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ABSTRACT: The purpose of this paper is to survey, organize, and evaluate extant
research on service-learning to provide guidance to both educators and research-
ers. Because little has been written about service-learning in academic accounting,
the research cited comes primarily from other disciplines. QOur literature survey is
divided into two sections: (1) student outcomes related to intellectual skills, and (2)
student personal outcomes. After surveying the literature, we synthesize the results
to offer guidance for educators interested in using service-learning and make sug-
gestions for how accounting researchers could contribute to the literature regarding
the student outcomes of service-learning. In addition, to illustrate our recommenda-
tions for educators, we provide examples of desired outcomes and assessment
criteria for several accounting service-learning projects.

INTRODUCTION
ducators have become more in-
terested in helping students cre-
ate a link between academic

learning and community involvement.
As of this writing, 353 college and uni-
versity presidents have recently signed
the Declaration on the Civic Responsi-
bility of Higher Education that calls for
“higher education to become engaged,
through actions and teaching, with its
communities” and suggests that “fac-
ulty, staff, trustees, and students must
help craft and act upon our civic mis-
sions and responsibilities” (Campus
Compact 2000). Service-learning (S-L)
has been defined as a “credit-bearing
educational experience in which stu-
dents (a) participate in an organized
service activity in such a way that
meets identified community needs, and
(b) reflect on the service activity in such
a way to gain further understanding of
course content, a broader appreciation

of the discipline, and an enhanced
sense of civic responsibility” (Bringle
and Hatcher 1995, 112). Thus, S-Lis a
way to link formal education with in-
volvement in one’s community.
Within the accounting profession,
volunteerism is increasing. Accoun-
tants engage in service for a number of
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reasons, including personal satisfaction
from helping others, professional devel-
opment, networking, and enhancing
the public image of the profession
(Shafer et al. 1999). Beyond the ac-
counting profession, corporations are
encouraging employee volunteerism as
a way to improve employee skills, en-
courage teamwork, develop leadership
skills, recruit and retain employees,
and strengthen community relation-
ships (Business for Social Responsibil-
ity 1999). Corporate S-L programs,
such as the one involving a partnership
between Miller Freeman, Inc., Charles
Schwab & Co., and Noah’s New York,
aim to foster professional development
through community involvement (Busi-
ness for Social Responsibility 1999).

Reflecting the interest found in the
business community, a recent mono-
graph (Rama 1998) describes S-L mod-
els used in a variety of accounting
courses. While the papers in Rama
(1998) offer differing approaches to S-L,
none provides quantitative results on
student outcomes. S-L is a relatively
new pedagogy in accounting education,
and faculty may be unfamiliar with
both the approach and its possible edu-
cational outcomes.! Our first objective
in this paper is to discuss research re-
lating to the outcomes of S-L so that
faculty can learn what the experience
of others reveals about these outcomes.
Our second objective is to provide guid-
ance to accounting educators on ways to
enhance the design of S-L activities. Our
third objective is to offer suggestions for
future research on S-L outcomes.

The remaining sections are orga-
nized as follows. First, we discuss de-
sired outcomes for S-L in the accounting
curriculum. In the second and third sec-
tions, we examine empirical research on
intellectual and personal outcomes of
S-L. Fourth, we offer guidelines to edu-
cators on how S-L activities can be de-
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signed to enhance the likelihood of suc-
cess. Fifth, we provide suggestions for
further research efforts in S-L. Finally,
we summarize the discussion.

SERVICE-LEARNING: DESIRED
STUDENT OUTCOMES

S-L is a form of active learning that
involves service to one’s community. A
variety of programs are termed “ser-
vice-learning,” ranging from day-long
service projects to well-integrated pro-
grams where students spend multiple
semesters in a connected series of
courses linked to projects in the com-
munity (Eyler and Giles 1999). S-L pro-
grams that emphasize providing
services to the community may not fo-
cus on educational outcomes for stu-
dents. Other programs place primary
emphasis on academic learning, and
still others place equal weights on the
two components of service and learn-
ing. As S-L research develops, more ex-
perts argue that S-L activities should
be integrated into course objectives
(Howard 1998; Weigert 1998; Eyler and
Giles 1999). This approach is supported
by Astin et al. (2000) who found that
students are more likely to achieve de-
sired outcomes when service is per-
formed as part of a course rather than
as a separate volunteer activity.

Educators have identified diverse
student outcomes for S-L (e.g., Driscoll
et al. 1996; Kahne and Westheimer
1996; Howard 1998; Weigert 1998;
Eyler and Giles 1999). One major mo-
tivation for considering S-L in account-
ing education is the considerable
overlap between the potential educa-
tional outcomes of S-L and the increas-
ingly complex competencies demanded
by the accounting profession. Profes-
sional groups and educators have

1 See Apostolou (1999) for a discussion of outcomes
assessment and review of related literature.
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called for a shift in focus from techni-
cal expertise alone to a more integrated
combination of technical, personal, and
broad-business skills (e.g., AAA 1986;
Perspectives 1989; AECC 1990; AICPA
1999a, 1996b). The recently released
AICPA Core Competency Framework
for Entry into the Accounting Profession
(AICPA 1996a) (hereafter AICPA Core
Competency Framework) calls for ac-
counting graduates to exhibit highly
complex and integrated skills. Table 1
lists the major categories of competen-
cies in the AICPA Core Competency
Framework. Skills in each of these cat-
egories may be enhanced through pur-
poseful and well-designed community
service experiences.

659

For example, suppose an accounting
educator wishes to enhance students’
decision modeling (a “functional” com-
petency). The AICPA Core Competency
Framework identifies the following as
an element of decision modeling:
“Objectively identifies strengths, weak-
nesses, opportunities, and threats asso-
ciated with a specific scenario, case, or
business activity.” As we discuss more
fully in our literature review, S-L can
help students recognize greater com-
plexity in the problems they analyze.
When faced with a business problem,
students who recognize greater com-
plexity are more likely to identify a
range of strengths and weaknesses in
current practices and to identify

TABLE 1
AICPA Core Competency Framework
for Entry into the Accounting Profession

Major Categories of Student Competencies

Functional Competencies
e Decision Modeling
*Risk Analysis
eMeasurement
¢ Reporting
¢ Research

eLeverage Technology to Develop and Enhance Functional Competencies

Personal Competencies
® Professional Demeanor

eProblem Solving and Decision Making

e Interaction

¢ Leadership

e Communication

® Project Management

e Leverage Technology to Develop and Enhance Personal Competencies

Broad Business Perspective Competencies

e Strategic/Critical Thinking

¢ Industry/Sector Perspective

e International/Global Perspective
® Resource Management

¢ Legal/Regulatory Perspective

e Marketing/Client Focus

e Leverage Technology to Develop and Enhance a Broad Business Perspective

Source: AICPA (1999b, G2). Detailed descriptions of the competencies and lists of competency elements are
available on the Web at http:/www.aicpa.org/edu/corecomp.htm.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permissionyaanw.r




660

numerous opportunities to change, as
well as threats to the status quo. Thus,
S-L has the potential to improve stu-
dents’ decision-modeling abilities.
Within the range of “personal” com-
petencies, the AICPA has identified “in-
teraction” (see Table 1). One element of
this competency is defined as follows:
“Recognizes the value of working within
diverse, cross-functional teams” (AICPA
1999a). We discuss literature on per-
sonal outcomes of S-L that suggests S-L
can help students gain a greater under-
standing of and appreciation for diverse
individuals. This outcome is directly re-
lated to recognizing the value of diver-
sity and should improve student
performance in heterogeneous teams.
Educational researchers and profes-
sional groups use a variety of terms and
categories to define educational objec-
tives. To impose some consistency, we
have chosen to identify two broad catego-
ries of education outcomes to frame the
discussion in this paper: (1) intellectual
outcomes, and (2) personal outcomes.
These categories have considerable over-
lap with the groupings (functional, per-
sonal, and broad business) used in the
AICPA Core Competency Framework. In
the next two sections of the paper we
review empirical research related to the
effectiveness of S-L in achieving intellec-
tual and personal objectives. The discus-
sion is drawn from our own review of
the S-L literature and from a compre-
hensive survey of empirical S-L research
compiled by Eyler et al. (1999a, 1999b).
Table 2 provides a summary of the
samples, intended student outcomes,
and empirical measures in the studies
we review. Because many studies ad-
dress both intellectual and personal out-
comes, all studies are listed in a single
table. With only one exception, as noted
in Table 2, all the research was
conducted in higher education. Given a
lack of research on S-L in the account-
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ing discipline, all the empirical research
cited is from disciplines other than
accounting.

