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CHAPTER ONE
Theoretical and Pedagogical Issues

Introduction

Since the incorporation of freshman composition at Harvard in theniatteenth
century, writing instruction has undergone a shift from the notion oivtiteng classroom as a
place to teach correctness in form, style, and grammar, to the understantimglagsroom as a
politically charged space where students often have their fipsisexe to critical thinking about
the larger culture (Berlin, North). James Berlin, among numerdwes egomposition scholars,
suggests that changes in the field stem largely from saotheeonomic conditions in society
(Rhetoric and Realityt). Emerging from what is commonly referred to as “curremiticnal
rhetoric,” which focused primarily on the product of writing by emptiag “exposition and its
forms — analysis, classification, cause-effect, and so foRh&foric and Realit®), the process
movement revolutionized and reinvented the field into what is now teooposition studies
or rhetoric and composition by shifting its focus to the processibhgvrather than the product.
During the 1970s, the heyday of the process movement, scholarsssDomald Murray, Linda
Flower, John Hayes, Janet Emig, Nancy Sommers, and Peter Elbomg athers, developed a
growing body of scholarship and research that helped to establish ¢oompas a discipline in
its own right.

In Composition in the Universitysharon Crowley points out that by the early 1980s, the

idea of teaching process had become widely disseminated, and prosthelars like Maxine
Hairston were arguing that “the move to a process-centaesyt of teaching writing indicates
our profession is probably in the first stages of a paradigm”sfafted in Crowley 194).

According to Crowley, Hairston’s idea of a process paradignt skak highly significant

because it meant that composition studies had reached a level efspmyoélization and



disciplinary achievement in that it had a body of scholars whe wenducting research and
generating theory: “She put her finger precisely on theadakvement of advocates for process
pedagogy: they supplied composition teachers with something to stuagthing on which a
field could be erected and a discipline could subsequently be basel’ R1@%5 to the process
movement and the body of theoretical knowledge that it generated, dborpbsd primarily
been considered a “teaching subject.” As the field began toishktébelf, an underlying tension
between theory and practice emerged, and it remains pervasive.

During the 1980s and '90s, the process movement underwent intense sandiny
critique due to increased scholarly attention to the social and toaltexature of writing,
causing it to give way to post-process movements and the field’sdoavinant paradigm,
“social epistemic rhetoric,” which Berlin defines as “the gtughd critique of signifying
practices in their relation to subject formation within the framork of economic, social, and

political conditions” Rhetorics, Poetic82). In Situating CompositigrLisa Ede examines the

scholarly trends and paradigm shifts within the field of composition. She dischissetetof the
process movement, and its subsequent overthrow by post-process movements:

Too often, | argue, scholars narrating composition’s recent hisewg relied on
notions of disciplinary progress that are grounded in what Evan Watkms t
‘ideologies of the new’ in the academy. | also comment on anothemoom
scholarly practice, which is to employ a rhetoric of crigisl aevolution that
depends upon the creation of opposing projects or camps — current-traditional
rhetoric versus the writing process movement, for instand&eomnriting process
movement versus social or post-process theories. (44)

Ede’s comments indicate that while the field may not have &ttoadved in a neat linear
progression from one paradigm to the next, it often becomes depsctentta for the purpose of
narrating a disciplinary historiography. Moreover, Ede suggestsctimaposition’s desire to

establish itself as an independent discipline recognized byctmemy effected the need for



opposing camps that would spawn fresh scholarly discussions and debasesddibates have
created the trend within the field to constantly strive for ideasare newer and better and that
can supersede present modes of thought — not just theoretical, but also pedagogical.

Because of the intimate relationship between the field andsrolm® practices,
scholarship within composition studies continuously reflects on, critiqaes, revises
pedagogical approaches to aid students in the writing process ghbrduhe twentieth century,
composition scholars developed an array of pedagogical approachestitm, wsuch as
expressivist, cultural studies, collaborative, feminist, rhetqreedical, and service learning. My
dissertation looks particularly at critical and service legrnpedagogies, focusing on the
numerous critiques that have arisen within contemporary scholarshimvastigates how these
pedagogies can be revised to address the critiques. Criticaloggdegplores subjectivity in
relation to identity politics and the structures of late capital and encourages students to
guestion dominant social structures (Berlin), and service learnogpgy builds relationships
between communities and schools by developing programs in which stuaektaith the local
community in a variety of ways.

As | will show, critical pedagogy has recently come undeutsgr for a number of
reasons: opposing students’ instrumental views and career coreféensng student resistance
in the classroom; devaluing students’ affective experiencesntedseng race; and positing
student subjectivity as unified rather than multiple. Within serleeening, scholars point to
numerous problems as well: it can create a false hierardimede students and community
partners by evoking an ideology of “service” and us/them mentatitmay not be truly
transformative for students; it often lacks genuine collaborationdest students and partners;
and many courses focus more on action than reflection. | arguentégrating globalization

studies into a combined critical, service learning pedagogipptoach works to begin



addressing the problems posed by the critiques of these pedaddwesfore, the purpose of
my project is to investigate how globalization theory can be purated into composition
courses to create revised approaches to critical and sersitentp pedagogies, and to better
understand the institutional and pedagogical tensions between thinkibgllgland writing
locally. Globalization theory will inform not only my pedagogy, bisoathe larger intellectual
project of rethinking issues of identity politics, subjectivity, aridrdicy in order to address
issues posed by critical pedagogy and service learning schélarghe interconnectedness
among communities throughout the world rapidly increases, it is edgertecognize how local
communities fit into the global economic, political, and culturalesystthat shape them in order
to more fully understand the situations and relationships within thAdm. understanding is
particularly significant when the local communities and classrooit®ncern include a large
demographic of immigrant workers and students.

The issue of how globalization affects culture, identity politiesd notions of
citizenship, among other things, is gaining increased interdstwvizhglish departments, and the
field of composition is beginning to negotiate issues associatiédghabalization within the
writing classroom. In a recent article in PMLA, “Global Tumsd Cautions in Rhetoric and
Composition Studies,” Wendy Hesford discusses the growing intargkibal and transnational
studies within rhetoric and composition and its intersecting fiedlds, the institutional and
disciplinary tensions developing as a result of this global turn. She maintains:

As colleges and universities adopt characteristics of the newl| géacbaomy,
appropriating performance management strategies, entrepedr@actices, and
corporate multiculturalism, we are also witnessing a renewgohaism on our
campuses and the rising stature of the nation-state as reproducstucé. Post
9/11 national security policy within the United States has remmaigd efforts at
linguistic and cultural containment, as illustrated by PresiGaarge W. Bush’s
2006 State of the Union address, which called for “orderly and securasorde
stronger immigration enforcement and border protection.” A citizéearful of



linguistic and cultural differences and nostalgic for nationalisnug to restrain
minority discourses and the viability of alternative cultural citizenship. (788)

The underlying issues regarding language and literacy implielesford’s comments are highly
significant for composition teachers and scholars: How do we negtihia expanding range of
literacy skills and linguistic diversity coming into the clagsns due to global factors with the
national and institutional pressures for a monolingual standard wEtbglish, while working
within university systems that function very much like modern corporations?

As social changes occur due an increasingly globalized sacietyich different cultural
communities are becoming interconnected through economics, technology, and human diasporas
| argue that there is an imminent need for composition scholargutenty those concerned
with critical education and community literacy, to begin addresssges associated with
globalization. My project contributes to these ongoing discussionsxplpring how using
critical and service learning pedagogies focused on ther ldrgme of globalization might help
composition scholars begin to rethink the tenets of these pedagogiee context of an
increasingly global academy and society.

Overview of Critical Pedagoqy

Since the 1970s, numerous scholars including James Berlin, HentyxGlirell hooks,
and Ira Shor have created a growing body of literature theoriainy expanding critical

pedagogy. Significantly influenced by Paulo Freire’'s Pedwagofy the Oppressedcritical

pedagogy promotes students’ exploration of subjectivity throughadrthaking with the larger
goal of helping students develop a critical consciousness about, smdiital, and economic

oppression. Pedagogy of the Oppresseses a liberationist discourse and a radical message of

resistance to institutional and societal oppression. Freire nraritee possibility of political and

social transformation through the development of critical consciosishis notion of critical



consciousness, or critical awareness, stems from a dialeotiedionship between human
consciousness and the social world. He argues that all humans, irsengge become either
oppressed or oppressors and must struggle to acquire a critar@n@ss through praxis to free
themselves from these roles: “To no longer be prey to its [oppresisforce, one must emerge

from it and turn upon it. This can be done only by means of praxis: reflection and action upon the
world in order to transform it” (51). Language is central teiré’s liberationist discourse, and
particularly the link between the cultural practices of languaygk political and social agency

and activism.

Freire’s work struck a chord with the liberal 1960s generation ofrisare educators,
and many composition scholars worked to incorporate Freire’'s pegagdg writing
classrooms. Shor, for example, uses classroom discussions and exémises as tools to help
students explore the relationship between subjectivity and societyaktgains that “alwaysn
progress never finally under control, the self-in-society is continualiystructed by what we
do and say and by what is done and said to us,” and that criticaloggdagtervenes in this on-
going process of development to question the traditional constructiaif @nsl society” (63).
And bell hooks argues that teaching can be “the practiceeetiédm” for educators who are
willing to transgress “those boundaries that would confine each fwugilrote, assembly-line
approach to learning” (13). She acknowledges her debt to Fozineffuencing her personal
approach to critical pedagogy:

Early on, it was Freire’s insistence that education could be #utige of freedom
that encouraged me to create strategies for what he catedcientization” in

the classroom. Translating the term to critical awarersggb engagement, |
entered the classrooms with the conviction that it was crucialeéand every
other student to be an active participant, not a passive consumer. (14)



Like hooks, countless composition teachers owe a debt to the work of Rl critical
pedagogical scholars such as Shor, Berlin, and Giroux who have camrieid work. By the
1990s, critical pedagogy had become the dominant pedagogical dppvibm the field of
composition, and many scholars would argue that it continues to bealOpgidagogy’s future,
however, seems threatened by the mounting critiques within current scholarship.

Critiques of Critical Pedagoqy

In recent years, many critics within the U.S. have begun expgedsillusionment that
critical pedagogy is falling short of its mission. Some contfmwsischolars maintain that
students resist critical education because it opposes thewnnesitalist views of education
(Durst), or working-class ethos (Seitz). Others suggest thdents’ responses to the critical
material often conflict with instructors’ political views @Nace and Ewald), meaning that
students may either become overtly resistant or learn to aggthie critical discourse without
acceptance to meet their instructor’s expectations. For exampl@avid Seitz’'s qualitative
study about student resistance to critical pedagogy conductédoatirban campuses, he
emphasizes that critical pedagogy was originally conceivedn wimversity demographics
consisted primarily of white, middle-class students and sugtiedtsurrent approaches are not
taking into account the vast growth of non-mainstream students who reovd attlleges and
universities. By not considering students’ diverse backgrounds and diffegiegptions of and
goals for education, Seitz argues, teachers often misidemtiflerss’ negotiation of critical
discourse as either resistant or uncritical.

David Wallace and Helen Ewald emphasize the concept of resistenee central
component and also a central limitation of traditional critical pedagagodels, saying,

Overall, we see the resistance that is the goal of draiwa feminist pedagogies
as too often representing a binary choice: teachers must deatemssistance by
reacting against the dominant culture or they can be judged iag acttside



liberatory and emanicipatory discourses. Students can demonstistanias by
following the teacher’s lead in reacting against the dominant eutiurisk being
labeled as reactionary. (21)

And Jennifer Trainor asserts that critical pedagogy often pasitsssentialized whiteness and
can have the effect of alienating and stigmatizing white stadgarticularly white males.
Trainor suggests that by operating within an ideology of inclusion, figld is often
simultaneously enacting exclusion.

The growing skepticism within contemporary criticism being otéé toward critical
pedagogy suggests that revised approaches are needed. dddjeidti for instance, argues that
students’ affective experiences and emotional engagements ameigiftged or devalued in
traditional critical pedagogy, which emphasizes ideological criti§he suggests a more holistic
approach that incorporates students’ affective responses as a Yeagage the critical heuristic
potential of these experiences” (188). Additionally, there is groworgrern for social justice
implicit in much of the recent literature on critical pedagogyphasizing the need for more
equitable access to educational, economic, and social and culsmataes. Ellen Cushman, for
example, argues that “modern rhetoric and composition scholars @gemis of social change
outside the university” (7) by incorporating civic participation awogial activism into their
teaching and research.

Along with concerns about students’ affective experiences and dasiade, some

scholars point to pragmatic concerns about critical pedagogy. lisiG@olCoursefor example,

Russell Durst discusses an ethnographic classroom study he cdnofuatevo-course freshman
composition sequence taught by an “exemplary” instructor who usaitiGal pedagogical
model. He ultimately finds that many students reject ctipealagogy because it conflicts with

their instrumentalist views of education and writing. He ardaea revised approach to critical



pedagogy, “reflexive instrumentalism,” which “accepts the camewhich so many students
bring to the classroom, yet uses that careerism not as an dsdlirbut rather as a beginning
point on which to build greater awareness and sophistication” (6).’®ststly has significant
implications for composition pedagogy. It suggests that in orderifical pedagogy to succeed
in writing classrooms, teachers not only must actively work to utadetsstudents’ needs and
expectations and to create critical pedagogical models dda¢ss these goals, but also develop
strategies that build upon these goals to help students becoroallgritonscious, democratic
citizens. Durst's research implies that students need to lieeltheir work in composition
classrooms connects to their day-to-day lives and offers knowkb@giecan help them better
understand contemporary society in order to obtain jobs and achieve success affer coll

Much of the discourse within traditional critical pedagogy assuhmegsstudents have a
coherent subjectivity that can undergo an imminent shift throughatritimking. For example,
Lester Faigley explores the issue of subjectivity in composgiiodies. He examines numerous
student narratives and teachers’ discussions of these texts ggestsuthat “the teachers’
commentaries on narratives of past experience imply that suiccessaching depends on making
a student aware of the desired subject position she will ocdj2®). In the case of critical
pedagogy, this typically means encouraging students to assume a libelad)yd

According to Seitz, most critical pedagogies teacherserdragn “liberal realist,” or
traditional liberals, to “liberatory,” or revolutionary radicals,(@nhd the majority of critical
pedagogical philosophies have been developed by teachers of predomatatalyniddle-class
students. The problem Seitz points to is that liberal models afatrgedagogy often conflict
with the views of non-mainstream students, whom he describégsdehts from working-class,
minority, and immigrant backgrounds, which in turn creates resistante classroom. Using

ethnographic research, Seitz finds that non-mainstream studestscregal approaches for a
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variety of reasons, such as working-class students who “disthageselves from the social
capital of mainstream education and forms of institutional identidy, immigrant students
whose “instrumentalist view of their education may be part of &kingrstrategy to sidestep
recognized discrimination and limited opportunity in the dominant s6q&8y. Seitz ultimately
argues that “the application of established critical theorieslyrallows for the complex
variations of locally defined perspectives” (198). The concerngdoty Faigley and Seitz
suggest that current models of critical pedagogy are not takitoegaccount the multiple
subjectivities of today’s college students who come from diffeckass, cultural, and religious
backgrounds, and from countries around the world. The issue of unified autyantplicit
throughout the range of critical pedagogical critiques suggedtshibas a central issue to be
considered in devising new approaches.

Overview of Service Learning

Service learning pedagogy actively works toward social gisticd allows students’
affective experiences to play a vital role in the classroomgvshiil maintaining and supporting
the overall goals of critical pedagogy. In rhetoric and composigovice learning programs,
students work with local organizations such as nonprofits, government agencies, ygtampro
and public schools in a variety of ways that promote writing, includmgducting research,
editing, tutoring children, writing letters, articles, and manuatg] working with inner-city
youth to create documents (Deans). The methodology behind seraiceny is that it can
provide educational benefits that fulfill a number of needs, both fosttlteents themselves and
the larger community.

As service learning programs grow in number, recent studies hamecbaducted that
reveal numerous benefits for the students. According to Thomas Deatexgraduates who

participated in community service were more likely to becomaveacin community
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organizations and to become committed to issues of social justicgaldmesaw an increase in
their grades, they studied more, and were “nearly 50 percent ikeletb spend at least one
hour a week interacting with faculty” (4). Additionally, many fagwho teach service learning
classes suggest that they believe such programs maketutents more tolerant and
understanding about issues of race, class and gender, and help themp destéer
communication skills by having them interact socially on a prafassievel: “Service-learning
may thus be an opportunity not only to promote learning and service, dautaalfoster an
understanding of the continuity of experience and the interdependesagh growth” (Devitis,
Johns, and Simpson 10).

Critigues of Service Learning Pedagogy

While many scholars working with service learning within compmsisuggest that such
courses often lead to caring and self-discovery, they also poimnit@ations and dilemmas
facing service learning projects. In the growing body efditure dedicated to service learning,
Bruce Herzberg, Aaron Schutz and Ann Ruggles Gere, Margaret \Hifllen Cushman, and
Flower suggest that such courses are often not successfulliotnaative for students and, in
fact, tend to reinforce us/them binaries, hierarchies, and “other8ahutz and Gere, for
example, suggest that tutoring, which is the most common form otededrning, can promote
the dichotomy between those who provide service and those who are serwedtrébe the
need for service learning programs to connect social issuasssles within the classroom, such
as oppression and normalization, to situations occurring outside thedityiwveithin the local
community (134).

Himley maintains that “regardless of a student’s actual econstatigs or social identity,
the dominant version of the rhetoric of community service may poséawh and every

community service student in a privileged way — as the one whaodesothe service, as the one
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who serves down, as the one who writes up” (430). Himley examinesmii@ex dynamics that
develop in service learning activities causing students and/or comynpaminers to project the
role of “other” or “stranger” onto one another. She argues thatefoicg learning classes to
succeed, they must create an open dialogue between studentstaighpts allowing them to

engage with the multiple subjectivities of others.

Scholars also argue that traditional models of service leanoogses are privileging
activism (which becomes conflated with an ideology of service amt@érism) over reflection.
Therefore, these courses fall short of achieving praxis. Heyzfwgrinstance, maintains that the
inherent problem is that service learning activities do not auicetigtraise questions about
social structures, ideologies, and social justice, and that mossesoare not adequately
structured to explore these issues. Flower discusses the cioiificént in service learning when
students view it as action rather than inquiry. She suggest®tisgrvice learning to succeed, it
must be viewed as “intercultural inquiry” instead of outreach, anditdescthe ideal model of
service learning as one that allows for multiple voices and négpbtraeanings to occur in
practice through collaborative inquiry between students and commuanrityeps: “Intercultural
inquiry transforms understanding through the collaborative constructiardistinctive body of
meaning — which reflects the diversely situated knowledges andtépretive logics of others”
(194). According to Flower, “The challenge is to build a new and rhutotercultural
representation of that problem, its meanings, and its consequences” (186).

Flower poses questions about how it is possible for students tor@ntartransformative
dialogue that would change their perception of “service,” and sugtiestservice learning
courses in themselves do not create transformed understanding behauseype of
transformative thinking is created by using inquiry to developredtere readings of cultural

issues and by challenging the attitude students often have abeus.dtHtimately, service
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learning pedagogy attempts to shift students’ subject posibpmsoviding the opportunity for
them to work collaboratively with people unlike themselves, without, howerdorcing a
dichotomy of us/them, or causing the students to assume the sulggiinpof oppressor or
colonizer.

Overview of Globalization Theory

The economic and social realities of students today are intfigsiocgked to factors
associated with globalization as communities worldwide are begom@tworked through
economics, technology, and human diasporas, among other things. Gtabales become a
ubiquitous term often associated solely with economics, or conflatéld motions of
Americanization or Westernization. Many scholars in the fielglabalization studies, however,
view globalization as a complex issue with overlapping cultunal @conomic implications
(Appadurai, Jameson and Miyoshi). My study investigates whetlsergorating globalization
theory into the writing classroom may offer new strategedelp critical pedagogy more
effectively explore late capitalist power structures. My hlgpsis is that introducing
globalization theory will provide students with a more concrete knowledgeow global
economic factors associated with capitalist expansion contrtbutee economic and social
conditions of today’s historical moment, and also to economic and edutalisperities among
cultural groups and within areas such as inner cities. In additiorddeessing students’
instrumentalist concerns and providing an understanding of how late ishpgtgbansion is
affecting social, political, and economic issues at local and Iiglteheels, incorporating
globalization theory into critical pedagogy and service learmiitilgin composition classrooms
has the potential to offer new perspectives on issues of ideatityafion, subjectivity, and

multiliteracies. Bill Cope and Mary Kalantzis describe mitdtibcy as the notion that literacy is
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not fixed and that there is no single way to teach litetssyause language is acquired and
interpreted in multiple ways and through multiple contexts.

| developed the idea of incorporating the study of globalizatigh eritical pedagogy
and service learning as a pedagogical approach that would addsees of multiple
subjectivities. | suggest that discussions of identity from thedwasrk of globalization theory
may offer a new pedagogical approach that expands the focus on muiltijgetisities raised by
critics like Faigley, Seitz, and Himley that many critiggedagogy and service learning
approaches are lacking. The overarching debate within globahz#teory about whether
culture is becoming homogenized by global capitalist expansion otherhglobalization is
allowing for cultural heterogeneity seems rooted in the dgpes of debate about subjectivity
that | have discussed in relation to critical pedagogy. For exardigcussions of globalization
that take the view of cultural homogeneity that global forces caeating a monolithic,
homogenized world culture and models of critical pedagogy that gtedents as passive
consumers both view subjectivity from a singular perspective — that epdwde unified
subjectivities that can be assumed by capitalistic forces.ekeny numerous scholars such as
Arjun Appadurai, Fredric Buell, Mike Featherstone, and Daniel Matputisthis notion and
discuss issues of globalization and identity using concepts such exsdegieity, hybridity,
plurality, and transnationalism that imply subjectivity as multiBleell, for example, argues that
discussions of globalization from the perspective of homogeneity espresulture as
autonomous, when, in fact, cultures are always reconceiving themselveaction to global
forces. According to Mato, “Representations of identities areiraomisly produced by
individual and collective social actors who constitute and transformsilges through both
these very symbolic practices, and their relations (alliac@epetition, struggle, negotiation,

etc.) with other social actors” (284). These discussions are yarljcimportant for critical
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pedagogy in the way in which they approach issues of identity formation and asldijessivity
as multiple — constantly changing and being negotiated. Therefang glebalization as a
framework for examining issues of identity, whether by ushegtheory itself or framing the
issues conceptually using other types of cultural texts, ipproach to better explore multiple
subjectivities and avoid the essentializing that can be a flionteof traditional critical
pedagogical approaches.

In addition to discussions of multiple subjectivities from the pergmedf cultural
globalization, discussions of economic globalization also have signiflmenefits for critical
pedagogy and service learning. Many authors who discuss economic glaimalizath as, Mike
Davis, David Harvey, Joseph Stiglitz, and Saskia Sassen makageesarguments that rather
than leveling the global playing field, free market economic aspdglobalization are actually
widening the gap between the rich and poor (both within and amongiesyiaind perpetuating
inequality and oppression. In fact, these authors suggest that uneges$ @c the global
economy is necessary in order to maintain the divisions of lalabisupport the economy. For
example, Sassen argues that within global cities a largepatijobs are low-paying and rely
on the labor of women and immigrants. She suggests that “althoughtyipes of workers and
jobs are never represented as part of the global economy, theyface as much a part of the
global economy as international finance is” (122). The dominant rheaboat immigration,
particularly illegal immigration, in the US is that it issgrious problem that is hurting the
economy by taking money from social services and taking jobs #omerican workers;
however, discussions of globalization from the perspective of ecoa@uggest, in fact, how
much the global economy depends on immigrant labor.

Discussions of critical pedagogy and service leaning within catigpoprograms must

inherently address the overarching issue of literacy, and | sutge globalization theory may
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also offer an innovative framework for such discourse. There are s@mmections between
issues of access that come up in debates about global econothidssaussions about access to
literacy and education that are prevalent within scholarship aadite For example, Deborah
Brandt examines literacy as “an economic development” by loahinige role of “sponsors,” or
agents who “enable, support, teach, and model, as well as recruit, regupatress, or withhold,
literacy — and gain advantage by it in some way” (19). She argues:

Literacy, like land, is a valued commodity in this economy, a keguree in
gaining profit and edge. This value helps to explain, of courseletigths to
which people will go to secure literacy for themselves or tblgidren. But it
also explains why the powerful work so persistently to consangtration the
powers of literacy.

Looking at Brandt’'s analysis in relation to issues of global ecaramd immigration such as
those presented by Sassen reveals that literacy is a keysemblo maintain the large pools of
low-wage labor that sustain the economy.

The connection between access to literacy and global econommsredddes to
discussions about educational access for minority and working-clasststumied whether
teachers should look to a students’ home culture to gain knowledge abouiltifiteracy skills
they bring to the classroom. Mike Rose, for instance, looks at tunlergs from underprivileged
backgrounds often become misidentified as slow learners whohaffled into the wrong
educational tracks (128). And Luis Moll and Norma Gonzalez argue habrly way to
challenge the “constraints of the instructional ‘status quo’ forkimg-class children in the US,
bilingual or otherwise, and the limiting perceptions of their intélial or academic abilities” is
to create classroom practices that build on “the cultural reseut the students and their
communities” (168). These authors point to the major limitationstafdardized views of

literacy and education, and make persuasive arguments to suggdstathars must become
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more aware of students’ cultural, linguistic, and socioeconomicgbagids in order to more
fully understand their multiliteracies.

Examining aspects associated with globalization from both culamdl economic
perspectives in relation to issues of literacy, language rightsedumchtional access seems to
offer numerous benefits for service learning as well aga&ripedagogy. For example, many
students patrticipating in service learning classes at Watate Sniversity, such as the students
presented in this study, work as literacy tutors in the Hispamamunity in Southwest Detroit,
collaborating mostly with Latino immigrants, many of whom are gondwented and are not
fluent in English. | hypothesize that incorporating the studylobalization with this type of
service learning project has the potential to create a balahwedrereflection and action that
scholars like Herzberg suggest is lacking — it provides atl@oagh which these types of social
and political issues can be more fully explored. My study invassgusing globalization theory
to conduct academic inquiry into issues of multiple subjectivéres multiliteracies within the
writing classroom, in combination with face-to-face interactwith immigrant students within
the local community. It examines whether this combination can prospgertunities for
dialogue and intercultural inquiry between students and community partners.

Methods and Methodology

The field of rhetoric and composition has been rife with methodolaligsinance since

its emergence as an academic discipline in the early 1960$helrMaking of Knowledge in

Composition Stephen North groups the field by methodological communities ofitppaets,
scholars, and researchers, and describes the “methodological lah@2yusince composition’s
arrival. He relates this land-rush to the initiative among cortipnsscholars to replace practice
with research as the field’s dominant mode of inquiry (15), and disiissemethodological

tensions throughout the field’s progression. According to North, in they estages
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“methodological differences were disguised or ignored in deferenaeity towards a common
goal, the divestiture of the Practitioners” (363), and in the secona ghasmajor conflicts
between methodological differences have been “along pro-Reseasrkas pro-Scholar lines,
but with the potential, clearly, for even further division along methodologica’l(363).

The privileging of theoretical knowledge over practitioner knowledgéteaching lore”
as North terms it, has been an ongoing debate within compositiahip. For instance,
while Sidney Dobrin argues for composition to expand its theoretical diodsprk in order to
secure its place within the academy, Joseph Harris expresgksidnment at scholarship such
as Dobrin’s that positions the work of researchers and scholatgasor to practitioners’ work
(xi). Harris emphasizes the need for composition to “reassertd the classroom,” which he
believes have become loose as the field has grown more profesgidr(@liz Ruth Ray agrees
that teacher-generated knowledge has been devalued in composition bmhase of the
hierarchical privileging of research, and suggests that “toadit epistemologies systematically
exclude the possibility thateacherscan be knowers or agents of knowledge,” and that “the
history of education has been written predominantly from the rdésaqoint of view, with
little or no acknowledgement of the teacher’s perspectiReddtice 30). While there has been
no clear-cut reconciliation in the theory/practice, teachedreber dichotomies, the movement
toward qualitative studies has been particularly significantsimniegration of these traditional
binaries. Qualitative research is based on constructivist knowletlgms and includes
ethnographies, teacher-research, grounded theory, case studies, atidenaasearch. | will
focus on ethnography and teacher-research for the purpose of tieidatiiss. These are the
research methodologies that seem most conducive to, and, therefore, mguidstudy.
Ethnographic methods provide tools that allow me to rigorously andnsgstally observe,

document, and analyze the communicative behavior and literate psasticerring within the
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classroom and within the students’ written work. Teacher-resedfers valuable models for
teachers conducting systematic research within their owrsrota®s, and it discusses how
teachers can become more self-critical of the agency anitpahey inherently bring into the
classroom and how it affects learning environments. Becoming sedfreritical of my agency
and politics as a teacher is particular significant becausailtimate goal in designing this
research project is to improve my own pedagogical practices, Ahuch of the literature on
teacher-research examines issues of ethics, which are cemti@rns in qualitative research.
Within my study, considering ethical concerns has been centrallpmdpene to balance my
roles as teacher, researcher, and graduate student.

Overview of Ethnography

Traditional ethnographies of the mid- and late- nineteenth centitynwhe field of
anthropology, such as those written by E.E Evans-Prichard, Bronislalindwski, and
Margaret Mead, to name a few, generally consisted of a lone e#mhagrventuring into
unknown territory for an extended period of time to observe and systaihatand
“unobtrusively” collect data about other cultures, often considered @&ror savage, within
the research subjects’ own environment. Then, the researcher wotddupy a “neutral” and
“factual” detailed account of his or her observations. The notidrstizd research could achieve
unobtrusiveness, neutrality, and accuracy, became a key issue aised ctraditional
ethnography to become highly contested terrain. George Marcus @hdeWFischer discuss
early ethnography: “Then, as a burgeoning field of Western sshgéan an era imbued with a
pervasive ideology of social process, it was dominated by hop@sGeaneral Science of Man,
for discovering social laws in the long evolution of humans toward leigder standards of

rationality” (17). The ethnography Marcus and Fischer discusslycldafines itself by the
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positivist paradigm and grand narratives of modernity — progressnabty, faith in science,
individual mobility.

With the rise of postmodern theory, however, traditional ethnograptdgrwent scrutiny
so intense that it suffered a near-fatal collapse, which is cmwmonly called “a crisis in
anthropology” (Clifford 3). Almost every aspect of ethnographictoracame under critique —
the hierarchical positioning of researcher and subject, thentedsmtion of culture and
ethnicity, the orientalism or othering of the research subjectieff@nce upon colonialist and
imperialist practices, the allegorical, proverbial nature of ejfaphic prose, the subjective
nature of data collection and analysis, and the reliance on Enkgéténgrand narratives,
among other things. The ethnography that emerged from this crisgl@thnography, became
self-reflexive and began to grapple with and address the questidngr@blematics posed by
postmodern critiques. Stephen Brown and Sidney Dobrin maintain:

Having finally recovered from the shock of this theoretical and ipedct
meltdown, critical ethnography is once again striking off in dioes as

innovative as they were unforeseen. A significant debt is nevesthelged to
postmodern theory for “clearing the way,” and more important, fowstgpthe

way, for redirecting the critical gaze of ethnography away fsmence and
toward politics, away from the interests of the ethnographic &wlftoward a
concern for altering the material conditions that determindivbe reality of the

Other. (3)

This new and innovative critical ethnography was forged by thensémorks of critical
anthropologists such as Marcus and Fisher, James Clifford, dfmrdC{Eeetz, and it no longer
remains a methodology used solely within anthropology. Clifford sdferethnography as “an
emergent interdisciplinary phenomenon” whose “authority and rhetovie Bpread to many
fields where ‘culture’ is a newly problematic object of description anayjagti(3).

Within the field of composition studies, critical ethnography heisegl much attention,

and more and more ethnographic studies are following in the path aySBirte Heath’'s 1983
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Ways With Wordsto study issues of literacy as well as the writing precasd classroom

dynamics. Additionally, many researchers and teachersisang classroom ethnographies to
improve their own pedagogies, as well as to test/modify/coraeisting composition pedagogies.
Wendy Bishop provides a detailed description of what she calls “ethnograpimgwesearch”:

For me, this research takes place in a sociological spaften (but not always)
writing classrooms or other sites of literacy learning: alites, workplaces,
preschools, alternate schools, prisons, community centers, homes. Instead of
studying a group of people who inhabit a certain urban location §s@hicago
streetcorner) or a certain town (say, a small, seemingigalone in Indiana),
ethnographic writing researchers look to study how individualsewat don’t

write, or resist writing, or combine reading and writing, orasked to write and
perceive those jobs or academic assignments and carry them out). (1)

Beverly Moss distinguishes between ethnography and critical etptogmithin composition:
“While ethnography in general is concerned with describing andlyasing a culture,
ethnography in composition studies ... is concerned more narrowly cgithmunicative
behavior or the interrelationship of language and culture (citedawmand Dobrin 3). While
the use of the term culture has become highly contested within Engfliglies, many
ethnographers within composition consider the classroom or site ofutheas a “culture” for
the purpose of inquiry. Bishop refers to the classroom as a “tenipocanvened culture,”
which by the time a study has been written up has “disbandeelgrdind dissolved into the
larger matrices of school, work, or civic life” (3).

Recent critiques have questioned the use of ethnographic research amitnposition.
Christopher Keller examines such critiques, particularly thaeth Rhodes. Rhodes argues
that the type of ethnography done in composition is not truly ethnogtagtguse it does not
“explore culture so much as it explores individual experience nittosely defined cultural
institutions” (cited in Keller 204). Keller suggests that the owhiag issue for composition

studies is that ethnography should no longer be judged by “whether opeolbadrves and
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studies a ‘culture’ through and through” (206). He also disagratts Rhodes’ view that
ethnography should involve only small local sites for investigatioraito tihorough knowledge,
and argues that no form of ethnographic research “can everheweeble picture — regardless
of how small the site of fieldwork” (206). While Keller suggedtsittethnography within
composition should not be held to the same criteria as anthropoloinabeaphy, he disputes
the notion that ethnography does not have a place within the field, amesdhgt composition
scholars must redefine ethnographic practices to better senyriqases: “Thus, in rethinking
ethnography for composition studies, | begin primarily by advocatimgographic practices and
theories that pry open other sites — both physical and nonphysical for ethnograggtigatioa ,
those that allow us to recognize and emphasize the constant mobditpjects’ identities, and
contexts. (206)

The type of ethnographic practices Keller suggests that greze and emphasize the
constant mobility of subjects’ identities, and contexts” is higlggiBcant both for the field and
for my particular study. Keller maintains that one of the mbpmefits that ethnography may
offer composition is that it helps to “more effectively uncoved arasp various student
‘identities’ and ‘subject positions,” those functioning within numerousucalltand social
frameworks of race, class, gender, and sexuality, for inst{806&). Keller agrees with the idea
implicit in the critiques of critical pedagogy that studestsjectivities are too often viewed as
fixed or singular within composition scholarship, and sees ethnograghtoatthat we can use
to better understand students’ multiple subjectivities within the classroom:

| hope to offer a way to start unsituating the subject in compaositiot in the
hopes that we’ll stop looking at subject positions entirely, but idsdeahat we
might better understand and use ethnographic practices and otherchresea
methodologies that recognize student subjectivities as always eormtive,
always changing, and always shifting within, among and betwegious
locations and spaces. (207)
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Therefore, in answer to Keller's call, | use ethnography asthodology within my research

project to address the issue of multiple subjectivities in a teafapacity. First, to help uncover
and reveal the way my students’ subjectivities are constanftynghwithin the classroom and

service learning field sites, and in their negotiation of tledalization theory and other course
readings, and in their writing. And secondly, to help to investigadegumeical approaches to
critical pedagogy and service learning that will better addites issue of multiple subjectivities
and work to fulfill the needs of students and teachers.

