-AND-
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• If revision is necessary, what factors do you think have contributed
to the inadequacy in the concept as presented or in your prior
understanding of it? (E.g., bias/assumptions/agendas/lack of
information on the part of the author/scientist or on your part.)
-AND• Based on the analysis above, what will/might you do differently
in your service-learning or other academic-related activities in
the future?
-OR• Based on the analysis above, what should/might your service
organization do differently in the future and what are the
challenges that it night face as it does so?
Personal Dimension1
1) Identify and describe an awareness about a personal characteristic that has been enhanced by reflection on your service-learning
related activities.
2) Apply this awareness in the context of your service-learning related activities and to other areas of your life now or in the future.
3) Analyze the sources of this characteristic and the steps necessary
to use or improve on it in your service-learning related activities
and other areas of your life.
4) Develop and evaluate your strategies for personal growth.
Civic Dimension
1) Identify and describe an approach (e.g., decision or action) you or
others took or, looking back on it, could have taken.
2) Apply your understanding of your (others’) approach in processes
of collective action to the relationship between social action and
social change.
3) Analyze the appropriateness of the approach taken and the steps
necessary to make any needed improvements in the approach.
4) Evaluate your (others’) role as an agent(s) of systemic change.
1
The complete list for the Personal and Civic categories are available
by contacting the authors at sarah ash@ncsu.edu.
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This bibliography highlights select resources, mostly articles, on the theory of service-learning.
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Giles, D. E., Jr., & Eyler, J. (1994, Fall). Theoretical roots of service learning in John Dewey: Toward a theory of service learning.Michigan Journal of
Community Service Learning, 77-85. Retrieved from http://ginsberg.umich.edu/mjcsl/item/1
As interest service-learning research multiples, there is a concomitant need for a theoretical base for service learning. In this article the authors
review aspects of John Dewey's educational and social philosophy that they identify as relevant to the development of a theory of service
learning including learning form experience, reflective activity, citizenship, community, and democracy. The article concludes with a set of key
questions for research and theory development.
Harkavy, I., & Benson, L. (1997). De-Platonization and democratization of education as the basis of service learning. Retrieved from the University of
Pennsylvania website.
Michigan Journal of Community Service Learning Articles
Bringle, R.G., Hatcher, J.A. (2000). Meaningful measurement of theory-based service-learning outcomes: Making the case with quantitative research.
Michigan Journal of Community Service Learning, Fall 2000, 68-75.
http://www.servicelearning.org/library/resource/4260
Abstract: Research is most beneficial when the design of research is guided by a theory and when the information that is gained through data
collection is relevant to supporting, developing, refining, and revising a theory. The practice of service-learning will be improved when we
understand the conditions that increase the likelihood of service-learning classes reaching intended educational outcomes. This article provides
recommendations for generating meaningful information about service-learning that include evaluating hypotheses derived from theory, using
multiple-item measures of theoretical constructs, using designs that allow causal inferences to be made, and making appropriate theoretical and
practical generalizations from research.
Cone, D., & Harris, S. (1996). Service learning practice: Developing a theoretical framework. Michigan Journal of Community Service Learning. Fall,
31-43.
http://www.servicelearning.org/library/resource/1972
Abstract: Service Learning has dramatically increased its impact on the American educational scene during the past few years, and new
practitioners are quickly adopting the methods of integrating traditional classroom based instruction and community service. As might be
expected of practitioners, our practices are strong but our theory is sometimes found to be wanting. We have tinkered with methods to perfect
practices without understanding the philosophical, psychological and social mechanisms that ungergrid our practices. For two decades, we have
been drawing largely on Dewey, Kolb and Freire for theoretical support for our work. This paper suggests additional theoretical perspectives
drawn largely from cognitive psychology and social theory. A number of constructs will be presented including concept formation, selective
perception, categorization, critical reflection and meditated learning, each of which helps to explain the transformational nature of experiential
education, as well as provide intellectual support for what are currently recognized as "best practices."