INTELLECTUAL OUTCOMES
Theoretical Link between Service-
Learning and Intellectual Outcomes

We define “intellectual outcomes” as
cognitive competencies, including
knowledge of textbook content, relation-
ship of accounting knowledge to the
business world, and critical-thinking
skills. These skills fall within those de-
fined by the AICPA as “functional” and
“broad business perspective” competen-
cies (Table 1). As specified by the
AICPA, these competencies encompass
not only traditional textbook knowledge,
but also a variety of “critical-thinking”
or “decision-making” skills that require
an ability to identify a range of issues,
evaluate information in a complex way,
and consider multiple points of view.

Eyler and Giles (1999, chapters 2—
7) explained the theoretical links be-
tween S-L and intellectual outcomes.
The following is synthesized from their
discussion. First, students can be moti-
vated to work harder when they address
“real” problems that they perceive as
more important and personally rel-
evant. As discussed more fully by
Bryant and Hunton (2000, 140), in-
creased motivation can lead to increased
learning. Second, service experiences
can give students a context within
which to place course content, which
increases the quantity and depth of
their understanding. In particular, the
complexity of real-world projects can
help students become more open to un-
certainty, recognize greater complexity
in the problems they analyze, think
strategically, and use learned material
in new ways. Third, during S-L experi-
ences students may encounter people
from diverse backgrounds who hold dif-
ferent points of view. Interfacing with
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such people can challenge students to
reconsider or reaffirm their own per-
spectives, increase their understanding
of other viewpoints, and contemplate a
wider range of possibilities.

S-L educators often require students
to engage in structured reflection. Many
academics consider reflection to be a
necessary component of effective S-L, as
noted by the National Society for Expe-
riential Education (Giles et al. 1991, 25).
A variety of activities can be used to
facilitate student reflection, such as
keeping journals/logs, organizing pre-
sentations to community leaders, pre-
paring reports to demonstrate the effects
of S-L, and discussing experiences in
class. While examining research related
to the intellectual outcomes of S-L, fac-
ulty must recognize that S-L programs
differ considerably both in terms of the
service activities and the associated re-
flection activities.

Empirical Research: Intellectual
Outcomes

Our discussion of the empirical re-
search related to intellectual outcomes
is organized around the three ways that
researchers have attempted to measure
S-L outcomes: (1) grades, (2) student and
faculty self-reports, and (3) content
analyses of student writings and prob-
lem-solving interviews. Overall, there is
some evidence that S-L has a positive
relationship to intellectual outcomes,
primarily related to higher-level think-
ing skills.

Grades

Much of the research on course-re-
lated knowledge and skills has focused
on course grades or grade point aver-
age (GPA). Several studies have found
that there is a positive relationship
between S-L and grades. For example,
Sugar and Livosky (1988) offered stu-
dents in a child psychology class an S-
L option requiring working two hours
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per week in day care centers. S-L stu-
dents earned a bonus of 3 to 5 percent
on course grading points when they
earned a service project grade of C or
better. Almost half the students who
elected the S-L option increased their
course grade by successfully completing
the service project. To discourage less
serious students and to maintain good
community relations, faculty reduced
grades 10 to 20 percent if students’ work
on the service project received a grade
of D or lower. The researchers found a
difference in course grades between stu-
dents who chose the S-L option (n = 107)
and those who did not (n = 562), Chi
square = 16.62, p < 0.002. Sugar and
Livosky (1988) suggest that it is likely
that the penalty for poor performance
discouraged less serious students and,
thus, helped to maintain good-quality
community relationships. A major limi-
tation of this study is that the research-
ers did not explicitly consider the effect
of grading methods. For example, it is
not clear whether the grades improved
because students earned extra credit for
the service or because student learning
was enhanced through the service expe-
rience. As discussed below, a few of the
more recent studies have attempted to
isolate the impact of variables such as
grading methods on S-L outcomes.

In an experimental study of eight
sections of an American politics course,
two sections were randomly selected to
include an S-L requirement (Markus et
al. 1993). There were no statistically
significant differences in attitudes or
values related to community service be-
tween these two groups prior to the S-
L. Both groups were assigned the same
readings, attended the same lectures,
took the same exams, and were graded
according to the same set of stan-
dards. S-L students were required to
work for 20 hours during the semester
in designated agencies, such as a home-
less shelter, a women’s crisis center, or
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an ecology center. S-L sections included
regular discussions during normal class
meetings of what students were learn-
ing from their service experience and
how their experiences related to course
readings and lectures. S-L students were
more likely to self-report that they
learned to apply political science prin-
ciples to new situations. On a grade scale
of 9= A, 8 = A—, and so on, students in
the traditional sections earned a mean
course grade of 6.42 (between B and B+),
while students in S-L sections averaged
7.47, a statistically significant differ-
ence (t = 2.66, p < 0.01). However, the
authors did not compare the GPAs of the
S-L and control groups prior to the study.
Thus, one cannot rule out the possibility
that students in the S-L sections had
greater intellectual abilities than stu-
dents in the other sections of the course.

Berson and Younkin (1998) exam-
ined 286 community college students
in three pairs of courses across three
disciplines. Students registered with-
out knowledge of the 20-hour S-L
requirement for the experimental
treatment sections. At the beginning
of the term no statistically significant
differences were found when the treat-
ment and control groups were com-
pared for demographics, reading
ability, and English ability. Students
worked on a wide range of projects,
including assisting community agen-
cies, participating in environmental
projects, tutoring, mentoring, and pro-
viding services to “at-risk populations.”
The control groups were taught in a
traditional manner. The same instruc-
tors assigned grades to each group of
students using the same exams and
assignments. The study found that the
S-L student mean grade was 0.26
higher (grade-point scale not reported)
than for the control students.

Astin et al. (2000) conducted a nation-
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wide, longitudinal study of 22,236 under-
graduate college students with various
majors. During college, 30 percent of the
students participated in diverse types of
course-based S-L, 46 percent participated
in non-course-based community service,
and 24 percent did not participate in
any service projects. The researchers
included several student and institu-
tional control variables. They found
that students who participated in S-L
achieved a higher GPA than
nonservice students. In addition, GPA
was higher for students who partici-
pated in course-based S-L than for stu-
dents who participated only in
non-course-based community service.

However, other studies have found
no relationship between S-L and
course grades. For example, Miller
(1994) studied two courses where stu-
dents could enroll concurrently in a
pass/fail S-L course requiring 40 hours
of service. Twenty-two students (out of
318) selected the S-L option in devel-
opmental psychology and 14 (out of
340) students selected the S-L option
in social psychology. In each course, 89
of the students who did not participate
in service were randomly selected as
the control group. At the beginning of
the semester, data were collected about
demographics (sex, age, race), educa-
tion (major, class, GPA), and previous
volunteer experience. Background dif-
ferences were found only in the social
psychology course, where students se-
lecting S-L were younger than the con-
trol students (p < 0.0001), had been at
the university for less time (p < 0.001),
and were more experienced at volun-
teering (p < 0.01). Students from the
developmental course were placed in
day care, pre-school and elementary
school settings, while students from so-
cial psychology were placed in commu-
nity centers, shelters, and advocacy
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agencies. The researcher found that stu-
dents electing the service option in both
courses did not differ from the control
students in either course grades or
their self-reports of mastery of course
concepts. However, students participat-
ing in service in the developmental
course self-reported an enhanced abil-
ity to apply course principles to new
situations and an increased ability to
solve real problems in the course area.

Kendrick (1996) examined the re-
lationship between S-L and academic
learning on students in two sections of
the same sociology course. Sixty stu-
dents were given extra credit for par-
ticipation in 20 hours of S-L at local
nonprofit agencies, while students in
the other section (n = 63) read articles
from the New York Times that related
to course concepts. Even though
Kendrick (1996) gave students extra
credit, the S-L in the treatment group
and the reading in the control group
were required. In-class discussions were
held about the S-L or readings (as ap-
propriate), and exams included ques-
tions on either S-L or the readings.
There was no statistically significant dif-
ference in final course grades between
S-L and control students, although S-L
students did self-report a greater in-
crease in their interest in the subject
matter, scored significantly better on the
essay portion of the final exam, and at-
tended class more regularly.

It is not surprising that prior stud-
ies have found mixed results when us-
ing course grades to assess outcomes,
because grades may not accurately re-
flect the learning that results from ser-
vice experiences (Eyler and Giles 1999).
Because the purpose of introducing a
new pedagogy may extend beyond sim-
ply teaching the same content more effi-
ciently, using traditional exams may fail
to measure the likely benefits of the in-
novation. Bryant and Hunton (2000, 155)

- __________________________________________________________|
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noted this same problem in their litera-
ture review of educational technology.
Theory suggests that S-L is most likely
to affect outcomes involving higher-order
thinking skills, such as greater depth of
understanding, consideration of other
perspectives, improved communication,
and ability to apply course material to
new settings (Eyler and Giles 1999).
Course grades are often based primarily
on traditional, objective-style tests that
rarely address these competencies; mea-
suring the effectiveness of a new peda-
gogy using traditional assessment tools
may not provide the most valid and reli-
able results.

