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Changesin College Students Attitudes and Intentions for Civic Involvement
as aFunction of Service-Learning Experiences

College students, 217 doing service learning and 324 not so engaged, completed the
Civic Attitudes and Skills Questionnaire (CAQ) at the beginning and end of a semester,
reporting their views regarding civic and interpersonal skills and attitudes. Students who were
doing service learning showed increases over the semester in their plans for future civic action,
assessments of their own interpersonal and problem-solving skills and their leadership skills, and
agreement with items emphasizing societal factors that affect individual outcomes (social
justice). No differences were seen in students' Diversity Attitudes. Students engaged in service
learning showed greater satisfaction with their courses, reporting higher levels of learning about
the academic field and the community than did students not participating in service learning.
Among service-learning students, satisfaction with aspects of the course and with service
contributions was related to social justice attitudes, appreciation of diversity, and plans for

future civic action.

Service learning is recelving wide acceptance in higher education as an innovative educationd
practice that strengthens the acquisition of course concepts while dso affecting students' attitudes
regarding socid problems, community issues, and civic action (Eyler & Giles, 1999; Yates & Youniss,
1996). With thisincreased interest, the question arises as to how well these educationa and personal
development gods are being accomplished. Stukas, Clary, and Snyder (1999) organize areview of
sarvice-learning research around severd mgor goals, concluding that students who participate in service

learning may show increases in Sdf-Enhancement, Understanding of Self and World, Vaue-Expresson,



Career Development, and others. They aso note that the extent and quality of research supporting
positive outcomes in these domains is il limited.

The present study is atest of the influence of service learning on college sudents sdlf-reports of
such attitudes and sdf-evauations. The Civic Attitudes and Skills Questionnaire was used to assess
sudents sdf-evauations. The CASQ yidds scores on six scales, developed through factor andysis,
and for which rdiability and vaidity evidence has been presented (Modly, Mercer, llustre, Miron, &
McFarland, 2002). The six scalesreflect three of the goas described by Stukas et a. (1999):
Interpersonal and Problem: Solving Skills, Political Awareness, and Leadership Skills are aspects of
Sf-Enhancement; Socid Justice Attitudes and Divergity Attitudes are components of Stukaset d.’s
Understanding of Self and World; and a scde measuring plans for Civic Action reflects Value-
Expression. The CASQ was used in this study to evauate changes in attitudes over a semester for
students who were participating in service learning through an academic course. A comparison group of
students not doing service learning was obtained from ether the same courses or from courses attracting
sudents smilar to the service learners in academic discipline and year in college.

The Office of Service Learning (OSL) at the university provides a broad range of servicesto
faculty, students and community partners participating in service learning. Each OSL program
coordinator is respongible for eight to nine courses (total gpproximately 120 students) per semester.
Service learning is ardatively recent development at this univerdty, with anumber of faculty members
beginning their first experience with service learning each semester. Program coordinators consult with
faculty members as they develop sarvice-learning courses and work with community agency
representatives to plan service activities that will complement the faculty member’ s gods for the course

while providing a useful service to the agency. The OSL staff members arrange training sessons and



on-dte orientations, monitor students service activities throughout the semester, and communicate
regularly with students, faculty, and community Ste representatives, so that any developing difficulties
can be handled quickly. To help students make connections between the course and service
experiences, the program coordinators organi ze reflection sessions a the OSL and collaborate with
faculty members, upon request, to facilitate reflection sessonsin the classsoom. Most of the program
coordinators are recent college graduates who have had extensive experience working in community
agencies and are highly committed to the god's of the program, so that the leve of support for dl
condituentsis high.