Cummings, K.C. (2000). John Dewey and the rebuilding of urban community: Engaging undergraduates as neighborhood organizers. Michigan Journal
of Community Service Learning, 7, 97-108.
http://www.servicelearning.org/library/resource/4240
Abstract: John Dewey's related concerns to revitalize education and to rebuild community and democracy at the local level have powerfully
appealed to service-learning advocates. Yet only rarely have students been engaged directly as neighborhood organizers, a role that, from
Dewey's perspective, would appear to have great educational and social promise. After exploring this anomaly, this paper employs Dewey's
understanding of democracy to analyze one program which has succeeded in making widespread use of college students as front-line
organizers. The complementarity between what students do in their neighborhood target sites and what happens within the classroom generates
the extraordinary potential of this service-learning activity.
Deans, T. (1999). Service-learning in two keys: Paulo Freire's critical pedagogy in relation to John Dewey's pragmatism. Michigan Journal of
Community Service Learning, 6, 5-29.
http://www.servicelearning.org/library/resource/4563
Abstract: The author, from Kansas State University, compares the educational and philosophical theories of John Dewey and Paulo Freire,
articulating how each deals with two key relationships: action to reflection, and individual to society. While Dewey and Freire largely overlap in
their theories of experiential learning, they depart on the larger ideological purposes of education, with Freire more inviting of critical reflection on
race, class, and power. After a discussion of each theorist, the author illustrates the implications of Deweyan and Freirean philosophical
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questions for research and theory development.
Liu, G. (1995). Knowledge, foundations, and discourse: Philisophical support for service learning. Michigan Journal of Community Service Learning,
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Fall, 5-18.
http://www.servicelearning.org/library/resource/2943
Abstract: For some time now advocates of service-learning in higher education have been arguing for a change in pedagogy without the support
of arguments for a change in epistemology. However, if we wish to rethink the way we teach and learn, then we need to rethink the way we know.
This article is an effort to support service-learning pedagogy as the level of philosophy. The author describes and critiques the theory of
knowledge that undergrids conventional pedagogy in higher education. He then presents pragmatism as an alternative epistemology that
illuminates the contextual nature of knowledge and that affirms community, diversity, and engagement as pedagogical virtues. He concludes with
brief comments on the significance and limitations of philosophical inquiry for advancing service-learning as a pedagogy and as a movement.
(author)
Richman, K.A. (1996). Epistemology, communities and experts: A response to Goodwin Liu. Michigan Journal of Service Learning, Fall, 5-12.
http://www.servicelearning.org/library/resource/3431
Abstract: This paper responds to Goodwin Liu's argument in Volume II of this journal that a pedagogy must be supported by an appropriate
theory of knowledge, and that the epistemology which best supports the service-learning pedagogy is anti foundational pragmatism. The author
then extends Liu's argument by indicating the limits to what the appropriately modified epistemological support will sanction. These limits are
shown to be more restrictive than Liu suggests. The result is an improved philosophical justification of the service-learning pedagogy and some
suggestions for evaluating proposed curricula. (Author)
Other Resources
Butin, Dan. W. (2003). Of What Use Is It? Multiple Conceptualizations of Service Learning in Education. Teachers College Record, 105(9), 1674-1692.
Abstract: Service-learning has become a prominent feature of the K-16 landscape and is seen to enhance student outcomes, foster a more active
citizenry, promote a “scholarship of engagement” among teachers and institutions, support a more equitable society, and reconnect schools with
their communities. Yet despite (or perhaps because of) the recent expansion of service-learning theory and practice, there is ambiguity
concerning basic principles and goals in the literature. The article attempts to clarify service-learning practice and theory by offering four
conceptualizations of service learning: technical, cultural, political, and poststructuralist. In doing so, it has two goals: to clarify the assumptions of
and implications for service learning within each perspective; and to suggest that the dissonance and synthesis across multiple perspectives
offers a means of reframing some of the problems within service-learning theory and practice. The article also focuses on the limited community
impact of service-learning, the limited empirical evidence for defining and articulating best practices that lead to meaningful and sustained student
outcomes, and the difficulty of rigorous and authentic assessment of outcomes. The article offers a means, through multiple perspectives, of
reframing and dealing with such issues.