Several other issues complicate the
use of grades to measure intellectual out-
comes. In many institutions S-L is an
option, and the relationship between S-L
and grades could be due to self-selection
bias. As Eyler and Giles (1999) noted,
prior studies show that students who
choose to involve themselves in service
may already be more serious students or
fundamentally different in some other
important dimension affecting course
performance. In addition, as seen from
the description of research studies above,
faculty may use different grading meth-
ods in S-L courses. For example, students
not involved in S-L. may be required to
write longer research papers (Markus et
al. 1993). Students in S-L may be al-
lowed to substitute service for an exam
grade (McCluskey-Fawcett and Green
1992), or S-L students may receive extra
credit (Sugar and Livosky 1988). There-
fore, we cannot expect to observe a direct
correlation between S-L and grades when
grades have not been designed to assess
higher-level thinking skills, when stu-
dents are graded differently for their S-L
work, or when students selecting S-L dif-
fer from other students. Faculty should
then consider assessing the outcomes of
S-L using appropriate controls or other
measures in addition to grades.
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Student and Faculty Self-Reports

Another way researchers have
gathered information about the rela-
tionship between S-L and intellectual
outcomes is through self-reports of stu-
dents and faculty. Although some of
the self-report data were collected from
standardized survey instruments, most
self-report data were collected from
surveys designed by the researchers for
a particular study. Accordingly, the
validity and reliability of the self-report
data are often unclear. Other forms of
self-report include focus groups and in-
terviews designed to elicit perceptions,
beliefs, or attitudes.

Owens and Owen (1979) studied per-
ceptions of 218 high school students in-
volved in multiple short-term and
long-term S-L experiences to determine
which characteristics made S-L a bet-
ter learning experience. Students iden-
tified the following features as
contributing to their learning: trying out
the work themselves, having real re-
sponsibility, listening and talking with
people at the site, having clear direc-
tions, feeling challenged, and applying
learning to new settings. Factors such
as boring tasks, no opportunity to try
the work, too much repetition, no oppor-
tunity to explore other areas of interest,
and no opportunity to apply learning to
new things were identified as contrib-
uting to little or no learning from com-
munity service.

McCluskey-Fawcett and Green
(1992) examined student perceptions of
S-L in two large sections of a develop-
mental psychology course. Half of the
567 students chose the S-L option, which
entailed volunteering at local nonprofit
agencies such as Headstart, elementary
schools, and a homeless shelter. A ma-
jority of the students agreed that (1)
volunteer work had increased their
learning of text material (60 percent),
(2) volunteer work had increased their
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learning of lecture material (60 percent),
and (3) the community-service option was
a valuable learning experience (94 per-
cent). Students were required to record
their in-service observations in addition
to their understanding of how materials
from the lecture/textbook/readings re-
lated to their observations. The explicit
requirement to relate service experience
to classroom material is likely to have
influenced student perceptions that their
service experience had enhanced the
learning of textbook and lecture mate-
rial. Another interesting feature of the
study was the use of community agency
supervisors to determine one-half of the
grade for the S-L project. Because com-
munity agency supervisors tended to
give students full credit, the authors re-
duced the weight of supervisor evalua-
tions in subsequent semesters to avoid
grade inflation. This suggests that re-
searchers must carefully consider the
impact of variables such as grading
methods while interpreting S-L survey
results.

Cohen and Kinsey (1994) studied
220 students enrolled in a course with
an optional S-L project. Of the 217 stu-
dents who chose the service project, 167
completed a survey. One group of S-L
students (n = 88) interacted directly
with students in elementary and high
school classrooms. Another service
group (n = 79) analyzed media for con-
tent or prepared public relations ma-
terials and did not have direct contact
with the community. All students at-
tended a weekly seminar and were
graded based on team efforts. Almost
one-half of the survey respondents in-
dicated that their projects were more
useful than other assignments in plac-
ing classroom material in a meaning-
ful context. The group with direct
community contact self-reported that the
projects helped them to develop a sense
of the relationship of communication

e el | .
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principles to the real world. Students
with direct contact also reported that
learning exercises were more effective
and that more learning occurred.
Hesser (1995) examined 48 S-L fac-
ulty from 16 different disciplines in 11
colleges/universities using focus
groups, interviews, and surveys. Fac-
ulty reported that S-L improves stu-
dent learning, problem-solving skills,
and commitment to service. Eighty-
three percent of faculty reported that
S-L enhanced the quality of learning
as compared to traditional courses.
Eyler and Giles (1999) surveyed
1,635 students from 20 institutions.
The 1,131 respondents who had par-
ticipated in S-L self-reported a better
understanding and enhanced ability to
apply material than did nonservice
students. An interesting feature of this
study is the inclusion of a wide range of
mediating variables. The authors found
that the degree to which the service ex-
perience is related to course content was
a strong predictor of self-reported intel-
lectual outcomes. The amount and
quality of reflection were modest but
statistically significant predictors of a
wide range of outcomes. In particular,
the quantity and quality of reflection
were most consistently associated with
deeper understanding, increased
complexity of problem solving, and
greater use of subject matter knowledge
in analyzing problems. Diversity (oppor-
tunity to work with people from diverse
ethnic groups) was related positively to
problem solving/critical thinking but
was related negatively to students’ abil-
ity to apply what they learned. Commu-
nity voice, which is the extent to which
service is designed to meet the
community’s needs, was a negative pre-
dictor of self-reported intellectual out-
comes. Eyler and Giles (1999) suggest
that this finding could be caused by ten-
sion between a community’s needs and
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students’ academic goals; thus, faculty
should engage in joint planning with
community agencies to avoid this nega-
tive outcome.

Four RAND researchers (Gray et al.
2000) recently conducted a study of the
effects of service-learning on students
whose university was enrolled in the
Learn and Serve America, Higher Edu-
cation program. They surveyed 1,322 stu-
dents (including 725 S-L students) from
28 institutions for student perceptions
about their academic outcomes (e.g.,
writing ability, analytic skills, disciplin-
ary knowledge, and quantitative skills)
and professional-skill development (e.g.,
confidence in choice of major and career,
career preparation, and graduation ex-
pectation). S-L students were asked
about their perceptions relating to an S-L
course, while control students were
asked about their perceptions relating to
a nonservice course. The results showed
no statistically significant difference be-
tween S-L and control students in their
perceptions about how their designated
course influenced either of those out-
comes. However, the results also showed
that S-L courses were perceived to be at
least as rigorous as other courses and
usually required more time and more
writing.

Faculty and student self-reports
may provide additional information
about the impact of S-L on outcomes not
revealed through grades. However, re-
searchers must consider some potentially
serious questions about whether self-re-
ports can adequately measure the impact
of S-L on students’ intellectual outcomes.
For example, it is unclear whether stu-
dents can adequately evaluate their own
critical-thinking skills. In addition, the
issue of demand characteristics may
emerge; students may complete a survey
or respond during an interview based on
how they believe their professor wants
them to.

e oL )
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Content Analysis

Another way to estimate intellec-
tual outcomes is to conduct content
analysis of student writings or inter-
views. Eyler and Halteman (1981) con-
ducted a pre-post study of three groups
of students: (1) S-L students who were
selected for a legislative internship pro-
gram and worked with legislative com-
mittees or state legislatures, (2) students
who were finalists in the selection pro-
cess for the legislative internship pro-
gram, and (3) students taking political
science courses in legislative process at
three of the colleges that nominate stu-
dents for the legislative internship pro-
gram. A series of open-ended questions
was used to measure students’ under-
standing of the complexities of the po-
litical process and their ability to
translate this understanding into po-
litical strategy. Two educators evalu-
ated the answers, and inter-rater
reliability was 0.81 and 0.79 for the pre-
and post-tests, respectively. Results
suggest that S-L students were more
likely to write political strategy plans
that showed a realistic, nuanced under-
standing of the political process, while
those without the service experience
tended to produce more mechanistic
solutions. A limitation of this paper is
that, apart from inter-rater reliability,
the authors do not provide other details
of the data collection process or re-
search analyses. However, this study
provides an early example of the use of
content analysis in measuring service-
learning outcomes, and it offers some
ideas for future researchers on the use
of content analysis to estimate service-
learning outcomes.