Overview of Teacher-Research

Teacher-research, according to Ray, “challenges the conventidieélit¢he separation
between researchers (those who make knowledge) and teachers wtimssonsume and
disseminate it)” Composition174). Marilyn Cochran-Smith and Susan Lytle define teacher-
research as “systematic and intentional inquiry carried outedghers” based on Lawrence
Stenhouse’s definition of research as “systematic, selzatignquiry™ (7). They maintain that
teacher-research is not, in fact, a recent development, aradhistory that can be traced to the
1950s and '60s “action research” of Stenhouse and his British colleagukalso has roots in
the early twentieth-century educational philosophies of John De@@shran-Smith and Lytle
draw a significant distinction between university researchersamhduct research on teaching
through “traditional modes of inquiry” (10), which they argue are thpe tgf knowledge
generally valued within the academy, and teacher-reseamvhersonduct research within their
own classrooms, which has not, until recently, been considered ldgitietzolarship. In the last
15 years, however, the field seems to have undergone a methodolodicak ghie positivist
paradigm came under major critique, and the field’s peer-revigawgdals now commonly

publish studies using teacher-research and ethnographic methods.
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The history of the teacher-research movement, according toy Géischer, can be
traced in the practices of teachers (3). She says,

Because teacher-research is more than a method — is, in @&y, af thinking

about issues of power and representation and storytelling and much-nitsre

very existence and development are dependent upon our understanding not only
of the particular issue we are researching but also the cotigdexf the research
process itself. (4)

Fleischer suggests that through teacher-research, teachegpdebatter understanding of their
own practices and the views and needs of their students, and also raueigpstanding of ways
that knowledge is generated and people become represented througtn rdsssoiser-research
in composition studies has been highly influenced by the works of l@dBaves, Nancie
Atwell, Janet Emig, Lucy Calkins, Lee Odell, and Dixie Goswadntil recently, teacher-
research has been primarily conducted by K-12 teachers &aswami and Stillman), but
recent research by university scholars such as Russell Danst] Beitz, and Gwen Gorzelsky
within college writing classrooms suggests a growing inteiredeacher-research in higher
education.

The teacher-research movement has not, however, entered intddivetheut critique,
particularly from those who value positivist, empirical-based rekeaCindy Johanek, for
example, feels that research using quantitative or “rigorous” qualitatiearobsis becoming less
popular within the field. Moreover, she expresses concern about thelésianecdotal and
reflexive nature of teacher-research:

Rigorous ethnographies and case studies, though qualitative in natumetoske
losing ground along with quantitative — losing ground to the simpler, more
diverse, more personal story or anecdote. Such reliance on the tenbedo
contributed more to “lore” than to “research,” two components of our leunel
making that have always had an unfortunately strained relationship. (9-10)
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Johanek’s comments suggest that teacher-research is ldesaly rigorous, and, therefore,
less legitimate, because of its reliance on personal nagatV® does not completely discount
the credibility of teachers’ narrative accounts of their nesgaand proposes a “contextualist
paradigm” for the field that uses mixed-methods approachesofmpining quantitative and
gualitative data. However, her proposal ultimately maintains $senaption that knowledge
generated through teacher-research and conveyed in narrativeis less academic, less
complex, and less valuable than traditional forms of research.

Numerous scholars disagree with the claim that research imatngp stories and
personal narratives does not have the academic merit of empeg=drch. Ruth Ray, for
example, argues that “[tjeacher-researchers as individaalgain a deeper understanding, and
the teacher-research movement in general can develop a leeterd itself in terms of other
research paradigms, by engaging in introspection and persdtedivieewriting” (Practice43).
David Schaafsma views narrative as an alternative way to coamwveygenerate theoretical

knowledge. In_Eating on the StreetSchaafsma tells a story — about a group of African

American students eating food in the streets of downtown Detroit while on aifeeldusing the
perspectives of all six teachers involved in a summer profparmat-risk youths as part of the
Dewey Center Community Writing Project. He says, “In pa#dllla story as an experiment in
the narrativizing of theory to illustrate that ways in whichyst&mbodies theory in provisional
ways” (xviii). The layering of the story told through firstrpen accounts from the individual
teachers reveals the complexity of a single story told fnomtiple perspectives, and the vast
knowledge that can be gained about how deeply issues of race, clasendedajfect people’s
perceptions of the same event. The story Schaafsma presents, be¢aenes theory, which, in

turn, can potentially shape and influence his own teaching as well as the pafobites's.
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Scholars including James Berlin, Ray, and Dixie Goswami and Bétenan among
others discuss the transformative nature of teacher-researdts gratential to effect positive
change. They emphasize that the primary aim of teachemrchsisafor individual teachers to
better understand their students and improve their own classroomegsaBtay poses the notion
that “teacher research is, in short, an emancipation proctamtatt results in new ownership —
teachers’own research into theiown problems that results in the modification of thewn
behaviors and theoriesCpmposition174). Berlin also feels strongly about the revolutionary
and empowering potential of teacher-research for teachers, stuatehtsducation; however, he
highlights a major concern. He suggests that much teacher-tesearot emphasizing and
problematizing its own political agenda” (10). Classrooms, asrBaelscribes them, are “places
where ideological and political battles are enacted, withpst@nflicts among classes, races, and
gender about the distribution of wealth and privilege.” He arguedhésd is an imminent need
for teacher-researchers to confront such issues in their workder t allow the dialogical,
transformative nature of teacher-research to emerge.

As the teacher-research movement continues to gain momentumfialdhef rhetoric
and composition, critiques, such as those presented by Johanek and Benhpatant to take
into consideration. Their critiques, in particular, seem highlgiggnt in relation to my study.
For example, while | am certainly approaching my teacher-resesetiwith the primary goal
of developing a better understanding of my classroom and studentsyagenty as a teacher,
in order to recognize problems and develop solutions that will impmovewn practice, | am
also simultaneously working toward my professional goals: tewm dissertation and publish
my work, to obtain my doctorate, to contribute to the body of workiticalrpedagogy, service
learning, and globalization, and to generate theory about studestainesi to critical pedagogy,

multiple subjectivities, multiliteracies, and whether globalization thean become a useful tool
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for pedagogical practice in the teaching of writing. Peter &mdn and Gesa Kirsch’s Ethics

and Representation in Qualitative Studies of Literary Jane Zeni's Ethical Issues in

Practitioner Researcére particularly useful in thinking through the types of ethidehanas |

discuss. These texts offer collections of essays by qualit&searchers in the field that open a
dialogue about the types of ethical issues these scholars have confrontedwortkeir

In entering into the research process with these numerous matidegoals for my
study, | clearly have a political agenda that must be comrglderdetail and addressed within my
work. In order to conduct my research respectfully and ethically,cacckate the possibility for
positive change, it is imperative that | carefully develop mggnalas in ways that will be
mutually beneficial for the students involved, my own teaching aneares, the field of
composition, and the university for which | teach. Additionally, | missi take into account the
nature of the field and its methodological tensions, and the resigsigtance within the
academy to “teaching lore,” and research incorporating stories and peraoaésive.

Throughout my project, | work to create a balance between theaypeactice and
teaching and research, and to find an appropriate form in which tanpragework that will
productively reveal these dialectical relationships. By closabydeling ethnographic and
teacher-research practices defined by scholars such asdamenstz, and Shaw, Ruth Ray, and
Cathy Fleischer, I maintain what | consider a rigorous reseagemda. However, | also
incorporate personal accounts from myself and my students to help umoacknts in the
classroom that | feel need a personal voice to allow myselfnandeaders to inductively
theorize about the deeper significance of these moments, and hown#yeygontribute to
ongoing pedagogical and theoretical discussions in the field. dhoott my dissertation, |
attempt to avoid perpetuating the “opposing projects or camps” teatlaims to be a central

component of the field by exploring how traditional dichotomies obrtheversus practice,
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teaching versus research, and narrative accounts versus rigorbiaigeiaesearch can function
dialectically without the need for intentional opposition.

Research Methods and Questions

Using classroom research and ethnographic methods, | conducted in-ldegtioarn
ethnographies of an English 3010: Intermediate Writing class thaght in the winter semester
of 2007 and an Honors English 3010 class that | taught in the fafissenof 2007. The data
used for the dissertation will include audio recorded class osmssdetailed fieldnotes,
transcribed student interviews, all course reading materiahsatlctor-generated texts, and all
student texts. During the winter 2007 semester, all of the studeritee icourse worked as
writing tutors for third-, fourth-, and fifth-graders at Shadypw@ Elementary School in Detroit,
a school in which the student demographic is around 95% HispaniaagDtneé fall 2007
semester, students had the option of tutoring at Shady Grove or waitkedarious projects,
such as a youth after-school program, an adult ESL program, and a@®gi@m at Built to
Last, a non-profit organization in Southwest Detroit, as a compaoietiteir composition
coursework. In both classes students conducted academic inquiry intbzgldya theory in the
composition classroom through course readings, documentary films, andsitims and were
required to write academic essays exploring issues of glotiatizand literacy, and they were
asked to reflect upon their experiences in working within the logaimunity. In the winter
2007 semester, the students wrote formal academic essaysiegaaiocal issue of their choice
in relation to the larger issue of globalization. In the fall 2007ester, the students designed
final projects that were to benefit their community partner toatid be presented in various
forms. | collected data from these student projects by videotapangfinal presentations and
collecting and analyzing their written material using thme&oding process used for the other

samples of student writing. | examine the ways in which the differing nattines# culminating
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assignments allowed students to negotiate the other courseateaténe following research

guestions have been developed for the study:

e Can incorporating globalization theory into critical pedagogy workddress issues posed
within current critiques?

- Does this revised version of critical pedagogy rooted in sete@ming and
globalization studies address students’ instrumentalist concerns more salhgstant
than traditional models of critical pedagogy?

- Does this revised version allow students’ affective experiencdunotion
productively within classroom and written discourse more substgntiadin
traditional models of critical pedagogy?

- Does this revised version address issues of multiple subjectiyitiesd by
Faigley and Seitz?

- Does this revised version make space for multiple subjectiwtigsn racial,
class, ethnic, and gender groups, etc.?

e Can incorporating globalization theory into service learning workddress issues posed
within current critiques?

- Does this revised version of service learning rooted in criticdhgagy and
globalization studies help students to view their work as servécaitg rather
than community service?

- Does this revised version connect issues discussed in the classretuddnts’
work within the community more substantially than traditional models?

- Does this revised version affect the hierarchical privilegingtoflents to their

community partners and the “othering” that often occurs in these relapsfshi
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e Does focusing on themes of globalization within a composition coursepmrating critical
pedagogy and service learning approaches affect students’ oecepand engagement with
course materials? If so, how?

e Is students’ understanding of literacy affected by doing handgesady projects within a
non-English speaking community? If so, how?

e Does integrating globalization theory into composition pedagogudjtr critical pedagogy
and service learning promote intercultural inquiry, as defineBlower? If so, how and to
what effect?

Overview of Dissertation

Chapter Two: Globalization Theory as a Framework for Revising Criical and Service
Learning Pedagogies

In this chapter, | point specifically to globalization studies, aacemerging body of
theory, as a way to integrate theoretical notions of mulBplgectivities into service learning
and critical pedagogies. | discuss how four particular concepitsnwglobalization theory —
homogeneity, heterogeneity, community, and citizenship — may affaifisant insights to
revise critical and service learning pedagogies to retleebries of multiple subjectivities.
Globalization theory, | think, seems to have more potential for chapgdggogical practice in
composition studies than postmodernist theory did. For instance, composiiported
postmodern theory in a way that deepened the split between thedrpractice; however,
importing particular concepts from globalization theory has the paleiot begin reuniting
theory and practice.

To investigate whether these concepts can offer new perspeativissues of multiple
subjectivities, | designed a revised pedagogical model tharates globalization theory into

service learning. Using classroom research and ethnographic methomsjucted an HIC-
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approved qualitative research study of intermediate writing efearning classes | taught at
Wayne State University in Detroit. This chapter discussesmathods, data collection and
analysis, and student demographics at Wayne State Universitydemudibes my personal
background in relation to these pedagogical approaches. | arguesthgta combination of
critical pedagogy, service learning, and globalization studiegsoffe revised pedagogical
approach that can effect less student resistance for severak&eons: It allows students’
affective experiences to enter into discussion in useful wagsymtudents find the material
meaningful and relevant to their daily lives and economic situatibeshands-on work in the
community creates a deeper level of engagement with poltrghlsocial issues; and that work
allows for the multiliteracy skills students and community g possess to be used and
developed both within the classroom and local community.
Chapter Three: Pedagogical Revisions: Critical Pedagogy

This chapter presents qualitative data from my three-semssidy in relation to
scholarly critiques of critical pedagogy, and provides thick dasmn of the types of readings
used throughout the semester, classroom activities, and writtngnagents. While my ideas
about critical pedagogy in general have been significantly infley Freire, my classroom
practices stem mainly from the works of critical pedagodylsecs within the American higher
education system such as Berlin, hooks, Shor, and Giroux. | presenti@ptih analysis of the
critiques of critical pedagogy put forth in contemporary scholprstooking closely at
discussions of student resistance to critical pedagogy and the obtiuitiple subjectivities to
show how incorporating globalization studies into more traditional rearfetritical pedagogies
works to address certain issues posed within these critiques.

| examine examples of student writing assignments due prior to the finaltproje

discussed in chapter 4 to investigate how incorporating key concepts from gitbaltheory



32

affected the way students engaged in the writing process, and also to explore hotg stude
negotiated the critical material. successful in addressing studentahiesitalist concerns and
allowing students’ affective experiences to enter discussions and wesiggnanents in ways
that enhanced students’ understanding of theoretical course materials. To supptainthithe
chapter presents examples from students’ essays produced across thsesrséonguggest that
globalization theory was able to engage a wide demographic of studental catirse
readings and writing assignments because many students were able to tt@mnaffective
experiences to the topic. | use my data analysis of students’ work to suggegetrating
globalization theory into a critical pedagogical model is one approach that dbampos
instructors might use to engage students’ instrumentalist concerns andakggieriences in
ways that respond to critiques by Durst, Seitz, Gorzelsky, and Lindquis$o foaus particular
attention to the way in which students used their personal experiences and undgsstertm
larger idea of globalization to engage with key theoretical concepts.
Chapter Four: Pedagogical Revisions: Service Learning

This chapter focuses on qualitative data generated from thieeségarning component
of my “Thinking Globally, Writing Locally” model. It presents @doser examination of the
critiques of service learning pedagogy, focusing particularliflower’s concept of intercultural
inquiry. This chapter takes an in-depth look at students’ finakpi®jin fall 2007 and winter
2008 as the culmination of their coursework and service learningtiast During these
semesters, students were allowed to design their own projextjumction with me and their
community partner. These projects were to benefit the organization and/or localiciyn

The students pursued a wide array of projects: creating a do@arneigieo with a group
of Latino high school students; developing pamphlets detailing the typesaith services

provided by Built to Last to be translated into Spanish and distriltatélde organization within
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the community; analyzing immigration data and writing a nesg®ssment to generate grant
funding; designing and implementing a book project with elementdrgad students detailing
how to write a strong essay for the state MEAP (Michigan BHoued Assessment Program)
exam, and creating a literacy calendar with daily literactyvities for parents to do with their
children at home. The chapter provides a detailed description of teg tfpservice learning
projects in which the students were involved, and also how thesetprinyjectioned logistically
with reading and writing assignments and classroom activities.

| also investigate how formal academic work in globalizatioomhevithin the classroom
coupled with the student-developed final projects affected studentsigemgnt with and
perception of service learning. Thomas Deans defines three prmwatels of service learning
writing programs — writing for the community (WFTC), writingaaut the community (WATC),
and writing with the community (WWTC). Throughout the three séenge$ conducted research,
my students undertook service learning projects that fell withih eathese categories while
also exploring key concepts in globalization theory through courselings, writing
assignments, and in-class discussion. The chapter examines howzgtabatheory functioned
within WFTC, WATC, and WWTC models of service learning, and ingates ways in which
key concepts from globalization theory contributed to students’ profased on data analysis,
| argue that the theoretical concepts only proved useful in expamaitigns of multiple
subjectivities in the WWTC model, in which students and communitynga@rtcollaboratively
produced hybrid texts.

Chapter Five: “Thinking Globally, Writing Locally” in the Future

In the final chapter, | theorize about the future of composition ytreaadt pedagogy. |
discuss the theory/practice dichotomy in greater detail and propeseneed for a more

dialectical approach within the field. | point to the use of studissh as my own, that are
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working to generate theory to expand the field, and at the sameectieate new and revised
classroom practices. | argue that there remains a pressidgmte field to maintain its focus
on teaching composition as part of a general education curriculumeudow also support the
need for continuing our theoretical work, and encourage scholars tonititk intersecting
fields of English studies, such as globalization studies, to find itinevaays of using existing
theories to expand our knowledge claims and pedagogical approacb@mposition studies.
Finally, 1 look how the “Thinking Globally, Writing Locally” model couleke revised for future
use, and | emphasize the viability of this pedagogical model wathimcreasingly globalized

society and academy.
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CHAPTER 2
Globalization Theory as a Framework for Re-Visioning Critical and Service learning
Pedagogies

Chapter 1 provided an overview of critical and service learning pgoesgand of recent
critiqgues of these pedagogies that have emerged within composttiolarship. | posed the idea
that incorporating globalization theory into a combined criticakise learning pedagogy may
offer a revised pedagogical approach that begins to address key vgishin scholarly critiques.
Critiques of critical pedagogy suggest that traditional apprcactly upon troublesome left-
liberal models that posit subjectivity as unified rather than plal(Faigley; Seitz), and that the
emancipatory goals of critical courses often conflict with sitglecareer goals (Durst; Smith;
Seitz). Other critics maintain that traditional models oficai pedagogy often view students’
knowledge as false consciousness, therefore devaluing students’ personahegpéLindquist;
Seitz), and that these various problematics can effect studestames in the classroom
(Wallace and Ewald; Seitz; Durst). Critiques of servicenieg argue that service learning
courses are often designed to privilege student/university knowledgelamagtcommunity
partner knowledge (Cushman), and lack collaboration between studenparamers (Flower,
Schutz and Gere). They also suggest that the missionary ideolesgyvafe underlying service
learning pedagogy often causes courses to emphasize action eflegtian, which can
perpetuate problematic stereotypes and us/them binaries (Himley; Her@been).

The majority of these critiques of critical and servicerlgay pedagogies remain at the
theoretical level. Scholars have clearly and effectively discushe contradictions and
limitations of these pedagogical approaches. Only a few schbtasgver, such as Durst, Sietz,

and Gorzelsky, have begun describing what alternative approacgbs actually look like in
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practice. Durst, for example, developed an approach calleéXiedl instrumentalism,” to better
meet students’ instrumentalist goals, Sietz supports a pedafagiroach in which students
conduct individual ethnographic studies to promote “self-motivated” amdlitive” critical
analysis, and Gorzelsky uses qualitative research to examinenbuctors can use rhetorical
techniques within the classroom to sidestep student resistancetital ggedagogy. These
examples represent an emerging trend in composition studiesigh \8cholars are using
gualitative research to identify problems and to develop new and revised classactoegr

In Pedagogy of Freedagnfreire writes: “Thinking critically about practice, of today o

yesterday, makes possible the improvement of tomorrow’s pradqded. Freire’s comments
emphasize that pedagogy should constantly be rethought and revised ito relsaant and
effective. In developing, implementing, and researching one fepgeidagogical approach in
relation to the scholarly critiques of critical pedagogy andicerdearning, | see my project as
participating in this ongoing project of critically reflecting practice by investigating ways to
improve these pedagogies. | do not suggest, however, that the pedagpgicach being
investigated in this study should be considered the only new model for critieal/medearning
pedagogies or a solution to the critiques. As more researclodsyé seems likely that many
new models will emerge, and the pedagogy presented in thestdigsn represents one possible
approach that instructors might take. While | do suggest thatieaktpedagogical approach
incorporating service learning and globalization studies has substagiefits for composition
pedagogy, | do not claim that this particular approach is superibiose suggested by Durst,
Seitz, or Gorzelsky. Rather, | see my project as contributintgeemerging body of revised

pedagogical approaches being generated by composition scholars using\edsaarch.
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Within this chapter, | identify key concepts in globalization theotyomogeneity and
heterogeneity, community, and citizenship — that | use throughout my digseds a theoretical
framework for my study. | discuss how these concepts function in lglatan theory in
innovative ways that can contribute to ongoing discussions of critiwhlsarvice learning
pedagogies in composition studies. In Chapters 3 and 4, | use qualdatey to revisit these
concepts in relation to scholarly critiques of critical and serlearning pedagogies. Chapter 3
closely examines the effects of integrating globalizatiororthento a critical pedagogical
approach, while Chapter 4 presents data and analysis relatingdertie learning component
of the courses. Within these chapters, | show how the critiquéeeé pedagogies suggest that
although composition studies has adapted a postmodern rhetoric of nsubpetivities, many
of its pedagogical approaches, such as traditional models ofakréiad service learning
pedagogies, are still supporting goals and practices that astudents have unified, rational
subject positions. Moreover, the central argument | wish to makegtihoatt my dissertation is
that service learning and critical pedagogy particularly, aathposition pedagogy more
generally, need to more effectively incorporate theories ofipheilsubjectivity into pedagogical
practice, and that globalization theory provides a way to do that.

Before discussing key concepts in globalization theory in moeel deteel that | should
describe my own background in relation to critical pedagogy,ceelearning, and globalization
studies. When | say background, | mean both my personal “home” upbriagidgmy
educational experiences, because these have inherently shapectepfiges of and goals for
critical pedagogy and service learning. This pedagogiegéqr has, in fact, been developing
over the course of my college career based on my own perceptiedaaztion and through my

personal experiences with critical and service learning pedegyagd globalization studies as an
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undergraduate and graduate student. For example, there is elg@itgonal component to my
interest in globalization studies and these two particular pedajapproaches that led to the
development of my project. In the sections that follow, | discusp@ngonal experiences with
critical and service learning pedagogies as an undergradumtethen, preview my teaching
experiences at Wayne State in order to show a link between ékpedaences and my larger
thesis that critical and service learning pedagogies are in need afmevis

The Makings of a Near High School Dropout Turned Critical Writing Teacher

Until this point in my dissertation, | have avoiding talking persgnall anecdotally
about my research. My aim has been to establish a theoreticadgvork to guide my research
project and establish globalization theory as a promising tool fasimg critical and service
learning pedagogies. In positioning myself as a reseanthelation to my own identity politics,
| follow another growing trend within qualitative research in contjprs For example, David
Seitz, Russell Durst, Steven Fishman and Lucille McCarthyhyC&leischer, and David
Schaafsma all use personal narratives in various ways totraflea the subjective nature of
research and teaching. Moreover, throughout my work | emphasize tthéonemntemporary
pedagogy to begin taking into account the multiple subjectivitiesranitliteracies present in
today’s classrooms. Therefore, because my views on literacycamdten have clearly been
influenced by my multiple subjectivities within the educationatem and society, | feel that
these must be acknowledged.

In Who Can Afford a Critical Consciousne&eitz opens his first chapter with a section

titled “The Makings of a Middle Class Critical Writing Tateer.” In this section, he discusses
how the combination of his liberal, middle-class upbringing, his pdlittaelvement, and his

love for reading and writing helped define his career path agi@alckvriting instructor. He
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mentions, however, that his involvement in “mostly White, middle-clab8gal causes” caused
him to overlook significant social issues:

| know that working-class issues and divisions of social class, nasshréce,

never occurred to me then, nor did any of my teachers explicithe rthe

guestion. From the framework of economic necessities, a middletdthszn

afford to be pissed off at big issues. (4)
As | read Seitz’s memoir, | identified with how his middle-sléifestyle and education and had
predisposed him to originally approach critical pedagogy from tlilbefral perspective.
However, after teaching at diverse urban universities with ldegeographics of working-class
minority, and immigrant studerftshis understanding of and goals and expectations for critical
pedagogy changed dramatically.

My situation was like Seitz’s in the sense that | waedais a middle-class home and
received a BA and MA at institutions serving predominately reidtthss students. However,
prior to college, my views on the education system were moileanwith Mike Rose’s early
perceptions of education. Rose was shuffled into the vocationalitradhool and did not see
himself as “college material” until a particular teacheok an interest in his work and
encouraged him to pursue higher education. For me, | think the markegdecimmy views
came from being exposed to critical education in college amowdising that | had been raised
within banking model educational systértisat drained the pleasure out of learning.

Throughout my youth, I moved around South and North Carolina due to my father
changing jobs. My parents were both newspaper journalists \itilibkeral political views — my
father's views leaning more toward radical than liberal. My idatenvironments, however,
were overtly conservative, and | had little exposure to libatt#luides or environments other

than from within my immediate household. For instance, | attendeahtbeveghth, and ninth

grades in Monroe, North Carolina, known for being Jesse Hélneshetown, and for having
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one of the last schools in the country that maintained the “Rebels naascSt— where it was
common to see the Confederate battle flag being flown by fespgoding events. After moving
from Monroe, | finished high school in Fayetteville, North Carolina,ciwhis known primarily
for being the location of Fort Bragg, the largest military baghe US, where the Special Forces
and 82nd Airborne Division are based.

Needless to say, the liberal values of my home life werdrzemisly at odds with the
conservative views of my extended family, classmates, and lecamanities. Even from
elementary school age, | was acutely aware of issues sfimaprejudice, and social injustice
and cringed when my grandparents or classmates used the word “nigger” (whiclunanédyt |
heard often) or talked about “poor white trash.” My father is halbdnese, which, in my
maternal grandmother's eyes was the same as “colored,” ambkitnhe a while to fully
comprehend why my grandmother treated my father with such diste$pgas a sensitive,
caring child who wanted to give my lunch money to the homeless ama#td¢an stray animals.
Because of these early desires to help those in need, | deoaaived in community service
activities at a young age through my church, and later througmanunity youth council in
high school. At this time, however, my perception of community servae exactly that — to
serve those less fortunate than myself. | even wrote in my pérstatament for college
applications that “I want to use my privilege in society t@lahers.” In other words, | saw the
concept of service from a top-down perspective, and had not considergdsthemount of
knowledge that could be learned through work in the community.

Although | was a smart student, | never enjoyed school. By tleeltiwas in high school,
| had become completely disillusioned with education. It felt likesthof what | did was going

through the motions and doing activities that required meaninglessonzation. | came
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frighteningly close to dropping out of high school in Fayetteville, disdnot attend college

immediately after | graduated. After spending some frusggatme working as a waitress near
the military base, and being pressured by my boyfriend’s family to geieshamd start a family,

| decided that college life had to be better than the lifadl ¢poing. Based on my troubled high
school experiences, | felt that | would be unhappy in a traditioaaking model environment

(although | didn’t know this term at the time). Therefore,segeched “alternative” colleges in
the US and decided to attend The Evergreen State College, aliberall arts college in the

Olympic peninsula in Washington State — a school that attrasjethterest because it has no
required courses, no letter grades, no formal testing, and no sprajfirs other than “liberal

arts” or “science.” Evergreen students, in a sense, desigrotheicurriculum by taking classes
in their particular areas of interest and developing “directedys projects based upon these
interests. The courses at Evergreen are mostly interdisciplimaature and are co-taught by
faculty who usually use a combination of lecture, hands-on workshops, stetéeted seminar

discussions on course texts, and student projects. Rather than takra written tests and

receiving traditional letter grades, students receive ddtawdtten evaluations of their work

from faculty and write self-evaluations.

The academic and political climates at Evergreen were polar igggpdsom my
experiences in the South. Students frequently gathered on and off ciampaises, and there
was a constant sense of political energy and urgency in thEvargreen students’ political
activities, however, are often perceived as controversial on bath dod national levels. For
example, the college came under scrutiny for inviting LeonartiePeand Mumia Abu-Jamal
as graduation speak&msn separate occasions. Both men were convicted of and are in prison f

murdering police officers, but are considered by many to beigablprisoners who received
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unfair trials. The men were voted by students to be graduation speakarshow of solidarity
and support for granting them new trials. These invitations did noteverwcome without
political backlash. For example, when Abu-Jamal spoke in 1998, “WashingtoarGary Locke
canceled his scheduled appearance at the graduation in protesthingiéas D.C., Republican
House leader Tom DelLay of Texas branded those who selected wllak ‘twisted radicals’
who ‘perverted their vocation to better mankind through teachiniidckler). However, the
university’'s president at the time, Jane Jervais, defended tidenss’ choice: “Mumia’s
invitation, said Jervis, served ‘to galvanize an international conw@rsathout the death penalty,
the disproportionate number of Blacks on death row, and the relationstwgebepoverty and
the criminal justice system’™ (Mackler).

Most Evergreen faculty supported students’ political involvemerbheWthe World
Trade Organization (WTO) meeting was scheduled in Seattlexample, the students in my
class were encouraged to attend the protests, because weeéadstodying issues of
globalization throughout the term, and our faculty members wer¢eimdaince as well. After the
protests, we held vibrant seminar discussions and developed ait@lglses on how various
media sources were reporting the event in relation to studentséxperiences. The college also
offered students a variety of ways to participate in servamileg activities, and many teachers
would help students channel their community involvement into projectofi@ge credit. For
instance, as part of my coursework, | participated in projeath @s collaborating with
classmates to produce documentary videos for a grass-roots loesoguprogram in Olympia,
and a homeless garden project in Tacoma. And many of my classtoate on community
projects such as writing grant proposals for women’s shelters, amdngn brochures,

newsletters, Web sites, or videos to educate the local comnalatyt pressing issues like the
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old-growth logging industry or the steelworkers’ strikes. Tlogee while conducting my own
projects, | also engaged with my classmates’ community wodkdjtr in-class discussions and
frequent student presentations. The student-designed service lganmojiecis discussed within
the two Honors sections of my “Thinking Globally, Writing Locally” intediae writing course
are very much modeled on those Evergreen-style community projects.

Although | was unfamiliar with the terms critical pedagogyservice learning as an
undergraduate, | now realize that many of my college classléesd heavily upon these
pedagogical models. Moreover, | suggest that the style afatrgedagogy used at Evergreen
was influenced by critical education scholars like Freirep@iy Shor, and hooks. Throughout
my undergraduate education, | was also exposed to a variety ofpetti@gogical approaches,
including, feminist, collaborative, cultural studies, expressive, andmesia. However, | was
most drawn to critical and service learning pedagogies, andt ergdidesire to further my
education through graduate study to my engagement with theseulaartpproaches. Upon
reflection, | think — because | had grown up always feelingdats with my conservative
surroundings and the traditional banking model education | received beterang college —
the language of critical pedagogy and its goals of liberatiorresistance had a profound effect
on me. | found the critical education personally and intellegt@atipowering, and | was able to
gain a passion and a drive for learning that | had previously lacked. the hands-on
experiences within the community changed my perception of educatibeirag detached from
day-to-day reality, because | found the service learning aesivppersonally and socially

meaningful.
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The Transition from Student to Teacher

When | entered the doctoral program at Wayne State, and wasdo#ie adjunct position
in the department, | immediately began trying to develop a teg@mpproach modeled from my
best college classes. My first semester of teaching cooheiith my first semester of doctoral
coursework, in which | was taking a core composition requiremerfieofté¢aching of writing.”

The first text we read in the course was A Guide to Compositemad®gy which provides

general overviews of the major pedagogical approaches used igecoblenposition. As | read
the chapters dedicated to critical pedagogy and servicerigainielt an acute sense of energy
and excitement to discover that the teaching approaches that had inspirechmedergraduate
were actual pedagogical models. Although | do not find my reactioomumon for a student
who was seemingly experiencing intellectual enlightenmentudtradmit now that upon first
reading about these pedagogical approaches to teaching wrimgeliately began to develop
a larger political agenda. | believed that | would use alitmd service learning pedagogies in
my courses to help students become more socially conscious and Ipoléingaged. These
approaches had changed my life. Therefore, | thought, why wouldhtitdye life-changing for
Wayne State undergraduates as well?

While | hesitate to say that my first attempts at teaghwere unsuccessful or that my
students were overtly hostile or resistant to my critical approachpiieequickly aware that my
students and | tended to share very different goals for educhkaarally, | wanted them to
become better writers and critical readers and to enpgxperience of learning, but | also had
an overarching goal that my course would be transformative fosttigents to help them
become “better citizens,” or more civically minded. The majasityny students’ goal, on the

other hand, was simply to complete the necessary reading anagva#signments in order to
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pass my class and move on to the next step toward their degreegfitstraemester teaching
composition, | taught two sections of basic writing using acatitpedagogical approach
grounded in multicultural studies. | quickly found the approach problenrathe sense that |
felt that | essentialized issues of race by trying toraskicultural texts in order to present some
type of authentic cultural representation that would undermine pré\sdeietal stereotypes. |
used texts by Sherman Alexie, Andrew Pham, and Maya Angelou amtioerg, to try to present
a range of cultural perspectives. In one in-class assignmangxample, the students read
Martin Luther King Jr.’s “Letter from a Birmingham Jail” anvdere asked to examine the
specific rhetorical techniques King uses to evoke emotion in hisrangdié planned to use the
formal rhetorical discussion to lead into a critical discusslwoutlarger issues of racism and
oppression. The university’s urban location in midtown Detroit contributefadb that a
significant demographic of students in my classes that semveste African American, and |
hoped that King's passionate use of language would lead to a vibrant saiiorer After
discussing ways that King uses repetition, parallelism, mtitsn, and particular pronouns to
create certain rhetorical effects, | raised some generatigue®bout issues of race that King
addresses in the letter. Several students made comments that thkg faktism was no longer a
serious issue in America, and that it was something in thethgasparents and grandparents had
faced. They seemed to be associating issues of racism witlelthe segregation and refusal of
service that King discusses.