Butin, Dan W. (Ed.). (2005). Service-Learning in Higher Education. New York, NY: Palgrave Macmillan.
http://www.servicelearning.org/library/resource/6278
Abstract: This work critically examines the assumptions and implications of service-learning and offers exemplary models of practice and
scholarship. It explores the limits and possibilities of teaching for social justice; it examines paramount issues of institutionalization; and it
investigates issues of student resistance, student voice, and contested issues around race, class, and gender. Transformational models across
the humanities and social sciences are presented and new directions for the future of service-learning are explored. By bringing together rising
scholars and established experts in the field, this book offers an essential and state-of-the-art examination of the service-learning field in higher
education.
Carver, R.L. (1997). Theoretical underpinnings of service learning. Theory into Practice, 36(3), 143-149.
http://www.servicelearning.org/library/resource/1891
Abstract: Introduces the range of goals that service-learning promises to achieve, noting specific principles that can help meet those goals.
Information is based on a six-year study of experiential education combining academic and field research. A conceptual framework for organizing
the planning, development, and evaluation of service and experiential learning is presented.
Coye, D. (1997). Ernest boyer and the new American college: Connecting the disconnects. Change, May/June, 21-29.
http://www.servicelearning.org/library/resource/2026
Abstract: Ernest Boyer is recognized for his vision of the "New American College", and ideal that incorporates service and the scholarships of
application, discovery, research, teaching, and integration. The New American College has three priorities: clarifying the curriculum; connecting to
the world beyond the classroom; and creating a campus community. Boyer found ways in which the New American College could develop
connections where links had been lost, broken, or not yet built. (AT)
Dwight E. Giles. (1991). Dewey's Theory of Experience: Implications for Service Learning. Journal of Cooperative Education, 27(2), 87-90.
http://www.servicelearning.org/library/resource/2379
Abstract: Relates John Dewey's concepts about education and experience to service-learning. Giles suggests a dialectical interaction between
service and learning, which had implications for ensuring quality in service-learning programs and for defining service- learning as a philosophy
rather than as a type of program.
Furco, Andrew & Billig, Shelley H. (2002). Service-Learning: The Essence of the Pedagogy. Greenwich, CO: Information Age Publishing.
http://www.servicelearning.org/library/resource/4277
Abstract: The chapters of this book focus on a broad range of topics that address a variety of research issues on service-learning in K-12
education, teacher education, and higher education. This book contains essays in three categories: theoretical issues regarding service-learning,
the impacts of service-learning, and methodological approaches to studying service-learning. The chapters include: "Community Service and
Service-Learning in America: The State of the Art"; "Is Service-Learning Really Better Than Community Service? A Study of High School Service
Program Outcomes"; "Civil Society, Social Trust, and the Implementation of Service-Learning"; "An Application of Developmental-Contextualism
to Service-Learning"; "Using Program Theory to Build and Evaluate Service-Learning Programs"; "Theories Guiding Outcomes for Action
Research for Service-Learning"; "Beyond Surveys: Using the Problem Solving Interview to Assess the Impact of Service-Learning on
Understanding and Critical Thinking"; "Methodological Challenges and Potential Solutions for the Incorporation of Sound Community-Based
Research into Service-Learning"; "Service-Learning as Qualitative Research: Creating Curriculum from Inquiry"; "Impact of Service-Learning on
Civic Attitudes and Behaviors of Middle and High School Youth: Findings from Three National Evaluations"; "Service-Learning in Teacher
Education: A Consideration of Qualitative and Quantitative Outcomes"; "Adoption, Implementation, and Sustainability of K-12 Service-Learning";
and "Research Agenda for K-12 Service-Learning: A Proposal to the Field.”
Keith, Novella Zett. (Spring 2005). Community Service Learning in the Face of Globalization: Rethinking Theory and Practice. Michigan Journal of
Community Service Learning. 11(2), 5-24.
http://www.servicelearning.org/library/resource/6392
Abstract: Globalization is a multifaceted phenomenon that does not yield easy definitions. The author examines three of its interconnected faces:
neo-liberalism, time-space compression, and globalism to trace their implications for two principles of service-learning practice: reciprocity and
meeting community needs. The article re-conceptualizes these two principles, concluding that interdependence is a better fit with the values and
practices of the field than reciprocity; conceptions of community should emphasize difference and intersection of public and private spaces; and
community needs should be defined to support citizenship action, public work, and social justice.