Batchelder and Root (1994) com-
pared S-L students (n = 48) to a control
group of students (n = 48) in similar
courses. The S-L students participated
at nonprofit agencies helping with
Headstart classes, poetry workshops for
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seniors and prisoners, designs for alco-
hol abuse prevention programs, or
projects on environmental issues. The
researchers improved content analysis
methodology by developing quantita-
tive scores to measure the “complexity
in student writings” (Batchelder and
Root 1994, 346-350). Both groups of
students wrote problem-solving essays
at the beginning and end of the course,
and change scores were calculated for
the semester. The authors stated that
student assistants scored student writ-
ings, but did not provide details of in-
ter-rater reliability. The results of the
content analysis of in-class problem-solv-
ing essays showed that S-L students
achieved greater improvements than did
control group students in their recogni-
tion of multiple dimensions of a situa-
tion, identification of subgroups, and
willingness to act despite uncertainty.
The content analysis of students’ jour-
nal writings (performed only for S-L stu-
dents) showed that S-L participants
improved during the term in the complex-
ity of their decision-making, reasoning,
and “occupational identity processing.”
Another improvement in Batchelder
and Root’s (1994) methods over those of
Eyler and Halteman (1981) was their at-
tempt to control for potential confound-
ing variables. They created an instrument
called the Evaluation of Service-Learning
(ESL) to assess on-site and academic as-
pects of S-L that are hypothesized to me-
diate the effects of S-L. The ESL includes
seven items: (1) autonomy, (2) role clar-
ity, (3) in-class reflection, (4) instructor
support, (5) relationship to site supervi-
sor, (6) perceived contribution to recipi-
ent, and (7) instructional quality.
Results suggest that both on-site and
academic factors are mediators of S-L
outcomes. Specifically, greater improve-
ments in intellectual outcomes occurred
when the quality of on-site supervision
and on-campus instruction was high.
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Rather than analyzing the content
of student writings, Eyler and Giles
(1999) analyzed transcripts from inter-
views in which students were asked
about their problem-solving approaches.
For one group of 66 students, the authors
used a modified version of a well-estab-
lished technique, the Reflective Judg-
ment Interview (King and Kitchener
1994). For another group of 65 students,
the authors used Ethnograph software
to qualitatively analyze student think-
ing. The authors found that S-L students
exhibited significant improvements in
various dimensions of the complexity of
their thinking. The interview results in
their study suggest that reflection inten-
sity (ongoing reflection on the relation-
ship between subject matter and service
experience) had a positive effect on prob-
lem solving and critical thinking.
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Interview techniques, while poten-
tially effective in measuring intellectual
outcomes, are very costly and not prac-
tical for large-sample studies. On the
other hand, content analysis of student
writing appears to be a promising re-
search technique because it can be tied
to coursework that students are already
asked to perform and can be designed
to address the type of higher-order
thinking that S-L is expected to improve.
In addition, future improvements in
technology might make it possible for
content analyses to be performed by
computer programs, dramatically reduc-
ing the cost of this technique.

Multiple Measures

Recent studies are incorporating
multiple measures to capture the asso-
ciation of S-L and intellectual outcomes.

TABLE 3
Comparative Usefulness of Research Methods
to Assess Impact of Service-Learning on Student Outcomes

Usefulness
Likelihood
of Showing

Assessment Ease of Correlation with
Method Implementation Cost Time Student Outcomes
Course grades Easy Low Low Typically low, but
or GPA can be higher if

grading is explicitly

designed to capture

effects of S-L
Student or Easy Moderate High, unless Moderate
faculty surveys standardized

survey instru-
ments are used
Content analysis Initial design Currently high, High High
of student writing andimplementa- but possibly low in
(e.g., essays or tion can be diffi- the future with
journals) cult, but repeated computer-assisted
use is easy techniques

Student Very difficult Very high High High
interviews
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Astin et al. (2000) used a large-sample
survey, grades, graduate admission
test scores, and small-sample inter-
views. Eyler and Giles (1999) utilized
three different samples and surveys as
well as interviews. Several other stud-
ies have combined surveys with either
grades (e.g., Markus et al. 1993; Berson
and Younkin 1998) or student problem-
solving writings (e.g., Eyler and
Halteman 1981; Batchelder and Root
1994). In some studies the results ob-
tained from different measures are
similar, while in other studies results
using different outcome measures are
mixed. For example, some studies
found positive relationships between
S-L and intellectual outcomes as mea-
sured by both grades and student per-
ceptions (Markus et al. 1993; Astin and
Sax 1998). Other studies found positive
outcomes as measured by student per-
ceptions, but no relationship when
course grades were considered (Miller
1994; Kendrick 1996).

The use of multiple measures can
provide a better understanding of S-L
outcomes. For example, S-L may have
no relationship with grades because
grades may not adequately measure the
type of learning expected from service
projects. On the other hand, faculty/stu-
dent surveys and content analysis may
reveal enhanced understanding, appli-
cation, and problem solving. This incon-
sistency suggests a need for faculty to
reconsider how they assign student
grades in relation to desired student
outcomes such as higher-level thinking.

Summary

Prior researchers have used grades,
student and faculty self-reports, and
content analysis to assess the relation-
ship between S-L and intellectual out-
comes. In Table 2 we present a summary
of the research in the literature review,
including the outcomes examined and
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the measures used. From a review of
the intellectual outcomes listed in
Table 2, accounting educators can see
many potential links between S-L out-
comes and the “functional” and “broad
business perspective” skills called for
in the AICPA Core Competency Frame-
work (Table 1). In Table 3 we summa-
rize the strengths and weaknesses of the
various measures used to assess S-L
outcomes.

Several authors have suggested
that a range of program characteristics
complicates studies of S-L outcomes.
These include length and intensity of
service, service settings, student respon-
sibilities, preparation for experience,
nature and frequency of reflection, de-
mographic characteristics of students,
methods for grading and awarding
credit, student choice over participating
in service, and faculty commitment
(Owens and Owen 1979; Batchelder and
Root 1994; Eyler and Giles 1999). It is
likely that the mixed findings in prior
studies are related to variations in the
relationships among desired student
outcomes; the validity, reliability, and
the statistical power of outcome mea-
sures; and S-L program characteristics.
As we discuss more fully later, future re-
searchers need to further explore these
interrelationships to help educators un-
derstand the usefulness of S-L as a peda-
gogy and identify ways to improve the
design of S-L activities.

PERSONAL OUTCOMES
Theoretical Link between Service
Learning and Personal Qutcomes

We define “personal outcomes” in
a manner similar to the AICPA (Table
1), including items such as personal de-
meanor, leadership, and communica-
tion. As specified by the AICPA (1999b),
these personal outcomes encompass a
variety of values-related competencies
that might be developed through S-L
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activities, including honesty and ethi-
cal conduct, ability to analyze the im-
pact of potential actions, and ability to
promote constructive change.

To understand the potential con-
nections between S-L and personal out-
comes, we again rely on the theoretical
discussion of Eyler and Giles (1999,
chapters 2-7). First, while engaging in
S-L, students may meet people from
other cultures or with differing points
of view. Making sense out of these new
experiences can help students develop
greater self-awareness and apprecia-
tion of and tolerance for others. Second,
service activities may help students to
develop relationships with site supervi-
sors, faculty, and other students. These
relationships can increase students’ feel-
ings of connection to community, which
can encourage them to become more
civic-minded and more concerned about
social justice, and can improve their
teamwork and communication skills. Fi-
nally, students can become more aware
of a variety of issues and more confident
in their own ability to act and make a
difference, which in turn can increase
their leadership skills (e.g., willingness
to be socially proactive, to believe they
can influence change, to exercise effort
to achieve change, and to anticipate the
consequences of their actions).

Empirical Research: Personal
Outcomes

As with intellectual outcomes, we
found that researchers have not agreed
upon a well-specified set of personal
outcomes related to S-L. In addition,
the research on personal outcomes is
plagued by many of the research meth-
odology issues discussed in the previ-
ous section. In particular, student and
faculty surveys have been a major
source of evidence about student out-
comes. While we focused on types of out-
come measures in the last section of this
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paper, in this section we focus primarily
on the development of the body of lit-
erature. This shift is due to the fact that
primarily one type of outcome measure
is used to assess personal outcomes:
self-reports (or survey responses) by
students. Therefore, we chose instead
to summarize and organize the re-
search on personal outcomes chrono-
logically because the trajectory has
been generally from smaller samples to
larger samples and from reliance on
qualitative to more quantitative and
controlled data. Thus, while this field
of study is still very new, the research
has gained in sophistication and, con-
sequently, has become more reliable
and generalizable. The studies in this

section are summarized and included
in Table 2.