Although | raised questions to encourage them to think about the issuea bader
perspective, the discussion never reached the level of complexatsoked the interest level or
student response that | had anticipated. | was tempted tohgiv&udents my starkly different

perspective on racial progress in America by pointing to the gdingg city outside our
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classroom window. However, | did not want to impose my views upon thenssudecause,
even as a beginning teacher, | held a strong belief that tritvweareness comes from self-
developed insights and inductive analysis. | left my classes depreand feeling like a total
failure. | wondered how my teachers at Evergreen could bring uigghes of identity politics
and incite passionate discussions while | could barely get mmgedao even acknowledge that
race was still an issue in American society.

After teaching those first sections of basic writing, | begaperimenting with other
types of critical pedagogical approaches, such as a Baylm approach based on ideological
critique where students examine social/cultural/economic issuesgh critiques of cultural
studies artifacts such as advertisements and television sitcbiowever, | experienced
frustrations similar to those | had using a multicultural apgraaed became concerned that
these types of activities sometimes perpetuated the undeidgungs | was trying to get students
to critique such as consumerism or problematic identity politios.eikample, in one of my
classes | tried to get students to critique the realigvion show “The Bachelor” — a show in
which a successful, handsome man dates multiple women and elintinetesveekly until
finally choosing “the woman of his dreams” and possibly proposing to Ihesed this
assignment in a section we were doing on “gender in pop cultuveas highly upset by the
responses | received from this particular group of students, and hasetned to modify the
assignment to be used again. Some of the men in the clasd Eageing during the discussion
and making comments about how important a woman’s physical atraess is in
relationships. Although I tried to shift the discussion by posing questabout the underlying

societal issues from which their responses stemmed, likely, shasdion actually perpetuated
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the same types of problematic gender issues of beauty and baghy tina | was attempting to
use the exercise to confront.

It was through these types of teaching experiences that hldegéevelop the idea that
perhaps | was not using an appropriate critical pedagogical Inmdéhe local situation at
Wayne State. Moreover, | became concerned the goals | had ificalcteaching were
inappropriate as well. As | continued with my doctoral work in comiposand became more
enmeshed in the literature on composition pedagogy, the critiguasicdl pedagogy | read
resonated strongly with my own classroom experiences. Thquestiby Seitz and Durst, in
particular, connected with my perceptions that Wayne State ssudaphmainstream
background and instrumentalist views of education were key redsankwas not finding the
traditional critical pedagogical approaches generating thmestypes of response and
engagement as in my Evergreen classes.

To explore the differences | was noticing in how students respondietiitional critical
pedagogical approaches in particular academic settings, h hegeonsider the differences in
student demographics between schools like Evergreen and Wayne Staexafple, on its
Web site, Evergreen refers the school as a “progressive, pligiallarts and science college,”
with a mission “to sustain a vibrant academic community and eftelents an education that
will help them excel in their intellectual, creative, professi and community service goals.”
For 2007, Evergreen’s Web site claims an enrollment of 4,586 studertspmiyt 304 of that
total being graduate students. It also lists 18.3% “students of culih"the largest minority
group being “Asians/ Pacific Islander.” The college also daimly 0.4% of all students were

non-resident aliens.
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Wayne State, however, is a large urban research univerdityawituch more culturally
diverse student body. In the data available for 2007, the university Weatlasms an enroliment
of 33,240 students, with 21,145 of those students being undergraduates, and 2,87 8psundents
non-resident aliens. Although | cannot find an exact percentage numbmamfanity students,
the Web site data states that only 16,449 of the 33,240 total students inl&@®ddao be
“White, Non-Hispanic.” Additionally, the student demographics for Weaytage are particularly
interesting when considering students of Middle-Eastern descectrdheg to the Arab Detroit
Web site:

Because Arab Americans are not officially recognized asdard¢ minority

group, it is hard to determine the exact number of Arab AmericakBchigan.

The estimates range from 409,000 to 490,000 based on information from the

Michigan Health Department and the Zogby International poligeas/ely. In

the Greater Detroit area, estimates range from 300,000 to 350,000. t#hile

latest Zogby polls rank Michigan's Arab-American populatioreasrsd largest in

the US, after California, Michigan's Arab-American community Southeast

Michigan still has the greatest local concentration (CaliggsnArab-American

population is much more spread out). The Greater Detroit area hdsterae

population of Arab Americans. Arab Americans are believed tdhkethird
largest ethnic population in the state of Michigan.
Therefore, although Wayne State’s student demographics consisbosiderably high number
of Arab and Chaldean students, these students are not considered aty stundents and the
percentage they make up of the Wayne State community is unkn@an.day, however, that
typically between one-third to one-half of students in my freshmiating and intermediate
writing classes were students of Middle-East descent, usuadity br second-generation
Americans.

Seitz suggests that most critical writing teacherseand'degrees of utopian thinking”

from “liberatory teachers” to “liberal realists,” with tlewerlapping middle positions being “the

postmodern teachers, the teachers of critical citizenship, and the culidresseachers” (6). He
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argues that these middle positions “originate more from calldg® serve middle-class student
populations,” whereas “the strongest arguments for both liberagaghing and realistic
liberalism come from teachers who work with working class andigrant students” (5). Seitz
describes liberatory teachers as those with goals of expotidgnss to oppressive social
structures in order to self-empower and emancipate students lies®a same structures, and
liberal realists as those who agree that students need loallyriaware of societal issues, but
who “assert the ends of their teaching is to assist workingg,clainority, and immigrant
students entry to mainstream jobs with good wages and opportunitieSe(®).admits that he
has swung back and forth between these positions in his teaching.afgrdomould say that |
was more of a liberatory teacher in theory until actuakntered a classroom, but that | have
progressively moved toward the position of liberal realist. | woutghe that my transition in
thinking has been the result of working with the diverse population of studeklYayne State,
and recognizing how students’ larger educational and career goals affkct @oth the goals of
resistance and liberation espoused in traditional models of critical pedagogy

Transitioning from Teacher to Teacher-Researcher

Although | have been interested in globalization studies since mygradante career,
my idea to integrate globalization theory into critical pedagogg witially sparked by my
experiences in the global teaching fellowship (GTF) program in 280@art of the fellowship,
| traveled to Brazil during the summer to conduct academiaresén globalization studies, and
to co-teach a graduate-level academic writing course at tdideele Federal de Minas Gerais
(UFMG), a prestigious federal university in Belo Horizonte, BrakZhe course was titled

“Globalization and New Media.” | chose the course materials asgigraments on the
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“globalization” aspect, and lectured, facilitated course disonssand directed writing activities
on the material.

In teaching the course, | was immediately fascinated atldtel of interest and
engagement that the Brazilian students expressed in the gatioalimaterials and discussions.
Moreover, | was struck by the students’ initial associationlabah of the issue of globalization
with Americanization. For instance, when | raised questions to studeatg how they would
define globalization or what they considered to be predominant feaifigdebalization, they
responded immediately with references to corporations like McDgn&tdsbucks, and Coca-
Cola expanding in Brazil. They also raised the points that Hollywaoeh@ was now more
accessible to them than their national cinema, and that thiy abibe literate in English was
becoming essential in order to be successful in their society.dieussed the change in urban
demographic caused by globalization, in the sense that many i&@rafamilies from rural
communities were relocating to cities because they could no lohgeroff the land.” | was
fascinated that the students’ comments about globalization, anthéwakeen interest in the
discussion, seemed intrinsically linked to their nationality and Ietahtions. They saw the
physical landscape of Brazil changing to adapt to globalizatvbich most students seemed to
hold synonymous with Americanization.

Another of my responsibilities of the global teaching fellowship was to help to design a
implement the first sections of “global composition” for the HonGadlege at Wayne State
based on my teaching experiences in Brazil and academicaleseaylobalization studies. The
following fall, I taught two sections of global composition fosfigear students in the Honors
program. In this course, we explored the larger theme of globafizhy reading news and

journal articles, examining a variety of documentary films, laanng students develop multiple
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writing assignments in which they wrote about global issues andogedecritical analyses
based upon course readings, outside research, and their own partioigsrofanterest in the
larger issue of globalization. Similar to my observations in Brazvas pleasantly surprised at
the level of interest and engagement the students showed in sagitiogng assignments, and
discussions centered on the theme of globalization. Moreover, wheseivaeé my end-of-
semester teaching evaluations, many of the students wrote exdmexpressing opinions that
they particularly enjoyed the globalization materials becabhsg found them current and
relevant to their lives. In both sections of the course, | sawasimpdtterns in terms of how
students interpreted and discussed issues of globalization ilomaiatiheir personal situations.
For instance, whereas the Brazilian students associated gédlwadi with American companies,
culture, and values entering their local and national spaces, thaeWatate students
immediately discussed globalization in relation to issues suctheasoutsourcing of jobs
(particularly within the automotive industry) from America to otheunties, the importing of
foreign-made products into the U.S., and the rise in immigrategel( and illegal) into the
country. Although | delve into much more detail when discussing thltafive data from my
research, | want to emphasize the pattern | noticed that mastydents’ interpretation of and
responses about globalization were closely connected to theinemqes in the Detroit metro
area, and their personal connections to the automobile industry. Angghiéicant observation |
made was that students seemed to be negotiating the criitadiah and critical content of the
course with more engagement and less resistance than in my prieaochmsg experiences. My
hypothesis was that because most students,” American and fopsgsgnal experiences
connected with ideas within the vast range of issues that fdlinwthe broader topic of

globalization studies, that students were able to negotiate angratt¢he critical material
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through their own particular world view. Therefore, | knew thabider to investigate this
hypothesis, a formal research study would need to be developed.

Composition and Subjectivity

In order to articulate the contribution globalization theory can d¢ffaritical pedagogy
and service learning, | must first explore the larger issusubfectivity within composition
studies. As in many other fields, the notion of subjectivity asdgoeinified, rational, and
coherent came under critique with the paradigm shift from modertaspostmodernism. To
explicate postmodernism, composition scholars often turn to Lyotard, whask is
fundamental to postmodern theory. Lyotard relates the term “mbder“any science that
legitimates itself with reference to metadiscourse ofkimd making an explicit appeal to some
grand narrative such as a dialectics of Spirit, the hermen@itioganing, the emancipation of
the rational or working subject, or creation of wealth” (xxiii).otard defines “postmodern” as
“the incredulity toward metanarratives,” meaning that the postmoglaces into question all
totalizing historical and social theories, ultimately rejegtihumanism and destabilizing
traditional subject formations, and particularly, the grand naeratif the Enlightenment.
Lyotard’s suggestion that the break from modernism is marked etentering of the unified
subject is highly significant in understanding how | discuss the pboéaenultiple subjectivities
throughout my study.

For example, in_Fragments of Rationality: Postmodernity and thkje& of

Composition Faigley suggests that although the emergence of compositioassalidins closely
with the emergence of postmodernity, “composition studies tilts togrards modernism” (14).
Although he acknowledges that composition has been significantlgtedfdoy postmodern

theory, particularly its belief that knowledge is socially constructedydnges:
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Where composition studies has proven least receptive to postmodernitheory
surrendering its belief in the writer as an autonomous self, evartigie when
extensive group collaboration is practiced in many writing ab@sss. Since the
beginning of composition teaching in the late nineteenth centurggeolWriting
teachers have been heavily invested in the stability of theasdlthe attendant
beliefs that writing can be a means of self-discovery andleoteal self-
realization. (15)
He suggests that since its conception, the field has relied upaghteninent notions of the
unified subject positions in its expectations for student writingntdentains that although the
field has accepted the notion that student subjectivities arephaudind fragmented, “shared
assumptions about subjectivities — the selves we want our students tilbbshape judgments
of writing quality” (114). Faigley’s argument is particularlpngpelling in relation to recent
pedagogical critiques. For example, | suggest that Faigldgasi extend to other composition
pedagogies and are borne out in recent critiques of critical amiteséearning pedagogies,
specifically in Seitz's critique. One larger goal of tramhtl models of critical and service
learning pedagogies, for instance, tends to be that these amwedtiprove transformative for
students by helping them become more politically minded, civiallyaged, and tolerant of
others. Moreover, many critical pedagogy and service learmistructors maintain an
overarching goal that students will be able to communicate saokfdrmative experiences
through writing.

For example, in Seitz's ethnographic study of critical compositnstructor Rashmi’s
class, one subject of particular significance is Diana, a working-sfadent from a “blue collar”
Chicago neighborhood (141). Sietz’'s data shows how Diana is ablente &adiscussion on
homosexuality within the classroom differently from a simdanversation with neighborhood

acquaintances:

Diana’s themes and language in both contexts are similar, althbaghsocial
meanings intended for their audiences were radically differdm. d®rrectly
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reads the theoretical problem posed by Rashmi’s question and respdmats all

the while maintaining her conservative community’s disapproval. Whether

knowingly or not, Diana recasts all that she condemns as lingaistiency for

the academic market place when in the critical classroomdiBlgeurse outside

the class mocks issues of difference as fodder for GeraldoaR[...] In class,

she positions the voice of repulsion outside her subjectivity to &efsceealm of

“everywhere.” (144)

Seitz’'s example of how Diana is able to frame her conversatbditshetorical situations within
and outside the critical classroom raises key questions aboutewvhestructors can trust the
subject positions students assume in their classroom speech aing. Wwor instance, if students
assume liberal subject positions for the purpose of trying ta gebbd grade on an assignment
(because they think this is the teacher’s goal), but do not achd@lytheir statements as true,
then how can instructors know whether political pedagogical goakcaweally being achieved?
Or consider the possibility that within the particular rhetorical situatianadssroom discussion
or writing assignment, students assume “genuine” subject positions, ltinthiEferent social
contexts, they may view the same issue from a conflicting perspective.

Berlin discusses how the notion of unified subject positions has beeangwll by the
postmodern ideology that subject positions are products of materiabaiadl ®nditions, and,
therefore, are variable depending upon the particular historical moment. He argues

This means that each person is formed by the various discoupesystems

that surround her. These include both everyday uses of language in tee hom

school, the media, and other institutions, as well as materialtmmsdihat are

arranged in a manner of languages — this is, semiotically (like a sigmgysuch

as the clothes we wear, the way we carry our bodies, the wagchaol and

home environments are arranged. These signifying practices thdanguages

that tell us who we are and how we should behave in terms of segoas as

gender, class, age, ethnicity, and the like. (18)

Berlin suggests that because there are multiple signifying practipésy in any given moment,

“each of us is heterogeneously made up of various competing discocosdiscted and
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contradictory scripts that make our consciousness anything, butedyniioherent and
autonomous” (18). Here, Berlin touches on the overarching issue that studéhin
composition classrooms are fluctuating among multiple and, often, conflictirecspbgitions.

In Changing the Subject in English Clas4arshall Alcorn Jr. argues that the shift to

cultural studies within composition also had the effect of causimghgvteachers to expect to
witness observable shifts in students’ subject positions thattexflehe field’s new theories.
Alcorn charges instructors using cultural studies approachesattgmpting to shift student
subject positions as the goal of their teaching:

In changing the subject matter they teach, teachers swegha want to change

the subjectivity of their students. They see their teaching itigablterms; they

want to change the world, and this means they want to changebjleetsvity of

their students. In doing cultural studies, many teachers want to thake

students more politically responsible, more in dialogue with the geahtl

movements that dominate our time. Thus, the subjectivity of the stbdeomes

a subject that the method of cultural studies works on as it resfmtius subject

matter of a text. (2)
He points to Berlin, in particular, as a scholar whose theoretiodt evokes a postmodern
ideology of multiple subjectivities, but whose pedagogical goaloisstudents to assume
oppositional subject positions based upon ideological critique conducted iclagsoom.

Alcorn refers to the types of classroom practices Berlin dé&susn significant detail in

Rhetorics, Poetics, and Cultureshaving students conduct ideological critiques of television

shows, film, and advertisements in relation to issues of identityigsolio uncover binary
oppositions. He suggests that in placing too much emphasis on theapaiditire of his
teaching, Berlin often overlooked the value of students learning \telaye self-expression
through writing. According to Alcorn:

Berlin valued the right political ideas over expressive wgitil argue that

political ideas will never be right until there is attention taod freedom in, self-
expression. However, freedom is not, as most liberals assumenme,si
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spontaneous act. It is, instead, a difficult discipline that reqtivasall writers

engage as they struggle to find their own conflicting thoughts ake t

responsibility for those thoughts on paper. (3)

While | disagree with Alcorn’s over-generalized use of the t8ilperals” and their views of
“freedom,” | do, however, strongly agree with his assessment abeuwonflicting notions of
student subjectivity in theory versus practice within composition studies.

Therefore, it is my intention in this pedagogical projectxpamd upon Alcorn’s point. |
suggest that the growing body of scholarly critiques in critical service learning pedagogies
reveal a similar tension between postmodern notions of multiple sulijes, and classroom
practices that attempt to shift students’ subject positions basegdolitical goals. | point
specifically to globalization studies, and its emerging body afrtheas a way to integrate
theoretical notions of multiple subjectivities into pedagogicactice. Globalization theory, |
think, seems to have more potential for changing pedagogicalcgrac composition studies
than postmodernist theory did. For instance, composition imported postmbeem in a way
that deepened the split between theory and practice; however, imgaattiaylar concepts from
globalization theory has the potential to begin reuniting theory antigeraln the next section,
for instance, | discuss David Harvey’s notion of relational spacgiggest that this concept can
provide us with a revised understanding of classroom spaces. | talk Haosey’'s work not
because space is a central concept for my study, but becausdedi®f how multiple
subjectivities shape a space is a way of using theory tonkegi@dagogical practice so that it
more effectively incorporates a presumption of students’ and instsuanultiple subject

positions.
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Globalization Theory, Multiple Subijectivities, and Pedagoqy

In Spaces of Global Capitalism: Towards a Theory of Uneven Geogahphi

Development Harvey maintains that although we certainly cannot perceivenlieeent nature
of people’s shifting subjectivities within a classroom space, tiefe students’ heads are at,” in
order to understand the dynamics of classroom environments, we mustttaleecount that
every individual within the room (including the teacher) is constasitifting subject positions
as they relate words, concepts, ideas, etc., to their personaleexpsr politics, values, etc.
(128). Harvey suggests that within the global era the concept afe shas become
multidimensional, and he identifies a tripartite division of spacebsolate, relative, and
relational (121). Rather than being absolute, or solely connextbe idea of place or territory,
space from a global perspective is constantly shifting and beioduced. The idea that
classrooms are the spaces of shifting political subjectiyitidsch | will call transcultural
subjectivitieS, many of which have been formed and are being formed by globa, fraises
guestions about how composition pedagogies can better negotiatelticasa#tihg spaces. For
example, in theorizing transcultural subjectivities in relatioart@pproach like service learning,
we must consider the spaces of both classrooms and communities. g these spaces, we
must consider the ways in which students,” community partners,’ amddtwss’ shifting subject
positions affect the various dynamics occurring within partictlEssrooms and service learning
field sites.

Considering the transcultural subjectivities present in today'ssmams and
communities also raises the discussion of how factors assoeigtedlobalization, such as
human migration and mass media, affect subjectivity. Harvey, ftanios, begins to elucidate

how drastically issues of globalization complicate postmodern subjedivitie
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Du Bois long ago attempted to address this [multiple subjectiwvitygrms of what he
called ‘double consciousness’ — what does it mean, he asked, to cduiry ameself the
experience of being both black and American? We now complicatgugtstion further
by asking what does it mean to be American, black, femalealesand working class?
How do those relationalities enter into the political consciousoke$ise subject? And
when we consider other dimensions — of migrants, diasporic groups, tandstiavelers
and those that watch contemporary global media and partiaiéy #ind absorb its
cacophony of messages — then the primary question we are fabeid wnderstanding
how this whole relational world of experiences and information igésnalizedwithin
the particular political subject (albeit individuated in absolutees@ad time) to support
this or that line of thinking or action (128).

Harvey suggests that people’s shifting subjectivities are taffeby global flows (people,
technology, capital, etc.), and that the multiple, and as Berliniomsnioften conflicting subject
positions people embody affect the way they will think and actgiven context. He, therefore,
makes a claim for looking at the relational nature of spacgato new understandings and
articulations of multiple subjectivities within the global economy.
Harvey’s discussion of the space of the classroom deals spigifiath the concept of

multiple subjectivities. He suggests that from the perspective of relatpaed:

Individuals in the audience bring to the absolute space and time taifikled| sorts

of ideas and experiences culled from the space-time of treeirdiectories and all

of that is co-present in the room: he cannot stop thinking of the arguaver

breakfast, she cannot erase from her mind the awful images tf ded

destruction on last night's news. Something about the way | talk rersamdsone

else of a traumatic event lost in some distant past and my wemdsd someone

else of political meetings they used to go to in the 1970s. My wexgeess a

certain fury about what is going on in the world. | find myselhking while

talking that everything we are doing in the room is stupid and trivial. (127)
He claims, in other words, that from a relational perspectivggaaes and the subjectivities
within that particular space, are being produced at a given maménte by all the variables

coming together, and also by how all those variables have been stmapate being shaped by

social processes that span time. For instance, to exemplify relationg| lspacaintains:
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An event or a thing at a point in space cannot be understood by appédatt

exists only at that point. It depends upon everything else going on around it (much

as all those who enter a room to discuss bring with them aaresy of

experiential data accumulated from the world). A wide varietydisparate

influences swirling over space in the past, present and future rtcateeand

congeal at a certain point (e.g. within a conference roomgfinedthe nature of

that point. (124)
Harvey’'s example of relational space as being produced bgxieriential data the discussion
participants bring into the room is helpful for explicating thedcaltural dynamics of today’s
classrooms and communities. His example depicts that physicassgaich as the pedagogical
settings where | conducted the research for this project, musexbained with the
understanding that the space is constantly being produced and shiftaeyupes the unique
combination of students within the space, and all of the sociaédditat have shaped their
knowledge, values, assumptions, etc.

| suggest that there is a need for this kind of analysis whereag the critiques of
critical pedagogy, like those by Durst, Seitz, and Trainor, atiqueas of service learning, like
those by Flower and Himley. Although the authors’ do not discuss tideprs they raise in
terms of shifting spaces based on unique combinations of particideeys;can be read in that
way. In the example of Rashmi’s student Diana | discusseredadr instance, Sietz is only
able to make his claim about the different subject positions she assumesawi outside of the
classroom by learning important contextual details about herHiéeasks her opinion about
social issues in different spaces surrounded by different aedi¢hat she relates to in different
ways. Therefore, to make a claim critical pedagogy faediana, or that her subject position

must be ingenuous in one of the situations, would be overlooking the sigodiof how her

subject positions shift in relation to her setting and company.
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Perhaps traditional models of critical pedagogy and servieenifey are setting
unrealistic goals in expecting to be able to see coherentdararaions in their students through
the course of a class or in writing assignments. | think by fiutiserecognizing how students
embody multiple subject positions, we can realize that a patticamment made in class or the
thesis of a writing assignment are not of central concern. Theuestions seem to be: Did the
students seem to look at issues from different perspectives? Did tharessigior projects seem
to be productive and useful? Did the students’ written work seem t@wpluring the term?
Moreover, a great deal of classroom interaction also depends upothdwogroup of students’
shifting positions mesh with the instructors’ subjectivities, anith #se case of service learning,
the community partners’ as well. Consider, for instance, the mu#tiyfdgctivities involved in a
service learning activity like the one described by Peck, Flower, and Higgins:

Mark and ten other teens used writing to investigate the reasons for gesaan

student suspension in the public schools. To present this “policy pdpet’and

his peers organized a “community conversation” with the mayor, thiame

school board president, principals, and community residents, in which Mark

performed a rap written from a teen’s perspective and his peerpreted it for

the audience. (200)

How could a qualitative researcher even begin to analyze thenoeitaf such a project without
taking into account the vastly different subjectivities of those inddv&herefore, all of the
participants’ roles must be acknowledged when examining why tHisiar project seemed so
successful.

Consider, for instance, how teens’ and college students’ subjectivities neaghitied in
relation to some of their various potential audiences (and the spasesaudiences inhabit). For
example, Mark told a reporter that “his college-age writingntoreat the CLC had helped him

‘find ways to get [his] message across without insultin’ pedjgledhe very people he thought

never cared” (200). Mark’s comments suggest that the college memtoe pivotal mediators
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between the students and members of the school and local comniinatynentors’ personal
distance from the controversial issue allowed them to help thenssuthey were tutoring better
consider their audience to avoid offending them. However, because otctmeiection with
youth culture, they were also able to help the youth relay thessage in the local forms in
which they felt most comfortable, rap and student interpretation. @amisow the principals or
school board members would have reacted if the students had tried roowthevolition to
present a rap discussing their issues with suspension — in other Waengsrap had not been
developed in the context of a community literacy project. Likely, dhelents might have
received suspension, or some other form of rebuke, rather than hlagiogportunity to share
the rap with the media and other community members.

Although it is impossible to account for the shifting subjectivibéstudents, mentors,
community leaders, and school faculty, in order to understand thessuaftcthe project, the key
factor to consider is how this unique combination of individuals and @esiviesulted in a
positive outcome. For example, Peck, Flower, and Higgins suggeshihatatticular project
should not be used as a model for other service learning coursgdicate. They argue: “More
importantly, ideals and great ideas do not come with operating instrsicThe claim we do
make is that community literacy must be shaped in a processqoiry, observation-based
theory building and praxis” (206). In the following sections, | suggestahe of the central
ways to expand the focus on multiple subjectivities within crippeglagogy and service learning
specifically, and composition studies more broadly, to begin rgvmim theories and practices
within the field is by examining how patrticular concepts frombglization theory may broaden

discussions of subjectivities. My aim is that expanding pedadodisaussions of critical
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pedagogy and service learning to reflect a global theoretaalefivork will allow for revised,
and, | hope, improved pedagogical models. Bill Cope and Mary Kalantis argue:

To be relevant, learning processes need to recruit, rather tleampato ignore
and erase, the different subjectivities, interests, intentions, daments, and
purposes that the students bring to learning. Curriculum now needs tomittesh
different subjectivities, and with their attendant languages,odises, and
registers, and use these as resources for learning. (18)

They suggest that with the increasing diversity in classraamdscommunities, and the global
interconnectedness throughout the world, the whole idea of languageggdagst change to
engage students’ multiple subjectivities and multiliteracieghénfollowing sections, | discuss
how four particular concepts within globalization theory — homogeneity tseterogeneity,
community, and citizenship — may offer significant insights th#taNow critical pedagogy and
service learning to begin revising pedagogical practices fiectetheories of multiple
subjectivities.

Key Concepts in Globalization Theory

Before discussing my qualitative data and findings in the follovangpters, here, |
present an overview of key concepts from globalization theory tha touBame my research
study. My aim is to show how these particular concepts — homogeammityheterogeneity,
community, and citizenship — function in innovative ways within globabnatheory that can
expand theoretical discussions of critical and service learniniggpgies in composition
Therefore, within the following sections, | provide a general theateoverview of these four
concepts in globalization theory and discuss their significance donpasition studies,

particularly in relation to the issue of student subjectivity.
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Homogeneity and Heterogeneity

Although the terms homogeneity and heterogeneity are used ubiguitogébbalization
theory to represent binary oppositions, | purposefully group them &rgeikihile some theorists
argue that global economic changes have allowed us to entea af eultural pluralism and
hybridization in which global flux is enabling the formation éw hybrid cultures and
promoting heterogeneity, others view globalization in terms ofu@lltstandardization, as
creating a homogeneous world. They believe that although globatiftyxcontribute to ethnic
diversity within certain geographies, it ultimately allows caggtalio become the defining world
culture. | suggest that this homogeneity/heterogeneity debgtehalization theory is central to
debates on subjectivity raised within composition studies. Moreoveerrditan looking at these
two concepts as binaries, | argue in agreement with scholarsughbest that homogeneous and
heterogeneous forces associated with globalization are dialéctielated. Roland Roberson,
for example, asserts that

It is not a question of either homogenization or heterogenization, but

rather the ways in which both of these tendencies have becomecteat life

across much of the late-twentieth century world. In this perispeitie problem

becomes that of spelling out the ways in which homogenizing andgetezing

tendencies are mutually implicative. (27)
In this section, | discuss how critical exploration of the tensiohsds® the homogenous and
heterogeneous aspects of globalization can be used to expand thenfocukiple subjectivities
within critical pedagogy and service learning. Moreover, | sggthat such analysis is a way to
begin undertaking developing critical pedagogical approaches that ketve the needs of
working-class, minority, and immigrant students

In “Disjuncture and Difference in the Global Cultural Economy,” for exapfgbgpadurai

discusses the homogeneity/heterogeneity debate in specific terms:
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The central problem of today’s global interactions is the tensitweela cultural
homogenization and cultural heterogenization. A vast array of emlpfacts

could be brought to bear on the side of the 'homogenization' argumentuahd m

of it has come from the left end of the spectrum of media studiel some from
other, less appealing, perspectives. Most often, the homogenizatjomeant
subspeciates into either an argument about Americanization, or an argument about
‘commoditization’, and very often the two arguments are cloggtgd. What
these arguments fail to consider is that at least as ragmdigrces from various
metropolises are brought into new societies they tend to becaligemized in

one or other way: this is true of music and housing styles as asuiths true of
science and terrorism, spectacles and constitutions. The dynamissclo
indigenization have just begun to be explored in a sophisticated manner, and
much more needs to be done. (295)

Appadurai sees globalization as promoting cultural heterogeneitgrritan homogeneity by
arguing that even cultural forms commonly associated with homogemizatich as mainstream
media and sports, become indigenized in ways that make them unigegaRgle, he begins to
elucidate the dialectic between homogeneous and heterogeneous forces:

The globalization of culture is not the same as its homogenization, but

globalization involves the use of a variety of instruments of hompggoin

(arnaments, advertising techniques, language hegemonies, and cloth@&sy sty

that are absorbed into local politics and cultural economies, onlyreph&iated

as heterogeneous dialogues of national sovereignty, free entergmige

fundamentalism in which the state plays an increasingly delicate role. (307)
Appadurai suggests that aspects of globalization traditionally iagsdbavith the homogeneity
side of the debate, such as mainstream media, advertisements, aad palpule, often become
localized and create new hybrid cultural artifacts.

Consider, for example, hip-hop music, which originated in the Bronx, Nank, Yh the
late 1970s and was associated with African-American youth cultitfteough hip-hop began as
a small movement within the US, it is now a highly commera@dlimternational form of

popular music. However, in addition to mainstream commercial hip-hogljZed, indigenized

hip-hop musical forms are now found all over the world. Andy BennettigsBss the growing
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interest in diasporic hip-hop and how hip-hop culture becomes localizeéwn authentic,
forms:

More recently, a new school of hip hop theorists, in considering istepge of

hip hop culture outside the African American and wider African-diaspeorid,

have contested earlier interpretations of hip hop, suggesting instgdd hop is

culturally mobile; that the definition of hip hop culture and its attendant notions of

authenticity are constantly being “remade” as hip hop is apptegrby different

groups of young people in cities and regions around the world. (177)
In order to explore how hip-hop becomes localized into new hybrid, fBennett conducts
ethnographic research examining local hip-hop cultures in Frankfuitlamm, Germany, and
Newcastle upon Tyne, England, and he also cites comparable studiesaliZed hip hop
cultures in France, Italy, Sweden, Japan, Ireland, Australia, and Newdeala

Along with hip-hop music, the mass migrations of people and mediaiatssbuith
globalization have spawned growing interests in hybrid art fornmgukeges, etc. Look, for
example, at the emergence of new artistic forms, such as ¢hested by black-diasporic avant-
gardes and Chinese avant-gardes, that reveal in their formak rea tension between global
postmodern art and indigenous culture. Here, | argue that hybridarektan exploration of the
homogeneity/heterogeneity debate in globalization theory caisdmwithin writing classrooms
to begin undertaking the development of innovative new pedagogical appsothat allow
students to explore their own transcultural subjectivities.

For example, the students in my “Thinking Globally, Writing Localtyisses were

assigned excepts from Gloria Anzaldua’s Borderland/ La FromtedaKaren Yamasita’'s The

Tropic of Orangewhich | felt were strong examples of hybrid texts emerdfiog the processes

of global flows. During the last semester that | researdie course, | added a writing
component to the readings based upon suggestions by Barrett Watten, beerneénmy

committee. As | described my intention behind using such hybrid, exgreaihtext, he asked if
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| had given the students opportunities to create their own cultutal therefore in the winter
'07 semester, the readings were followed up with a two-partingriassignment. These
assignments were shorter writing assignments for lesht ¢hen the formal essays, and were
posted on the “discussion board” section of the course Blackboard siatsthey would be
visible to other students enrolled in the course. The first part of the assignnsead fedlows:

The concept of subjectivity refers to an individual’'s unique experieaces
consciousness, often referred to as a person’s “subject positi@amy stholars
now contest the idea that humans have a singular (or genuine) sitlyjethey
argue that people have multiple subjectivities that are constahifiyng and
being negotiated, and that we embody different subject positions depamding
our environments at any given time. For example, in Borderlandsitatera
Gloria Anzaldua discusses what she calls a “borderlands” idettdly she
associates with her various roles as Chicana, Anglo, Indiannisgmiesbian,
academic scholar, poet, etc. She chooses to express these rsubipletivities
by writing an experimental text that uses a mix of languyagkifts between
poetry and prose, shifts between personal and academic writincarearmdjes
words into various patterns to create different meanings. Thignassnt is an
opportunity for you to consider the concept of multiple subjectivities @anudiaty
with experimental writing. What different subjectivities do yoobedy — ethnic,
spiritual, personal, political, a particular event in your lifattdeeply affected
you, etc. — and how do you want to express these in a text? You mpgeaisg
prose, personal writing, academic writing, visual images, anyiéges, slang, or
dialect.

Following the students’ creation of their experimental text, doersd portion of the assignment
was as follows:

Discussion Board Assignment 2 asks you to reflect on the decigonsiade in
creating your experimental text. For example, why did you chaogeesent your
work in a particular form — poetry or prose or personal writingsiral images or

a blend of these? Why did you or did you not choose to use StandarshEngl
What were you trying to convey or express with your text? Alssguds the
concept of multiple subjectivities and hybrid identities — do youeagii¢h the
notion that we have shifting subject positions and that perhaps ip&ssible to
ever convey a true or genuine “self"? In other words, is “discogenwho we
really are” even possible? Or, do you think that we do have a unifregllar
subject position that defines us as individuals and can be expressezkifd This
should be a formal piece of academic writing that is wellitewr, -structured, and
-edited. However, you should be honest and creative and use this asgigsme
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an opportunity to reflect upon ubiquitous terms like “identity” and “celtand
“self.”