Students carry out their service learning activities for approximately ten weeks during the
semester, spending two to four hours each week a the community ste. Universty sudentsin the
program are predominately white (see Table 1), from middle and upper-middle class backgrounds, and
the mgority of the Sites a which they work serve individuds from alow-income African American
community. Training sessions, provided early in the semester by OSL staff and community Ste
representatives, help students understand issues such as university-community relationships that may
affect their experiences in the community, and aso help them develop specific skills for workingin
community settings (e.g., tutoring tips for work with children of different agesin the public schoals,
professond skillsfor their work in city government offices or nonprofit agencies, etc.)

The univergty drivesto create a high quality service-learning experience for sudents (Eyler &
Giles, 1999). In particular, efforts are made in planning and through semester-long monitoring to assure
placement quality, so that sudents community activities will be productive and persondly rewarding.
Application is emphasized in arranging service Stes for acourse so that students can link classroom

learning to the service activity in ways that enhance both. Opportunities for reflection are available to



gudentsin discussions in the classroom or through the OSL; most faculty members aso require students
to complete reflective journds. Diversity in race and class is gpparent in most service placements.
Programs showing these characteristics are likely to produce positive persond and interpersond

deve opment (sdlf-enhancement), attitudes of tolerance (understanding of self and world), and
citizenship vaues and vaue-expresson (Eyler & Giles, 1999; Stukas, et d., 1999). We hypothesized
that sudents engaging in service learning would show increasesin the six CASQ scales, reflecting
changes in sdf-evaduations, attitudes toward socid issues, and plans for future civic action.

Although dl sudentsin this sudy were participating in service learning through the same
program, there is variation in the quaity of students experiences, depending upon the academic course,
the faculty member, the community Ste, and the service learner’ s own persond characterigics. To learn
about students' individua reactions, we administered severa scales asking students to evauate their
courses. A measure of Course Value, based on expectancy-vaue theory (Eccles, Adler, Futterman,
Goff, Kaczda, Meece, & Midgley, 1983), was used to measure students expectations at the beginning
of the semeter for the usefulness of the course and their evaluations at the end of the semester asto
how useful the course had actudly been to them. Other measures asked them to evauate their learning
about the academic field and the community, and for service learners only, to evaluate the extent to
which they perceived that their service made a contribution to the community. We expected that
gudents involved in service learning would show higher satisfaction with their courses than those not so
engaged. We further expected that, among service-learning sudents, CASQ scores at the end of the

semester would be predicted by evauations of the course and service experience.

Method



Research Participants

The 541 students (61% fema e, 82% white) were enrolled in 26 courses. 22 coursesin
psychology, biologica sciences, socid sciences, or humanities disciplines offered service learning as an
option; four additional courses were surveyed in order to assure an adequate number of non-service
learners among the research participants.

These students were part of a group of 725 students who completed the pretest at the beginning
of the semester, so that the retention rate from pre to posttest was 75%. Students who completed the
posttest were not sgnificantly different from those who did not complete it in gender, ethnicity, age, year
in college, mean GPA, mgor area of study, planned highest college degree, hours of previous
community service experience, or pretest scores on the measures used in this study. Anayses of
variance and Chi-sguare tests were used to compare those retained with those who did not complete
the posttest.

Characterigtics of the sample are summarized in Table 1. Service learning was completed by

217 students, while 324 indicated that they were not doing service learning. The 22 service-

Insert Table 1 about here

learning courses were taught by 13 faculty members who were teaching their first service-learning
course and 9 faculty members who had previoudy taught a service-learning course at least one time.
Service was carried out a 32 different community sites, including public and private schools, hospitals,

government agencies, and nonprofit agencies serving the community. Nearly haf of the sudents



worked in educationa settings (48%), while the remainder were divided between health settings (19%)
and community Sites such as nonprofit service organizations or city government offices (32%).
Measures