Early Studies—Single Course or
Institution

As one of the first studies to use
quantitative data and control groups,
Markus et al. (1993) is a widely cited
paper in research on S-L. The authors
taught a multisection political science
lecture course with discussion sections.
Two of the eight discussion sections in-
cluded an S-L component. S-L students
were required to provide 20 hours of ser-
vice over 13 weeks at an agency they se-
lected from a list of university-approved
sites. S-L students also wrote a final
paper and give an oral report. The au-
thors measured attitudinal outcomes,
such as intentions to provide future ser-
vice and charity, self-efficacy for mak-
ing positive changes, and having more
purpose in their lives. The study found
that students in the S-L section showed
positive changes in a variety of attitudes,
including importance of volunteering,
finding a career that is helpful to oth-
ers, and tolerance of others; control
group students did not show the same
positive changes. Political commitment
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may not be one of the personal outcomes
accounting academics would investigate;
however, Markus et al. (1993) reinforces
the notion that S-L can result in more
changes in attitudes and values than the
traditional information-assimilation
model of learning.

Bringle and Kremer (1993) studied
three sections of students in a course
on aging. In one class, students re-
ceived training and performed volun-
teer S-L involving the elderly; this
entailed eight weekly visits as part of
a senior-companion program, weekly
reports, and a debriefing session. In a
second class, students received four
hours of orientation and were required
to meet twice for at least three hours
per visit with an elderly person. The
third class was not involved in S-L and
served as a control. S-L students re-
ported more positive attitudes toward
the elderly than did the control stu-
dents, as measured by a series of
semantic differential scales, a question-
naire on changes students anticipate
as they age, and a Facts on Aging Quiz.

Giles and Eyler (1994) studied the
effects of a one-credit community-ser-
vice lab course on students’ attitudes
about themselves, social problems, and
their commitment to engage in future
community service. For five weeks,
speakers from various community
agencies spoke to the S-L students; for
the remaining eight weeks students
worked three hours per week at one of
the agencies. Students prepared both
oral and written reports on their expe-
riences. The authors found improve-
ment in the S-L students’ assessment
of the importance of community in-
volvement, their intent to engage in
community work, their belief in the
importance of politics and social values,
and their self-efficacy in the area of
politics and social issues. Giles and
Eyler (1994) found these results en-
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couraging, although they admitted that
the study had a significant weakness in
its lack of a control group. Thus, for ex-
ample, the authors were not able to dis-
entangle the effects of service from the
effects of coursework.

Boss (1994) relied on the Defining
Issues Test (DIT), a standardized mea-
sure of the stage of moral reasoning, to
determine differences associated with
community-based S-L. In this study the
service consisted of working 20 hours
at an agency sponsored by the
university’s Clearing House for Volun-
teers and keeping a journal about the
experience. The pre-test DIT scores
were statistically equivalent for the
experimental and control groups. How-
ever, the DIT scores of students who
participated in community service im-
proved significantly over the term,
while the control group’s DIT scores did
not change. In addition, Boss (1994) con-
cluded that neither service nor class dis-
cussion alone resulted in improved DIT
scores. The combination of S-L. with
coursework appeared necessary for
changes in the level of moral reasoning.

Gorman et al. (1994) also used the
DIT as an outcome measure associated
with the use of S-L. Pre-/post-experi-
ment scores on the instrument were
collected from 70 students in five sec-
tions of two closely related courses. One
course entailed S-L, while the other
course did not, although similar issues
of ethical content were discussed. The
S-L consisted of working 10-12 hours
per week in a social agency, keeping
weekly journals, and participating in
a weekly discussion group. Mean DIT
scores at the beginning of the term did
not differ between the two groups, but
only students involved in the S-L ex-
hibited higher DIT scores at the end of
the semester. A possible explanation
for these findings is that S-L creates
cognitive dissonance in students’ prior
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beliefs, which is resolved with more
principled moral reasoning (Rest et al.
1999).

Green and Diehn (1995) reported on
how student attitudes were affected by
an S-L project consisting of four hour-
long visits to a nursing home and keep-
ing a weekly journal. The authors
developed a survey instrument to mea-
sure how closely students’ view of seniors
and their health mirror negative stereo-
types about the elderly. The authors also
asked students whether the benefits of
the service were reciprocal, and how they
felt about two different kinds of feedback
on their written assignments (written
comments vs. a checkmark). Green and
Diehn (1995) found, on average, no sig-
nificant change in S-L students’ beliefs re-
garding older people and their health, or
in the extent to which students feit the
service was beneficial for all parties. How-
ever, students who received written feed-
back evaluated the S-L experience more
positively than those whose work was
simply checked in, reinforcing the no-
tion that students need to see a connec-
tion between S-L and their formal
coursework. The authors note that the
scale they used was specific to this study
with no proven psychometric properties,
and that the S-L intervention was very
brief. Green and Diehn (1995) also pro-
vided anecdotal evidence regarding a
longer-term S-L project that appar-
ently had stronger and more positive
student outcomes.

In the next study, the authors at-
tempted to write a scale that could be
used across studies to measure change
in social values and attitudes. Olney and
Grande (1995) reported on the psycho-
metric properties of an instrument, the
Scale of Service-Learning Involvement,
designed to measure and test a model of
how students’ sense of social responsi-
bility develops as a result of S-L activi-
ties. The authors tested a random
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sample of 285 students who had vary-
ing levels of involvement with the
university’s Center for Service-Learning,
The authors used existing attitude
scales to test the reliability, concurrent
validity, and contrasting group valid-
ity of their new instrument. The au-
thors found that scores produced by
their scale had high validity and reli-
ability, and they offered suggestions for
applying their scale in future research.

The authors of the next two stud-
ies used pre-existing scales, rather
than creating a new one, to assess per-
sonal outcomes. Kendrick (1996) used
the Social Responsibility Inventory to
measure changes in values and beliefs
as well as students’ assessments of
their own learning. He found that stu-
dents in the S-L section scored signifi-
cantly higher in measures of social
responsibility, sense of personal effi-
cacy, and interest in the academic sub-
ject matter than did a control section
of students.

Using a quasi-experimental design,
Myers-Lipton (1996) compared the level
of students’ racism prior to and after an
extensive two-year S-L program. Stu-
dents in the treatment group began
with two weeks of service at local so-
cial agencies, performed six hours of
service per week for four semesters,
and also participated in a one-month
residential assignment during the sum-
mer. Myers-Lipton (1996) utilized two
control groups: (1) students who en-
gaged in no service, and (2) students
who engaged in community service not
tied to their academic program, but
arranged through the university’s Vol-
unteer Clearing House. The author
found that the students who engaged
in S-L tied to their academic program
had significantly reduced levels of rac-
ism, as measured by the Modern Rac-
ism Scale, while racism in each of the
two control groups increased slightly.
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Myers-Lipton (1998) provided additional
analyses of the same project using the
Social and Personal Responsibility Scale.
The author found that when S-L was
linked to academic programs, students
increased their sense of civic responsi-
bility, their perceived level of locus of
control, and their planned involvement
in civic behavior. Students in the two
control groups actually declined
slightly in these measures. Myers-
Lipton (1998) argues that the synthe-
sis of experience and academic
reflection resulted in the greatest posi-
tive change in values.

Miller (1997) surveyed 451 under-
graduates enrolled in a psychology
course with an optional two-credit-hour
S-L component. The S-L students
worked for a total of 40 hours at sites
serving people of low income. They also
submitted a weekly journal, attended an
hour lecture each week in the field, held
a one-hour small-group discussion, and
submitted mid-term and final reports.
Contrary to expectations, Miller (1997)
found that students’ sense of their power
to make a difference in the world de-
creased after the S-L experience. How-
ever, after further analysis, the author
found that the results appeared to be
driven by a group of students who had
entered the course with exceptionally
high beliefs regarding their own ability
and the ability of people in general to
change society. The author suggested
that perhaps this group of students be-
came more realistic (i.e., they appropri-
ately reduced their expectations) and
gained an appreciation for the complex-
ity of social problems and social change.

Osborne et al. (1998) studied 95
pharmacy students, comparing those in
an S-L section to students in a section
without S-L, using results of six stan-
dard tests (e.g., Cognitive Complexity
Scale and Remote Associations Test)
and analysis of unstructured writing
assignments. Osborne et al. (1998) did
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not describe the S-L except to say that
placements were selected to promote
four course objectives (integrated use
of examples, sensitivity in communica-
tions, awareness of diversity, and com-
plexity of communication). Independent
raters performed content analysis of
the student writing. Results showed
that at the beginning of the term the
two groups did not differ significantly
on any of the four objectives. At the end
of the term, however, there were sta-
tistically significant between-group dif-
ferences in three of the four objectives,
with students in the S-L section show-
ing the more positive changes.