The various texts and responses | got from the students werenjerasiing. For example, one
student named Alex chose to write a poem in which he reflectduisorultural and linguistic
heritage. Here is a short excerpt from his piece titled “[Romanian] Aareri

[...] Identity.

| was a boy.

| was my father’s son.
| was a foreigner born in cold place,
Constantly reminded my language, mannerisms, the food | ate
Failed to meet some simple requirement.
Was | not made of flesh and bone?
Did | not have a heart?
Identity. [...]
Acceptance.
The answer, | found, was no.
| realized the choice was mine, and made a decision.
| was a boy, my father’s son, a Romanian American, an American.
| choose not to let these prima fascia definitions dictate and restragnomvth as an individual.
| want to be a boy, my father’s son, a Romanian American, and an American.
| choose to be all those people, as one person, as myself.
| am an American.

| have come to Accept myself.
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In the second portion of the assignment, Alex discusses perceptimmssabjectivity that he is
exploring within the poem. He says:

It is easy to argue that culture and mainstream power definewehare in

relation to certain quantifiers. We are constantly reminded keatlbthing we

wear, the company we keep, and the physical attributes agdignes are the

deciding factor of who we should be. But, | disagree with this notiomegnti

[sic], because | believe it is possible to use all diffeemmects of what is labeled

“multiple subjectivity” to define your authentic self. For exgenthe outside

world views me as Romanian, a boy, a student, and all of these tthsisncarry

with them a set of explanatory meanings. [...] To an extent diljgcan be

relative to the individual, but to understand oneself you must allow ybtwse

explore your own multiple subjectivities and create an uncéstridefinition

using all that apply.
In this except, Alex argues in support of the postmodern notion oipheutiibjectivities while
making the claim that these subjectivities ultimately meogéiteate an overlapping, complete
definition of my authentic self.” His struggle to differentiaetween modern versus postmodern
theories of subjectivity is similar to how many composition scholars continsteutggle to grasp
the nature of student subjectivity within the writing classroonrt. iRetance, in my earlier
discussion of composition and subjectivity, | addressed the concept efdusuidjectivity, which
Faigley suggests remains problematic within the teachingithge He argues that discussions
of subjectivity in composition are complicated by the issue thab ‘related notions of the
individual are frequently conflated” — the high modernist coherent notion of theidodi and
the “postmodern ‘free’ individual of consumer capitalism” (17). Atrib&t, | suggest that these
two conflated notions of subjectivity are quite similar to the hamedy versus heterogeneity
debate in globalization studies. The main problem with these debdtenk, is that academic

disciplines tend to present issues in black and white. Howeverwiithen the gray areas of

scholarly debates where | think the most complex arguments often lie.
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Many of the students struggled with concepts of subjectivitywags similar to Alex.
With the exception of two responses, the students seemed confidentideahthat they have
multiple subjectivities based upon their unique life experiences. biotiee students, however,
were willing to completely give up the notion that they did not alse lsame form of authentic
self. | realized that the assignment, like contemporary theetythe students to grapple with the
concept of subjectivity as either unified (which was conflatedh \ggnuine or authentic) or
multiple. For example, consider the conclusion of Alex’s discussion board post:

| find that | redefine myself in terms of subjective descrip@rsry day. The

process by which this occurs is a combination of self assesameraiso gaining

new insight about how my mind formulates answers to specific qussti |

reaffirm, every day, my status as a young man in a stateapige. | have learned

to unrestrictedly define myself subjectively which will help move forwatd the

future and continue to grow as an individual.
Alex comes to the point of view that he is an authentic individugdidethat he embodies
multiple subject positions. | tend to agree with his assessment. Whiladvalekige that students
(or humans, more generally) are constantly fluctuating betwadtiple subject positions that
often conflict and contradict, | feel that we must still viewirtlveorldviews as authentic and
coherent within a particular moment in time and space. Therdfargue that we must look at
the complex nature of transcultural subjectivities to explore howcpkr combinations of
students, environments, and activities cause certain effects.
Community

The use of the term community within composition studies has becomested
territory in recent years. According to Thomas Deans, for pi@mScholars have questioned
how certain uses of community (which often assumes an emphasis enss)scan function to

gloss over important matters of difference and squelch dissent” I(28)is section, | discuss

how the concept of community is being reconceptualized within glokbaliztéteory, and argue
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that this new conception of community is particularly useful faicali pedagogy and service
learning. For instance, | discussed how Harvey’s notion of rakdtgpace can provide a revised
understanding of classroom spaces so that composition pedagogy caneffeatesely
incorporate a presumption of multiple subject positions. Here, | build ip®idea to illustrate
how globalization theory also has the potential to unfix concepts of oartyrand citizenship
as connected to the idea of place.

Appadurai views the spaces of globalization as separate frosp#oes of nationalism,
and suggests that an ongoing tension (which sometime erupts aseiotdnadamentalism) is
created when global flows come in direct contact with natiopates or physically bounded
territory still connected to ideas of nation or country. Sask&se3asuggests that we should not
view issues of nationalism and globalization in isolation. The nataig;saccording to Sassen,
has been inaccurately perceived throughout history “as a contagpegsenting a unified
spatiotemporality” (260) when it actually consists of multiple ighés and temporalities that
are constantly interacting on global and national levels. The teasated within the territorial
zones as global and local practices overlap and intersect isfghe globalization process, as
local communities and landscapes maneuver within the global era.

In Imagined Communities: Reflections on the Origins and Spread atibridlism

Benedict Anderson argues that the concept of community is anniethgonstruct. He connects
the term community with other concepts such as nationalism, natyoraald nation-ness, and
maintains that these concepts are “cultural artifacts of tecplar kind” (4), because they have
“come into historical being, in ways that their meanings haveggthaver time” (4). And, more
significantly, that their coming into being has been through the wgskof imagination. He

offers a definition of nation as “an imagined political commun{§), and suggests that “all
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communities larger than primordial villages of face-to-fametact (and perhaps even these) are
imagined” (6). Anderson links the rise of print capital witie trise of nationalism, and
specifically, the daily newspaper, because the reader imatjsedhe ceremony he performs is
being simultaneously replicated by thousands (or millions) of othevghose existence he is
confident, yet of whose identity he has not the slightest notion” (@@ganing, then, that
although we, as Americans, will never know millions of other Amasc®ecause we read the
same news, and share a common language and national literatuneagueei ourselves as part
of the nation of America.

Anderson claims that nations are imagined for three key reaboss. “because the
members of even the smallest nation will never know most of fédEw-members, meet them,
or even hear of them, yet in the minds of each lives the imagjeemfcommunion” (6). His
second major point is that the idea of nation is “imaginelthated because even the largest of
them encompassing perhaps a billion living human beings, has finigdasific, boundaries,
beyond which lie other nations. No nation imagines itself coteyas with mankind” (7). Here,
it is important to point out that Anderson associates the ideatiofihnwith the concept of space,
with the imagination functioning to connect the ideas of nation tolalesbounded territory. For
example, because there are maps that represent America @ssa@nte physical territory,
Americans imagine themselves as connected to the physica apagell as the people living
within it. Anderson’s third point is that the idea of nation “is inm&gi as a&ommunity because,
regardless of the actual inequality and exploitation that mayaprin each, the nation is always
conceived as a deep, horizontal comradeship. (7). Here, Anderson pointgotmnection
between human subjectivity and affective experience, and notions ofwutyrand nation. |

suggest that these deeply emotional attachments to ideas of coresnand nations are also
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attachments to concepts of absolute space such as Harvey desd@fitbtes a nationalist
framework, people imagine themselves connected to a group of others thbgnview as
connected to an absolute space that serves to bond their group as a community or nation.
Extrapolating from Anderson’s notion of how communities become imagirsajgest
that the same logic that links the role of print media with dreation of imagined ideas of
community or nationality also holds true to electronic media. Torxeglobal flows are causing
notions of community to expand outside of a nationalist framework. Appadtgaes that
electronic mediation and mass migration are the two predomindatdeaf globalization that
have changed the workings of human imagination under conditions of gltioalizde suggests
that “more people than ever before seem to imagine routinely tiséojhios that they or their
children will live and work in places other than where they were”d@x In other words, as
conceptions of bounded space have become destabilized by human mignadi@isbal flows,
conceptions of community have also begun to represent ideas that amegap donnected to
place or territory. John Ede, for example, suggests that “commasnitythe process of being
disembedded, therefore, to the extent that we identify its rewdimst on a non-local, non-
spatially bounded basis” (Eade, et al 25). Therefore, if communibp ifonger imagined in
relation to absolute space, or the dominant language of the mediadass@n defined it, then
people can be living in places throughout the world, speaking the domingnate and reading
the national news of the place they are living, but imagining telees as belonging to other
communities or nations. The term community, in fact, in the cageedhternet, no longer has a

spatial reference at all. In_Geographies of Writibhgedra Reynolds discusses how people’s

participation in online communities often removes them from thmatial communities. She
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suggests that people have begun to turn to online communities “todatfik of their needs not
being met by physical communities” (35).

The rapid emergence of technology and electronic media has beeoulpdti
transformative for composition studies. Reynolds discusses why notibnsliscourse
communities as spatially bounded no longer hold true for the fieldné&f€]is more consensus
that process writing, discourse communities, and otherwise linderumded concepts no longer
construct aradequate theoretical model, especially in a postmodern era definelédbronic
technologies and changing populations” (5). The various ways tharthedommunity is taking
on new meanings in the global era is of central importance tdidraadi models of critical and
service learning pedagogies. | argue that traditional modéhesé pedagogical approaches rely
upon spatially bound/nationalist conceptions of community and citizenship.

Moreover, | suggest that this problematic conception of community &rmdnship is an
overarching concern implicitly raised in scholarly critigoéshese pedagogies, such as critiques
of critical pedagogy by Durst, Seitz, and Trainor, and critiquiesrvice learning by Flower and
Himley. Although the authors do not discuss the problems they raisenis of this position, in
the following chapters | discuss the critiques in detail to showthewcan be read in this way.
| also use qualitative data from my research study to argaie incorporating ideas from
globalization theory into these pedagogical approaches is aovegin conceptualizing notions
of community and citizenship from a transcultural rather than nationalistdvark.

Citizenship
Like the concept of community, notions of citizenship have become wataol by
globalization, which has lead to the expansion of the term within gtaliah theory to include

concepts such as transnational citizen$hipexible citizenship', and cosmospolitanisfh The
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broadening of the conception of citizenship moves past national orljged conceptions. In

Immigrant Acts Lisa Lowe discusses how the concept of citizenship has been viewed

national perspective: “Citizens inhabit the political space onhtten, a space that is, at once,
juridically legislated, territorially situated, and culturaynbodied” (2). Numerous scholars
within the field of globalization studies, including Lowe, maintdiattglobalization theory is
broadening concepts of citizenship outside this type of the nasborfeimework. Martin
Albrow, for instance, points specifically to conceptions of commumiy @itizenship within
globalization theory as a way to more fully articulate to hdwsé concepts have been
transformed in the global era. He argues,

Migration no longer carries the same meaning when resiadengerk away from

home or abroad is a way of maintaining social relations atandest But if social

relations are regularly maintained at a distance then conadptscality,

community, and even citizenship are strained to accommodate them.d sdek

through globalization theory to provide conceptualizations which are more

sensitive to the new conditions of local living. (37-38)

His comments suggest that conceptions of citizenship and commurtitin wglobalization
theory now take into account that people in the global era oftemlimations and communities
of which they are not citizens, and which they may not even consider home.

Following Albrow’s suggestion that nationalist concepts of commuaniy citizenship
are no longer adequate to describe the conditions of global sdaetyie that one of the central
issues facing critical and service learning pedagogiesewasaled through close readings of
scholarly critiques in the following chapters, is that traditionatels of these approaches still
view the concepts of citizenship and community from a nationalispgetige. For example,

consider how traditional models of these pedagogical approachessaridbel in_A Guide to

Composition Pedagogigesne of the foundational texts still commonly used to show the @nge

pedagogical approaches within the field.
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Ann George’s chapter on critical pedagogy within the collegbi@mvides the following
definition: “Critical pedagogy, (a.k.a. liberatory, empoweripgdagogy, radical pedagogy,
engaged pedagogy, or pedagogy of possibility) envisions a socieginmaly pledged to but
successfully enacting the principles of equality and justicalfb(92). George makes the point
that the major distinguishing factor for critical pedagogysisexplicit commitment to education
for citizenship” (93). The overview of critical pedagogy Georgesgmes centers predominantly
around the works of the major critical pedagogical scholars, wihendescribes as “a group of
mostly white, middle-class men” (93). In describing critical pedats leading scholars this
way, George touches upon a key concern that resonates in retguesr— that a progressive
pedagogy designed to promote citizenship, democracy, and eqsdbtynided on the ideas of a
somewhat homogenous group of elites.

In Laura Julier's chapter on service learning in the sameatmh, | suggest a similar
concern. She discusses a number of prominent educational scholars winostegce learning
the appropriate pedagogical complement to educating for civizevidnd democratic
citizenship” (134). As | show in chapter 4, however, scholarly criiqpfeservice learning that
have emerged since this publication suggest that traditional skxaiceng approaches perceive
citizenship from a nationalist perspective, and support problematics gdatransforming
students’ subject positions based on these outdated notions of citizenshipfoiie, in the
following chapters, | investigate the critiques of critical gedpy and service learning in relation
to my qualitative data to research whether incorporating cooecsptof citizenship and
community from globalization theory in these pedagogical models®égiaddress issues posed

in key critiques.
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Research Context

Before delving into my qualitative data in the following chapters, in thisosed discuss
how | designed and implemented the “Thinking Globally, Writing Lggalhtermediate writing
course that the study is based upon. | conducted the study duringdhsseutive semesters in
which | was teaching English 3010, or intermediate writing, @saduate teaching assistant
(GTA) in the Wayne State English department. The winter 2007avgaeseral education section
of the course, whereas the fall 2007 and winter 2008 semester$iaeors sections. Therefore,
students enrolled in those courses were students who had been foooglied into the Honors
College. The mission of the Honors program at Wayne State [@dtaote informed, engaged
citizenship as the foundation for academic excellence in a digtrbal setting.” To fulfill this
mission the program maintains four pillars — community, serviceareh, and career — that
align with the students’ four years in the program. The studantsyi classes were in their
second year of the program focusing on the service pillar. Durimgfitis¢ year in the college,
they focused on the pillar of community by taking a two-semestguence called “The City and
Citizenship,” for which the Honors College Web site provides the following deseripti

The course includes both lectures and a freshman seminar, and ersaetese of

community within the Honors first-year class. You get to know one anatit

take advantage of the Cultural Passport, which includes tioketsltural and

entertainment events. The year culminates with students workisigall groups

to create a community-based research project on topics suchladitehacy,

recycling, or poverty.

Within this two-course sequence the students do not actually ukeléhi@ community-based
research project that they design, because the servicéenip@momponent of the program falls

during the second year in Honors 3010, the course | researched.ogh@npemphasizes that it

supports service learning rather than community service: “Sdeaceing is not volunteering —
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it's servingand learning. It provides solid, needed work to the community and enriahes y
knowledge and understanding of society while advancing your acaderpiargiien in your
chosen field of study” (Honors College Web site).

English 3010 is the second writing course in a two-course wrigggesnce required for
students enrolled at Wayne State. When students are accepted umaovdisity they are placed
into either English 1010: Basic Writing, which is a pass/fail ®gesared for students who need
extra skill development before taking a college-level writilags, or English 1020: Introduction
to College Writing, or “freshman comp,” as it is commonly refeérno in the field. According to
Ellen Barton, the chair of the composition program at Wayne, madrsis are placed into 1010
or 1020 based upon their ACT score; however, students who do not have an AC®rsemh
to try to change their placement take the English Qualifiixgm (EQE). For example, during
the fall semester 2008, approximately 55% of incoming students were placed intorftD48%a
placed into 1020. However, only 20% of incoming students chose to tak€theHfeshman
composition is required for all students other than those who receiveadadl/®lacement (AP)
credit, or those who tested out with the College-Level Examind&iogram (CLEP) test for
basic composition. These students are placed directly into intetmediting. English 3010 is
one of several available courses at Wayne that can be takermsfp ta intermediate writing
requirement. Students are also required to take a third writingeauthin their defined major.
Because intermediate writing is a university-wide requirentaetmajority of students taking
3010 are in majors other than English. | should also point out that a handfudehts in each
of the three semesters | conducted research were students whewadsty taken the classes |
taught in English 1020 or Honors 1050, the Honors equivalent to freshman composition, and also

the global composition course | developed as a global teaching fellow.
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Earlier in the chapter, | discussed how my interest in rateg globalization studies
into a critical pedagogical approach developed through my teachkpeyiences in the GTF
program. | must also acknowledge how the final decision was madepltenient a combined
critical pedagogy, service learning approach for my rebesttmly. While teaching Honors 1050,
| was also collaborating with several Wayne State compasigirofessors to expand the
university’'s service learning program. | worked closely witlhf€ssor Gwen Gorzelsky, my
dissertation advisor who also teaches service learning classdsyelop a 3010 course with a
service learning component that would both fulfill the needs of the idgmogram’s second-
year pillar of service, and also serve as the basis for mgrtiien project. To design the
service learning component of the course, we met with potential aaitynpartners in order to
choose appropriate service learning sites. | originally deciged Shady Grove Elementatya
school within Detroit’'s “Mexicantown” district where my collegeidents would be required to
do 20 hours of writing tutoring for the predominantly Latino student Body

The Ambassador Bridge connecting the US and Canada stood nearlgforthet
thought that this particular service learning site would be conducitke pedagogical work
with globalization theory and critical pedagogy that | wanteegin formally researching. |
was fascinated to examine how integrating a local servicecprioj@® a course themed around
the larger issue of globalization would affect the patterhid noticed in students’ critical
writing and engagement during my teaching experiences in Baadilin global composition.
Moreover, | wanted to investigate whether this pedagogical appravould respond to issues
raised in scholarly critics of critical and service learnpeglagogies. Through these general
research questions, which were later refined to the speeiearch questions discussed in

Chapter 1, | developed the “Thinking Globally, Writing Locally” intexrate writing course, in
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which | would use a critical pedagogical approach centered otopieof globalization in the
classroom, while students participated in service learningadye work within the local
community.

During the three semesters | conducted research, students wenedeto fulfill 20
hours of literacy work in addition to weekly classroom meetingscampus. Although all
students in the courses were required to participate in the comrtitanagy work, students who
enrolled in these courses knew in advance that they were seaing¢esections and enrolled
by choice. During the three semesters that | conducted qua&itasearch, | made revisions to
the course content and assignments based on my data and obsenatiomie#ious semesters.
| also used students’ end-of-semester feedback, and ideastgdnBEom my engagement in
research on qualitative methods, to modify ways | conducted and engagled research
process.

For example, during the first semester of my research, stuidemtyg class worked only
at the Shady Grove service learning site, and wrote rdéseamd analysis-based academic final
term papers. However, based on issues that began to appear thrdughdeovation and initial
data analysis, which will be discussed in detail in the next clsadt@r the following two
semesters | expanded the service learning component of the.c8tudents in the fall ‘07 and
winter '08 semesters, therefore, were able to choose betwedimgvat Shady Grove or at
another site, Built to Last, a local nonprofit in Mexicantown senangredominately Latino
client base. | also changed the final assignment of the coReber than writing formal
academic term papers, | required students to design final {omther individually or in
groups, in conjunction with the organization where they did service mggwork. Although we

also had numerous in-class discussions on the projects, the syllabus descriptiofoliiassa
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Final Project: (Length will vary depending on project but will reflect a substantial

amount of research, writing, revisions, and editing.)

In conjunction with the instructor and community partners, studentdexklop final

projects that will aid their community partner and may be wa#un the community.

Students working in groups on the project will be held accountable bothduadilyi and

collectively for their work on the final project.

Précis: 2 typed, double-spaced pages

Write a concise summary statement explaining how your fircgegt relates to the larger

course themes of literacy and globalization.

These projects serve as the focus of Chapter 4. Therefore, althbadhoriginally planned to

conduct qualitative research during only the winter '07 and falls@mesters, | decided to
continue my research through the winter ‘08 semester in order éztcollo semesters’ worth of
data on the additional service learning site and student final projects.

For all three semesters, the syllabus included three majgnments as well as smaller
response papers on course readings or specific topics. All versitns ajurse focused on two
major themes — literacy and globalization. | began each caoviteethe theme of literacy in
preparation of the students’ work as writing tutors. To explore $8isei | used readings from
well-known literacy scholars such as Mike Rose and Richard Rodrigunel | also included
readings on tutoring children, bilingual education and ESL, and Mesiaca political issue
within the school system. During the first semester, | wasaddkoto have a guest speaker from
the college of education, Professor Karen Feathers, who disciisgihonics versus whole
language debate.

For their first major essay assignment, students in each aotivses were required to
write an argumentative essay on the topic of literacy. The follpvexample is the short
description of the assignment from the course syllabus, but studerdgsalgo given a formal

assignment handout with specific details, and there were sewatalss discussions about the

essay.
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Literacy Paper: 6-8 typed, double-spaced pages

Students should position themselves in relation to the contemporary Sletiaiat

literacy, using the course readings by Mike Rose, Richard Redrigand Martinez-
Roldan and Sayer as the foundations for their argument. In order tmmpagsitirself in

relation to these authors’ views or to develop your own argument albenaicyi, you

must clearly define what you think the overarching literacy deilsalty using concrete
examples from the readings and textual analysis.

After exploring the theme of literacy, the course then movekedarger theme of globalization.
My intention in choosing texts and film clips on the globalizationenia@twas to show a range
of materials that explored globalization from both cultural and ecanperspectives and from
pro- and anti-globalization stances. Based on the course matanidlsndividual research,
students in all classes were required to write a major eassignment on the topic of
globalization. The syllabus description of the assignment was as follows:
Globalization Paper: 6-8 typed, double-spaced pages
Students will discuss a local issue of their choice in relatorglobalization. For
example, you could choose to explore a local political issue stitheaelections for
governor, the teacher strikes in Detroit, a local literacy oradhcissue, Arab or Latino
immigration, the outsourcing of local jobs, or the layoffs in th@rmaobile companies
and present an argument in which you connect this issue to glolmalizatecommend
choosing a topic that seems particularly interesting to you, bapstthat you have some
kind of personal connection to, so that you will be more engaged imgvthe essay.
Please feel free to use the first person in your essay,ctn Ifaecommend it, but
remember the importance of always supporting your personal idgmasoncrete textual
evidence.
In Chapter 3, | present qualitative data and analysis based upentifeegarticular writing
assignments and discuss the literacy and globalization courseatsateore specifically. Then,
in Chapter 4, | focus my discussion on the data collected from thieesé&arning aspect of the

course and the students’ community-based final projects.

Research Methods

To conduct this study, | have relied closely upon ethnographic actietegesearch

methods. Incorporating these methods has allowed me to conduct rigoitative research
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while also being self-critical of my multiple positions as rastor, teacher-researcher,
ethnographer, and graduate student, and to reflect upon the tensions ofingdmiaveen these
roles. Maintaining an awareness of my agency and politicdescher-researcher and to ethical
concerns that arise in conducting qualitative research hasedllowe to take a close look at my
own pedagogical practices. Freire maintains, for example, tiatpractice of critical teaching
. involves a dynamic and dialectical movement between ‘doing’ aril@éctiag on doing™

(43). By reflecting upon and renegotiating theory/practice, teaekedrcher,
observer/participant tensions within my work, | attempt to creatdedtical relationships
between these traditional binaries. | want to be clear, howevdr, ngaproject is both
pedagogical and theoretical in scope. My desire to integrate glatiah theory into
composition studies is not a “theoretical brainchild” that was @wad in relation to the
theoretical concepts discussed in this chapter. The project dedeippdually through my
ongoing scholarly engagement with composition pedagogy and glolmadizttidies, as well as
through observation and reflection upon my teaching experiences. The whttb emphasize
is that at the heart of this project, is my desire toamskedevelop pedagogical practices that have
positive results in the classroom. In other words, while | se@aieeroncepts from globalization
theory as being theoretically useful for re-visioning critiad service learning pedagogy in
relation to the scholarly critiques, the relevance of these contmpthis particular project
emerged through a combination of my pedagogical work in cripeglagogy and service
learning, and my scholarly research and teaching interestsonmpasition theory and
globalization studies.

In Chapter 1, | discussed the theory/practice dichotomy thatimenpervasive in

composition studies, and the ongoing scholarly debate about whether comngsisitshould
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focus on expanding the field’'s theoretical work or on the actual peagtiteaching. | pointed to
teacher-research as a research methodology that allowsdiateatical relationship between
teaching and research, and suggested that one of the centrabfgtedsher-research is that
practice will create theory, which can, in turn, create bettactiges. | discussed Cindy
Johanek’s critique of the “simple” anecdotal and reflexive natucgialitative research, and her
notion that such research is less rigorous and academic than atientiésearch (9-10), and
James Berlin’s critique that much teacher-research “is mghasizing and problematizing its
own political agenda” (10). It has been my goal in conducting this quaditaesearch project to
respond to both of these critiques. Clearly, both as a teacher aadchese my politics and

agency affect the events that occur in the classroom and myr@iégiqgn and representation of
those events, and when analyzing my data | have tried to refleat my own shifting subject

positions.

Throughout my three-semester study | have maintained a rigoreergiesagenda by
adhering closely to models of ethnographic data collection and endbscribed by Emerson,
Fretz, and Shaw. For example, | took both audio recordings andedefieildnotes of the class
sessions, and coded the fieldnotes multiple times following their sx¢olébok for noticeable
themes. | coded all student- and instructor-generated texts mulitipks, initially to look for
larger themes, then in more detail based on the themes thafeehfienm initial data analysis. |
also borrowed heavily from teacher-researchers including RythBeaerley Faulk, and Megan
Blumenrich. Teacher-researchers maintain that by asking open-egunéstion that allow for
inductive analysis, researchers avoid making general assumptidrdaams before analyzing
data. For example, my project is being guided by researchianseaboutvhether(as opposed

to how) a pedagogical approach incorporating critical pedagogsice learning, and
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globalization theory works to address the various critiques, and how swatergngaging with
the course materials.

All of my students were asked to sign research consent form bpseadthe university
HIC policies. Therefore, in discussing my qualitative data infdlewing chapters, | do not
refer to any work by students from whom | did not obtain consentstAdents’ names were
changed in the dissertation, with the exception of students who redjuestgting that | refer to
them by their real names. Additionally, one of the conditions defined by the HiGvapfor my
project is that my research could only be conducted within the W&tate classrooms, meaning
| was unable to conduct research at the service learningosit@gh the community partner
participants. Therefore, | use no data that was generated firstioameither of the locations or
directly from the community partners. However, | do use consentindersts’ writing
assignments and projects discussing their service learning exqesriat the field sites and

interactions with community participants.
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EndNotes

! Seitz uses the term working class to refer tdtierices of various White working class values anest (37).

2 Seitz distinguishes between minority and immigsintients using John Ogbu’s descriptions of vohyraad
involuntary minorities. Voluntary minorities immigge by choice, whereas involuntary minorities, Wecan
Americans and Chicanos, are “situated in a cast@ipo in the dominant culture” (37).

® Freire describes the banking model of educatiom sysstem in which teachers are the bearers of letge and
skills that must be “deposited” into students agptacles. The banking model of education is aftartrasted with
“problem-posing” educational models.

* Jesse Helms served five terms as a North Carséinator, and also served as the chairman of thet&Enreign
Relations Committee. Helms is known for being atspoken conservative who opposed various progressiv
policies such as civil rights, feminism, gay, lesbiand transgendered rights, affirmative actiod, @bortion. He
once gave a 16-day filibuster to try to prevent$e@ate from making a national holiday for Dr. NMattuther King
Jr.

® The school has since changed its mascot, aneé#nestare now called the Monroe Redhawks.

® Leonard Peltier was an American Indian Movemetivist who was sentenced to two consecutive lifengefor
murdering two FBI agents during a shootout on tine Ridge Indian Reservation in South Dakota.

" Mumia Abu-Jamal is a Black Panther activist angjalist who was convicted and sentenced to dedthei
killing of Police Officer Daniel Faulkner in 198/e is on death row at the State Correctional lmsbih Greene in
Pennsylvania.

8 Peltier was the speaker in 1993, and Abu-Jam&lespp1999. Peltier's speech was read by a grauyatative
American student, and Abu-Jamal’s speech was reddrom prison and played at the ceremony.

° | use the term transcultural subjectivities foliogyJuan Guerra’s decision to use the term “tralbsei
citizenship” rather than “global citizenship” asvay of acknowledging both the local and the globkd.says,
“Some will argue that the distinction between glatiizen and transcultural citizen is mere senemtbut | firmly
believe that educators must signal and privilegestudents’ local communities as forcefully as tsegnal and
privilege the influences of globalization on thgm.] As important as it is to acknowledge that alloofr students
are global citizens in the making, we must not éhat they continue to be local citizens who@amfoundly
influenced by their ongoing social, cultural, amdjuistic experiences in the varied communitiew/lmich they live”
(299-300).

19 Transnational citizenship is a term commonly usegkfer to people who reside outside the couotteir
national citizenship, usually for work.

1 Ong refers to flexible citizenship as “the stragsgand effects of mobile managers, technocratspasfessionals
who seek to both circumvent and benefit from dédfermation-state regimes by selecting differemissior
investments, work, and family relocation. (136)

121 yse the term cosmopolitanism in the modern sdismissed by Bruce Robbins. Whereas in the pasetm
was considered a binary of nationalism and assatiatth being a citizen of the world or humanitpwever,
Robbins argues that “like nations, cosmopolitanianesnow plural and particular” (2). He claims that
cosmopolitanism is not a singular abstract iddalf’rather suggests that diverse cosmopolitanisem$habits of
thought and feeling that have already been shapgaditicular collectivities, that are socially agelographically
situated , hence both limited and empowered” (2).

13 The names of service learning sites and studeis been changed to protect their privacy.

1 When | first began doing service learning worlShady Grove, | was told that the student demogcawhis 97%
Latino, but this figure may have fluctuated durthg three semesters that | conducted research.
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CHAPTER THREE
Pedagogical Revision: Critical Pedagogy

Research Starts Now

The first winter blast hit the city yesterday, and | wakéyetardig my car and driveway
out of the snow because the winter semester starts todayatitgry in Michigan and outside
the weather is cold, windy, and overcast. I'm sniffling becaiste cold I've been trying to
kick for several weeks. The half-hour commute to campus from the sulhénte | live takes
almost an hour because of the salty, slushy roads. | worry tHapset didn’t allow enough
time to make copies of my syllabus. The English department rampy is always a zoo during
the first week of classes, and it never fails that piecapampwill jam in the machine while I'm
using it. | feel a dull ache in the back of my head as | thimdut my doctoral qualifying exam
scheduled for the beginning of February, and the massive amountslobfed that I'm going to
have to start writing this afternoon. | ask myself: Why diddidie to start collecting qualitative
data today?

As | walk the long first floor of State Hall with my “ThinkgnGlobally, Writing Locally”
syllabus hot off the press, I'm nervous — as | always am onirgtedfly of class — except this
time | have new worries related to my research project. \IWHaget a group of unmotivated
students who won't participate in class discussions? Or, what dttloeents don’t engage with
the globalization materials or the service learning prajeche way | envision? | try to stay
positive by telling myself that | can still write my dissgion even if these types of problems
occur, except the focus of my research will become why my pegitzd approach crashed and
burned in the classroom. But | do not want to write a dissertaggedy, or comedy for that

matter; | want my project to be a story of pedagogical innowatistop my brain from swirling
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negative energy, and my mind turns quickly to thoughts of the difisertconference papers,
journal articles, tenure-track job offers, and most importantly, the Ph.D. thaowi# out of this
project. After spending the previous semester working with Wayate $rofessor Ruth Ray
doing a directed study on qualitative methods and research ethgqsckly chide these
professional fantasies as biased thinking. Now, | worry that mgligim will skew my data or
cause me to overlook key moments that point to limitations of my wonkke a quick stop by
the women’s restroom, straighten my collar and check my h&g, dadeep breath, and walk
back into the hallway — part of my “don’t let them smell fear” routine.

| enter the classroom a few minutes early so that | iemeto set up my recorder and
microphone. As | glance around the room, it looks like about 15 of the 24 stuidésd on the
roster are already seated in desks. Walking to the front afothra, | set my briefcase on the
desk and can feel the staring eyes. On the first day of s|asasually sense that students are
surprised to see a young woman as their instructor. However, opadtiisular occasion an
Arabic student in the front row of the class actually vocalizbhat | am sensing, saying, “Wow,
you're the professor? | thought you were a student when you walked motice the other
students shuffle uncomfortably because this young man has just spakiemavty of them were
likely thinking. | immediately respond with an attempt at humpssaying, “Yeah, I've always
wanted to trick my students by coming to class and sitting desk to hear what people are
saying, then, surprise everyone by standing up and walking to theofrdm room.” The trick
would not have worked in this class, however, because | know from lookihg aoster that
three students | taught in freshman composition are enrolled imtaismediate writing course.
My statement does not evoke any laughter from students, but Itbahskeey take my comment

warmly. | unpack the freshly copied syllabi from my briefcage,tiem in a neat pile on my
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desk, and remove a tape recorder and microphone from their casedure whether or not to
openly address the recording issue, so | decide to wait to seéhbastudents react. | set the
boundary microphone on a desk in the center of the room and say ouf’laughing to leave a
microphone on this desk.” Since none of the students asks any questippsansaoncerned, |
do not offer further explanation. And, so, my qualitative research begins.

Chapter Overview

Previously in my dissertation, | outlined scholarly critiques ofical and service
learning pedagogies that suggest a tension between the postmumieyn of multiple
subjectivities widely accepted within composition theory and adassrpractices that assume
students have unified, rational subject positions, and | posed the ideantbgrating
globalization theory into a combined critical, service learning Gaagr may offer a revised
pedagogical model that works to begin addressing the problems ppdes/ critiques. This
chapter presents qualitative data and findings related to tlwalcpedagogical approach used in
my “Thinking Globally, Writing Locally” model, and in the followinghapter | focus
extensively on data and analysis relating to the service tgamomponent of the course.
Naturally, there are numerous overlaps between the discussionscal pedagogy and service
learning because the approaches were used in combination. | fiede$sary, however, to
devote separate chapters to each approach with the aim of examiggalitative findings in
relation to scholarly critiques that have emerged within these subfields of aborppsdagogy.

This chapter offers a brief history of critical pedagogyhimi the field of composition
studies and takes a closer look at scholarly critiques to iltagtrat critical pedagogy has indeed
entered a state of crisis and needs immediate revision in tordemain a viable pedagogical

approach for today’s increasingly diverse composition classroomiso Hiscuss how the course
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themes of literacy and globalization were integrated into couegerials and assignments and
present a qualitative analysis of students’ work to investigate whetloepamating globalization
theory into a critical pedagogical approach worked to addregssigsised in these scholarly
critiques. | present an analysis of students’ work to arguehbagproach | developed does, in
fact, offer a revised pedagogical model that addresses issged in key critiques of critical
pedagogy. The data suggest that a critical approach incongpmgibbalization theory was
particularly successful in addressing students’ instrumentaistecns and allowing students’
affective experiences to enter discussions and writing assmganie ways that enhanced
students’ understanding of theoretical course materials. To rhekelaim, | focus on the two
major essays students produced in my course while also partigipatithe service learning
projects; the first essay focused on the larger course theniteraty, and the second on the
theme of globalization.