Student Attitudes, Skills, and Plans. The Civic Attitudes and Skills Questionnaire (CASQ)
was used to assess students' self-evauations. The CASQ yields scores on six scales, developed
through factor anayds, for which reiability and vaidity evidence has been presented (Mody, et d.,
2002). Thesix scdesmeasure 1. Civic Action (plansfor future involvement in the community), 2.
Interpersonal and Problem-Solving Skills (ability to communicate and work effectively with others),
3. Poalitical Awareness (knowledge of current local and nationd politics), 4. Leadership Skills (ability
to guide others), 5. Social Justice Attitudes (awareness of the importance of socid indtitutionsin
determining the fate of the individud) and 6. Diversity Attitudes (gppreciation and vauing of
relationships with persons of diverse backgrounds and characteristics). Items are presented as
datements (eg., “I plan to become an active member of my community”). Respondents express their
views by marking a scale from 1 (complete disagree) to 5 (agree completely).

Course Satisfaction Measures. Severd scaes were developed to obtain students' views of
their courses. Thefirst three scales below were answered by dl students, while the fourth was used
only a the end of the semester with students who had completed service learning.  I1tems are presented
as datements for which respondents indicate agreement on five-point scaes. Items for each measure are
shown in the Appendix; as indicated, internal consistency estimates for each scae were adequate.

1. Course Value. Eight items asked students to eva uate the importance or usefulness of the

materid covered in the academic course in which they were completing the questionnaire.



Students indicated on five- point scaes their agreement or disagreement with statements such as,

“It isimportant for me to learn what is being taught in this course.”

2. Learning about Academic Field. Fiveitemswere created to assess the student’ s expected
(pretest) or reported (posttest) learning from and interest in the content of his’her academic
course, tapping such aspects as understanding and gpplication of course concepts, interest in the
fidd, and understanding the role of a professond in the field of study represented by the course.

3. Learning about the Community. Fiveitems assessed students' views of how much they
expected to learn (pretest) or had learned (posttest) about the community, different cultures,
working with others effectively, and seeing socid problemsin anew way.

4. Contribution to the Community. Students who did service learning completed four items a
the end of the semester indicating their perceptions of how useful their service activities had
been to the community.

Social Desirability. Twelve items from Crandd|, Cranddl, and Katkovsky (1965) and Crowne
and Marlowe (1960) were used to obtain ameasure of the extent to which the respondent attempted to
present him/hersdlf in afavorable manner, according to conventiond socid norms. This scale has been
used previoudy in research with children and adults (Kirby, 1995; Modly, et d., 1995). Theinterna
congstency coefficient on the pretest was .75, and on the posttest, .69 (N's = 540 in both instances).
Procedure

A questionnaire containing randomly arranged items from the CASQ, Course Satisfaction
measures, and Socid Desirability was completed by students at the beginning and end of the semester,
during class sessons.  Scale completion took gpproximately 20 minutes. Students were free to choose

whether or not they wished to take part. In order to encourage participation, sudents who completed



the surveys could submit their names for adrawing of gift certificates for dinners a severd popular locd
restaurants.
Reaults

Changes over the Semester in Self-Evaluations of Skills, Attitudes, and Intended Behaviors
by Service-learning and Non-Service-lear ning Students

Asindicated in Table 2, sudents who completed service learning showed positive outcomes on
the CASQ scdes.  Students who did service learning, relative to those who did not, showed Self-
Enhancement in ratings of their own Interpersona and Problem-Solving Skills (Scale 2) and
Leadership Skills (Scae 4), and tended dso to increase in ratings of their own Political Awareness
(Scade 3). They increased in Socid Justice Attitudes (Scale 5), one component of Stukas et a.’s
Understanding of Self and World, but not on Diversty Attitudes (Scde 6). Findly, service learners
increased in Value-Expression, as shown by scores on Scae 1, Civic Action. These conclusions are
supported by andyses of covariance of pre and posttest scores for each scale, controlling for socia
dedirahility responding, which yielded sgnificant or near Sgnificant interactions of Service-learning
Participation by Time of Test (pretest vs. posttest) for the following scales: Interpersoral and Problem:
Solving Xills F(1,1,526) = 7.68, p < .01; Leadership: F(1, 528) = 6.48, p < .05; Palitica
Awareness. F(1,527) = 2.97, p = .085; Socid Justice: F(1, 522) = 4.23, p <.05; and Civic Action:
F(1, 530) = 15.79, p < .001. Theseinteraction effects indicate that the change in scores from the
beginning to the end of the semester is different for service learners than for students who are not doing
sarvice learning. Asindicated in Table 2, the two groups of students did not differ in scores shown at