Stukas et al. (1999) reported on a
two-part study of the impact of manda-
tory service requirements on intentions
to volunteer. In the first study, 371 busi-
ness majors in a free but required S-L
course completed pre- and post-surveys.
Service consisted of 40 hours at a site
selected by the student. The effects of
service prior to the class on students’
intentions for future service were mod-
erated by the extent to which they felt
that they were in control of the S-L
course experience. The second study in-
volved 63 students, who signed up and
completed extra credit for a psychology
course. Half of the participants were
randomly selected and told that service
was mandatory. The purpose was to in-
vestigate how “preexisting perceptions
of external control moderated how the
conditions of choice and mandate influ-
enced future intentions to volunteer”
(Stukas et al. 1999, 62). Results indi-
cated that participants who were less
inclined to volunteer on their own had
lower intentions to volunteer in the fu-
ture after completing a mandatory ser-
vice requirement.

Later Studies—Multiple Courses
or Institutions

The following studies represent
efforts by researchers to generalize to
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larger populations than students in a
single course. Eyler et al. (1997) ana-
lyzed data relating to 1,535 students
at 20 institutions. The authors chose a
sample that included a variety of in-
stitutional types and S-L requirements.
The sample included students who vol-
untarily participated in S-L, students
who were required to participate in
S-L, and nonservice students. Using
pre-service surveys, Eyler et al. (1997)
found that there were differences in
several social and citizenship scales be-
tween students who select S-L and those
who do not. Therefore, they controlled
for those differences in analyzing post-
service survey results. They also con-
trolled for interaction with faculty,
another known predictor of development
in social and citizenship attitudes. Af-
ter controlling for these variables, the
authors found that S-L had positive
effects on citizenship, confidence, per-
sonal values, and perceptions of social
justice.

Eyler and Giles (1999) conducted
additional analyses of the 1,131 S-L
students from the above sample of
1,635 students to examine the rela-
tionship between S-L characteristics
and personal outcomes. They found
that placement quality (interest, va-
riety, challenge, and responsibility)
was most consistently associated with
personal outcomes such as leadership,
communication, and teamwork skills.
The opportunity to work with people
from diverse ethnic groups and the
extent to which students’ service met
needs identified by the community
also were linked to personal outcomes.
These findings suggest that research-
ers can begin to offer faculty guidance
on how to structure S-L experiences
to increase certain outcomes, some of
which fall within the “personal” com-
petencies defined by the AICPA (see
Table 1).
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In a smaller-scale study of students
who engaged in S-L, Mabry (1998) pre-
sented pre-/post-survey results from 144
students in 23 courses. More positive
changes in students’ civic attitudes
were associated with more direct con-
tact with beneficiaries of the service,
greater variety of discussion and reflec-
tion on the service activities, and in-
creases in student perceptions about
the academic benefit from S-L. Mabry’s
(1998) results again reinforce the no-
tion that service provides greater ben-
efit when it is part of a learning/
teaching cycle rather than presented as
an isolated experience.

In a similar study, Parker-Gwin and
Mabry (1998) studied both personal and
intellectual outcomes for 260 students
in 21 different courses using a pre- and
post-survey. They compared three mod-
els of S-L: (1) on-site, individual service
was required, (2) service was optional,
and (3) students worked as in-class con-
sultants to complete a single project per
class. Students who signed up for the
various courses differed initially in
their beliefs about the importance of
community service, their civic aware-
ness, and their motives for conducting
service. Parker-Gwin and Mabry (1998)
found that at the end of the term stu-
dents who performed service voluntar-
ily had lower levels of self-oriented
motives, such as performing service only
to enhance their resumes. However, con-
trary to expectations, the service stu-
dents became more like the consulting
students in their beliefs about the im-
portance of community service, civic
awareness, and service-oriented mo-
tives. Thus, the results are contrary to
many of those already reported. The
authors suggest that the students may
have expected to accomplish more than
was reasonable. The authors concluded
that faculty should not require service,
and noted that there is a great deal we
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need to learn about the process of S-L
before we can be confident about which
variables lead to positive changes in
students’ values and attitudes.

Astin and Sax (1998) conducted a
large-scale study of 3,450 students (in-
cluding 2,309 S-L students) from 42
institutions that participated in the
Learn and Serve America, Higher Edu-
cation program and the Cooperative In-
stitutional Research Program. Astin and
Sax (1998) found a positive relationship
between S-L and students’ self-reported
life skills and sense of civic responsibil-
ity. Astin and Sax (1998) noted that only
about one-third of the S-L students car-
ried out service within the context of a
course, as compared with other non-
course-related volunteering. Service that
was based on a course was positively
related to nine self-reported outcomes,
including commitment to serve their
community, plans to volunteer in the
future, and understanding the prob-
lems facing their community.

Hunter and Brisbin (1999) reported
on a pre-post quasi-experimental study
of political science students. The pur-
pose was to study the relationship of
S-L to students’ beliefs regarding the
legitimacy of “institutions of demo-
cratic governance” and their support
for actively participating in democratic
institutions. Students from three uni-
versities were included in the study and
engaged in a variety of S-L projects. At
one campus, students worked in Cam-
pus Compact America Reads, while at
another they were involved in a low-
income housing project. Some students
volunteered outside of class, while oth-
ers were required to perform S-L in
their courses. Hunter and Brisbin (1999)
found that students who engaged in S-L
reported greater enjoyment in partici-
pating, improvement in their efforts to
understand others, better listening
skills, and a stronger belief in the value
of teamwork. Students who did not en-
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gage in S-L reported greater enhance-
ment in their writing, leadership, con-
flict resolution, and speaking skills. S-L
students changed their definition of de-
mocracy toward a more communitarian
concept, an important goal for some po-
litical science professors. While this
study may not measure attitudes that
would be of immediate interest to ac-
counting educators, it does provide a
model of how researchers can design
discipline-specific outcome measures.

Gray et al. (2000) report on a sur-
vey of 1,322 students (including 725 S-L
students) whose university participated
in the Learn and Serve America, Higher
Education program. Details of the exact
nature and extent of the students’ service
were not provided. Gray et al. (2000)
found that students who engaged in S-L
self-reported an increase in their cur-
rent or expected level of involvement
in community affairs and felt that they
had improved in their life skills, par-
ticularly skills at dealing with other
people. Gray et al. (2000) analyzed the
data to determine if any demographic
or program variables related to per-
ceived improvement in civic and life
skills. They found that students who
were over age 25, spent more than 20
hours in service, had supervision dur-
ing service, whose courses were linked
to service, or who discussed service in
class showed greater improvement from
service-learning. The authors acknowl-
edge the limitations of post-service self-
reports and suggest that researchers
conduct longitudinal studies whenever
feasible and develop measures of student
behavior as alternatives (or comple-
ments) to self-reports.

Summary

Because researchers have not
reached consensus on which personal
outcomes are most significant, some
researchers have developed their own
measurement instruments. These

_
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instructor-specific surveys of student
perceptions give rise to concerns about
validity and reliability. Within account-
ing, the AICPA Core Competency Frame-
work (Table 1) could be a first step toward
consensus regarding a set of desired aca-
demic and personal outcomes. Once de-
sired outcomes are clarified, accounting
educators and researchers can proceed
with developing or locating measures to
assess those outcomes. Accounting edu-
cators may find it useful to expend effort
on discipline-specific issues as they pro-
ceed with the design of service activities
and related research.

DESIGNING SERVICE-
LEARNING TO MAXIMIZE
OUTCOMES:
GUIDELINES FOR EDUCATORS

This section offers broad guidelines
to accounting educators on designing
S-L projects to enhance outcomes, and
the following section of the paper con-
tains our recommendations to research-
ers. Table 4 presents a summary of both
groups of recommendations. Readers
interested in broad, programmatic is-
sues are referred to Zlotkowski (1998),
who described S-L programs in a wide
range of institutions and disciplines.

Our literature review pointed out a
number of weaknesses related to the
measurement of S-L outcomes. Even in
studies where there was a significant re-
lationship between S-L and academic or
personal outcomes, the magnitude of the
relationship often was small. It is pos-
sible that the magnitude of S-L out-
comes can increase through the use of
more carefully designed S-L activities.
For example, both intellectual and per-
sonal outcomes have been shown to be
more positive when there is a high de-
gree of correspondence between the ser-
vice and classroom activities. Thus,
enhancing this aspect of the S-L design
could also enhance the magnitude of
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learning outcomes. In addition, some re-
searchers were not explicit in describing
their educational objectives in using S-L
activities. Better specification of objectives
would allow for better educational design,
which in turn may again lead to greater
magnitude of outcomes.

Figure 1 provides a theoretical de-
piction of how the following factors in-
fluence student outcomes: (1) intended
student outcomes, (2) student character-
istics, and (8) the educational environ-
ment. The figure is adapted from the
assessment framework of Gainen and
Locatelli (1995, 4), who pointed out that
actual student outcomes result from in-
teractions among these three factors.
Panels A and B of Figure 1 illustrate
that a higher (lower) degree of interac-
tion leads to a higher (lower) level of stu-
dent achievement. The following
discussions describe the three factors
and how they relate to each other.