Although issues of multiple subjectivities were implicitly Wewith through the
integration of students’ affective experiences into course disgisssind assignments, the data
suggest that my pedagogical approach was less successful ¢gaghigty. However, | was able
to revise the course in the third semester of my study to impttowefocus on multiple
subjectivities by incorporating a two-part writing assignméat asked the students to create
hybrid texts and respond directly to issues of subjectivitgdais their texts My data suggest
that the inclusion of this assignment did help to expand the focus omplendtibjectivities
among different race, class, gender, ethnicity groups, etc. lohaper, however, | focus on the
two major essay assignments that were consistently producedutignts across the three
semesters | taught the course and examine these texts in relatisgat@ihequestions concerning

affect and instrumentalism.
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Motor City Blues

Unbeknownst to me as | designed this research project, two diginciterconnecting
stories would emerge from its circumstances — the firgtiaditative tale of how three semesters
of intermediate writing students at Wayne State Universigaged in a critical course themed
on issues of literacy and globalization; the second, a story ibf anc¢urmoil because its major
industry, the Big Three automotive industry, is heading toward failtmmically, when | began
collecting my data in 2007, the US economy was experiencing antardkef and was
supposedly thriving. However, | now compose my dissertation amidstrnepads of the worst
US economic situation since the Great Depression. Because otety slecline of the
Michigan automobile industry over the last decade, | suggest thaté\&tate students, many of
whom have family members who rely upon the car industry in somecibgpaere already
experiencing the effects of the economic recession although atttergh the country were still
in an economic upswing. Yet, by the time | finished collecting dawinter semester 2008, the
US and world markets were feeling the economic strain as Al by October of that year, the
markets had crashed so severely that the head of the InternMimmetiary Fund (IMF) warned
that the global financial system was on “the brink of systenmagltdown®. Of course, my
choice to integrate the theme of globalization into the framework of threewvas made without
knowledge of an impending world economic crisis, but | was aimingttatents to connect the
globalization materials to local economic issues, such as hardfEdpg the automotive
industry, and to their experiences working on literacy-relaggdice learning projects in urban
Southwest Detroit — hence the “Thinking Globally, Writing Locallpurse title. Therefore, the
global economic crisis that emerged during the course of mardsadded a provocative

dimension to the local/global framework that the course was designed to explore.
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The local economic situation was particularly influential to magearch study because
many of the students interpreted the course materials on gldimalizarough the lens of the
failing Michigan automobile industry by immediately associatimgterm globalization with the
issue of job outsourcing. Within the past decade, job outsourcing hadabgely blamed for
Michigan’s declining automobile indusfrywhich lost more than 170,000 manufacturing jobs
because companies opened factories overseas in impoverished cauaies Mexico, India,
and China where they can pay lower wages and offer feweritsfreiblguin). The dire straits
of the Michigan economy and American car industry became natiemad im 2008 when the
federal government had to step in financially to try to save Iekrupt companiésThen, in
March 2009, President Obama asked for the resignation of General @&0r&ick Wagoner,
and refused any additional economic bailout m8reythe company without seeing major
restructuring. Following Wagoner’s resignation, Chrysler filed bankruptcy in April 2009
with plans to combine the company with the Italian automakerté-ialow Chrysler to remain
in business, and GM filed for bankruptcy the following June. These banksipéd to dozens
of closed plants, which further exacerbated unemployment satéseconomic volatility in
Michigan because the massive layoffs within the automobile indbsatlya domino effect and
other businesses implemented cutbacks and Idyoffs

Michigan’s economic slump has been so widespread that most studenparticipated
in my study knew either a family member or friend who was éwark, therefore, making the
students’ personal connections to the faltering local economyaténtmy data analysis. For
example, in the first essay on literacy, 11of 50 students’ esskgg on firsthand knowledge or
personal experiences and only seven of these essays used thel peasemnal to support their

analysis of the readings, which | discuss in more detail irs¢ioion on the course theme of
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literacy. In the second essay on the theme of globalization, howeess,than half of the total
students within all three semesters chose to write about issoegsourcing and layoffs in the
automotive industry, and 20 essays used personal examples to suppattittbairanalysis of
theoretical texts. My data suggest that the reason morensdudlere able to produce personal
academic arguments in the globalization essay was thatutenss were able to connect the
course materials on globalization to their own affective experiences stnaghientalist concerns.
Before delving into this data, however, | begin by discussingaripedagogy scholarship and
the critiques to which my revised pedagogical model responds.

The Crisis in Critical Pedagogy

Gary Tate, Amy Rupiper, and Kurt Schick’s A Guide to Composition Pejilespoffers a

broad overview of the twelve major pedagogical approaches curuesattyin composition. This
text is considered one of the foundational texts in composition pedagaobis frequently used
in introductory courses for graduate students to show the range giogedd approaches within
the field. In Ann George’s chapter on critical pedagogy, she plge following definition:
“Critical pedagogy, (a.k.a. liberatory, empowering pedagogy, aadmedagogy, engaged
pedagogy, or pedagogy of possibility) envisions a society not wipiptiged to but successfully
enacting the principles of equality and justice for all” (92). Geanakes the point that although
critical pedagogy overlaps and resembles other pedagogieasucittural studies and feminist
approaches, the major distinguishing factor for critical pedagodyg “explicit commitment to
education for citizenship” (93). This focus on citizenship, | think, isrdral reason why critical
pedagogy in a state of crisis in composition studies. One of tjog tmaitations of traditional
models of critical pedagogy, as | pointed out in my discussion of &egepts in the second

chapter, is that the focus on citizenship is based on an outdated, m&ttiooateption that
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assumes students in writing classrooms are US citizens, whicfien no longer the case in
today’s global society.

The overview of critical pedagogy George presents centers piegitiy on the works
of the major critical pedagogical scholars, whom she descabes group of mostly white,
middle-class men: Paulo Freire, Henry Giroux, Ira Shor, StaAtepwitz, Donald Macedo,
Peter McLaren, and Roger Simon, with Freire, Giroux, and Shor edimgita kind of ‘Big
Three’ in the field” (93). In describing critical pedagoghading scholars as “a group of mostly
white, middle-class men,” George implicitly touches upon anotherisgasantradiction that is
raised frequently in the growing body of scholarly critiquespragressive pedagogy designed
to promote democratic citizenship and equality is founded on the ideas smimewhat
homogenous group of elites. While George clearly respects and adimravorks of these
leading figures, and emphasizes the contributions they have madenpmsition studies, she
also voices concern that the majority of their works depict alipedagogy’s transformative
potential without proper attention to its limitations and drawbacks. She says:

| do not mean to be flip or to devalue the efforts of these talented teaghtng

instructors, especially those teaching against the grain, neeeagsirance these

success stories provide. But we need the stories of failure, t@oiesghat keep

the expectations realistic, stories that enable the ongdirgrisigue essential for

sound pedagogy. And those are hard to come by. (98)

The major point | want to discuss is George’s last sentenceimgféo the lack of scholarly
critiqgues: “And those are hard to come by,” and her idea thtatatpedagogy must be self-
critical of its limitations and failures in order to be “sound quezy.” At the time George is
writing this chapter, which | assume is in the late '90s atyein the millennium given the

book’s 2001 publication, George emphasizes that the general trend in @onEholarship is

to present affirmative accounts of critical pedagogy’s swfakmtroduction into the American
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classroom. However, she also discusses the notable critiqueSoal pedagogy in composition
scholarship, including Victor Villanueva’'s “Considerations of Ameri¢arireista”; Maxine
Hairston’s “Diversity, Ideology, and Teaching Writing”; Gregaray and Gerald Graff's “A
Critique of Critical Pedagogy”; and Jeff Smith’'s “Studen®bals, Gatekeeping, and Some
Questions of Ethics.” Within her discussion of these critiques, she identifiesstineating theme
as a “means and ends” problem within the concept of democratic education.

Smith’s critique, for instance, suggests that teachers shoulgnigedhat most students’
motivations for attending college are their career goals andetjoms that they will obtain the
necessary skills to find jobs. According to Smith, more than 80 pesténg students “mention
jobs, careers, or some form of ‘being successful’ — when asked areoged-question about
their principal reason for being in school” (303). Based on studentaimmshtalist motives for
attending college, Smith criticizes what he perceives asalripedagogy teachers’ overarching
belief that their job is to reveal social injustice to studsntshat they learn to fight against the
unjust system, and argues that composition teachers should commmgowti¢h their roles as
educators of the future managerial and professional “overcla8g).(Moreover, he defines the
situation in composition as an ethical problem of means versusarisuggests that because
compositionists’ political agendas and politically motivated meamsoar far removed from the
students’ pragmatic career-oriented ends, that ultimately tlasner the political goals of
critical education, are unethical.

The critique of critical pedagogy’s means and ends brought toitékont by Smith and
other composition scholars has led to a major shift, or crisisiticat pedagogy within the field.
Since the new millennium, rather than offering affirmative aceuwtt critical pedagogies’

success like the scholarship of the '80s and '90s, the majority ddsviaming published take a
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critical stance toward traditional critical pedagogical nte@md theories. The growing body of
critiques emerging within contemporary scholarship suggestsritiadlcpedagogy has reached
a pivotal point in the field; even staunch supporters of this approach, whtama firm belief
in the overarching theoretical concepts and ideas, are taking Vgish how the pedagogy is
being practiced within the academy.

Despite the problems posed within scholarly critiques, however, ratichis work
emphasizes that there is still a significant need forcatipedagogy within the field because of
the issues of identity politics, student empowerment, and civic emgajeddressed within this
pedagogical model. The critiques raise concern, however, that erémal pedagogical

practitioners have misinterpreted Freire’s Pedagogy of the €gmatas a handbook for radical

teaching on how to liberate students from their oppressive son@tse, and that critical
instructors may approach their courses with the overarchingofidgling to shift the students’
subject positions to assume a resistant liberal ideology. Mordbeecyitiques suggest that this
unrealistic goal is causing a multitude of other issues inclugiygqng on modernist conceptions
of unified subjectivity, and devaluing students’ affective experiermed instrumentalist
concerns, all of which can lead to moments of student resistaneardwing discontent within
composition scholarship suggests that critical pedagogy is in ngeghajor overhaul or likely it
will suffer the same fate as other pedagogical movements, asigitocess and expressivist
pedagogies. Although some writing teachers still incorporate moeesl expressivist
approaches, and even current traditional rhetoric for that matterclassroom practice, these
stains of composition pedagogy receive little scholarly attemtibar than discussions of their

historical roles in defining the field and its progres&ion
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Therefore, rather than examining the works of the centraldsginr critical pedagogy and
their affirming accounts of critical pedagogies’ merit, | scspecifically on contemporary
critiques by Durst, Seitz, Gorzelsky, and Lindquist. Instead of loo&tniipe underlying issue
within these works as simply means and ends to a problem, as ineGedrgcussion of
scholarly critiques, | have identified two major themes — instruatient and affect — that
resonate throughout these critiques as central issues thaveraddtiressed in developing revised
critical pedagogical models. Although there are other notaliiguas that have also been
influential to my thinking as | designed my revised pedagogmalel, such as those by Jennifer
Trainor, and David Wallace and Helen Ewald that | discussed in the overv@aiia#l pedaogy
in chapter 1, this chapter focuses on these particular critiquessieettee authors’ discussions on
issues of instrumentalism and affect align most closely \wehpedagogical work being done in
my study. Durst’s and Seitz’s texts present ethnographic dataditianal pedagogical models
to illustrate the way in which these models can oppose studamgraconcerns and educational
goals, and Lindquist’'s and Gorzelsky’s works look at how traditiomadels devalue working
class students’ personal experiences and situated knowledgesyhedmflict with the teachers’
middle class ideologies.

Implicit in these critiques is the notion that traditional caitipedagogical models are not
taking into account students’ multiple subject positions. Although Gészedad Lindquist
frame their discussions around students’ working class subjectiviaéso read their arguments
as speaking to the big-picture issue of negotiating students’ arbsaion instructors’ shifting
subject positions within the classroom to value affective expegse in ways that enhance
critical thinking and writing. In the section that follows, | look @lysat these scholarly critiques

to illustrate that revised pedagogical models of critical gegg must address issues of
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instrumentalism and affect to make this approach relevant for matedent demographics.
Then, | look closely at data from my students’ essays to sudgasintegrating globalization

theory into a critical pedagogical model offers a revised apprtaat successfully incorporates
students’ affective experiences and instrumentalist concernshiatbramework of the course
more substantially than do traditional models of critical pedagogy.

Instrumentalism and Affect in Critical Pedagoqy

In Collision CourseDurst argues in favor of a pragmatic approach to criticahgegly,
“reflexive instrumentalism,” to better meet students’ cageals, an approach that responds to
Smith’s critique. While Durst agrees that students’ pragnegiccerns need to be valued and
supported in the work being done in the writing classroom, his work oppos@gesShotion that
composition teachers’ work should be solely relegated to helping stuaemteve their career
goals. He urges composition teachers to “accept the fundameasainedleness of students’
desire to gain practical expertise in their college coursewavkile also supporting the
overarching goals of critical pedagogy by “attempt[ing]féster greater reflectiveness and
engagement with the world” (180). He, therefore, offers the approactreftéxive
instrumentalism as a way for instructors to maintain comnmmitsn® both students’ career goals
and the mission of critical education.

To support the need for this approach, Durst presents findings fromyeawrgualitative
study of critical pedagogy at the University of Cincinnati with purpose of “examin[ing] the
ways first-year college students make sense of, engage, agsidearn from the critical literacy
approach practiced in the composition program” (10). He makes<lhiat students typically
have ideas about writing that drastically oppose the goals and ideas ohstrasitors:

On the one hand, most students in first-year college compositiocaaeer-
oriented pragmatists who view writing as a difficult but potelytialseful
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technology. These students would generally prefer to learn a way of whiinis t

simple, quick and efficient; applicable in all or most situatioasg either

reducible to a formula or straightforward set of rules, oe ffeom rules,

prescriptions, and restrictions” (2).

On the other hand, Durst suggests that composition instructors who tis# approaches, or
“critical literacy teachers,” support approaches to writing tt@mplicate students’ lives by
asking them to develop nuanced arguments about social and polities. iEsirst suggests that
students often lack a sense of engagement because the courstioamtecal first-year writing
classrooms fails to connect with their ideas about the type ofthatlshould be done in college
writing. This disconnect, he thinks, plays a significant role incéffg student resistance in
critical classrooms.

As part of his qualitative study, Durst collected ethnographic fdata a three-quarter
writing sequence taught by Sherry Cook Stanforth, “consideredebfatulty to be one of the
finest doctoral students in the department,” whose classroom psautgre heavily influenced
by contemporary composition pedagogy and theory. In discussing tbadseourse in the
sequence, which “shifts the focus from writing about primarily qeak experience and

knowledge to reading and writing about larger cultural and polissales,” Durst depicts how

some students take issue with the required course text, Rereading Afh&)idde proposes that

students feel at odds with the readings (interpreted by matie aonservative students as left-
wing) because they think the textbook, and also the instructor and daugsmeral, want
students to reject concepts to which they have deep emotiondlnagtats, such as family and
the American dream. Durst describes the tension in the classrecan aus versus them”
mentality that develops among some of the students, “with ‘usghitie students themselves

and the cultural traditions they represented and believed in, and ‘theimj Sherry, the
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textbook, and the curriculum as a whole” (131). The resistance heibéss@ontinues
throughout the course despite Sherry’s repeated attempts to estigdgats in the critical course
content, and Durst suggests that the lack of focus on students’ iastalist goals for education
is a major factor contributing to the students’ resistance.

Durst uses these observations to suggest the need for reflexivenstalist approaches
that offer students literacy skills to aid them in their proftesd careers, while also supporting
the critical goals of intellectual development, and crititehking and analysis (178). In the
reflexive instrumentalist approach Durst presents, he has the studadtmaterials and write
about issues dealing with higher education, which he suggests argndicant concern for
college students hoping to use their educational experience asghmgtstone to successful
careers in a wide range of majors. “This type of approaatgdrding to Durst, “takes advantage
of the motivation students bring to their areas of specializatimvidas students with useful
knowledge, and engages students in the critical scrutiny of schaoithgociety” (179). The
model Durst suggests addresses student instrumentalism bycosisg readings with different
perspectives on higher education and having students develop individual pimjehts course
related to their intended majars.

Seitz reiterates Durst’s sentiment that liberal modelsritita pedagogy can conflict

with students’ instrumentalist views to cause resistance inlaissroon’?. In Who Can Afford a

Critical Consciousnes$ie suggests that many students perceive education as thetacgafsa

type of social currency that will enable them to become workedsconsumers, and to more
fully participate in the capitalist system; therefore, thegtynbecome resistant to critical
approaches that ask them to question dominant social structuresoHeigdests, however, that

this resistance is particularly apparent among nonmainstséaaents, such as working class
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students who “distance themselves from the social capital @fsinr@am education and forms of
institutional identity,” or immigrant students whose “instrumentafisw of their education may
be part of a working strategy to sidestep recognized disctiimmnand limited opportunity in the
dominant society” (58). Seitz’s discussions of student resistarcpaaticularly fascinating in
that he also emphasizes that composition scholars’ ideas of whiiegues student resistance
are based subjectively on many instructors’ middle class v&jaeems and conceptions of
critical pedagogy. He proposes that middle class writing egaamay be unable to accurately
interpret what many scholars label as “resistance” tocaliteducation because sometimes
students may negotiate the critical discourse in ways that are misundenstbed mstructors:
In some instances, students’ responses and strategies malyallgtbe a case of
accommodation, opposition, resistance, or simply a negotiation of postigns,
instead a fluctuating interchange of these responses and cuttierpretations
depending on the immediate circumstances and contingencies of thecete
situations (180).
The meta-analysis of resistance raised in Seitz’s wagphrigcularly significant in relation to the
critical pedagogical critiques to which my dissertation respobelsause the issue of student
resistance continues to dominate this body of work. Seitz's sawbals that perhaps many of
the examples of student resistance presented in scholarly @jtsneh as those Durst describes,
do not in fact depict students’ resistance to instructors’ atiipproaches, but actually illustrate
students responding to critical materials in appropriate waysn gilkieir shifting subject
positions. For instance, referring to four students within his ethpbgrastudy of Rashmi
Varma’s critical composition course at the University of lll;at Chicago, students who would
be considered resistant to critical pedagogy by most liberal instruatomunts, Seitz writes:
Because of their historical and material situations that havéiqresi them, in

varying respects, on the margins of the dominant professional thegscan
locate social contradictions in capitalist formations. Yet itpiscisely those
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situations that also lead them to question many of the crigadimgs’ categorical

rejections of capitalism. (103)

His comments emphasize that these students are able tollgriticamine course readings in
ways that allow them to “locate social contradictions in cagitBdrmations,” which is a major
goal of critical pedagogy. He suggests, however, that the concligtimhents draw from their
critical analysis may support positions on political and sossligs counter to an left-liberal
ideology, which, in turn, can cause instructors to interpret their responseststesi

The insights into issues of student resistance suggest thatdreusaels of critical
pedagogy must accommodate students’ instrumentalist concernslbsaswtheir shifting
subjectivities. “For all cultural studies teachers’ talk aboutesibijty,” Seitz says, “I don’t
think many of them fully engage people’s continual flux in culamd identity” (235). Further,
in order to make these accommodations for students’ multiple swiijesti Seitz argues
students’ critical analysis should be “self-motivated” and “indugtigse as to incorporate their
local perspectives and multiple subjectivities. The model he usgs a@mposition courses is to
have the students conduct their own ethnographic studies. He seesthimeggaphic projects as
particularly useful in the way students build their own theories askkermonnections between
those theories and larger social, cultural, and political issues (197).

Seitz’'s revised pedagogical model, like Durst’s, suggests tlawirzg students to
develop individualized projects supports the critical thinking and anatidis promoted by
traditional models of critical pedagogy while still valuing theareer concerns and political
subjectivities, although there are marked differences in the typgsojects and classroom
practices the scholars propose in their revised pedagogicallanedeh as Durst’'s explicitly

pragmatic focus on students’ careers by having them develop prejqutsing their future
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disciplines, and Seitz’s emphasis on inductive analysis through etpbhegmethods. What
Durst's and Seitz's approaches lack, however, is the engagemestuddnts’ affective
experiences that Lindquist and Gorzelsky suggest is needed indresrifeal approaches.
Although Durst uses course materials on schooling that he views as useful fotsstackdemic
and professional careers, and Seitz’s work asks them to cohegatthnographic observations
to political and social issues, the models do not seem to encoutantst to bring their
personal experiences into classroom discussions and writing assignments.

Gorzelsky and Lindquist argue that revised approaches to cpgdalgogy need to better
incorporate working class students’ affective experience into congposourses. Gorzelsky
begins her article, “Ghosts: Liberal Education and Negotiétethority,” by describing a
difficult conversation she has with her husband’s family when thestignethe need for liberal
arts courses, such as composition, within the higher education aumicHler in-laws, whom
she describes as “smart, informed working class adults,” wonldgistudents pursuing careers
outside of the humanities, such as their daughter going to séhoghysical therapy, are
required to take general education liberal arts classes (302&0&klsky depicts her struggle
to articulate the professional value of liberal arts educatioerms that would seem reasonable
to individuals who view education as primarily vocational, or to pregtadents for their future
professions. Her ultimate inability to make a solid case forriv&aws underscores her central
claim that liberal arts education is in need of revision to beteet the needs of working class
students and their famili€s.

Gorzelsky suggests a revised approach to humanities educatiowanlat “forward
English studies’ goal of encouraging critical thinking, cultural ysig) and preparation for

democratic citizenship” while also working toward critical aims “forward public
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constituencies’ goals of more equitable professional-lay intersciand more effective pre-
professional training” (304). Although she uses different terminoldigg, goals of English
studies Gorzelsky describes — “critical thinking, cultural anslysd preparation for democratic
citizenship” — are in reference to the primary goals of critical pedaigogpmposition studies.

Like Durst's and Seitz’s critiques, Gorzelsky’s work recogmiaa immediate need for
pedagogical revision to incorporate students’ diverse subjectigiti@ésareer concerns, but also
emphasizes that this revision must retain the central aimerddstoy critical pedagogical
approaches. Unlike the other authors, however, she discusses theydisgameen the goals of a
liberal arts education and students’ professional goals spédgifisaa working class issue, “not
only because middle-class homes can typically manage collggeless material strain but
because cultural capital is often valued as such in middle-claseshas acquisition doesn’t
produce generational tensions and divides in identity, as it ofterfaloesrking class students”
(306). Her comments emphasize a concern also touched upon in Sémwgraphy when he
discusses working class students who “distance themselves fraociaécapital of mainstream
education and forms of institutional identity” (58). These authors stgdhas the types of
knowledge and experiences valued in working class homes tend to ddéktygirom the
academic literacy and theoretical material common to hureaniturriculums; therefore,
obtaining a formal education can potentially create rifts betweeking class students and their
families and communities.

In order to combat the tensions between working class studerttgitioeal and home
identities, and to more clearly understand moments of student mesis@orzelsky suggests that
composition instructors must pay close attention to the role oftiaeexperience to explore

“how affect and affective dynamics figure centrally in fostg students’ active engagement
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with disciplinary knowledge” (310). Moreover, she suggests a revisedaqgtprto critical
pedagogy that uses students’ and instructors’ affective expesidoceexamine issues of
professional authority could “provide a means for teachers to ptinsudemocratic practices
and relationships sought by critical pedagogy” while also supgontorking class goals (314).
While Gorzelsky's work emphasizes that the affective dynarm classrooms can be used to
foster student engagement in critical pedagogy, it does not sifésifics on how instructors
might incorporate such an approach, which is the focus of Lindquist’'s work that | discuss

In “Class Affects, Classroom Affectations: Working through tlaeaBoxes of Strategic
Empathy,” Lindquist focuses on how instructors might develop classqmactices that use
working class students’ affective experiences to work towartgtalrigoals. The approach she
describes draws upon “students’ affective experiences and teaafiecsive responses to these
experiences.” Despite cultural studies’ aim of exploring issdadentity politics, race, class,
gender, etc., Lindquist suggests that typically class issuenaradequately addressed in
composition because of many critical instructors’ hesitance ltow astudents’ emotional
responses to enter into course discussion. She argues that tradiboedd of critical pedagogy
based on ideological critique are failing to accurately eranssues of social class, and she,
therefore, argues for a revised approach that uses studentsivafiexperiences to encourage
more complex understandings of social processes.

To enact such an approach, Lindquist argues that writing instructors detech
themselves from their own political views and social values $o @&ate a space for students to
openly share and examine their own subjectivities. She suggestsdtia¢rs must take on roles
or “perform emotional engagements that students find authentic andlealighin scenes of

literacy instruction,” and show empathy for students’ opinions in c@éenable students to
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locate their own affectively structured experiences of clasthinv more integrated
understandings of social structures and identity formation.” Althohghcempares instructors’
feigned performances of empathy to encourage students’ emotesmdnses and affective
experiences to television talk shows like “Jerry Springer,” Lindqaigues that these
performances are necessary in order to validate these expsr@mthat the experiences can be
critically examined in the classroom. Although the “deep acting’itisructors must perform to
convey empathy to working class students’ views may be particudificult because of
instructors’ and students’ differing class backgrounds, she suglgastich a revision is needed
for critical pedagogy to meet the needs of the growing demogsaphiworking class students
within colleges and universities.

Both Gorzelsky’s and Lindquist’'s work indicates that developing connechietvgeen
students’ affective experiences and classroom practices isupaty important in order to avoid
alienating working class students from critical education, aomotvith which I am in full
agreement. However, rather than viewing the issue of incorporatundents’ affective
experiences into critical pedagogy as specifically a wgrlalass issue, | suggest that this
approach is needed on a wider scale. Seitz, for example, usesrthetenainstream to include
working class, minority, and immigrant students. In the qualitatite @ad analysis | present in
my dissertation, | follow Seitz’'s work in trying to look atuss of students’ instrumentalist
concerns and affective experiences from outside the lens of walkisg experience. However,
Gorzelsky's and Lindquist’'s texts’ focus on working class studestgerience in critical
pedagogy provides an essential framework for my study, which irs/ob/esignificant
demographic of working class students whose families work, or had prigvieoked in the

Michigan automotive industry.
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In the sections that follow, | present analysis of studen&rality and globalization
essays to examine how students’ personal connections to Detud sndustry contributed to
their critical interpretations of the course materials on giph@bn. First, | look at sample
student essays on literacy to show that most of the students whoablerto effectively use
personal examples to support their academic arguments were stuwdentwere able to
personally relate to the course readings by Mike Rose and RiBlmairiguez through their own
firsthand experiences in ESL or bilingual education programs. Theresémr examples from
students’ essays on globalization to suggest that using this thamable to more effectively
engage a wider demographic of students in course readings dmd) \@ssignments because
more students were able to connect their affective experiences to the tm@eny data analysis
of these assignments to suggest that integrating globalizatiorytimto a critical pedagogical
model is one approach that composition instructors might use to erigdgets’ instrumentalist
concerns and affective experiences in ways that respond to cribgu2srst, Seitz, Gorzelsky,
and Lindquist.

The Literacy Course Theme

The course sequence for my “Thinking Globally, Writing Locallyddal was designed
to first explore the theme of literacy to expose students tdeawa discussions surrounding
literacy issues before they would enter the field sites tanb#geir tutoring work. Since
semesters at Wayne State run 16 weeks long and the 20-hour tptajec would take place
over a 10-week span, the first five weeks of the course were devoted to immerdargssin the
literacy materials. During the section on literacy, studstdded their service learning project

during the fourth week of the term, the rough draft of thesrdity essays was due during the



107

fifth week, and the final copy was due during the sixth week whenotlimse changed modes to
begin exploring the globalization course theme.

Although | made several substantial revisions to the syllabus ovetotlrse of my
research stud, the literacy component consistently followed the same modelclfbses met
two days a week, and on the first day students were provided an ovelviéwe course, its

themes, and its service learning component. They were alsoexsswo chapters from Emily

Meyer and Louise Smith’s The Practical Tutartext | chose to give students straightforward,
hands-on strategies for working as literacy tutors with theeary school students and as peer
tutors in reading and responding to their classmates’ work. Duringeotiiclass session, we had
in-class discussions of tutoring approaches and considered various opmiortdfefring
constructive criticism on writing. In the second week, the studertedisample documents and
did mock tutoring sessions in preparation for their work in the commuaniy they attended
orientation sessions at the service learning field sites. Rritire orientation meeting, students
were provided reading materials that discussed the DetroiticP8bhool System’s (DPS)
approach to teaching reading and writihdn class, | gave my students samples of state MEAP
exam writing prompts, elementary students’ essays, and handougsnephow that writing
would be assessed for the MEAP exam that | had obtained fromy Shiaye’s literacy
specialist. My students practiced assessing writing samplesmiogy proficient in using
vocabulary from the “6+1 Traits” model to discuss the writing@as and understanding how
these samples could be improved based on the MEAP examfubric

During the third and fourth weeks of the course, my classes cotlegetivo texts —

Rose’s_Lives on the Boundaand Rodriguez’s Hunger of Memory that would serve as the

students’ primary sources for their essay assignment on itdrahose to focus the first major
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essay on Rose’s and Rodriguez’s texts in particular becauseutbtrtsause narrative/memoir
prose styles | thought students would find engaging, yet the autbetheir personal narratives
to characterize opposite sides of the literacy debate. In #meshl assigned from Rose’s book,
“Literate Stirrings,” he describes his Teachers Corps workElitMonte, California, teaching
underprivileged students, most of whom were Hispanic ESL student&dabglthe school
system as “remedial” or “slow” learners. He uses finsth@accounts of his work with the
children, and his discovery that many of their literate abilitvese well above their academic
assessments, to argue that literacy needs to be taught asdgealsen an individual basis rather
than through standardized curriculums and testing. In “Aria,” the ahdp#éssigned from
Rodriguez’s work, on the other hand, Rodriguez discusses his strugglaitoliteracy within
the American educational system while living in a household intwhis family’s primary
language was Spanish. He uses his memoir, however, to suppartiardized view of literacy
and to oppose affirmative action and bilingual education. He intentioclakgifies Spanish as
his “private language” and English as “public language” to arguesthdents must become
fluent in the public language, even if attaining that fluency mearmniiag separated from their
private languages and cultural heritage.

For the essay assignment, students were asked to position themsealgkation to the
contemporary debates about literacy by developing their own argumeatation to Rose’s and
Rodriguez’'s texts. The assignment handout stipulated that studentssommarize their
assessment of the overarching literacy debate using concegtples and textual analysis from
the readings, and that they must develop a clear thesis stdtémat explicitly outlines their
argument’. | emphasized to the students that they should work to develop an losigjnenent

influenced by the texts but that did not completely mirror RoseRauiriguez’s perspective. |
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felt it important to emphasize this point both in the assignmentiduda and in our class
discussions about the essay because many college students, | thintkehawnelency to develop
one-sided arguments that either adamantly support or oppose a pasithtars point of view.

In the assignment guidelines, | also encouraged students to usagbexsamples to support
their interpretations of the texts, saying, “Please feeltwause the first person in your essay — in
fact, | recommend it — but remember the importance of always dugpgour personal ideas
with textual evidence,” a point that | also emphasized multiplesim class discussions and
with individual students who approached me with comments such as “l thpaighweren’t
allowed to use ‘I' in essays?”

I chose these particular chapters from Rose and Rodriguez toasetive primary texts
for the first major essay assignment for two main reasdrecause the authors use first-person
narratives to discuss the topic of literacy instruction withinAheerican school system (a topic
on which all of the students had firsthand knowledge), and because bothrsltsgate with
issues of literacy for Hispanic students (a topic on which stuaemitd quickly gain firsthand
knowledge). For the literacy essay assignment, | also encousaiggents to express their own
arguments in the first person and to use personal examples to sigmodritical analysis. |
hoped that in choosing texts that used personal narratives to adetriedsand political issues
surrounding the American educational system, in combination with emgpogratudents to
support their interpretations of the texts with personal exanplesssignment would work to
address issues of instrumentalism and affect raised in scholarly critiques

In Personally Speaking: Experience as Evidence in Academic DsscoOandice

Spigelman argues for an approach she calls the “personal acadeguiment” that blends

personal writing and academic argument (10). She suggests thappihcach helps to validate
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students’ situated knowledge while also allowing them to engage more fthilagademic texts:
“The inclusion of personal experience in academic writing supgis (in the broader sense of
addition and modification) how students imagine, understand, and write &leauparticular
topics, but it also helps to demystify scholarly texts” (120). &pign suggests that student
writers often give published texts an “unshakable authority,” whiclcaaese them to lose their
own voices as writers when they try to work with these sort®exdt tto develop academic
arguments (120). In order to help students understand that persaimg ean be academic, she
uses examples of scholarly texts that use personal narrativegliore complex political and
social issues, like those by Rose and Rodriguez that were abssigmey course. Spigelman
maintains that students tend to latch on to narrative academsctéeMse as evidence for their
arguments, which she views as “an early kind of source engagemeichanism for students
to see how the works of others may contribute to their argumedta aay to complicate their
all-too-easy claims to the validity of their personal opinionk16). In my courses, | saw
Spigelman’s point hold true in that many of the students expressedrapihiat they enjoyed
Rose’s and Rodriguez’s texts because of their readable, napetise styles. | found that most
of the students, however, still found it difficult to support their prieations of these texts with
personal examples.