the beginning of the semester, but by the end of the semedter, service learners were higher on most
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CASQ scaes than students not engaged in service learning, who showed little change or adight drop in

mean scores over the course of the semester.

Insert Table 2 about here

Changes over the Semester in Cour se Evaluations By Service-lear ning and Non-Ser vice-
lear ning Students

On severd scdesindexing sudents' satisfaction with their courses (Course Vaue, Learning
about Academic Fidd, and Learning about the Community), students doing service learning maintained
more positive attitudes over the semester than those not engaged in service learning, asindicated in
Table 3. Analyses of covariance, controlling for Socia Desirability, were used to assess change from the
beginning to the end of the semester for service learners and students not engaged in service learning.
I nteractions between Service-learning Participation and Time of Test were shown for each of the
measures. For Course Vaue F (1,527) = 4.99, p < .05; for Learning about Academic Fidd: F
(1,528) = 8.86, p < .01; and for Learning about the Community, F (1, 527) = 58.23, p < .001.

Ratings on these scales a the beginning of the semedter indicate al sudents positive
expectations for the course, with mean scores for both Course Vaue and Learning about Academic
Field near amaximum leve (over 4 points on a scale with amaximum of 5.00), with dightly less postive
initid expectations for Learning about the Community. By the end of the semester, the two groups
show differential change: For students not engaged in service-learning, evaluations decrease on each

scde, indicating thet their initid optimism was not maintained over time. Service-learning students, on
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the other hand, maintained their postive initid view for Course VVaue, declined only dightly on
evauations of Learning about Academic Fied, and increased in their ratings for Learning about the

Community.

Insert Table 3 about here

Service-learning Students Course and Service Evaluations Predicting CASQ Scores

Asindicated above, sudentsin service learning maintained or increased their satisfaction with
thelr courses over the semester. Within the service-learning group, students who reported greater
satisfaction would be expected to show higher scores on the posttest CASQ measures that ded with
community issues, epecidly Scale 1 (Civic Action), Scale 5 (Socid Judtice Attitudes) and Scale 6
(Diverdity Attitudes). In order to investigete these relationships, regression analyses were run on
posttest scores on al of the CASQ scales, to seeif they were predicted by students' evauations of their
service-learning courses at the end of the semedter.

As shown in Table 4, course evauations were predictive of posttest scores on four of the
CASQ scales, accounting for 15-19% of the variance in scores. The CASQ Civic Action Scale was
predicted from students evauations of Learning about the Academic Field and their fedings of having
made a Contribution to the Community through service. Students who obtained high scores on Socid
Justice Attitudes were higher in Course Vaue and in their reports of Learning about the Community.

Students who expressed interest in Diversity were positive about their Contribution to the Community.
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Thus, the more the students value their service-learning courses, the more likely they are to show

positive attitudes toward community issues and involvement.

Insert Table 4 about here

Discussion

Students who participated in service learning showed expected changesin civic atitudes and
ratings of their own skills for community engagement, as well as expressing plansto be involved in civic
activitiesin the future. A second group of students, Smilar to the first group in demographics but not
involved in service learning during the semester, showed little change in scores on any of these scales.
Our findings are consstent with those of previous studies (Eyler & Giles, 1999; Stukas, et d, 1999),
showing benefits of service learning on persona conceptudlizations of sdf, others, and societa issues.