Korowski, D.P. (1991). Review of Dewey's theory of experience: Implications for service learning. Journal of Cooperative Education, 27(2), 91-92.
http://www.servicelearning.org/library/resource/2828

2 of 4

2/27/12 11:10 AM

Theory of Service-Learning: Selected Resources | National Serv...

http://www.servicelearning.org/instant_info/bibs/he_bibs/theory

Abstract: This is a review of Dwight Giles' work, "Dewey's Theory of Experience: Implications for Service-Learning." Korowski feels that Dewey
pointed researchers and practitioners towards a path of experiential education, however he left them to develop their own design posts.
Johnson, E.B. (2002). Contextual teaching and learning: What it is and why it's here to stay. Thousand Oaks, CA: Corwin Press.
http://www.servicelearning.org/library/resource/4537
Abstract: Instruction is more effective in context of meaning, as well as the prior knowledge and experience of the learner. Supporting evidence
for its effectiveness is provided form psychology, neuroscience, physics, and biology. Contextual teaching and learning (CTL) consists of eight
components: making connections that hold meaning, self-regulated learning, doing significant work, collaboration, critical and creative thinking,
nurturing the individual. Focusing on the k-12 level, includes sections on standards, evaluation, and assessment.
Ernest A. Lynton, Ed. (1996). Metropolitan universities: An international forum: Summer 1996. Metropolitan University. (Special Issue).
http://www.servicelearning.org/library/resource/4773
Abstract: "From the Editor's Desk" by Ernest A. Lynton, "Overview" by Deborah J. Hirsch, "Naming and Framing Service to the Community", by
Adam Yarmolinsky and John S. Martello, "Making the Paradigm Shift: Service Learning in Higher Education" by Drew Leder and Ilona
McGuinness, "Back to the Future: From Service Learning to Strategic Academically Based Community Service" by Ira Harkavy, "Curricular
Models for Service Learning" by Sandra Enos and Marie Troppe, "The Service Learner as Engaged Citizen" by Richard M. Battistani, "Serving in
One's Own Community: Taking a Second Look at Our Assumptions" by Marie Kennedy and Molly Mead, "Community On and Off Campus" by
Edward Zlotkowski, "Review Essay" by James A. Donovan, and "About the Authors".
McMillan (2002). The sacred and profane: Theorising knowledge reproduction processes in a service-learning curriculum. In, Service-Learning
Through A Multidisciplinary Lens, S.H. Billig & A. Furco (eds.). Greenwich, CT: Information Age.
http://www.servicelearning.org/library/resource/4689
Saltmarsh, J. (2000). Emerson's Prophesy. In, Connecting Past and Present: Concepts and Models for Service-Learning in History. Ira Harkavy, Ed.,
Bill M. Donovan (Eds).
http://www.servicelearning.org/library/resource/4637
Abstract: Theoretical essay looks at Ralph Waldo Emerson's "The American Scholar" Essay as a template for "grounded" scholarship which has
ties to service-learning, yet has been abandoned by contemporary academic culture. Includes course description, "Individual and Community in
America."
Singh, A. (1997). The Evolution of Character Education: From Hellfire and Brimstone to Constructivism. Unpublished paper, University of Texas.
http://www.servicelearning.org/library/resource/3698
Abstract: As America becomes increasingly pluralistic, the task of deciding whose values to teach, and how to best teach them, is most
treacherous. A starting place for this task may be an examination of the three domains of character education: moral, political, and intellectual.
This paper will explore the "essential tensions" that have historically defined these three domains. A discussion of these domains in light of
current policy and practice will follow. Finally, the author will analyze constructivist service-learning, which, in the author's experience, is the
character education model that bestmaximizes each domain and thoroughly acknowledges the desperation and pluralism of current American
society.