In analyzing the students’ literacy essays, | used a prafe&oding and memoing”
described by Emerson, Fretz, and Shaw. | read the set of emsétyde times, the first few
times going line by line through each student’s paper and making memos or notes atisuf poi
particular interest. Then, | read through my notations looking fgetahemes to emerge, and
when | noticed patterns and themes | began asking questions aboutidaugsr these might

suggest. | used the same process with students’ globalizatiors,easayconsidered the two
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assignments distinct data sets, and several significant themeges. In my line-by-line
readings of both data sets, | began highlighting students’ use afk#tlsstatements,” or
generalized opinion-based claims that were not supported with ltexidance. Although some
students did offer broad references to Rose’s and Rodriguezss dexevidence, such as in
several of the examples of blanket statements in the next gghagheir claims were less
persuasive because these references were based on gendirajsreather than specific
examples for the texts. The point | wish to emphasize, however,tithth@ssays of students
who did use personal experiences used roughly 10% blanket clai8@%4oevidence-based
claims, whereas the essays of students who didn’t offer perscmalpkes were roughly35%
blanket claims to 65% evidence-based claitns

The following examples from students’ literacy essays greesentative of the types of
claims | considered blanket statements in my data analysis. Sudent writes, “The
environment in which one grows up influences the beliefs and judgmentsrgatie ©f the
people and things around you. If you grow up with bad influences, you wdkiperthings
differently. The students Rose taught were careless about edugatpart due to the lack of
influences telling them the importance of education,” without givimg examples, textual or
personal, to explain how he draws this conclusion. Another students, Writestraditional way
of thinking about literacy fails to give students any breathing rbawthout defining “the
traditional way of thinking about literacy” or which authors’ idélas student is referring to as
representative of traditional literacy. And other students made eatsrthat were unsupported
by the texts, such as, “If those like Mike Rose had their way cthiintry may expect to see not
just Spanish offered as a second language, but all other languathesvwdrid as well,” and

“Mike Rose demonstrates that the whole language method can worRieimard Rodriguez
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demonstrates that the phonic method can work,” when, in fact, Rose nawsnadilingual
education or allowing the idea of languages other than Englisbhools, and neither Rose nor
Rodriguez discusses phonics or whole langtfage

While | definitely think it is typical for young college weits to rely on blanket
statements and textual misinterpretations because eitheth#wey not been trained in close
reading and documenting their ideas with textual support or thejpstraot spending enough
time on their work, what | found significant in my data analygs that most of the students’
essays that used personal examples did not follow this pattehesk ¢ssays students were able
to use their personal experience as support for their inteipretadf Rose’s and Rodriguez’s
texts, which allowed them to generally avoid the use of blankens¢ats. This pattern was also
consistent in my analysis of students’ globalization essayspettat more than twice as many
students were able to use personal examples to support their arguwandnnterpretations of
theoretical texts in the globalization essay than the liteeasgy, a point that | discuss in more
detail following my discussion of the data from the literacy essay.

In the literacy essay data set, 11 of 50 students’ essaysdoHgeanples of personal
experiences, but of these 11 papers only seven students used the peasenal tm support
their analysis of the readings. Interestingly, six of theesestudents whose personal examples
did support their textual analysis used examples based on theiieexpsrin ESL/bilingual
programs, which | find compelling because the authors’ memoirs desélx with the
educational experiences of non-native English speakers within treeidsm school systeth |
emphasize this statistic because almost all of the studéaisvere able to effectively produce
the type of personal academic arguments Spigelman describesthwse who had firsthand

experiences in ESL or bilingual programs. In the other four pagtexdents referred to personal
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experiences but did not sufficiently link these examples to RageRodriguez’s texts. For
example, a young African American woman, Tanisha, who took the gedei@ation section of
the course, discusses her tutoring experiences in the contextafgbhenent on literacy, saying,
“My experience in tutoring at [Shady Grove], a predominantly Spamigin school, has led to
my understanding of how much impact the instructor has in the leithlicational development,
particularly the subject of literacy” (sic). Her commeaéms to support Rose’s view of literacy
that advocates for strong teacher/student relationships and indiadsassment; however,
rather than making a connection to Rose’s text, she continues wrth parsonal material that
leads her discussion away from Rose:

In the beginning, tutoring in writing was a bit frustrating. itWg is not a

skilled subject of mines and | did not want to say anything thatlcalogtruct

the child from becoming a good writer. Thoughts of all the do’s and doh’ts

teaching writing started roaming through my head. When rengewhe

children’s writing, | had to keep in mind that my main focuswa help the

students develop ideas and not really focus on grammar (sic).
Tanisha never connects these ideas to either Rose’s or Rodriguez’s teixistelagk uses them to
support a blanket statement claim that “teachers, in addition to the learnimglonntishould be
evaluated in the literacy debate. Even if the instructorgseat writer, it is pointless if they
cannot communicate, or more importantly, teach.” In Tanisha’'s eskaynever makes it clear
how the personal material relates to the readings; thengfigracluded in the statistic of papers
that use personal examples that are not linked to their créticalysis of the texts. Another
interesting pattern | noticed was that although students’ use sdnarmaterial did ultimately
influence the authors’ thesis statements, there was no consisi@ocy these students in terms
of their arguments. In the seven students’ essays that citeahpeexperiences to support their

critical analysis of Rose’s and Rodriguez’s texts, the studesgtd their experiences as support

for widely differing views on literacy. Here, | examine thierk of three students, one from each
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semester, who use personal examples within their essays to sdiffevent positions in the
literacy debate. Despite their different thesis statemaiitajse personal experience to work
more effectively with the texts and issues than do papers in whiclents aren’t able to use
relevant personal experiences.

In the first semester of my study, | worked with a young Wkaa woman, Danya, who
had attended a private Ukrainian Catholic school in which some classedaught in English
and others in Ukrainian. In her essay, she uses an example ofilaookilfriend whom she
compares to Rodriguez in that he lost his native language whenrérdgpmoved away and he
began attending public school. She describes an experience in high sbbodievcame back to
Michigan for a visit:

| was shocked to find out that he could no longer speak a word of Ukralinian.

asked him what happened and he responded by saying that at hishoevhe

never got a chance to use his native language, and his pareatssivey English

to help him learn so that he could work at the same level assitltants. It was

a shame that he no longer spoke a language which made him diffienant

everyone else. But like Rodriguez, he had to leave his native langehgel in

order to gain the knowledge of the English language.

Prior to the excerpted example, Danya discusses Rodriguet’'saexsing particularly on his
distinction between public and private language, saying, “In ordefit tinto the ‘public
language,’ he lost a special connection with his family, hissr@dtinguage, and heritage but
gained a place in society.”

Danya uses the examples of Rodriguez and her friend to suggdsieeastudents could
have successfully learned the English language and still nmadtaheir native languages
through the individualized approaches to literacy instruction Rose lesci$he agrees with

Rose that “literacy is affected by a person’s surroundingsjlyfamnd culture,” and that

standardized curriculums do not work to meet the needs of differentrbanklg, but she also
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agrees with Rodriguez that a person’s “private language” or leomgeage should not be taught
in public schools. She ultimately argues that aspects of theatthors’ approaches could be
blended to help students become fluent in English without sacriftbieig cultural identities.
One of the shortcomings of her essay, however, is that she nevesggassc examples of how
aspects of both authors’ views on literacy could be combined, onlyhéhashould be blended.
| addressed this issue in my comments on her texts, suggesting taeision should offer
specific examples from the texts to show what aspects ofuki®ors’ approaches she was
suggesting to blend. Despite its shortcomings, however, Dayssay evas able to effectively
use a personal example to support her critical analysis of,avapk that allowed her to develop
a personal academic argument.

In the second semester of my study, Chris, an Honors student felnuigecame to the
U.S. from Bosnia when he was a child, uses Rose’s and Rodriguetsstéexievelop an
argument against bilingual education. In his essay, he supports Rodsiquesation that
bilingual educational should not be implemented in the American schst@ns\by using his
own successful ESL experiences as support for this position. de“sayn a child of the ESL
program (thus my affinity to it over the bilingual education prograamd | cannot imagine
where | would be today if | was also taught in my generaliyage language of Bosnian or
Serbo-Croatian.” Chris suggests that he benefited by not begpttin his native language
after his family immigrated to the U.S. because it helped kiaptato the American educational
system, and he argues that it is impractical for schools to consider biledpgtion:

With a completely fair bilingual program that wasn’'t just Sphfitnglish

oriented as most seem to be, every language in the world wouldthdve

accounted for, and realistically, that isn’t possible. The ESgramo made me

feel less out of place, as | was already out of place enoudieibg the only
Bosnian in the school, only | was always being taught in Englisb. pressure
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forced me to learn English, although it wasn’t necessarily begspre because of

how well the curriculum was executed.

Chris also uses Rose’s idea that schools should pay close attemtib@ach child’s
developmental needs” to support his argument, and he refers to thahasactivities Rose
uses with the Hispanic children as the types of “open-ended astivhethinks should be used
within ESL programs. These types of activities, he suggest)emded in literacy instruction
because they allow students to draw from their home cultures wibppbrting the use of their
native languages. Chris, like Danya, argues for a middle grounchvirtbse’s and Rodriguez’s
work, but he does better work in articulating how this might be emaetan English-only
curriculum that supported activities that allowed students to draw rsorze experiences and
cultural knowledge to further their literacy development.

Sinan, an Arabic student in the third semester | taught the coais®,uses his
educational experiences as the backbone of his argument in liessay. Unlike the other two
students, however, he argues in favor of bilingual education based upon tie pogieriences
in a bilingual program:

Being born outside of the United States, | experienced, first-hand, the benefit

bilingual education system. | learned English as a nine ydaaod at the time it

was a challenge | thought | would never overcome. However, éitelling in a

bilingual program, and having the right teachers push me to learn and work hard, |

slowly began to adapt and learn the new language.
Like Chris, Sinan bases his argument on the educational approéetldibelped him succeed,
and considering that both young men are Honors students who have fullgdattafite English
language and American schooling, it seems logical that thely gassionately about their

arguments. Sinan writes, “How can | agree with Rodriguez, whelsefs go against everything

that | have been through? | am an example that shows bilingudtisswwork and that there is a
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reason that schools use it.” Sinan also makes clear connectioreebdhe personal material he
presents and textual examples from Rose and Rodriguez. He conneets Wosk to his
argument for bilingual education through the text’s critique aridrdized curriculums in which
the students from nonmainstream backgrounds often struggle:

Based on his arguments in the article | believe that Mike Rosdd support the

use of bilingualism in the classroom. We can clearly see thaé Ravors any

technique that will help his students better adjust to the mainstaeguage of

English. His idea of “individuality” and his understanding that nargone will

fit the same mold or use the same techniques but still fthillsame standards

has influenced my point of view on bilingualism.
Sinan, like Danya, Chris, and all but one of the other students whopessahal examples to
support their interpretations of course texts, was able to develapreed academic argument
that draws on his firsthand experiences as a non-native speaker. Of th€kini€dext seems to
come closest to articulating how a blended approach would work by sjpecifics from each of
his source texts, a move | suggest is a key element of stidcasademic writing. The
exception was a student, Brittany, who used the example of arsta8ént in her elementary
school class, Wasseem, who she believes was made to fearitdeoither students because of
his difficulty with pronunciation in the class reading exercises:

| remember all of the gaping eyes that would shoot over to Wasattemhe

would butcher a word and attempt to validate his articulation. Theiesche

smirks, and most of all I can vividly recall the framework of faise which was

usually curved with humiliation (sic).
Rather than offering her own literacy experiences to supportnbenpietation of the course
texts, Brittany offers an account describing her perception of hewurriculum affected a non-
native speaker in her class, an example | see as closegdrétathose used by the other

students. With this example, she is also able to effectively supporcritical analysis of the

texts. In connecting the example to Rose’s work, for instance, she says:
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Rose assesses the progress of his students through readingg, Wistening
exercises while emphasizing creativity and imagination. Hiéevasl that
establishing an acute relationship with his students would allow thempress
themselves without feeling ostracized. Wasseem would have berfeditedhis
communicative style of teaching because he certainly wasn'tatiger
Therefore, | include Britanny’s work within the seven papers irclwtiie students were able to
use their personal experience as support for their interpretafi®tsse’s and Rodriguez’s texts,
which allowed them to generally avoid the use of blanket statements.

In my data analysis, | began to ask questions about why the gadents who were able
to use personal examples to as support for textual analysistivesee who could connect their
points specifically to ESL/bilingual issues. Both Rose’s and Rodr'g texts, for instance, offer
critiques of other aspects of the educational system such rafastized testing and student
assessment. | wondered why other students in the class did naxaswles from their
experiences in the mainstream educational system. The intérdtanade was that only the
students whose experiences or observations seemed to align mebt wlitls the texts were
comfortable using these examples in their literacy essayn\&t@osing the course materials on
literacy and designing the literacy essay assignment, limadined that they would have a
wider impact on students in my classes because of the tetitue of the educational system,
particularly because these were exactly the types of readingssagianasnts suggested by Durst
in his reflexive instrumentalist approach. Ultimately, | tbk literacy component of the course
was only successful in engaging the affective experiencesidérds who were able to make
personal connections to the course reading. However, | did not find comgpoidka to suggest
that any students were making connections between the litenatgrials and their larger

pragmatic, instrumentalist concerns. These findings changed draltyathowever, in my data

analysis of the globalization component of the course.
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The Globalization Course Theme

After the students completed their literacy essays, and thieeséearning projects were
well under way, the syllabus changed gears to focus on the theglebafization. Students
continued to explore the literacy theme, however, through in-clasgsdisns of the work they
were doing in the community and through shorter writing assignments like enegutarratives
discussed in the next chapter on service learning. Students iecthedstwo semesters | taught
the course were also required to submit précis statementsdh thiely discussed how the course
themes of literacy and globalization were connected to the famaice learning projects they
were developing:

Throughout this semester we have dealt with two major thenlgeracy and

globalization. The précis statement is a 2-page paper in whach should

describe the final project you are undertaking and discuss how ymectrelates

to these larger themes. Please provide a detailed description bieurafinal

project is and how you will be developing your project into a final priod(mu

need to give attention to both major themes and provide a critidgsenaf how

your project either directly or indirectly relates to thisseies. | would like you to

discuss what course texts (these can be readings, films,wete) the most

influential for you in thinking through the issues; please be speiifithis

discussion, using concrete textual examples. Also, did you feel theat
globalization materials used in the class were connectdtettotal community

work you were doing throughout the semester?

My goal in revising the syllabus to include the précis statgnassignment was twofold. |
wanted to retain a course focus on literacy even through the reasidgdiscussions had been
centered on the globalization materials during the lattdrgiahe semester, and | also hoped
that asking students to formally articulate how the courserialsten literacy and globalization
were connected to their service learning projects would encouragetohthink deeply about

how the theoretical issues we had been discussing in class weretednioethe hands-on work

they were doing in the community.
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In order to transition from the theme of literacy to globalargt! assigned an excerpt

from Thomas Freidman’s The Lexus and Olive Tregbich | chose as a starting point because it

offers a clear definition and historical overview of globalizatiooc@ding to Freidman, the
world has undergone two separate eras of globalization; thedastirring at the start of the
Industrial Revolution, when goods, people, and labor became transportakdd byd ship,
which incited an influx of immigration; the second, after the Colt With the fall of the Berlin
Wall. Freidman offers the following definition of globalization:
Globalization, which replaced the Cold War system, is not staiica dynamic
ongoing process: globalization involves the inexorable integration avkets,
nation-states and technologies to a degree never witnessed bef@enxay that
is enabling individuals, corporations and nation states to reach arounaide
farther, faster, deeper and cheaper than ever before, and in thatag also
producing a powerful backlash from those brutalized or left behindhibynew

system. (7)

Friedman, a well-known New York Time®lumnist, has won three Pulitzer Prizes for his work,

and many academic scholars, including myself, consider his disngf globalization watered
down to appeal to mass audiences. | chose to use his work in meegohowever, because
undergraduate students tend to find his prose readable and engaging, spetifieedefinitions

he offers for terms such as globalization make his work a ulsesiutext to help students grasp
the larger concept of globalization before getting into more atistineoretical works. Another
reason | chose the text is because Friedman’s political sti#fifees from other theoretical texts
in which the authors tend to implicitly position themselves through #rguments as pro- or
anti- globalization. Friedman depicts globalization as an inescapatoe, and suggests that
people must find a way to cope with it whether they like it or notidaa that | had students

consider as we read and discussed some of the more overtly political arguments.
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In choosing course materials, my goal was to use a range wipsathat expressed
different views on the globalization and that explored key theolretizacepts of homogeneity
and heterogeneity, community, and citizenshigror instance, students read excerpts from

Jeremy Brecher and Tim Costello’s Global Village or Globgiade, which discusses the

negative economic aspects of an unregulated global economy thatdh&s tdownward
leveling” caused by “rising unemployment, falling real incopmeass layoffs, cutbacks in public
services, deteriorating working conditions, elimination of smallm§éarand businesses,
destruction of the environment, and loss of democratic control,” and MakesDPlanet of
Slums which focuses on issues of urbanization associated within globatizagntributing to a
massive worldwide increase in urban poor. | also assigned adigdbsas Havidan Rodriguez’s
“A Long Walk to Freedom” and “Democracy: Human Rights, Glob#bra and Social
Injustice” and Judith Simmer Brown'’s “Remedying Globalizatiod &onsumerism: Joining the
Inner and Outer Journeys in ‘Perfect Balance,” which expl@peets of globalization’s
social/cultural implications. To include readings in support of gipatbn's economic and
social benefits, | used Colon Powell's “No Country Left Behind” aadi® Dollar’s “Growth is
Good for the Poor.” In addition to the use of theoretical texts, studsats explored
globalization through a range of cultural téktsSome of materials used were excerpts from

Gloria Anzaluda’s Borderlands/ La Frontexad Karen Yamashita’s Tropic of Orandee texts

that served as the basis for the writing assignment on multipiedivities discussed in the
second chapter. | also used Victor Martinez’s short story, “TdselBall Glove,” excepts from

Pico lyer's The Global Souland clips from the documentary films The Ta#med The

Corporation
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While | do not go into specific detail about each course text, tagettelt the
combination of theoretical and cultural texts provided a framewwdugh which my course
could conceptually explore key concepts in globalization theory. Foanicest we explored
concepts of homogeneity and heterogeneity through Brecher andl€®sted Davis’, and
Powell’'s and Dollar’s theoretical texts that implicitly talk@posing positions in the debate based
upon the authors’ varying concepts of globalization and its effectadhld economy and also
through Anzaluda’s and Yamashita’'s cultural texts. To explore dneept of citizenship, |
relied on cultural texts in which the authors reflected on the ngosichidentities created by
global flows, such as in Martinez’s, Anzaluda’s, Yamashita’s, lgads texts. To examine the

concept of community | used excerpts from Robert Putham’s BowliogeAlThe Collapse and

Revival of American CommunityThich Nhat Hanh’s Keeping the Peace: Mindfulness and

Public Service and Derek Owen’s Composition and Sustainabiliyd a documentary film,
Farmingville which focuses on how rising Hispanic immigration affects l@mahmunities.
Community was also explored through the discussions of the studemiseslearning work in
Southwest Detroit.

As | mentioned in the previous chapter, my use of key concepts in ighktiai theory
was primarily theoretical in that they influenced my sébecbf course texts on globalization
and the types of questions | asked students to consider in counsgestss of the materials. To
explore the homogeneity/heterogeneity debate, for exampléysweliscussed the concepts in
class using the theoretical texts mentioned above, and then | assxgeegts from Anzaluda’s
and Yamashita’'s cultural texts that | felt implicitly exgified opposite stances in the debate,
with Yamashita’s work representing the homogeneity position throgghdepiction of

multiculturalism as a commodity to be bought and sold, and Anzaludals supporting the
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notion of heterogeneity in her discussions of how she is able to netdtiple subjectivities that
connect with different languages, cultures, and social identitiessignang these texts to the
students, | did not make the associations between the texts and thesheityotheterogeneity
debate. Then, in the class discussion of the texts, | wrote thes teomogeneity and
heterogeneity on opposite sides of the chalkboard, divided the studenssnaitagroups, and
asked the students to work together in their group to develop arguomenwtsich positions they
thought the authors’ works supported using specific textual examopsegport their point. In a
scene in Yamashita’'s work, for instance, a character EnAsan-American woman, sits in a
sushi restaurant in Los Angeles with her Chicano boyfriend, Gab&jldeg the “multicultural
mosaic” of diners in the restaurant: “There’s you and me and ttseagjahe bar and the guy with
the turban. And how about those Caucasian Japanophiles who talk real dap#méle sushi
man? ... There’s even white people here ...That couple over there isAocdm wouldn’t you
say?” (127-128). Emi’s conversation in the restaurant culminatds avitdeclaration that
“Cultural Diversity is bullshit. ... You're invisible. I'm invisible. Wre all invisible. It’s just tea,
ginger, raw fish, and a credit card” (128). The examplepsasentative of the way Yamashita’'s
work depicts culture as homogenous within a global era defined baleapiin which cultural
products are imported from around the world every day and are attainable for money:

It's just about money. It's not about whether us Chicanos or Asiaresigah rap

or whether third world countries deserve dictators or whetheha@d make the

world safe for democracy. It's about selling things: Reebok, PepsyrGlet,

AllState, Pampers, Pollo Loco, Levis, Fritos, Larry Parker ERdg, Raid, the

Pillsbury Doughboy, and Famous Amos. ...Hey, we’re all on board to buy. (126)
Anzaluda’s work, on the other hand describes culture quite differenttyighrthe author’'s

personal reflection in which discusses her own “borderlands” idethtittyshe associates with
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growing up on the US/Mexican border. Although acknowledging thatdeertity has become
fragmented by living between two cultures, she suggests thas sti®ei to maintain multiple,
heterogeneous subjectivities even after leaving Mexico tanlithen the U.S: “To separate from
my culture (as from my family) | had to feel confident enougdide to live life on my own. Yet
in leaving home | did not lost touch with my origins becdaseexicands in my system. | am a
turtle, wherever | go | carry ‘home’ on my back” (21).

Within the small groups, many students were able to identifyetlyses of textual
examples in relation to the homogeneity/heterogeneity thearediebate. Although some
students did struggle to make the connections within their groups, | woidd the students
through the texts and the examples | mentioned when the groups reabifwendarger class
discussion. | used similar classroom activities such as thislposhedents explore concepts of
community and citizenship within the course readings. Students werkavggver, required to
specifically address the concepts in their globalization es$agfsose not to emphasize the
theoretical concepts in the essay assignment because omased students might feel bogged
down or limited in having to write about specific theoretical corscedioreover, | wanted to
give them the agency to select research topics on globalizhibwould draw on their personal
and professional interests, an idea that was central to my dewlbpima revised pedagogical
model that | hoped would address issues of instrumentalism and @Beuassed in scholarly
critiques of critical pedagogy. | did, however, require studentsté three course readings on
globalization with the expectation that the concepts would contributesiocritical analysés.

In the globalization essay, students were asked to discusal askge of their choice in relation
to the larger topic of globalization, and | emphasized that theydltbiolose topics of personal

interest. They were required to cite at least three of the courskngsaon globalization, which
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could be used as primary or secondary sources, and at leasothee “credible” sourcés As
mentioned, in my data analysis of students’ globalization essags Istruck by how students
were able to develop the personal academic arguments Spigelncabetesn which they used
personal examples to support their textual analysis of criieérials more than they had in the
literacy essay. Whereas seven of 50 students’ essays madgpthisf rhetorical move in the
literacy essay, 20 of the globalization papers displayed thisréedn coding the globalization
essays | categorized them into general themes, sinakdlloaved students to choose their own
topics. A total of 26 students chose topics examining issues of outspamd layoffs in the
automotive industry in relation to the topic globalization, seven papeked at health-related
issues, seven papers looked at how cultural aspects of glolmalizegre affecting their local
communities, four papers looked at how globalization had affected imtoigrinto Detroit,
three papers dealt with topics on economics and globalization, ardpiédyers examined local
educational issues and globalization.

Within these general categories, students maintained widebretitf focuses; however,
the number of students who chose to focus on the issue of globalinatedation to the layoffs
in the auto industry and job outsourcing, suggests that this wgsicadfoparticular interest
throughout all semesters of my study. | also found it particutanhgpelling that 20 of the total
student essays used personal examples to support their critigasissrend, of these, 11 papers
used interview material from family members or friends to support theimegts. In discussing
the significance of this data, | offer examples of student téwds use personal examples to
support their academic arguments on globalization, and suggesthéhaietsonal material
enabled the writers to engage more fully with issues relatethd globalization concepts.

Following the excerpts from student texts, | discuss the signifie of these examples in relation
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to issues of instrumentalism and affect raised in the critiques oatpecagogy by Durst, Seitz,
Gorzelsky, and Lindquist.

Like many students in my study, Alex, a sophomore enrolled in an Headtisn of the
course, chose to write an essay discussing local layoffs iautieenobile industry in relation to
the issue of globalization. In the paper he speaks personallytabdainily’s connection to the
industry, and also incorporates material from an interview witlfatiger, an autoworker who
has been with one of The Big Three companies for 18 years. Alexilss how recent
economic turmoil has affected his family’s sense of stabsisyying, “Until now, this industry
has helped support my family, but recently, changes within the induesiey caused my family
along with many others to live day to day, wondering if our famigtpporter will have a job
tomorrow.” He cites his father directly:

When | spoke with my father, and asked him how he felt about his job security, he

surprisingly responded, “I feel safe where | am now, but theséllisincertainty

... will I get a pension when | retire? Will the company cut enjobs? | don’t

know ... no one does.”

Interestingly, Alex’s paper does not use the personal exaonpiéerview material to claim that
globalization is causing layoffs and outsourcing, but instead arguethéis@ problems are the
result of bad business practices within the auto industry. He sudigastgobalization has been
inaccurately portrayed as the root of the problem because foy warericans “the term
symbolizes the outsourcing of jobs, cheap goods made with cheaper lgbanulbinational
corporations that only care about the bottom line ...,” a perception hesargwcaused “by
negative images presented to us by the media.”

To support this claim he references the homogeneity/hetesbgetebate, saying,

“[W]hen the Berlin Wall fell there was no longer a clear deviof ideology in the world.
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Communism was defeated and the world entered an era of freeatnddmarket expansion. ...
This shift toward globalization has sparked a debate on its effeche homogenization of
culture.” Alex argues that rather than creating a homogeneoulsl walture defined by

capitalism, globalization has actually led to positive developmarttse way people the world
has become interconnected yet people can maintain their heterogecdtural identities

through the benefits of new technologies.

Alex’s essay maintains that because globalization has becostapegoat for bad
businesses practices, such as within the Detroit automotive indusagyy people are
overlooking aspects of globalization can be used to benefit societgrgdes, “If we come to
understand this process of globalization, dispel the negative viewgstnacture our industries
and ways of thinking, we can make progress and use the global teoddr benefit.” The
ambitious 13-page paper cites four of the course texts on gldmalizéong with other research
materials, and also uses material from two interviews, onehigtfather and one with a former
professor, therefore greatly exceeding the assignment regutenT he effort Alex puts into his
research and writing along with his desire to incorporate theopal and interview materials
suggests that he feels a sense of scholarly and personal rmegagéth the topic. A student in
the Honors College who plans to apply to medical school after finistisngndergraduate work
at Wayne, Alex clearly takes his education quite seriously apenels a great deal of effort on
his work. In my data analysis, however, | saw similar pattefnstudent engagement in the
globalization essay assignment across the three semesteng sitidy. The other examples |
present are all from students’ work produced in the general education section of the course.

Baasim, a Pakistani student, writes one of the essaysdarated within those that look

at how cultural aspects of globalization are affecting theiallcommunities. Like Alex, his
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work engages with the homogeneity versus heterogeneity debaté, kéhisummarizes in the
opening paragraph of his essay to develop his thesis statemenma&]¢reargument that | raise
is that the process of globalization is a fact in our socieat cannot be reversed. The
interconnection of cultural values and hybridization between differ@cgsr will, over time,
create a homogeneous civilization; much of the population of the Usiiéeels is an example of
such homogeneous society.” Baasim takes a strong position on the nemogede of the
debate, which he supports using a combination of textual and personal exaglvidence. In
the personal material he discusses his family’s assionlatito Western culture after they
moved to the U.S. from Pakistan, and how he sees his local communityaroframck,
Michigan, being affected by globalization.

In his argument, Baasim conflates ideas of cultural homogeneity motions of
Americanization, saying that his family “became homogenous” dsymalating into Western
culture: “In the short-run, we in Hamtramck continued to practiostrof our cultural ideas that
we valued in Pakistan. Though, in long-run, we became a homogenolsbgradapting to the
new environment.” He closely associates the idea of homogenous eullutee American way
of life, and he suggests that American culture is becoming thkel walture because of the
Western media’s influence other cultures: “Because of globamiizathe media and the
movement of people around the world is creating a homogenous societyemiftailtures
around the world are blending in to form a one culture, a dominant westiture.” To make
this case, he describes how his family was already becoiesgernized before moving to the
U.S, and connects this observation to Matthew Green’s articlep&Btation, Citizenship and
Consumer Power,” which he uses as an outside source not assigned on the syllabiissHe wri

Green, in his paper, argues that the popular culture (Western) oftanatiesn
smaller cultures (9). In Pakistan, like many other familieg, family was too
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heavily influenced by the western media. Consider an example Ghegn

presents in his essay; a Barbie doll which is presented in ttie @& one of the

symbols of western culture was a major part in my sistéilglwood. Also, like

many families in the United States, my mom hardily ever coekémme during

the summers in Pakistan. We were fond of the idea of fast food (sic).
To expand his personal examples outside of his immediate famisirBaalso connects his
discussion to his local community of Hamtramck in which he “$eefsmilar transition toward
homogenous society.” Describing the community as “largely arignamt city,” he says, “What
| have noticed in Hamtramck is that the younger generationdcavey snoving away from the
cultural values their superiors cherish. Many of my friendsehaarried to their opposite sex
from different race, culture, or religious beliefs (sic).” iMihese comments Baasim also touches
on concepts of community and citizenship in discussing how globalizatobamging American
society so that these concepts can no longer be viewed fronoaatiat perspective. While
implicitly referring to these concepts, he is able to explicbnnect the examples of his family
and local community back to the concepts of homogeneity and hetertygameito his paper’s
thesis: “The interaction between people will in the short runteraaheterogeneous society.
However, in the long-run the heterogeneous society will evolve into ademus society.” As
in Alex’s work, | suggest that these examples from Baasire&ye suggest that using the
personal materials enabled him to engage with issues retated toncepts from globalization
theory. In my next example, | suggest that although the writes do¢ offer an explicit
discussion on the concepts of citizenship and community, her work usethgleexamples and
interview materials from a family member to engage with these ptsice

Another student in the class with Baasim, Abhra, a young Bangiadesnan, writes

about layoffs in the automobile industry. Unlike Alex’s work, howevke directly attributes

globalization as the root problem causing the outsourcing of jobs as®llayaffs, a notion that
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serves as the essay’s central thesis: “I will argue dgldiadn is the cause of Detroit’s
automobile industries downfall and that globalization is negativéisctang the people of
Michigan due to outsourcing of jobs and unemployment.” To support this,tisee discusses
how her family has been impacted by outsourcing caused by glatiath: “Both of my parents
got laid off because their plants closed and moved to another cougtdads company moved
to Mexico and my mom’s plant wouldn’t reveal where they were outswurto.” She also
describes how the loss of employment has affected the atmosphbes community using
material from an interview with her mother:

Most of my family and family friends are immigrants and worlused to work

in the auto industry... When | listen to their conversation | hear dssperin

their voice and how big of an impact globalization is having on them skdda

my mom how our financial situation is now, since both of my parents hese

laid-off, and my mom replied “it's hard to manage everything. Wetduave

jobs and it's hard to find jobs that will fit us because we have noatidua in

America and our English is limited. All the auto manufacturing congsaare

moving to other countries, leaving us on the street” (sic).
In her work, Abhra seems to be examining the nature of citizeaskiommunity through the
discussion of how her family had to immigrate to the U.S. to get tmairare now competing for
jobs with workers in other countries. She says, “Many immigramtgated to Michigan,
including my parents, because of the good paying jobs the auto industnpraading.”
However, she suggests that because globalization has createge anfirket economic
environment, it caused the auto industry to move to other countries fqr letiea: “In third-
world countries the wages are very low, so the owners can g&yolelabor. In Bangladesh the
wage per hour is $0.13 and in China the wage per hour is $0.44. Automobilgigsdast
making lot of profit in third world countries by paying low wages.” The discussitascinating

in that she suggests that her parents are now competing for jbbstiaet Bengali citizens from

their home country.



131

Unfortunately, Abhra never gets into a explicit discussion aboutgtbealization
concepts and she struggles to transition smoothly between the pexsamglles and scholarly
texts in her writing. To make connections between the personalighated the theoretical texts
on globalization, she relies heavily on Brecher and Costello’s andgRedis texts that explore
globalization’s negative social and economic implications. The papezr offers research of
examples from counter-perspectives, and | found it less sugkéssh the other students who
were able to use the personal examples and interview matenvelop complex academic
arguments. Some of the essay’s fluency issues, | think, cattribetad to the fact that English
is not her first language, and the 10-page globalization essay wasia idngarovement from her
five-page literacy essay in which her central argumentdr@iea blanket statement: “I believe
for students to do the best they can there has to be a teachet-stlamtiéeonship that’'s missing in
so many classrooms.” The improvement between the two essaysuvedg affected by the
course’s pedagogical focus on writing, and her efforts to addi®sss comments | had made on
other writing assignments, but | also suggest that the persoma¢ction she had with the topic
contributed to her ability to produce a clear academic argumead loesher interpretations of
course materials on globalization.

Despite its limitations in presenting a balanced argument, ablessay, like the other
students’ essays, is an important example of how integratingligktien theory into a critical
pedagogical approach can address students’ instrumentalist coandraffective experiences.
Abhra, a Muslim Bangladeshi immigrant, seems to display thmest&ype of personal
engagement with the topic of globalization as the other 22 studentweva@ble to connect the
theoretical materials to their personal experiences and ecosguatons, and she is able to use

her family’'s economic experiences as valid examples to supgortatademic argument.
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Although Abhra, unlike Alex and Baasim, does not explicitly addreskelgeconcepts from
globalization theory, her work still seems to be considering theepds of citizenship and
community in complex ways. In the last section of my chaptetutrréo scholarly critiques of
critical pedagogy to discuss the implications of my data.

Findings

Critiques of critical pedagogy within composition studies sugtpedttraditional models
are not taking into account the multiple subjectivities of todayflege students who come from
different ethnic, class, cultural, and religious backgrounds, etc. &mitzDurst maintain that
critical pedagogical models must actively work to understand rstisideeeds and expectations,
and Lindquist and Gorzelsky argue that more attention must be gwéme students’ and
instructors’ affective experiences within critical classrooms. Althdbglscholars offer different
methods to address these issues — Durst's reflexive instrureent&eitz’'s use of student-
developed ethnographic projects, Gorzelsky’'s proposition that close @tteatithe affective
dynamics of classrooms can be used to foster student engagemehindmadst’'s notion of
strategic empathy — these approaches suggest that revisedl @é@dagogical models must
support students’ personal values, experiences, and professional expectations.

A major question left unanswered by the critiques, however, is howecmaterials and
writing assignments can be used in the classroom to effgctiralv on students’ affective
experiences while also helping them work toward pragmatic profedsgoals. Durst, for
instance, uses course materials on higher education that “prastgts with diverse points of
view on many central issues that have shaped contemporary thdnagithegher education”
(179). He does not discuss, however, how his pedagogical model links aursle ¢exts to

students’ instrumentalist concerns. Durst's model assumes tndgngt enrolled in higher
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education will make connections between the educational systerhang@rbfessional careers,
which | suggest is often not the case among growing demogsaphnonmainstream students.
Consider, for example, Gorzelsky’'s struggle to explain to hekingrclass relatives the
connection between a liberal arts education and professional grafiiinus as long as liberal
arts education experiences are decontextualized from student€ farbfessional lives, their
requirement remains a class-biased hoop whose cost and perceies@dnce often make them
an affront, as well as a barrier.” Students’ detachment fromnse materials and assignments
seemed apparent in my analysis of the literacy essaylireyéaat few students offered personal
connections to discuss the debate on literacy instruction with the American s@tenl despite
being encouraged to do so by the assignment handout. And the students whdkelisuoia
connections were those with firsthand experiences with ESL/biliregliadation, which suggests
that these students were the primary demographic who wereoati@rnect their own affective
experiences to Rose’s and Rodriguez’s texts.