Intended Student Outcomes
Educators need to clarify their de-
sired educational outcomes for S-L ac-
tivities for the following reasons. First,
as noted above, S-L potentially can be
used to address a variety of intellectual
and personal outcomes. Because there
are so many possibilities, educators
must necessarily make choices among
intended outcomes for any given S-L
activity. Second, certain outcomes
might be more reasonable than other
outcomes in light of student character-
istics. For example, it might be possible
to expect more complex thinking by stu-
dents who are more highly motivated
to perform service or who are further
along in their education. Third, appro-
priate design of the service and related
coursework activities (i.e., the educa-
tional environment) should be a function
of intended outcomes. The educational
environment can be more explicitly fo-
cused when intended outcomes are
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TABLE 4
Summary of Guidelines for Accounting Educators and Researchers
Regarding Service-Learning

Panel A: Guidelines for Educators (see Figure 1)

1. Establishing Intended Student Outcomes
S-L educational objectives must be clearly specified and might include a variety of intellectual

and personal outcomes related to desired competencies for accountants (see suggestions in
Tables 1, 2, and 5).

2. Considering Student Characteristics
Student characteristics need to be considered both in the selection of intended student
outcomes and in the design of the educational environment. Important characteristics might
include the following:

e Academic ability (e.g., GPA, reading and English ability, and interaction with faculty).

¢ Disposition toward service (e.g., prior service experience, willingness to perform service,
student beliefs about ability to change society, and student motivation for resume
enhancement).

* Demographic characteristics (e.g., gender, ethnicity, major, age, and year in college).

e Student developmental level or type (e.g., learning style, personality type, and stage of
cognitive development such as reflective judgment level).

¢ Assessments of student competency prior to service experience.

3. Designing the Educational Environment
Service activities need to support intended student outcomes and take into account student
characteristics. Prior research has shown the following aspects of the educational environment
to be particularly important:

e Service placement characteristics (e.g., student autonomy and responsibility, role clarity,
relationship to site supervisor, perceived contribution to recipient/community, interest and
variety of service, challenge, contact with service beneficiaries, exposure to people from
diverse ethnic groups, type/quality of service training, and length of service).

e Mandatory vs. voluntary service.

*Course characteristics (e.g., instructor support, instructional quality, grading methods,
and degree of correspondence between service and classroom activities).

e Frequency and quality of reflection.

Panel B: Guidelines for Researchers

1. Samples
While larger, well-controlled studies are desirable, sample decisions are likely to be affected
by the type of student outcome measures to be used.

2. Student Outcome Measures
Outcomes must be clearly specified and empirical measures should be appropriate for those
outcomes. See Table 3 for a comparison of measurement types.

3. Control and Mediating Variables
Appropriate control-group design should be used if possible, including control for possible
student self-selection bias. Researchers should also consider student characteristics and/or
educational environment variables that mediate student learning (see Figure 1).
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FIGURE 1
Factors Influencing Student Achievement of Intended Outcomes

Panel A
Student achievement when there is a higher degree of interaction among intended outcomes,
student characteristics, and the educational environment.

Intended
Student
Outcomes

Student
Characteristics

Student
Achievement

Educational
Environment

Panel B
Student achievement when there is a lower degree of interrelationship among intended
outcomes, student characteristics, and the educational environment.

Intended
Student
Outcomes

Student
Characteristics

Student
Achievement

Educational
Environment
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clear. Finally, well-defined outcomes
can facilitate efforts toward assessing
the effect of S-L projects.

Rama (1998) provides implementa-
tion details for different types of ac-
counting S-L projects, three of which
are listed in Table 5. We have ex-
panded on those examples by identify-
ing possible intended outcomes,
related competencies in the AICPA
Core Competency Framework, and
possible assessment measures. The
first S-L project listed in Table 5 in-
volves Students In Free Enterprise
(SIFE), a nonprofit educational orga-
nization that works with businesses to
provide college students the opportu-
nity to establish free enterprise com-
munity outreach programs that teach
others how market economies and
businesses operate. SIFE projects can
help students improve their under-
standing of key financial-reporting
concepts (measurement—an AICPA
“functional” competency); gain an ap-
preciation of community issues (re-
source management—an AICPA
“broad business perspective” compe-
tency); and help them develop “per-
sonal” competencies such as
professional demeanor, leadership,
project management, and interaction.
To facilitate assessment, faculty and
researchers must be specific in their
identification of intended student out-
comes. For example, instead of speci-
fying an “understanding of key
financial-reporting concepts” as an in-
tended outcome, it would be better to
specify the intended outcome as the
ability to “prepare and explain the
business purpose of a balance sheet, in-
come statement, and statement of cash
flows” (Table 5). The latter specifica-
tion is a clearer depiction of educa-
tional objectives and lends itself more
readily to measurement.

Issues in Accounting Education

Student Characteristics

Student characteristics have been
addressed in two ways in prior S-L lit-
erature. First, student characteristics
(e.g., GPA and attitude toward service)
have been used as control variables for
empirical assessment of student out-
comes. Second, student characteristics
(e.g., course grades and level of cogni-
tive development) have been used to
measure S-L outcomes. However, as sug-
gested by Figure 1, faculty also should
consider student characteristics in select-
ing intended student outcomes and de-
signing the educational environment.
Bryant and Hunton (2000, 139-141) de-
scribed several learner attributes likely
to affect the degree of student learn-
ing. In particular, they explained why
it is important for educators to consider
the degree of prior student knowledge,
motivation level, mental effort, and
learning style in designing educational
activities. S-L educators should inves-
tigate how to select intended outcomes
and design the educational environ-
ment in light of different learner at-
tributes. For example, students having
little prior knowledge may become frus-
trated and learn little unless they are
given sufficient on-site supervision in an
S-L activity, whereas students having
greater prior knowledge may learn more
when given greater autonomy. In addi-
tion, the level of complexity in intended
student outcomes should be lower when
students have little prior knowledge
than when they have greater prior
knowledge.

Another potentially important stu-
dent characteristic is the stage of student
cognitive development. While several
models of cognitive development are
available, accounting educators may wish
to focus on the reflective judgment model
(King and Kitchener 1994) because it is
well validated on college students and

—
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is particularly well suited to S-L (Eyler
and Giles 1999, 127-128). There are
two major implications of the reflective
judgment model for S-L design (e.g.,
Fischer et al. 1993; Kitchener et al.
1993). First, intended student out-
comes should be set at a level that is
beyond—but not too far beyond—
students’ current cognitive abilities.
Second, the educational environment
should be designed to give students
support and guidance that is appropri-
ate for their cognitive level. For brief
descriptions of the model and recom-
mendations for accounting coursework,
see Wolcott and Lynch (1997) and Wolcott
(1998, 2000). For a brief summary of
reflective judgment beliefs, implica-
tions of those beliefs for student re-
sponses to S-L activities and suggested
reflection questions, see Wolcott and
Lynch (2000).

Educational Environment

After intended student outcomes
are established, faculty must select or
ensure that the educational environ-
ment will support those objectives. As
noted in our literature review, important
considerations include service placement
characteristics, mandatory vs. voluntary
service, service linked to a course vs. a
separate volunteer activity, course char-
acteristics, and frequency and quality of
reflection. We elaborate on several of
those issues below.

Faculty should consider factors re-
lated to the quality of service placement.
Gray et al. (2000) tested variables of the
S-L experience related to increased
benefits to students. The researchers
argue that their findings support the
concept of “best practices in service-
learning” (Gray et al. 2000, 39). These
practices include allowing students to
discuss their experience, providing on-
site supervision and training, connect-
ing the service to academic content, and

685

having students serve more than 20
hours per semester. As discussed in
previous sections, factors such as respon-
sibility, challenge, contact with benefi-
ciaries, and communication with on-site
supervisors have been found to enhance
S-L outcomes. Faculty can play an im-
portant role in enhancing placement
quality. For example, faculty can com-
municate with service placement staff to
establish requirements that are mutu-
ally beneficial for students and for the
community. However, the research re-
sults in this regard are mixed. For ex-
ample, one study found that community
voice enhances personal outcomes but
has a negative impact on intellectual
outcomes (Eyler and Giles 1999).

Prior research suggests that stu-
dents can achieve greater course-related
knowledge, skills, and values when their
service activities help them focus specifi-
cally on the link between their service
and coursework. Thus, projects should
be selected where the service activity
involves application of course material.
For example, SIFE provides students
with opportunities to practice applying
basic accounting skills (DeBerg 1998),
making it a relevant service activity for
developing students’ abilities to “prepare
and explain the business purpose of a
balance sheet, income statement, and
statement of cash flows.”