How might the service-learning experience contribute to such increases? Service learning gave
students many opportunities to interact with people different in age, socid class and race from those
they see every day, providing opportunities for development of social and problem-solving skills
induding communication, role-taking, and conflict resolution. The service experience required students
to show initiative, cregtivity, and flexibility in dedling with new or unexpected Stuations, gave them
responghility for determining the most effective way to accomplish the god of their service, and thus,
helped develop their leadership skills. Increasein asocial justice perspective indicates an increased
awareness of socia indtitutions, customs, and power distributions that contribute to poverty and

inequitiesin our society. About haf of the service learnersin this study worked in educationd settings,
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in acommunity with apublic educationd system that consstently ranks low in high school graduation
rates and student achievement. Service learning has given these students many opportunities to see
how communities are affected by the quality of mgor indtitutions such as the public educationd system,
thusincreasing their avareness of social justice issues.

The Diversity Attitudes scde did not show change from the first to the second testing, for
ether of the groups, despite the fact that many service learners were working with individuas who
differed from them in race and socid class background. A falure to rgect the null hypothesis can occur
for many reasons, including two obvious ones that should be consdered: the limitations of the
assessment tool or aweek influence of the service learning program on student attitudes toward
diversty. Each of these explanationsisworthy of congderation.

Evidence for the vaue of the Diversty Attitudes scdeis mixed. Mody et d. (2002) showed
that the measure has reasonable internd consstency, in the range of .70, and that it isrelated to the
Modern Racism scde (partid r = -.39 to -.44), which measures the individua’ s tendency to agree with
racist comments worded in socidly benign ways (McConahay & Hough, 1976). Posttest scores on the
Diverdty Attitudes scale were related to students' views of their Contributions to the Community (Table
4). Thisfinding is condstent with areport by Schmidt (2002), who showed that college students high
on Diversty Attitudes fdt they were more effective in their service activity. The service learnersin
Schmidt's sudy were from asmdl, highly diverse private university in Cdifornia. For their service-
learning experience, they tutored Hispanic children of grades 2 through 6. Schmidt dso showed that
tutors with high scores on the Divergty Attitudes scae received more positive eva uations from the
children they tutored.  Interest in persons of different backgrounds, reflected in this scale, may enable

sarvice learners to establish postive interpersond relationships in the community so thet they will fed
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free to develop creative ways of contributing, thet will be well-received by the persons with whom they
work. These findings suggest construct vdidity for the Diverdty Attitudes scae.

On the other hand, students who gave us feedback on this scale felt that the items may not be
sengtive enough to assess changes in conceptudizations of race, socid class, and persona
identity (Tatum, 1997) that students are experiencing through their community work. Additiona work
to elaborate scale items so as to measure more aspects of racid awareness and identity would help to
clarify the measurement question.

However, the fallure to find service-learning effects may reflect alimitation of the service-
learning program rather than a measurement problem. Race and socid class differences are difficult to
discuss and therefore, difficult to learn about. At the time these data were collected, the training and
reflection sessons did not systematicaly dedl with race and socid class— students received some
information on educationa inequities for children of different race and class groups, or learned about
problems of communication between university and community, but the discussons did not ded with
societd inditutions that maintain group inequities or with persond issues of identity, so well presented by
Tatum (1997). Further, service-learning experiences often maintain the power dynamic between white
college sudents and the individua s with whom they work (tutoring eementary or secondary students
from low-income, African American families, for example). Thus, sudents might not have been
sufficiently encouraged either a the university or in their service experiences to think about race and
class and the meaning of diverdty in thelr persond interactions.

Service-learning sudents showed high satisfaction with their courses (Course Vaue scae) and
gave high raingsto their learning about the academic field and the community. Elyer and Giles (1999)

report amilar findings — students enjoy their service learning courses, report substantid learning from
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them, and make efforts to seek out further service experiences. We aso found rel ationships between
student satisfaction and CASQ scale scores at the end of the semedter: the four course satisfaction
items, as a set, predicted posttest scores for service learners on three of the CASQ scaes (Table 4).
Changes in alvic attitudes through service learning

depend upon a course in which students can learn and will fed that they have contributed to the
community.