My data suggest that globalization theory potentially offebedy of work that students
from widely diverse backgrounds can connect with personally, and that statgnts find
issues of globalization meaningful and relevant to their daily lares economic situations. |
found it significant as well that 11 students incorporated interviatemal from family and
friends to provide specific examples to support their argumentshamdinterpretation of the
critical material. These students’ use of this material stgdkat they saw their families and
communities as valid sources of knowledge that could stand siddeowgh published texts as
credible academic sources.

Earlier in my dissertation, | discussed how my idea to integgiatbalization theory into

a critical pedagogical model was initially sparked wheaught an academic writing course
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themed on globalization to Brazilian university students, and then tawghglobalization-
themed sections of first-year composition at Wayne State. In btithgs, | noticed a high level
of student interest and engagement in the globalization reading#iéind assignment, and that
students’ interest in the topic of globalization seemed closekedi to their local situations.
After conducting the formal research study, my data showshbgiattern | observed held true
across the three semesters | used the “Thinking Globally, Wiitiegl” syllabus. My analysis
of students’ globalization essays suggests that many students icoturse from diverse
backgrounds, and in Honors and general education sections of the coues@blgeeto make

personal connections with course materials and assignments.
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EndNotes

! See chapter 2 of my dissertation for a detailedudision of this assignment and data analysiswfihexpanded
the course focus on multiple subjectivities.

2| use the term Big Three to refer to the threeomti.S. automotive companies — Ford, General Motd
Chrysler.

3 A “pull market” is a market trend associated witbreased investing and high investor confidenceOdtober
11, 2007, the Dow Jones reached a peak high o7348, but it then fell more than 50% to below D,@§ spring
20009.

* Dominique Strauss-Kahn, the head of the IMF, ntagecomment on October 11, 2009, after what hastine
known as the “Black Week” in the stock market imgarison to infamous “Black Monday” of 1987. On Miay,
October 6, 2008, the U.S. stock market startedeklwag decline in which the Dow Jones fell 18% &l S&P
500 fell more than 20%, making it the worst weedédgline in history (CNN News).

® The term outsourcing has recently been equatddthét loss of jobs to third world countries, oritayoff and
firing of employees in order for companies to obteleaper labor outside the U.S. Mass layoffs abdyrnovers
throughout the state of Michigan have had a negatffect on the economy.

® With the loss of more than 170,000 jobs, the DeMetro area has seen a huge increase in unemglalym

" This news quickly became national scorn when tigeTBree CEOs flew to Washington, D.C., in privjEes to
ask for an economic bailout. According to Democr&epresentative Gary Ackerman, “There is a daligioony in
seeing private luxury jets flying into Washingt@hC., and people coming off of them with tin cupgheir hand,
saying that they're going to be trimming down aimdaamlining their businesses” (Levs).

8 In 2008 the Bush administration issued a $17libhiemergency government bailout to help save Geéotors
and Chrysler from bankruptcy or failure.

® In July 2009, Michigan became the first state sih®84 to reach an unemployment rate over 15%ifisintly
greater than the national average of 9, and hdishieahighest unemployment rate in the nation forenthan a year
(Rooney).

19 Notable exceptions include recent publicationsnfan expressivist perspective such as Karen SuFrakay’s |-
Writing and David Bleich’s work on personal writing. Sosndolarly work has also emerged from the post-m®ce
movement suggesting a recuperation of process pgglaguch as Thomas Kent’'s Post-Process Theoryorige
the Writing-Process Paradigm

1| aimed to use a reflexive instrumentalist apphofatiowing Durst's model by having the studentsige in
academic critiques on literacy and encouraging tteedevelop their service learning projects intielato their
majors.

12| have discussed Seitz’s text in some detail infinsy two chapters, and here | expand on the deerdiscussion
presented in chapter 1.

13 Gorzelsky points also to working class familiesoveitruggle to manage the costs associated witlestsid
attending college, such as “postdegree debt, ggedbfinancial contribution or independence tladliege-age
working class students could otherwise offer tfaminilies, and the psychic cost of divided classltgs” (305).

1 Here | am referring specifically to the changedd® during in the fall 2007 and winter 2008 sedtitmadd the
student/community partner projects discussed iptenat, and the addition of the two-part writingigament on
multiple subjectivities included in the winter 2008urse that is discussed in chapter 2.

15 Shady Grove uses a model called “6+1 Traits oftigj” which is based on the qualities of writiniglea/content,
organization, word choice, sentence fluency, vaioayventions, and presentation. The concept isthas Ruth
Culham’s_6+1 Traits of Writing: A Complete Guide f6rades 3 and Upvhich was discussed by the school’s
literacy specialist during the orientation sessiad which my students were given excerpts to read.

1% |n the second two semesters in which studentstredhoice of at working Shady Grove or Built test,all the
students in the class still did the readings antigigated in these assignments.

" The “research context” section in chapter 2 presstire syllabus description of the assignment.

18 This was a particularly difficult statistic to deep because in some students’ essays | notee g@atingraphs of
blanket claims with no evidence, whereas otheresitgl essays, both in those that did and did rfet plersonal
examples, relied minimally on this type of claimedpite that | had to approximate these figuresag apparent in
looking through my notations of blanket claims thatade these notations a least twice as oftehdrstudents’
essays that did not use personal examples as eeden




136

¥ The students were assigned an article, “The Bslf Literacy” that discussed the phonics/whoteleage
debate, and this particular student incorrectlystto associate that debate with the issues oddiyediscussed by
Rose and Rodriguez.

2 Although English is Rose’s first language and hites about education mainly from the perspective working
class student and academic, the chapter of his thadk assigned the students dealt primarily Withwork
teaching students in a California Hispanic communit

2L Chapter 2 presents an in-depth discussion of efittese concepts. Here, | refer to them genenaliglation to
the course materials on globalization.

22| use the term cultural texts to refer to novslsrt stories, poetry, films, advertisements, etd,

% Data analysis from the first two semesters suggetiat key concepts were not being sufficienttggnated into
students’ writing assignments. Therefore, in thaltsemester | added a shorter assignment thaicékptequired
students address these concepts, which | discuke imomogeneity and heterogeneity section in ehnapt

% The “research context” section in chapter 2 prisstire description of the assignment studentsvedei

% In class, we had “research workshops” in whichdiseussed how students could obtain “credible” sesyrand
how to properly document and cite their research.
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CHAPTER 4
Pedagogical Revisions: Service Learning
Introduction

As an undergraduate student | had the opportunity to take severalscauttseservice
learning components. In one class, for example, | produced a docuynad&o about an urban
garden project where local homeless people worked in the gaalemisé money for housing.
For that term, | passionately dedicated the majority oflifeyto the project. | spent countless
hours taping footage, editing video, conducting interviews with commuratpbars, and even
participating in neighborhood activities. As the term drew to an eascitedly presented the
product of my hard work (the video) to my professors and classhoatésedback and critique.
Since the day | received my final evaluation in that courseyé haver returned to the gardens
or the neighborhood. Although my documentary did eventually air on thepobht broadcast
station, to this day | do not know whether the community membersoaatlHomeless whom |
interviewed and videotaped ever saw the final version of the documeatafythey felt the
video represented their community and garden project appropriately.

From my position as a student, however, | was proud of my accomplisiamemever
considered how my actions were likely viewed from the communityppetise — another
college student who energetically appears trying to “help theimzomty,” then disappears as
soon as she accomplishes her institutional goal, which, more oftemdhars a letter on a
transcript. In retrospect, | find it unfortunate that my weientioned college professors and |
were unfamiliar with critiques of service learning in compositscholarship. To recap critiques
of service learning discussed in previous chapters, scholars maintain thag saxning courses

often privilege student/university knowledge over local/community paknewledge and lack
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authentic collaboration between students and partners (Cushman “fPudliectual”; Flower).
They also suggest that traditional models of service learninge®are privileging ideologies of
service or volunteerism over reflection (Herzberg), which maypgtuate problematic identity
politics stereotypes (Himley; Green; Schutz and Gere), and rtizay programs are not
sustainable for local communities and agencies (Cushman “Susgd)ndbargue that these
critiques point to a major concern facing service learning -yrpamgrams and projects place
too much focus on the student service component, and do not give enough ati@ntion
community partners’ needs and concerns.

In much of her recent work in the field, for example, Flower udises problematic
university/community relationships found in traditional “outreach” moadélservice learning.
She argues that community members are often denied rhet@@adyain the sense that college
students and faculty tend to spéakor aboutthem, but notvith them:

The intercultural relationships they create often position commubity as
clients, patients, victims, children, immature, or incompetent. Community
members typically exist ggarticipantsin social projects, not gsartners with
expertise who must be respected as agents in their own riglat.ti$® éxtent that
such partnerships are diminished — and people from mainstream isdles c
become experts, leaders, directors, service providers, and tutoespessibility

for inquiry with others, across difference, evaporates. (Rhetoric of P28)lic

She argues that service learning projects must allow farcudteral inquiry in the sense that
activities must open a dialogue between student and community pdhaedsfers both parties
a voice in decision-making and problem solving. The design of my “ThirBlogally, Writing
Locally” pedagogical model was spurred by an initial hypadgheshat incorporating
globalization studies into a critical pedagogical coursh wiservice learning component had the
potential to promote intercultural inquiry. To investigate the hymmhe developed research

questions that would guide my stddyThis chapter uses qualitative data to investigate research
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guestions centered on service learning pedagogical revision. Igagisularly on the following
guestion: Does integrating globalization theory into composition peglagogugh critical
pedagogy and service learning promote intercultural inquiry, as ddilné&dower? If so, how
and to what effect?

Chapter Overview

Based on data analysis, | maintain that within my “Thinking Glob&lyiting Locally”
course the student service learning projects that proved mogtveffecpromoting intercultural
inquiry were projects in which students and community partners coadthontraditional texts
such as documentary videos and Web sites. | make this claim byigatieg key features of
Flower’s concept of intercultural inquiry in relation to Thomas Detimee primary models of
service learning writing programs — writing for the communiyFTC), writing about the
community (WATC), and writing with the community (WWTC). Throughowt study, students
undertook service learning projects that fell within each of Deadtegories. Using
ethnographic and teacher-research data gathered during thiestessnteaching service learning
courses at Wayne State, | aim to expand Deans’ research. Aitlizesns closely examines
specific case studies within each of these service leamougls, he also suggests that more
research, particularly ethnographic data, is needed to examse rtimels from the students’
perspective. He says,

In these case studies, | account for student experiences ofeskrarining to
some degree, but perhaps not as much as | should. Rather, mylétibegsately
remains trained on the curricular aims and assumptions of the ufartic
community-based projects. Thus, the approach is more analytic and ctivepara
than ethnographic, and most attention is devoted to curricular and pexdgo
arrangements as they relate to rhetorical, critical, and composition theory. (52)
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This chapter conducts a detailed analysis of students’ experiantteSVFTC, WATC, and
WWTC models. | examine students’ reflective writing on serléaning, their final projects,
data generated from audio recordings of in-class discussions, arsepester interviews. | also
revisit my key concepts in globalization theory — homogeneity aterdgeneity, community,
and citizenship — and use qualitative data to examine how these cofwegtioned within
WFTC, WATC, and WWTC models of service learning.

When Town and Gown Collide

“Will there be somewhere we can park our cars where theytwehbroken into?” “Is it
safe to go there by ourselves?” “How can we help them if theyt dpaak English?” “Does the
orientation tour count toward the 20 service hours?” These are treedfypaestions | generally
received on the first day of class after discussing theicgelearning component of my
“Thinking Globally, Writing Locally” intermediate writing coursélthough | sent an e-mail
message to students before the semester informing them thatvéne enrolled in a service
learning course (and it was listed in the university bullesirwall), it never failed during the
three semesters | conducted research that there weralssttgtents who claimed to know
nothing about the community-based work. Even some students who read theaganhad
knowingly signed up for a service learning course still seemedveoaténesitant about being
asked to go into Southwest Detroit. One student named Cindy, for exaoiglme her mother
was quite anxious when she learned that her daughter would be mjoirithat part of the city,”
and she required Cindy to pair up with another student and carpool if she was gagitothe
course. In an interview conducted a year later, | asked Cindyeifasd her project partner,

Linda, ever felt unsafe during the semester. She said thaynfainfortable only one time when
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she could not find street parking in front of the field site and plafagher away than usual.
“But it ended up being fine,” she said.

Although Wayne State is located in midtown Detroit, the majoritghef university’s
students commute into the city for classes from the surroundingbsubdihave had numerous
students tell me, for example, that they spent their entire ilivdse Detroit metro area without
ever going downtown. Racial unrest in 1940s-1960s, and the race thatsensued, caused
many whites to flee the inner city for suburban areas takhgstries and amenities with them.
Former Detroit Mayor Coleman Young discusses white flight into suburban regions

The [1967] riot put Detroit on the fast track to economic desolatiogging the

city and making off with incalculable value in jobs, earningsesaxorporate
taxes, retail dollars, sales taxes, mortgages, interest, praaeses, development
dollars, investment dollars, tourism dollars, and plain damn money. ©heym

was carried out in the pockets of the businesses and the wbpke pého fled as

fast as they could. The white exodus from Detroit had been prodigistesigy

prior to the rebellion, totaling twenty-two thousand in 1966, but aftelsviaiwas
frantic. In 1967, with less than half the year remaining aftestin@mer explosion

—the outward population migration reached sixty-seven thousand. In 1968 the
figure hit eighty thousand, followed by forty-six thousand in 1969. (179)

Since this tumultuous period in Detroit’s history, there has resdamstigma of danger and a
fear of violent crime that surrounds many people’s perceptiontheofdowntown area. On
multiple occasions my students have brought up the point that growihgwéere not allowed
to go past “8 Mile” — the dividing line used by locals to distinguistween the city of Detroit
and the surrounding metro area. For many Detroiters, 8 Mitapherically represents racial,
social, and economic inequality. Barrett Watten, for instance, videbgribes the stark contrast
between the struggling city of Detroit and thriving neighboring suburbs:

... [A] commute from nearby suburbs such as Huntington Woods and Grosse
Point still involves, on a daily basis, a lesson in dystopia addbedary with
Detroit is crossed. Driving into downtown from Grosse Point Park,n&tance,
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as Shoreline Drive turns into East Jefferson, one moves abruptlyafraliusion

of social cohesion embodied in substantial homes, wide boulevards,dpimdsc

and water-front parks, to a postindustrial wasteland of defunct Isssme
depopulated neighborhoods, and vacant lots dominated by Chrysler’s retooled,
state-of-the-art East Jefferson assembly plant just &fgecity limits is crossed.
(148)

Despite the urban decay Watten accurately depicts, however, f@eanthat there is also a
certain vigor that abounds within the city and its residents —arkeinderdog that has never
given up fighting to pull ahead. There have been ongoing urbaalieadion projects, including
the development of upscale loft apartments near the riverfront to aegeosuburban residents to
relocate downtown. The midtown and downtown areas, for example, remeagultural center
of the metro area, featuring attractions such as the Dentstitute of the Arts; the Detroit
Symphony Orchestra Hall, Opera House, and Repertory Theater;diptddGM Grand, and
Greektown casinos; Cobo Arena; and many well-known sports venuedimgcFord Field, Joe
Louis Arena, and Tiger Stadium. In recent years, Detroit haschasteimber of large sporting
events such as Super Bowl XL, the 2006 World Series, and the 2009 NCAA basketball
Final Four. These events have been used by media organizations toeptieencity’s ongoing
revitalization efforts with the twofold aim of bolstering natiorialrism and encouraging
suburban residents who have long avoided coming into the city to retudmiiog, shopping,
sports, and cultural events, etc.

Cindy told me that she feels fortunate to have taken the service learning doring her
first semester at Wayne State, because now she is condogtaibp into the city for lunch with
friends, and going downtown for cultural events. She says, “I thinkvduldn’t have done the
project, | would have been scared to ever go off campus. Now | lowatyhe.. | even took my

family into Mexicantown for dinner, and showed them the areaemive worked on the project.
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They were impressed by my knowledge of the city, and | thirksid changed some of their
fears about Detroit.” Cindy also told me that she still naamnst contact with her Built to Last
(BTL) project coordinator, with whom she says she became “tlGsarly, the service learning
project was a positive experience for Cindy in the sense thatvabeable to gain a level of
comfort and sense of familiarity with Detroit, and develop refethips in the Mexicantown
community. Her experiences, however, also pose questions that redomadgéy sSn scholarly
critiques of service learning: Is getting students out of t@infort zones enough? Is Cindy’'s
experience genuinely transformatlyer does it serve only to normalize stereotypes and fears of
“the stranger” or “the oth&? In the sections that follow, | discuss a range of qualitative
examples from WATC, WFTC, and WWTC models to investigate hérestudents’ service
learning experiences supported intercultural inquiry between students amdicynpartners.

University/Community Partnerships

Before discussing my qualitative data in greater deténdlit important to contextualize
how the service learning components of my intermediate writing Owes®e into existence.
These details are significant in the sense that my digsergatoject was developed within an
institutional setting in which university/community relationships eveilready established.
Developing a service learning course within a composition programdid not have these
relationships in place would have been quite challenging. For exarime university’'s
partnerships with BTL and Shady Grove (SG) were established through
CommunityEngagement@Wayne, a center designed to support the unseasidy Honors
College’s missions of service to the community with the aim eéld@ing “mutually beneficial
partnerships between the university and community to improve thé, smmaomic and cultural

climate of southeastern Michigan” (CommunityEngagement@Wayne iteeb$ became
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involved with CommunityEngagement@Wayne through my work with Wayne $tatessors
Gwen Gorzelsky and Ruth Ray, who both have previously taught and reskaecvice learning
classes, and have advised other graduate students’ service ledigsagations. | began by
doing extensive research in the area of service learning faualifying exam and dissertation
design before teaching any service learning courses. Theréfaptyally began conducting
gualitative research during my first semester of teachengce learning as a graduate teaching
assistant. | emphasize this point because in addition to genesahtarly research for my
dissertation, these semesters were also pedagogical trainiegrning to effectively organize
and instruct composition courses with service learning components.

With the larger goal of making service learning partnershipsiatly beneficial for the
university and community, it is essential for service learmsguctors to participate in planning
meetings and to maintain ongoing communication with community parthieesefore, each
semester | taught service learning, | maintained regularecsations with community partners. |
tried to address potential issues immediately, then, had follow-uprsatie@s with community
partners to seek input about whether the issues were handledestiffickor example, during
my first semester working the at SG site, | sent an ietm#he school’s literacy director to make
sure that things were running smoothly on her end. She mentioned thaasistightly upset
that a few of the college students were coming into the schoatdowearing torn jeans and
baseball hats. She thought it sent a bad message to the elgnsehtzol students, who were
required to wear uniforms. Although the clothing issue was not something that we haateégot
during out planning meetings, | quickly discussed the issue with ogemsts, who began
maintaining a dress code while tutoring at the school. | also dethgesyllabus to include the

dress code information into the section on course requirements fog fgaresters. Although
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the clothing example may seem like a minor concern, when Ispekte with the SG literacy
director she explicitly mentioned how impressed she was thaittiaien was handled quickly
and effectively. It is quite possible that the issue and its proesmlution influenced her
decision to maintain a partnership with my intermediate compositarses for the following
two semesters.

Moreover, | felt my degree of experience in working with studemd community
partners in a service learning context improved substantially sewstester that | taught.
Therefore, | significantly revised aspects of my syllabus, asamaking changes to course texts
and assignments, based on my observations and experiences. The oeeddlicuscal and
service learning pedagogical approaches, and my theoreaoadvrork for using globalization
materials, however, remained consistent throughout my research.cBhsignificant revision |
made was that during my first semester of research in m20@7, | used the popular WATC
model, which | discuss in more detail shortly. Overall, | had mamgerns with this particular
model and modified the course’s final assignment in fall 2007 andn@@@s to allow students
to design service learning projects in conjunction with SG or BiaL would allow them to also
use WFTC and WWTC models. Therefore, data examined in this chagtetes student texts
and projects produced in the three major groupings of service leamunges defined by Deans.
In the following section, | define a set of key features oérmltural inquiry discussed in
Flower's work in community literacy to analyze data collectesinf WATC, WFTC, and
WWTC models.

Key Features of Intercultural Inquiry

“The goal of intercultural inquiry,” according to Flower, “israrisformed understanding,

that is a collaboratively constructed meaning that does justicbdst it can) to the interpretive
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logics of all parties” (Rhetoric of Publizt69). Throughout her work, Flower suggests that

intercultural inquiry is the foundation of community literacy, and tihat imperative for
students and community partners to develop questions that are collalhpratmnstructed
through shared inquiry and problem solving. Community literacy, acgptd Flower, is based
on the idea that university students and urban community membersdésorking partners”

as they “solve joint problems,” “develop the problem-solving skilkt fead to understanding

and action,” and “engage in intercultural collaboration and refect®nétoric of Public71-72).
She maintains that transformative thinking and experiences areblpossistudents and
community partners use inquiry to discuss their differences amnd e negotiate these tensions
to produce texts that reflect multiple voices and ideas.

In Community Literacy and the Rhetoric of Engagemtmtexample, Flower discusses

a college mentor, Scott, who tutors urban youth with the goal of lbepagitive role model for
them. Coming from a rural Vermont background with a hardworkingefatiho greatly
influenced his ideas toward work, Scott wonders how some black enr@esble to develop a
strong work ethic despite the lack of positive male role modélsn the African American
community. Based on this initial question, Scott develops an inquiry akomodels in the
black urban community, which includes interviews and academic obsé&dre inquiry allows a
plethora of voices and conflicting ideas to emerge. Flower sagsit"Sinterviews with teens
turned up story after story of fathers, jazz-playing grandfatbesthers ... and volunteers who
mattered. However, these pictures of working (if nontraditional) stuppene rivaled by other
voices” (166). The inquiry, therefore, causes Scott to reviserigima assumptions about role
models in the African American community without formulating a rdefie answer to his

guestion: “He has reframed his sophomore preoccupationbeitiy a role model into an open
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guestion about the role African American men played in the livddaok teenagers he now
knows” (164). The inquiry also allows Scott to reconsider his owniposih the tutoring
experience as he begins to develop a more complex understanding thiehieens perceive him
based on their particular social positions.

Scott, according to Flower, has developed a “negotiated understandingfiich he
realizes that knowledge is situational “not only in his cultural ednbut also in glimpses of
theirs” (167-168). With this example Flower illustrates intdrgal inquiry by showing how
Scott’s thinking is transformed based on his and the teenagerd)arallize inquiry into his
guestion. Based on this example, as well as numerous others Flower presents in hiewbddy o
on community literacy, | draw the following key features of ricwéural inquiry. First,a
guestion or problem must emerg8econd,students and community partners must work
collaboratively to negotiate the problerAnd finally, participants must develop a transformed
understanding of the problerin the remainder of the chapter, | examine students’ work within
WATC, WFTC, and WWTC service learning models in relation toegHesy features to argue
that the WWTC model of service learning proved most effectiv@romoting intercultural
inquiry as defined by Flower. My research also suggests thaitONjrojects were successful in
helping students identify a problem, thus taking the first ste@rbvintercultural inquiry.
However, these projects were less effective in allowing studemdscommunity partners to
collaboratively negotiate the problem and develop transformed understanthinghe next
section, | begin by discussing the WATC model, because this iapihach used during my

first semester of dissertation research.



148

Writing about the Community

In WATC courses, students participate in service projectsedlatt on their experiences
in writing assignments. In this model, students can do service warkvide range of capacities.
Tutoring children is the most common activity, but students also w@dup kitchens, shelters,
nonprofit agencies, etc. What makes WATC unique from the other madetsding to Deans,
is that “the service itself usually does not involve writing” (86)other words, students’ service
activities may not be centered specifically on writing, but tloekwvill serve as the basis for
various types of writing assignments required in the college congrosiburse. Deans says
WATC courses are popular in colleges and universities “sincegéegrally do not disrupt the
dominant rhetorical practices of the academy” (108). Meaninggents typically write
traditional documents such as essays, research papers, and pessatales rather than the
sorts of nontraditional hybrid texts discussed by Flower. Oftetinggrassignments produced in
WATC *“are about pressing social issues, but written in a rhetoric of acadentique and
argument, and intended for an academic audience, primarily the teachans(®8.

Although many instructors aim to use students’ service expesdncexplore pressing
social, political, and economic issues, scholarly critiques of WAJourses suggest that
students’ community work often is not well connected to criticaldiregs and writing
assignments used in college classrooms (Herzberg). Also, bedatlse personal, reflexive
nature of work typically produced in WATC, many scholars seem w iti@s a “feel good”
approach that focuses too much on “emotional aspects of the eventhathen the social and
conceptual dimensions and implications of the experience” (Deans 108phel of the most
commonly cited critiques of service learning, for instance, HegzBeaggests that students’

personal reflections do not promote the level of critical thinkmgupport goals of critical
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pedagogy: “Writing personal responses to community service exges is an important part of
processing the experience, but it is not sufficient to raisieadror cultural consciousness” (59).
In response to this claim, Herzberg develops a WATC two-courpgesee that aims to use
community service work toward the development of students’ critoalsciousness. The
Expository Writing | and Il course sequence serves as Deass’study example for the WATC
model.

According to Deans, Herzberg's courses emphasize the discousgique used in
traditional critical pedagogical approaches. Students takingaheses tutor elementary school
children at a local public school while exploring larger themeschboling and literacy in the
classroom through critical readings and writing assignmentzbEry’s goal is to promote both
critical and service leaning pedagogical goals by makixglicit connections between the
students’ service experiences and the critical work being donasas. ¢iThe manner in which
Herzberg teaches his course prompts students to question and ¢ratvqueir culture structures
schooling and literacy,” says Deans, “This pedagogical approathnitseks an intervention in
the world, a disruption of dominant public discourses, casting Herzbdhg irole of critical
teacher and transformative intellectual” (100). Although Herzberg dat require students
taking the sequence to incorporate their service experiencesheitdinal research projects
Deans finds that “these research topics seem to be motivatelebgommunity service
experience and to draw directly on that experience as a prsuarce” (96). The essays suggest
that many students taking Herzberg’'s courses appear to lmallyitelating their experiences
within the community to larger course themes of literacy and schooling.

As a graduate teaching assistant designing my first seleaaing course, | found

Herzberg's expository writing model particularly compelling. Myerall goal was for students’
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in my class to connect the course themes of literacy and glatatzo their service learning
experiences. The hypothesis | originally developed, for exampls, that introducing
globalization theory into a critical, service learning pedagogicabagjprwould provide students
with a more concrete knowledge of how global economic factors asstowith capitalist
expansion contribute to the economic and social conditions of today’si¢daktmoment, and
also to economic and educational disparities among cultural groups tmd areas such as
inner cities. Because of SG’s predominant Latino student demograpdmg, of the students are
English Language Learners (ELL), or English as a Seconduaae (ESL) students, who
struggle particularly with academic writing in Engfishfelt, therefore, that the service learning
work at SG would link effectively to the larger course themestefacy and globalization.
Another reason | originally decided upon SG as my community pasdagrthat my students
would be doing tutoring work specifically in the area of writing.

After conducting my first semester of WATC research andervewig fieldnotes and
students’ writing assignments, | was left with a significemcern: Does developing empathy
and compassion for others, and the ability to discuss experiendesdarimunity in relation to
larger social issues, translate into intercultural inquiry? Ldkedy, many other students
expressed that their preconceptions of Detroit and Mexicantownceahenged by experiences
during the service learning projects. A student whom I call BeneXample, wrote about his
initial perceptions of the service learning site, saying:

Since | have been, for most of my 24 years, a sheltered subunvhpiteas been
fortunate enough to attend stellar public school, | had a few pregedasotions
when | began my tutoring at [SG]. To me, the school being located on

Street in the area known as “Mexican Town” was surely going @ dilapidated
establishment, with broken computers, bars on the windows, and rowdy kids
running about causing trouble.
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In class, Ben openly discussed how this perception had been developed theyagif geowing
up in a household where the Detroit public school system was alalagsl about negatively.
Ben’s mother was a schoolteacher in one of the nicer suburbs, afathleishad worked in the
auto industry until he made the decision to take an early retiresaeatance package offered to
autoworkers because of the declining American auto industry. GraypnBen’s parents made
it clear to him that downtown Detroit was off limits, and he, éfae, created a mental picture
of what the experience at SG would be like based on how he had heaity thepicted. Ben’s
experience in Mexicantown, however, reveals itself much difity than he expects. He writes
about how his opinion changed on the first day of the service learning project:

This one day in [SG] was able to totally rearrange my thoughtait public
schools in the “inner city”. These children were full of life, andeager to learn
everything their brains could hold. They latched onto every word | saidi,
although this was our first meeting, they all said they couldnit teatell me

more. | promised them that as long as they wrote down their thoughtsieas
for me, that we could discuss them as much as they like, tiegrthey were all
complete with their writing. (sic)

Like Ben and Cindy, students who took my “Thinking Globally, Writing Wlg¢agenerally

discussed their service learning experiences positively. Faneest during the winter 2007
semester, the semester in which all students in the classdweitken the WATC model, 17 of
20 total students signed consent forms to participate in the chsetudy. All 17 of the
consenting students discussed the tutoring experience from a positsgeqive in their
tutoring narratives. | use the term positive perspective to tefahe following types of
comments made at least once within the student text — “I liksahace learning project,” “I
found that | really enjoy it,” “I'm looking forward to meetinga@n with these students,” “I am

really grateful for having this experience of tutoring kids in English,” etc.
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The pattern | found more significant, however, was that 12 of the 1#spppevided
specific examples of how the authors’ initial conception about viieatutoring experiences or
the elementary students’ educational/language ability would bevakechallenged in ways that
changed their opinion. To develop this statistic, | quantified statesmia student papers in
which students clearly stated both their initial idea and howas wevised by their actual
experience. Some papers made more than one of these statementgr hbveder to the total
number of papers that displayed the feature at least onceexkBople, Tasha writes, “I was
doubtful that 45 minutes a week for ten weeks was going to improweritieg skills of fourth
graders. With that said, | initially felt that tutoring atjjSwas going to be a waste of my time.”
After describing each one of her four students’ learning stgted how the student was
improving, she goes on to say, “l regret ever thinking that this wouédviaste of my time ... |
didn’t think that 45 minutes would be of much help. | was wrong.” Anotbeng woman in the
class, Marissa, writes, “At first, | really didn’t see haworing students could help me become a
better writer. However now, | am starting to see improvemientay writing. The methods |
give the students to develop ideas and content are the same methoae thatping me.”
Similar rhetorical moves as these examples were made in 12 studsmiueny the WATC, and
the other papers referred to their tutoring experiences positively.

Despite that fact that many students clearly explicated @iv initial views of the
project were revised in some way, few students, however, madeypryof rhetorical
connections between their tutoring work at SG and the course ghemditeracy and
globalization in course writing assignments. For example, only 2 studént texts drew upon
examples from the service learning project in the litessay assignments and 3 student texts

did so in the essay on globalization. Based on these statistitgrpreted that the students’
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community work and the larger course themes were not being it@egnéo students’ writing in
the way | initially envisioned. While | would say that the rhetriexamples suggest that there
was clearly transformative thinking taking place for manyhef college students, the tutoring
work did not seem to generate the type of working partnershipslabation problem solving
that Flower describes as intercultural inquiry.

For example, during one class discussion toward the beginningnof ey students
were sharing tutoring strategies they were finding successifll the elementary school
children. The discussion turned to the issue of developing personal conneatiotie children
so that they felt comfortable expressing their thoughts arabkjdend several of my students
offered specific examples from their tutoring sessions to supperpoint. A young Arabic
woman in my class, Saya, who wore the traditional hijab, or heaeliog, made the following
comment: “It was amazing how open and friendly the children weréhey wanted to know
about me too, what nationality | am, and what language | talk. @hasged me if | could have
lunch with them, and if | would say something in my native lagguahich they liked.” Then,
another student, Marta, nodding her head in agreement with Sayahé¢olcdlass about an
elementary school boy, Jorge, who told her that he did not like readingriting and
intentionally tried to fail the fourth grade so he would not have toadder work. Marta said, “I
thought that if | started to talking to him more as a friend assl 48 a teacher maybe he would
open up a little more to me. The next session we had [Jorge] vokohtieread and answered
some of the questions we were working on in his reading book.” AlthBagh's and Marta’'s
comments seem to express the students’ desire to engage witklethentary students’
subjectivities, there are no clear examples, however, of key égatfiintercultural inquiry such

as collaborative problem-solving, or transformed understandings.
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Following Marta’s comment in class, another young woman, Anna, quidfdyed a
somewhat opposing view, saying, “I realize that | don’t have mucbrmmwn with the kids at
all. I expected this because | tutor two seventh-grade girls atearsmthool in Detroit and | don’t
have much in common with them either. ... Still, it's extremelytsaldear about the tragedies
that these young children have experienced so early in their’lRasher that expressing a
desire to engage with the students’ subjectivities, Anna’s comssamhs to indiscriminately
lump the elementary school students as a homogenous unit of oppressediesn In
comparison to her comment in class, however, Anna conveys a simikpepive in her
tutoring narrative, but she frames the experience as an exafpésformative thinking. She
writes about tutoring Maria, an SG elementary school student, on a writing asayiyg,

... [Maria] and | headed to the library to complete a worksheet @ttadys. She
worked very well coming up with vivid adjectives to fill the sentmdut a few
of her questions were a reality check for me. One sentenc®wascribe a bug
crawling across the floor, and [Maria] looked at me and asked “Whatg?” It

was interesting for me to find out that such a common word for peagile was
completely foreign to [Maria]. | explained what a bug was, atrapleted the
adjectives very well, describing the bug as “ugly” and “giant.”