Grading approaches also can affect
outcomes. For example, S-L could be a
requirement or an extra-credit option.
As discussed in the last section, prior
research suggests that mandatory ser-
vice can have a negative effect on out-
comes such as intention to volunteer in
the future. On the other hand, if service
is an extra-credit option, it may be diffi-
cult to integrate service activities and
course content into class discussions.

In addition to service activities, fac-
ulty must carefully design the aca-
demic component to achieve specific
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objectives. A key point is that service
alone may not necessarily lead to the
accomplishment of either the intellec-
tual or the personal objectives. Research
suggests that frequent opportunities to
reflect on experience and to connect the
experience to class activities enhance
S-L outcomes. We provide a brief ex-
ample below to illustrate how faculty
can design reflection to support diverse
objectives. Several resources provide de-
tailed guidelines on designing reflection
(Silcox 1993; Goldsmith 1995; Eyler et
al. 1996; Rama 2000).

One of the S-L projects illustrated
in Table 5 involves using S-L in an ac-
counting information systems course to
conduct a client interview in order to
identify and explain important internal
controls, identify and address stake-
holder issues, and obtain information
needed to formulate a recommendation.
The following examples of reflection ac-
tivities relate to each of these objectives
(adapted from Wolcott and Lynch 2000):

1. Throughout the S-L experience, ask
students to reflect in their journals
about what they learned about inter-
nal controls.

2. Require students to write a paper for
their S-L project identifying the
stakeholders and reflecting on differ
ent stakeholder views about their
proposed accounting system changes.

3. Hold a class discussion about what
worked well and what the students
could have done differently during
their S-L experience in obtaining
accounting system information from
clients.

GUIDELINES FOR
RESEARCHERS
As discussed earlier, S-L has been
shown to be positively associated with
a variety of intellectual and personal
outcomes. However, there is insuffi-

Issues in Accounting Education

cient empirical evidence about many
aspects of S-L, and our literature review
pointed out a variety of weaknesses in
existing literature and inconsistencies in
results. The purpose of this section is
to provide guidance for future empiri-
cal research on S-L in accounting.

The discussions in the preceding
sections of this paper suggest a num-
ber of possible topics for future re-
search. Given the mixed and somewhat
ambiguous results in prior studies, ad-
ditional research is needed to clarify
the student outcomes achieved from
S-L. Also needed are further investiga-
tions of S-L design: service-placement
characteristics, links to the classroom,
reflection activities, and implications of
various student characteristics. Issues
to examine include, for example, the
effects of long-term vs. short-term ac-
tivities, uses of different types of reflec-
tion and feedback techniques, the
effects of optional vs. mandatory ser-
vice, or alternative ways of connecting
S-L to coursework. Regardless of the
specific focus of future research projects,
it is clear from our earlier literature re-
view that researchers need to adopt
careful methodologies. Below we dis-
cuss several key features for S-L re-
search design.

Samples

Much of the prior research in S-L
was based on very small samples with
few controls. More recently, studies
have begun to use larger samples and/
or more well-controlled samples (e.g.,
Markus et al. 1993; Astin and Sax 1998;
Eyler and Giles 1999; Astin et al. 2000).
Some of the decisions related to sample
choice are linked to the planned mea-
sures for student outcomes. Certain
types of measures (e.g., content analy-
sis of essays or interviews) are most
likely not feasible for large samples,
while measures derived from surveys
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can be used on either large or small
samples. An approach using multiple
measures might be desirable in cases
where larger samples are used for at
least part of the study or where research
hypotheses cannot be addressed ad-
equately by one type of measure alone.

Student Outcome Measures

As discussed earlier (and as sug-
gested by Figure 1), clear specification
of intended student outcomes is impor-
tant for faculty when designing S-L ac-
tivities. In addition, clear specification
of outcomes is important for research-
ers to identify appropriate student out-
come measures. Prior researchers have
used a variety of measures and instru-
ments, some of which are not necessar-
ily reliable or relevant for intended
outcomes.

Grades are a convenient and low-cost
way to collect potential information
about the course-related effects of S-L.
However, researchers using grades as an
outcome measure need to ensure their
validity and reliability. Grades must be
based on criteria that adequately reflect
desired outcomes. In addition, grades
must be comparable between experi-
mental and control groups, which is dif-
ficult in cases where S-L is an option
rather than a course requirement.

Surveys are an attractive tool be-
cause they can be designed to address
a wide range of variables, are lower in
cost than many other measures, and
are efficient for large-sample studies.
While surveys of student and faculty
perceptions can be very important in
assessing S-L outcomes, concerns arise
about possible bias from self-selection
and demand characteristics, and about
the validity and reliability of survey in-
struments. These concerns can be re-
duced through adherence to recognized
survey research techniques. Even care-
ful design, however, cannot eliminate

Reproduced with permission of the copyright owner.
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problems such as the low (21 percent)
follow-up survey response rate experi-
enced by Astin and Sax (1998). An ad-
ditional concern with surveys is the
trade-off between sample size and con-
trol over the primary independent vari-
able, the S-L experience. While larger
sample sizes provide greater reliabil-
ity and generalizability of results, con-
trol over the treatment can be
diminished significantly. Researchers
may find it difficult to gather and ana-
lyze specific details of the students’ S-L
experience for large samples. Such re-
search may help persuade institutions
to develop S-L initiatives, but is less
likely to provide guidance to individual
faculty in deciding on objectives or de-
tails for their own S-L projects.

Content analysis of student essays
or written reflection exercises is prom-
ising as a research measure for intel-
lectual or personal outcomes. An
important benefit is that essays and re-
flection exercises can be designed to
address almost any type of desired out-
come. To address reliability concerns,
researchers typically pilot-test their
instruments, utilize more than one
trained rater, and report inter-rater
reliability statistics. Of course, this
type of careful methodology further in-
creases research costs. Interviews are
a similar measurement technique and
can be a very useful way for research-
ers to gain a deeper understanding of
student thinking. Major disadvantages
are the cost and time required of both
researchers and student participants,
although future computer program
technology might dramatically reduce
the cost.

Standardized or specially designed
tests often have been used to measure
various personal outcomes. Obviously,
it is desirable to use well-validated
scales whenever possible. However,
well-validated measures are not always
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available for the outcomes that faculty
wish to emphasize. As recommended by
Gray et al. (2000), researchers should
consider developing measures of stu-
dent behavior as alternatives (or
complements) to self-reports. Those
wishing to design their own measures
should use careful design strategies
and recognize the limitations of their
approach.

Control and Mediating Variables

The degree to which prior research-
ers have used traditional experimen-
tal design varies considerably, but
generally tends to be low. Some of the
research we cited earlier is based on a
single course with two sections, one
with and one without S-L. However,
some studies are less well controlled
than that, and other studies are based
on post hoc analysis of surveys taken
for other purposes. As with any type of
research, appropriate control-group
design should be used if possible.

In addition, Figure 1 makes it clear
that researchers need to consider care-
fully important student characteristics
for use as controls or potential mediat-
ing variables. For example, Eyler and
Giles (1999) found that there are sig-
nificant pre-existing differences in sev-
eral social and citizenship scales
between students who select S-L from
those who do not. Therefore, they con-
trolled for those differences in analyz-
ing their survey results. The authors
also controlled for interaction with fac-
ulty, another known predictor of devel-
opment in social and citizenship
attitudes. Concerns about systematic
bias can be reduced through use of pre-
and post-measures and by controlling
statistically for student characteristics
such as prior service experience, age,
and GPA (e.g., as in Eyler and Giles

Issues in Accounting Education

{1999], and Astin et al. [2000]). In their
review of research on educational tech-
nology, Bryant and Hunton (2000, 136-
141) discussed a variety of educational
theories on learner attributes that can
mediate student learning. Researchers
should consider student characteristics
as well as features of the educational
environment that are likely to mediate
S-L outcomes.

SUMMARY

The increase in the use of S-L has
occurred because students can gain a
variety of socially and professionally
desirable personal skills such as per-
sonal demeanor, leadership, and com-
munication. S-L also is viewed as a
pedagogy that can help students in-
crease their intellectual skills such as
knowledge of textbook content, under-
standing of how accounting relates to
the business world, and critical think-
ing. As with any pedagogy, educators
would like to know when and how to use
S-L to achieve desired educational ob-
jectives. Prior research suggests that
S-L can help to achieve a number of de-
sirable student outcomes and offers sug-
gestions about which characteristics of
S-L tend to achieve those outcomes.
However, some of the results are
mixed, and there is considerable am-
biguity in interpreting the results for
many prior studies. In this paper, we
have provided a summary of empirical
research on S-L to help educators de-
sign better S-L activities and help re-
searchers design better future studies.
Based on our review, we have offered
a range of suggestions related to bet-
ter specification of educational out-
comes, improvements in empirical
measures for outcomes, and careful
sample design. We look forward to fu-
ture advances of knowledge in this area.
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