Speck, Bruce W. & Hoppe, Sherry L. Hoppe (Eds.) (2004). Service-Learning: History, Theory, and Issues. Westport, CT: Praeger Publishers /
Greenwood Publishing Group, Inc.
http://www.servicelearning.org/library/resource/6621
Abstract: Although service-learning programs can have diverse theoretical roots, faculty who engage their students in service-learning may not
be cognizant of alternatives to the one they adopt. This book presents not only a historical perspective, but it also debates the theories and
issues surrounding the conflicts inherent in those theories. One theory, based on a philanthropic model, engages students in a commitment to
serve others from a sense of gratitude for their own good fortunes or from a desire to "give back" to communities from which they have benefited.
Typically, service-learning programs based on the philanthropic or communitarian models deal with the overt needs of community members. In
contrast, the civic model requires deeper analysis of the various political and social issues that may be the cause of social conditions that require
the help of the more fortunate. Opponents of the civic theory fear that proponents see the classroom as a forum for advancing particular political
agendas, conceivably indoctrinating students to a particular view of social injustices.
Varlotta, L.E. (1997). Confronting consensus: Investigating the philosophies that have informed service learning communities. Educational Theory,
47(4).
http://www.servicelearning.org/library/resource/3885
Abstract: Varlotta notes that there is little scholarship on the philosophical roots of service learning though some writers do explore it in relationto
John Dewey's theories of knowledge and action. She notes that "community" and "justice" continually appear in components and outcomes of
service learning and offers her article as a bridge between theory and practice. She writes about the relationship of community and justice within
the rubrics of liberalism and communitarianism, discusses constructivist models advanced by Gutman and Friedman as related to liberalism and
communitarianism, and notes that both liberalism and communitarianism, as they influence service learning, share similar found assumptions of
consensual communities, notions of justice, and the rational and unified self.
Wagner, J. (1990). Beyond curricula: Helping students construct knowledge through teaching and research. New Directions for Student Services, 50,
43-53.
http://www.servicelearning.org/library/resource/3919
Abstract: Examines different kinds of activities that can provide students with opportunities for integrating community service and curricular
concerns, discusses how these service-learning activities are consistent with the academic goals of higher education, and identifies the structural
contradictions that are revealed through efforts to promote service-learning activities within colleges and universities. In so doing, the author uses
the constructivist model of the relationship between knowledge and learning, which suggests that for students to understand their curricula they
must participate in activities similar to those through which curricula are designed and implemented in the first place.
Warren, K., & Sakofs, M. (1995). Theory of experiential education: A collection of articles addressing the historical, social and psychological foundation
of experiential education (3rd ed.). Dubuque, IA: Kendall Hunt.
http://www.servicelearning.org/library/resource/3938
Abstract: This anthology is a compilation of 46 articles on the foundations of experiential education previously published in the "Journal of
Experiential Education." Section I covers philosophical foundations of experiential education, definitions, objectives, influences of John Dewey
and Kurt Hahn, and the role of spirituality in the wilderness adventure experience. Section II examines historical foundations, including a history
of the Association for Experiential Education, a profile of Kurt Hahn, change and continuity as exemplified by case study of Outward Bound, and
cultural considerations in experientially based educational reform. Section III addressed psychological perspectives and issues, including the
appropriate mix of experiential learning and information assimilation, the transfer of learning in adventure education internalization of learning, a
Piagetian rationale for experiential education, the spiritual core of experiential education, and teaching for psychological maturity and adult
effectiveness. Section IV, on social foundations, discusses racism; the contribution of cultural diversity to positive group experiences; a Native
American perspective on feminist theory; sharing lesbian, gay, and bisexual life experiences; and service learning in Native communities. Section
V, on theory and practice, examines the essence of experiential education, the student directed college classroom as a model for teaching
experiential education theory, the design of intellectual experience, empowerment through education, a group development model for adventure
education, and a stage theory approach to linking theory and practice for college student interns. Section VI discusses ethical issues related to
justifying the risk of adventure activities to others, connecting ethics and group leadership, ethics and experiential education as professional
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practice, moral development, environmental values. Section VII reviews research on experiential education, adventure education and outdoor
leadership training. Section VIII includes nine speeches and opinion pieces. A combined bibliography contains over 200 references. Includes
author profiles and an index of original publication dates.
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