Eyler, Giles, and Braxton (1997) found that students who chose to participate in service
learning were different from those who did not in citizenship vaues and skills, in their persond efficacy in
bringing about community change, and in their views of socid judtice. In the present study, students
choosing sarvice learning did not differ from those not doing service learning in demographic
characteridtics, initid levels of CASQ, or course satisfaction measures. Dedliberate efforts were made to
find a comparison group that was similar to the service-learning group, so that we would be better able
to assess change over the semester in attitudes and course evaluations.

The approach taken in the present study summarizes student attitudes over a number of courses
involving severd different liberd arts disciplines and different kinds of community service activity.
Paogitive changes for such a broad sampling of students, courses, and sites may reflect the manner in
which service learning isimplemented at this universty, with strong staff support for faculty, students,
and community agencies. However, this research gpproach has limitations. In particular, the detailed
description and clear understanding of the service learning experience that could be gained by focusing
onasngle course (e.g., Kellogg, 1999; Kendrick, 1996) islogt. Further, while questionnaire data can
be ussful in giving an overview of sarvice learning outcomes, quditative measures from reflective

journds and focus groups, and information about real-world outcomes for students (retention at college,
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career choices, and continued community involvement) would be useful in determining the strength and
duration of service learning effects. Future investigations using more varied measures to characterize
congtructs of interest (Gelmon, 2000) can focus on the specific aspects of academic courses and
sarvice-learning placements that contribute to sudent satisfaction and attitude change. Findly, specific
student characterigtics (Clary, Snyder, Ridge, Copeland, Stukas, Haugen, & Miene, 1998; Morton,
1995), and how these interact with course and community service characteristics, are important to

consder in future examinations of service learning outcomes.
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Tablel

Demographic Characteristics of 541 Students College
Participating (N = 217) or not Participating (N = 324) in Service Learning

Ethnicity

African American
Adan American
Hispanic
White
Other or No response

Year in College

Age

Freshman
Sophomore
Junior
Senior
Graduate

Mean Grade Point (SD)

Major

Artsand Humanities
Biologicd Sciences
Psychology

Socid Sciences
Professond Schools

Other or Undecided

ALL STUDENTS

5%

4%

6%
82%
3%

14%
26%
28%
30%

2%

20.31 (2.93)

3.28 (.44)

20%
19%
18%
23%
14%

6%

SERVICE
LEARNING LEARNING

5% 5%
4%
6%

4%
7%

13% 15%

7% 5%

21

NO SERVICE

82% 81%
3% %
15% 14%
23% 28%
28% 28%
31% 29%

3% 1%

20.19 (2.09) 20.38 (3.39)

3.29 (.42) 3.28 (.46)
19% 20%
19% 19%
17% 19%
25% 220
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Mean Hours Previous Service (SD) 206.5 (341.1) 204.3 (298.8) 208.0 (367.1)



Table2

Means and Standard Deviations on the CASQ Scaes for College Students
Participating (N = 217) or not Participating (N = 324) in Service Learning

Pretest
M D)

1. Civic Action **

Service Learning 3.97 .65

No Service Learning 3.97 .68
2. Interpersona and Problem-Solving Skills*

Searvice Learning 4.21 44

No Service Learning 4.27 42
3. Political Awareness #

Service Learning 3.46 74

No Service Learning 3.46 74
4. Leadership Skills*

Service Learning 3.87 .68

No Service Learning 3.90 .66
5. Socid Justice Attitudes *

Service Learning 3.95 52

No Service Learning 3.92 52

6. Diversty Attitudes
Searvice Learning 3.96 .65
No Service Learning 3.96 .63

Posttest
M D
4.17 .62
3.84 A7
4.30 41
4.23 46
3.58 71
3.42 74
3.96 .65
3.78 .68
4.12 .53
3.94 .56
3.96 .64
3.90 .65

23

** Differentid change by service-learning and non-service-learning sudents, reflected in an interaction

of Group by Testing Time, a p < .01, according to analys's of covariance.

* Differentid change asaresult of service-learning participation at p < .05.

# Trend for differentid change, a p = .085



Table3

Means and Standard Deviations on Course Evaluation Scaes for College Students
Participating (N = 211) or not Participating (N = 322) in Service Learning

Pretest
M D)

Course Vdue*

Service Learning 4.10 .62

No Service Learning 4.13 .60
Learning about Academic Field **

Searvice Learning 4.08 .60

No Service Learning 411 .60
Learning about Community ***

Service Learning 3.74 91

No Service Learning 3.79 .89

Posttest
M D
4.14 .60
3.96 .83
3.81 81
3.58 78
3.84 .86
3.03 92
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*** Differentia change by service-learning and non: service-learning students, reflected in an interaction

of Group by Testing Time, a p < .001, according to andysis of covariance.

** p< .01
* p<.05.



25

Table4

Course Vaue Measures as Predictors of CASQ Scale Scores for Service-learning Students

Predictor Standardized Regression Coefficients (Beta)

Civic Action Socid Jugice  Divergty Attitudes

Socid Desrability 10 -.06 14*
Course Vaue 13 BT ke 17
Learning about Academic Field 20* -.20 A2

Learning about Community 07 26%* 10
Contribution to Community 16* .03 5%

R 21 42 44
Adjusted R JOF** J5F** N Wk

F satigtic for prediction modd for each scde:
Scae1: F(5,193) = 10.47, p<.001
Scde5: F(5,190) =8.11, p<.001

Scdle6: F(5,190) = 9.10, p<.001



Appendix: ItemsUsed to Measure Students Evaluations of Their Cour ses

Course Value

It isimportant for me to learn what is being taught in this course.

| didike mogt of thework in thiscourse. R*

| likewhat | am learning in this course.

| think that 1 will be ableto use what | am learning in this classin other dlasses later on.
| think that what we are learning in this courseis vauable.

| think that what | am learning in this courseis useful for me to know.

It isimportant for meto redly understand the materias covered in this class.

My coursework is relevant to everyday life.

Note: All items on this scale and those below are answered on afive point scale, where 1 =
Strongly Disagree, 2 = Somewhat Disagree, 3 = Neither Disagree nor Agree, 4 = Somewhat Agree,
and 5 = Strongly Agree. Theitem marked “R” was reverse coded.

Pretest alpha = .86 , N = 540; posttest alpha = .92, N = 539

L earning about Academic Field
Through the course | (am taking/took) this semester:
| (will gain/gained) a deeper understanding of things | learned about in this course.
| (will learr/learned) to apply concepts from my course to red Stuations.
| (will become/became) more interested in the field represented by this course.
| (will) better understand the role of a professond in thisfield.
| (will become/became) more interested in a career in community work.
Note: Pretest alpha = .74, N = 540; Posttest alpha = .80, N =539
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L ear ning about the Community

Through the course | (am taking/took) this semester:

| (will learn/learned) about the community.

I (will learn/learned) how to work with others effectively.

| (will learn/learned) to appreciate different cultures.

| (will learn/learned) to see socid problemsin anew way.

| (will become/became) more aware of the community of which | am a part.
Note: Pretest alpha = .89, N = 540; Posttest alpha = .80, N =537

Contribution to the Community
In my service-learning experience, | was gppreciated when | did a good job.
| fed that | made ared contribution through my service-learning activity.
In service learning, | was free to develop and use my idess.
My service-learning activity met needs of the community.
Note: alpha = .77, N = 205 (service-learning students, post-test)