Prior to the excerpted section about helping Maria with the worksheet on adje&tinasbegins
her short response paper with a description of her initial feelibgut service learning: “When |
was first told that English 3010 was a service learning ,cass would require tutoring time at
[SG], | was very nervous.” Her next rhetorical move is to gahediscuss the four children she
is tutoring for the semester before describing the excerpaume with Maria. She concludes
the paper by saying, “I have come to better understand and feelammpassionately for the
children from a foreign country, and their struggles to succeed growing up incareri

Anna’s rhetorical moves seem logical for the genre of a shdtemwresponse paper — to

begin with an introductory statement posing the problem that shemtiadlyi nervous being



155

asked to tutor children at SG, then to conclude with a blanket statexheut what she has
gained though the experience. Therefore, Anna’s work is includ&hwity statistic of papers
that provide specific examples of how the authors’ initial conce@tmout what the tutoring
experiences or the elementary students’ educational/languagéy abduld be like was
challenged in ways that changed their opinion. The response carsg=n, however, because it
seems that even though Anna’s feelings toward the tutoring pesjddbier perceptions of others
are changing, she is not engaging with the subjectivities dfttitents. | find Anna’s comment
in class and written response problematic in relation to schalatigues that suggest service
learning often promotes caring for others rather than undersganiima clearly seems to be
developing empathy and compassion for ELL and ESL students ammbgsiang that living in

a country where you also speak the dominant language is a privilege.

Based on my analysis of the data collected during my firsesemof research, | did not
find any clear evidence that the WATC model worked effectivelyptomote intercultural
inquiry as described by Flower in the sense that none of thensguderk met any of the three
key features. | also would like to emphasize, however, that | perddower’'s concept of
intercultural inquiry as an ideal to work toward. Even in the WWTCegtsjin which my
research suggests students’ projects did meet all three keyefeafor instance, there are
certainly revisions that could be made to allow for improved colléiborasuch as in the
example of Alex and Ryan’s project | discuss in the WWTC @ecilherefore, | think that if
students can take one or two steps, or even baby steps, toward intercultunal thgaiprogress
is being made. Many positive outcomes did emerge within the WATCljreoak| certainly did
not perceive the semester as a failure. For example, Sayasient in class about how she

shared information about her Arabic language with the elemestadgnts suggests that there
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was some type of intercultural collaboration between students amchwaity partners despite
that the collaboration was not based on a shared inquiry. Also, myiaralyiseir written work
suggests that my students enjoyed the service learning componet a@furse and found it
meaningful on various levels. Therefore, in future courses | would choasse WWTC or
WFTC models for a service learning course before | would use @/Albwever, | would also
be interested in using the WATC approach again in my teachthglve goal of improving the
model to better promote intercultural inquiry based on the observatamgtirs study. The first
major revision | would make, for example, would be to have my studeots with the
elementary students to develop a specific question about litergtybalization that they would
investigate together in their tutoring sessions throughout the s¥m@4th such a revision, |
think it is quite possible that the WATC model has the potential to allow for inteedutiquiry.

In presenting the analysis of the WATC model, my aim in not toodist Herzberg's
students’ experiences in the expository writing sequence | modéiedentral point is that in
using a similar approach at Wayne State, | did not find mytsesulbe nearly as successful as
Herzberg’'s work at Bentley College. | suggest that a widgeaf factors played a role in the
discrepancy. For example, Herzberg teaches at a privatel ldrésacollege as opposed to an
urban research university, and he certainly has a great deal teawhing experience than a
graduate student who was teaching her first service leacoimge. Quite possibly, he also may
have had his students’ inquiry into schooling and literacy more inkggrahnected to the
service learning tutoring activities. Because my initial datalysis raised concerns about
student/community partner relationships in the WATC model, I, thiexefevised my syllabus
and assignments in order to research whether using WFTC or W\MrGaahes would yield

different findings. In the following sections, | discuss data ctdteduring the fall 2007 and
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winter 2008 semesters and my analysis of the other serviceniganudels in relation to key
features of intercultural inquiry.

Writing for the Community

During the two semesters following the WATC course, students green the option of
either tutoring elementary students at SG or working at THer®n-profit organization. | added
BTL as a community partner for several reasons. Foremosanted to expand the types of
service activities in which students could participate. BTL hadiatyaof service opportunities
for college students to choose from — an after-school programavhtgh-tech Intel computer
lab, a day-care center, adult ESL classes, a seniors programnaedla exchange and health
services program. Therefore, students interested in working withsamlukeniors rather than
children could choose to work at BTL. Also, during my first semesteking with SG, | found
that it was hard for some of my students to find blocks of tutdineg that fit neatly within the
school's 9 a.m.-3 p.m. schedule. BTL offered daytime and eveningtiasti therefore making
the service hours more flexible for students with busy schedules.

In order to revise my original syllabus to incorporate WFTC &WTC projects, | cut
one of the three major essay assignniethist | used the first semester. However, | retained the
course themes, and students were still required to writecjteand globalization essays and
three shorter response papers. For their final assignment, studeigsedeservice learning
projects in conjunction with SG or BTL that would benefit the orgaisizeand community; the
projects also had to meet my approval. Students pursued a wide aprayeots that fell within
WFTC and WWTC models, but, here, | focus specifically on stud®ESTC projects. Deans
describes the traditional WFTC model: “One of the most popular faiservice-learning

brings college students into partnership with nonprofit agenciesewhe students undertake
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what are essentially mini-internships and compose purpose-driven dudsunike grant
proposals, research reports, newsletter articles and brochurgsS{68ents in my course who
did WFTC projects most often chose to develop newsletters and beecbarissues such as
asthma and type Il diabetes, energy conservation and recyclingbetcthere were many
exceptions. One student created a Web site designed for childrenrdiomaind childhood
obesity with online games about healthy eating habits. Three grouptid#nts (with two
students per group) developed different types of literacy programidimg a summer
reading/writing program for SG, an adult ESL program for BTL, ariteracy calendar model
for Wayne State students tutoring elementary-age children fare®@ blocks. And two students
(one student each semester) wrote proposal-type documents for thene®@ile exchange
program. All students during both semesters were required to mak@roject presentations in
class, and some students also gave presentations for community partners.

The most professional document produced during these two semestens,opinion,
was the first edition of a journal for the Mexicantown communitgdi“The Civic Engagement
Update for the Southwest Latino Community.” The journal is a 1&phgoklet with
informational sections on immigration and citizenship, economic opporsnigictoral
participation and voter registration, safety and violence in Souttdeatsiit, and education. The
section on education, for instance, covers 2% pages and has mini-sectiohgdoaducation,”
“higher education, and “adult education.” The child education miniesgector example, offers
responses to questions such as, “Where do | enroll my child?”, “\Mmgt child doesn’t speak
English?”, and “How can | talk to my child’s teacher?” And thgher education and adult
education sections provide important information about educational gravasciél aid for

college students, types of degrees available, and location8Bieathat offer adult education
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courses and General Educational Development (GED) certificatedy @nd Linda, whom |

mentioned earlier, worked under the guidance of a BTL staff metalresearch and write the
journal materials. Although the journal was printed and distributed uthdeBTL name and

logo, the students were given credit for their work on the front page.

At the end of the term, | visited BTL to get the agency'sspective on the students’
projects and hear staff members’ overall thoughts about the senSssteral people mentioned
how thrilled they were that Cindy and Linda had produced the joudi@re Guadalupe, the
staff member who directed the students, told me that BTL had wanted to put out an iofaimat
journal like this for “so long,” but had never been able to getptbgect off the ground until
Cindy and Linda offered to do it for their final project. | shoultdatsention that during my
original meetings to set up the community partnership with BTLudstioned an agency
representative about the types of projects that might be useftihdoorganization, and this
project idea came up in our conversation. However, it was described touch differently at
the time. After | explained my larger course themes of glodiabz and literacy, the
representative told me that one of the staff members wanted éotakel a grant proposal on
immigration issues and that she thought this would be an ideal pi@mjestudents in my class.
Therefore, when informing my students about their service legammptions, | mentioned that
BTL was looking for some students to work on this project and desanlyeidterpretation of
the project to the students. A week later, Cindy and Linda toldhee would like to do “the
immigration project,” and | put them in contact with the agengyesentative, who then put
them in contact with Guadalupe. In a short response paper, Linda writes,

So far, | have not encountered any challenges in the course o$dvice
learning. However, | would like to mention how this project diffeiradhensely
from my initial expectations. | imagined we would be analyzing nushbed
gathering data about immigration in this area and to writgramt. | was
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considering interviewing [BTL] clients to support the data for final project.

Instead, we were asked to research and initiate a journal thaewised to later
write a grant. | really hoped this project incorporated more humignaction.

Although it has potential for great success in helping the commurfigl bs if

the service portion of it is not well balanced with the learning.

Although BTL was extremely appreciative of the students’ work ofjoilm@al, and | was highly
impressed by the professional quality of the document my studenisged (which | later used
as an example of students’ service learning projects irstwoessful applications for teaching
awards), | felt concerned that the students’ labor had been expfoitatie benefit of the
nonprofit and myself. | wondered whether Cindy and Linda felt thgthld mutually benefited
from the project, which | had emphasized to my students was timegmali of service learning. |
felt that in order to accurately discuss WFTC in my disserta needed to hear students’
perceptions of their service learning projects after they werenger enrolled in my course. In
other words, when students would no longer be concerned that whatith&y & might affect
their grade. Therefore, | contacted former students who had déiA€\frojects for interviews
after the course’s completion.

Linda, unfortunately, never responded to my e-mail request fontarview. Cindy,
however, did agree to come to my office for a tape-recorded ietesession. In the interview, |
explained the nature of my dissertation project to Cindy in lajsni@nms, and asked her to
begin by talking generally about what she thought of her seteming experience. She
emphasized that she would have liked there to have been more @ailt@abbetween their group
and the community partners, saying, “I wish we would have had mamengnication with the
Latino community ... then we would have had a little more knowledge atiuatt they really
wanted ... like if they didn’t need as many details about the immigration stufillowed up by

asking her how much she felt BTL did collaborate on the project. Stie“8¢hen we went
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down there she pretty much just put us in a room and we did our feseatctarted putting
stuff together.” After hearing Cindy’s feelings that she wouldehiiked more interaction with
the community partners, | talked about the difference between VARIGNVWTC models and
described some of the projects other students had produced thabuatrenore collaborative. |
then asked her: “Would you want to change the type of project you Sl?quickly responded,
“No, | don'’t think that they really have that many resourcks this available to them in one
source, because we included stuff about immigration, education, poditezions. So | think
that it was good that it was all in one place for them.” Sona¢wsurprised by this response, |
asked her whether she felt the project was educationally useful. She said,

Yeah, | definitely learned about the processes that they have tiora@ah in

order to be a citizen and all these different things, which | dikimbow. And

[Guadalupe] was saying that a lot of people don’t even know theses tvhgch

was kind of our main reason for doing the project ... | know that | goesong

out of it. It meant a lot to me just to be able to help peopleeltbkhelp people,
and in that venue | definitely got something out of it.”

After my interview with Cindy, | was relieved to hear that shd not feel exploited by
the service learning component of the course. In fact, when askedewlkbe would choose a
service learning course or a more traditional academic coutke future, she said, “Oh, hands
down, service learning.” However, like the WATC model, the WFT@ dégo raised questions
for me about whether these projects promoted intercultural inquirywanking partnerships
between students and community partners. The WFTC projects didtgp &ugher than the
WATC model in the sense that these projects allowed a questioroldemrto emerge. For
example, students designed their documents such as newsletiehaires and Web sites with

the idea that these texts would meet a particular need or praweevice that they felt was
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lacking. | would argue that | did not find substantial evidence incérnlge WFTC projects that
students and community partners worked collaboratively to negotiate the problem.

For example, after the completion of their projects, | asked stdentvrite short
responses discussing their “perception of service learning and its rdigiibmeducation” based
on experiences during the semester. A young man, Marc, respondaylity that he has mixed
views about the service learning experience. He writes,

First, in the most literal sense, our work at [SG] sustainedreinls educations
through individual tutoring; this alone improved their academic sucoesaided

their comprehension of the English language tremendously. Thigninhelped

change other student’s perceptions of the students not only from denaca
standpoint, but also from a “social hierarchy” standpoint as wella broader
context, our tutoring at [SG] helps to de-stigmatize the negativeotations

associated with Hispanic immigration. (sic)

To explicate why his views on service learning are mixed, les go to say, “I feel that ENG

3010 is more like a community service event rather than a coursé ativances my personal
writing skills. There isn’t much material | can pull my expaces and integrate them into my
papers” (sic).

Notice that in Marc’s comments he clearly discusses the ednahtbenefits of the
service learning project from the position of the elementary sattololren receiving tutoring
service; however, he maintains that the most significant agpetie project for the college
students was that it changed inaccurate perceptions about Kigpamigrants and elementary
school students’ academic abilities. Marc perceives the sdeaceing experience from a top-
down perspective. While it may offer him personal growth through exeriences, it does not
offer the traditional academic knowledge he expects from agmlevel writing course. Despite
Marc’s claim that the elementary school students are bewgefibm the partnership, because he

mentions no specific educational benefits for himself, | wouldierthat the example suggests
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that his WFTC project did not support intercultural inquiry. In fact, duthe fall 2007 and
winter 2008 semesters, 26 consenting students undertook WFTC projectsdataranalysis, |
did not find a clear example of a project that displayed all thesefeatures of intercultural
inquiry. However, | did notice an interesting pattern in that 1&ef26, more than half, can be
characterized by their tendency to position students as service providershathearners.

For instance, a student, Dev, did his service work and final projdctive BTL needle
exchange and health services program. A premedical student in Waye's Stonors College,
Dev became excited when the BTL agency representative talkey tass about different
programs within the organization and mentioned the needle exchangemmediately
approached me to find out if he could arrange to work with this programgdine semester.
Although hesitant about allowing my student to become involved in thmisgly high-risk
activity, | discussed the option with agency members. BTL assueetthah Dev would first go
through a training program. Then, he would be able to prepare methaaing kits at the
agency and ride along in the mobile van. However, he would never be altowsandle any
contaminated medical waste, and would be under the close supervisidadeial health agent.
We explored what type of document Dev would produce for his finabgtoHe decided he
would write a proposal for funding to expand the needle exchange pragrd also create a
professional PowerPoint presentation, for BTL's use, to explain tbeélen@xchange program
and other health services available.

As students talked about their projects during class discusstmns)eedle exchange
program was a controversial subject. Some students argued th@andted drug use; however,
Dev was adamantly opposed to this notion. In a response paper thaiblialy available to his

peers on the Blackboard discussion board forum, he wrote,
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The Needle Exchange Program not only provides a medium for drug users to have
sanitized tools, but also provides care for the homeless; the program is involved in
more than just needle exchanges. ... In order to sustain society, paagilde

more unified and consider the common good over self interest. By siacy dae
spread of blood-borne pathogens prominent in injected drug users, HiMjtidepa

B, and Hepatitis C among other pathogens, health care is proaratetecreases

in trends of health complications, and potentially hinders the spreaah of
epidemic- which is achieved by making more people aware of thgeda of
sharing needles or using previously utilized needles. (sic)

As the semester was coming to an end, Dev mentioned to me thalsh@anning to continue
volunteering at the needle exchange for the remainder of his urdiemtgracareer at Wayne
State. During the next semester, in fact, another student in mgecatio did a service learning
project with the needle exchange program told me that Dev was often there working

Dev clearly seems to find his service learning experietcég personally meaningful,
and his work allowed students in my class an inquiry into the neadleange concepts that
allowed multiple ideas and voices to emerge. However, like Cindyodiner students who
designed WFTC projects, | was left questioning whether the studemtignity partner
relationship was mutually beneficial. For example, Dev writes,

| have grown personally by my observations of the city and @neyrmeople that

are in need of medical attention or support. Furthermore, | grew profesgiopall

the conduct that | have in this volunteering ... | see this service-learningtpasje

an opportunity to increase my credentials and provide healthcarehéor t

individuals that need it. | perceive my interactions with the mamity in that

part of Detroit as both supporting social connections as well amgee learn

more in developing my abilities for my future career.
Dev’'s comments suggest that he certainly finds the project bextetficihim professionally,
likely because his goals are to build a strong record of acadmrhievement and community
service so that he will get accepted into medical school. Howeeearearly seems to view his

work as a community service or volunteering experience rather than seasicmd).

In an assignment that semester, students in my class ietti@dine with students in
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Professor Gorzelsky’s service learning composition class. Tkegribed their experiences to
one another and posed questions about the larger concept of service |d2enimmsted the
following questions: “Does community involvement innately provide tlogvtir of an individual
in their skills, talents, interests, and/or professional credsnialis it to be recognized and
utilized for the sake of the student?" and "Are service-learpmgects really supporting the
growth of the community, or do the service projects provide incenthagsdrive people to
volunteer for the sake of their resumes in place of the d&sisepport an increase in social
interactions?" Examining Dev’s questions, | think he is grapplinig atiical issues surrounding
service learning. He realizes that other students in the atasdoing collaborative projects with
community partners that may be more appropriate in terms of thallogeals of service
learning. However, he also feels he will personally benefitribst professionally by using the
service learning course to advance his medical training and résumé.

Despite Cindy's, Dev’'s, and other students’ underlying motivati@nschoosing to
undertake WFTC projects, | draw several key points. The studentstsefeel positively about
their experiences in the community, and they make claims that baymé\State students and
community partners are mutually benefiting from their workgua, however, that the types of
benefits the students describe are not brought about by collabgratblem solving. Therefore,
| conclude that in the two courses | researched, the WFTC ndatiglot meet the three key
features of intercultural inquiry because the projects lacl@hborative inquiry between
students and community partners. The projects were successful, hoiwwahe sense that they
did allow a question or problem to emerge. Although my findings do not ulpgesNVFTC
projects allowed for transformed understandings through collabonatolem-solving, | did

find several interesting examples in which students developed dranesf or negotiated
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understandings of the question or problem in general, but these andergs we not developed
through collaborative inquiry with community partners. For examplegyCoriginally expressed
concern that she was not getting to personally interact Biith members like other students.
Yet in the interview conducted after the project’s completion speea that the community’s
need for informational resources to be gathered into one comprehetstbl@ment was more
important than her initial desire to have more face-to-face interaction withmig&mbers.

Another interesting example is a group of three students in iterwsemester that
developed a nutrition program to help educate children in the BTL el program about
healthy eating habits. The group’s central problem initiallerg®ad through their observations
that the students were often given unhealthy snacks. For examplef time students in the
group, Ismar, writes: “On a daily basis the students are giwanriety of snacks that are loaded
with sugars and caffeine such as: Caribou Coffee bars, coakiéss, chips and not to mention
the sugar-rich Kool Aid that is served.” After identifying tlpsoblem and developing an in-
depth inquiry throughout the term, the students’ original observation aboudltlmyhgnacks is
transformed into a class-based analysis that examines thédimleen obesity and poverty.
Ahmed, another student in the group, terms their project “Nutrition dféissand begins his
project proposal with the following statement:

Obesity has become an increasing concern in the United Stadeis, @specially
concentrated within the city of Detroit. The number of children livirtly such a
detriment continues to rise and minority populations are more ahaskwhites.
After spending a good amount of time within the Youth DepartmenB&L][

throughout the semester, | have chosen a final project the directly wéh

childhood nutrition.

For their project, the group developed two newsletters — one for parghtsne for students —

both of which are available in English and Spanish. By makingseyarate newsletters, the
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group perceives that the project will create positive changésitiiin the BTL organization
and local community. In an in-class presentation of the project, fianices, Zeinab, the group’s
third member, tells her classmates:

The newsletters will be providing knowledge on how to prevent theaseref
obesity and be healthy. Our first step is distributing the n&estewithin [BTL],
which serves a small community of people. But soon enough, we think the
information will spread and we will be able to increase the nurobgreople
receiving the newsletters and being educated about nutrition.

Ultimately, whether the students’ newsletters actually sdtk@ny transformed thinking or
nutrition habits is unknown because the project lacked a collaboraimponent in which
community members were given space to discuss their ideas, ne@dsicerns. | do suggest,
however, that their project did take a step toward intercultural inguid was ultimately a
productive project for the students themselves, if not the community as well.

Interestingly, during the fall '07 and winter '08 semesterslid see a marked
improvement in students’ integration of the course themes into wassgnments compared
with the WATC model. Of the 26 total WFTC students who undertook psoj@ét of the
students made some type of rhetorical link between their finaéqisopnd the larger course
themes of globalization and literacy, although the large majaitythe links referred to
globalization and literacy broadly. Only in 12 of these 24 papers irhvgticlents connect their
final projects to the course themes, for example, do the studekestire link by citing specific
examples from course readings.

The data generated during the two semesters following the WAddeInsuggests,
however, that having the students produce texts for the communitynaees effective than
having students produce texts about the community in terms of howntstudeegrated course

themes into their final projects. | argue as well that tmigroved statistic is directly related to
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the fact that in all of the WFTC projects, students were ableake the first step toward

intercultural inquiry by identifying a central question or problel®spite the significant issue

that the students’ inquiries lacked genuine collaboration with comynpaitners. | must also

take into account that because my findings from the WATC semsstested that the

globalization materials were not being effectively integratéal students’ service learning work,

my pedagogical attention to addressing this concern likelgtatfechanges in the data as well.
In the next section, | discuss my data and analysis of studenty G\&&rvice learning projects

undertaken in fall 2007 and winter 2008.

Writing with the Community

Of the three service learning models, WWTC is considered the nuoodgtaditional.
Deans uses Flower's work with Carnegie Mellon students at dmen@nity Literacy Center
(CLC) as his case study example for the WWTC model. AccortinBeans, “The CLC'’s
practices mark a departure from business as usual in the ledglmrtment. As a pioneering
program, the CLC generates excitement and innovative thinking. Hows@ause it disrupts
expected modes of teaching, learning, collaboration, and writing, Sochet fdisconcerting”
(137). Deans refers to the points that most WWTC projects ocche inodmmunity rather than
on campus, and that students often create various kinds of textsetimat at all like traditional
critical essays common in college composition courses, like bdegs (136). He says,
“Deliberately prompting alternatives to dominant rhetoric and getinesCLC makes possible
the kinds of innovative hybrid discourses we rarely find in largeyic academic, workplace,
and political discourses” (141). The type of “hybrid discourses” tchvbieans refers can take

numerous forms. In my courses, all but one of the students who did WWTé€xtprojsed
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multimedia forms (either digital video or Web sites); the pkoe was a student who
collaboratively produced a print magazine with SG students.

In this section, | closely examine two WWTC documentary videgepts developed for
students’ final projects in my class. One documentary was on hesneks in Detroit and was
produced by college students Chris and Liz, and a group of tedBifLatThe other was a
documentary examining issues of immigration and language adquisiollaboratively
produced by students Alex and Ryan and a group of BTL seniors. lim#hesection of the
chapter, | discuss another WWTC project in which a student naraed Worked with students
in the BTL after-school program to develop a collaboratively produced ¥ite. | discuss this
project separately from the other two, because it is the onlycpiojevhich a student seemed to
clearly try to integrate key concepts from globalization themty ithe project’'s design.
However, | argue that all of the WWTC projects undertaken by stsidiiring these semesters
displayed all three key features of intercultural inquiry. | mamphasize also that my WWTC
data is quite limited compared with the amount of data | colleittan the WFTC model. The
data is limited because only 8 total students chose to design GMWdjects, and of these 8
students only 6 signed consent forms to participate in the studyef@reertwo of the WWTC
projects | cannot discuss in my dissertation. However, | do istill hy claim that the WWTC
model promoted intercultural inquiry persuasive in the sense thatghll of these students’
work, even the projects that | do not discuss, clearly seem to dislblyee key features of
intercultural inquiry.

In addition to having their preconceived notions about Detroit and sieawn
challenged, other students, particularly in the two semestnsght for the Honors College,

expressed that they initially felt out of place at the serlé@@ning sites because of their
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institutional and class identities. Some students, however, who expthsse feelings early-on
in the semester later mentioned in class discussions or wassgnments that they were
beginning to feel a sense of familiarity and acceptandeeasites. Chris, for example, spent his
service learning hours working with students in the after-schagirgm at (BTL). Because he
had chosen to work in the organization’s Intel computer lab, he andlddided to make a
documentary video with BTL students. Chris writes,

| have been spending my time there working together with tolgbad kids in an
attempt to make a short movie. The kids were originally reludianbegin
working on the movie project, but as all the various roles in the muesre
opened up, each child signed up to work on some aspect, whether it was
scriptwriting or working on the movie’s soundtrack. The challengs getting
the children to talk and interact with us. ... | have grown personaiiy this
experience due to the interaction with people that are unlike oneh& majority
of my life, | have lived in an upper-middle class suburb, and workir§ ]
opened up my eyes to the real unsheltered world. ... Professionathg\ethis
experience has taught me how to bring together a team of people ayhaotrbe
so friendly with me to work together on a project.

Chris’s discussion of how he thinks he grew from the project by haeingegotiate uneasy
relationships with community partners unlike himself in order to produo®al product suitable
for both university and community audiences brings up a number of pointswbatd like to
examine in relation to Flower’s notions of intercultural inquiry, and rhetoric gdgemerif.

For example, Chris initially expresses dismay that the Bflidents are not welcoming
him with open arms. In his mind, he is going to the organization t& wih the kids out of
personal goodwill, because he signed up for the service lear@aisg ley choice. Therefore, he
does not understand why the organization’s students do not offer him iateneespect and
enthusiasm. Flower describes how the Carnegie Mellon mentors @L@evhom she refers to
as “usually white, usually suburban college students,” experienarilarsshock when taking

their community tour and realizing their positions as outsiders in the community:
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The tour redefined the termentor— it told you that you were entering someone
else’s dynamic, intact world that did not feel a particulardniee you or your
gifts. You would not enter as an authority or celebrity but as asideut You
would be accepted and valued not by your academic, economic, or niakHie-c
status but by your ability to participate in the common life ctbiamon concerns,
and the shared struggle as adults and teenagers saw it. (13)

Flower suggests that these sorts of unsettled feelings and idablognflicts are necessary in
service learning projects to open a space for genuine dialogeen&ntains that if students and
community partners use inquiry to discuss their differences amnd e negotiate these tensions
to produce texts that reflect multiple voices and ideas, themsforanative experiences are
possible for all those involved. “But a fundamental conflict remam®solved,” according to
Flower, “when students (fired up with certainty for social chamg@front the sudden realized
limitations of their own understanding. .They came prepared to act; they really needed to

inquire” (Rhetoric of Publicl54). Liz conveyed similar frustrations about the BTL students’

initial reluctance to participate in the movie project. One afi@n, they walked up to my desk
directly after class to talk about why they were strugglmmgngage their students’ interest. Liz
said something to the effect of, “It seems like they're justveoy interested in globalization ...
maybe if we had a different topic.” Through this informal disaussl was able to identify a
major communication problem not only between Liz, Chris, and the comympenitners, but
also between the students in my class and myself. | realized that tlseaemisunderstanding on
the students’ part about how central a role the course theme ofizaggioal had to play in the
final projects. “I don’t understand.” |1 asked, “Why are you talkinghwthe students about
globalization?” Chris gave me a puzzled look and quickly respondedatBe that's what the

class is about, right?”
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At the time this conversation occurred, my students were thringgbourse readings on
literacy and had finished their literacy essays, and we inehee midst of reading the theoretical
materials on globalization. | had assumed that students were gnakimections between the
globalization materials and the work they were doing in Southwetsbi) because the readings
highlighted issues such as immigration, citizenship, and cultural iagdigtic hybridization.
Also, | felt that | had been using in-class discussions andngridssignments to make
appropriate links between the literacy and globalization readingstlze students’ service
learning work. In talking to Liz and Chris after class thatrafien, however, | realized that they
thought that if they were going to make a collaborative video Bith students for their final
project, then the video itself had to be about globalization. | expla;m#tem that their video
did not have to be on the topic of globalization, but that they weregeaic to be required to
submit a written assignment explaining the connection between fthairservice learning
project and the course themes of literacy and globalizatiom threalook of relief spread across
both of their faces. “So the video can really be about anythingj$ @kked, “as long as we can
explain how it connects to globalization?” “Globalization and ld@gfal responded. While we
were talking | had been gathering my materials from tass¢ and was now packing the tape
recorder and boundary microphone | used for research into the casstudibets for the next
class had started to shuffle noisily into the room, and they weianieg to fill the desks. |
needed to wrap up the conversation, and quickly suggested that theglkitagt with the BTL
students about possible topics of interest. | did not have a follow-up catwersvith the
students for a while, but | could tell from reading their second dismusoard posts a few
weeks later that the group had been resolving their issuedolyrg) the community partners

central roles in the creation of the film and its subject matter. For exaompigrites:
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We actually have spent the past few weeks working on a movibdokids to

make. They have written the script themselves and plan on makingtliewn
own. It was very interesting to hear their ideas during ounst@iming sessions.
These kids have a lot to say, and it is important that we listeheim. They
wanted to make a movie to show the benefits of going to [BTL] dsaweajive a

candid look at the negative image of Detroit and the positive asfhettare so
often ignored. | am looking forward to see the results of their hard work.

Although | was quite pleased to see the positive change in bizéstbward the project, | also
felt a pang of teacher’s guilt for obviously not explaining thegassent accurately enough in
the beginning. Yet, | chuckled to myself as | pictured Liz and Chpigroaching the BTL
students to tell them about this video on globalization. | wondered whibignerhad actually
tried to explain the homogeneity/heterogeneity debate we had thscussing in class. Of
course, | jotted down in my fieldnotes that | needed to work on dlagifthe connections
between students’ final projects and course themes.

Despite the initial misunderstanding, the video turned out to be atingxproject.
Because of the BTL students’ avid participation in the video productiaffi,nsembers decided
to get involved to aid in the project’s logistics. They let tluelents use the video equipment and
editing software, and they also transported the group of studenksngran the project to
several locations to shoot video and conduct interviews in an agencyThanstudents
interviewed local homeless with a set of interview questionsthiegt collaboratively produced,
and they also interviewed youth at BTL to find out their perspectivéomelessness. In one
interview, for example, a young Latino woman speaks passionately Him issue: “Well, |
think, of course, everyone can see that it's pretty bad — almost oy stveet and block in
downtown Detroit. But | also think that no one’s really doing anytlabgut it. We're kind of
blind about it; we don't see it. We act like they're not realyt f our community or society.

We don’t acknowledge it.” Liz and Chris collaborated with BTudgnts to choose the footage
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that would be used in the video, and the students worked together in theomfeiter lab to
learn to use the editing software. After completing the feat of the documentary,
“Homelessness in Detroit: A Different Perspective,” Liz and Chn gmeliminary viewings for
their final project presentation in my class, and also for a goduBTL students. At both
viewings they gathered feedback from the audience, and they edéeded cut based on ideas
generated in these discussions. The students also decided they teametdend the video’s
audience beyond the Wayne State and BTL communities; therefore, nthhelg their
documentary publicly available on Google Video. The final versiatheivideo is choppy with
some audio problems, and obviously seems to be the students’ firsptatié making a
documentary. The video’s reception within the community, however higasy positive. Both
the Wayne State and BTL students involved in the project feel o s#nwide in their work,
and staff members at BTL told me that they thought the video pregscan enjoyable learning
experience. As the instructor, | feel a sense of enthusiasmadsh the video again a year later,
and see that the students’ work is still publicly available online.

By the end of the semester, Liz and Chris were able to make owsneonnections
between the collaboratively produced documentary video and the courssstbehteracy and
globalization. According to Chris, for example, “this project, and rofimmilar projects that
involve the use of technology, are not only helping to educate children edautfe social
issues, but they are also getting them familiar with technotbgy they may have never
experienced before.” And Liz writes,

In today’s world it is not enough to simply be a self-sufficient wamity; you

also need to be connected on a global scale. Within their youth depar{BTL

has] one of the world’s one hundred Intel Computer Clubhouses, which offers

underprivileged youth the opportunity to connect to the world in ways that the rest

of us take for granted. ... We have been working with the childrerhéopast
few months on a documentary about an issue that they feels negatfeetg the



175

sustainability of Detroit itself; homelessness. We will bespnéing the finished

[video] as our final project to show that in one small corner ofvibrdd, a group

of children is doing their part to try and make the world one whihtlast for

future generations. (sic)
| use this video project as an example of a WWTC service teamioject that, | argue,
illustrates key features of intercultural inquiry described loyEr. The project starts with the
initial question of what type of video the students will createclwidéads to an inquiry into
homelessness. The question of homelessness is collaboratively tegotia way that allows
multiple voices and ideas to emerge — Wayne State and BTL sudgency members aiding
with the production, local homeless who consented to interviews, and otheiuottsnmembers
who offered feedback for revisions. Ultimately, the final produtdrefa situated interpretation
of the question of homelessness that is publicly available to othetednternet. Could this
project have gone a step further? Absolutely! The documentary couldéenaised to initiate a
community conversation, such as Flower’'s example of how the CLC s$udigbtid texts on
school suspension were used to create a public dialogue that leicyogbainges. | believe this
is the ultimate goal of intercultural inquiry — to allow spaoe éther ideas and voices to
contribute to the inquiry and to effect some type of societal change based oruissidis

The other documentary video was produced the semester followingnkdizChris’s
project. Alex and Ryan had both chosen to spend their service hours woikinthevBTL

seniors program; therefore, they decided to collaborate on their final prslgctvrites,

For our volunteer assignment, [Ryan] and | have been volunteering\egekyat
[BTL], where we chose to work with the seniors. Most of our “waitk&re
consists of learning new board games, sharing stories, and distetyng (and
trying to translate the Spanish in our heads!) to anything andtewey the
seniors wish to speak about. ... By using the opportunity presented te hayves
decided to film a documentary style film, made up of interviewsuchenting
their personal stories — stories which will show the struggléving within this



176

new global world, and their struggle with literacy and the Bhglanguage and
how they have adapted to live within a foreign community.

Alex and Ryan developed the idea of a video project documenting how globalizatidfebizsla
BTL’s non-English speaking seniors living in the U.S. based onattyer course themes of
literacy and globalization. After recording the interviews with the senityran wrote,

This documentary will show how language is one of the strongestotiese’s
culture, and that despite globalization, one can still feel at hiomenother
country. These seniors are a strong family. They are theren®ranother, and
they give back to the community around them. Through their storiesl| ibev
obvious how their lives have changed, due to a shrinking world fromadkay,
communication, and transportation.

In class discussions, Ryan and Alex usually referred to the séyidhngir first names. They also
tried to contextualize the seniors’ reasons for immigratimghe US by telling classmates the
seniors’ personal stories, which, | think, was an attempt to helpglers understand that the
seniors’ immigration narratives could not be categorized into blagdgralizations like “they
came here for work” or “they came in search of a better life.”

In my fieldnotes, | made frequent comments about the intimatgiéae Alex and Ryan
used when discussing the seniors. For example, in one class discussidold\the class about
a senior, Carmen’s, son. Her son had become an alcoholic after tméyrated to the US, but
had gotten rehabilitated, learned English, obtained US citizenship eoitege degree, and was
now a successful businessman who supported his mother in her retirdlaentld the story to
the class to express that the seniors he worked with and #meilies did not fit common
stereotypes. From my perspective as instructor, of the five W\Wibjects produced in my
classes, these two students seemed to form the strongest btma@®mmunity partners. One
explanation for this point is that they were the only studentsyroamy classes who chose to

work with the seniors program, and | gathered that much of theimiasespent socializing with
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seniors. Ryan wrote, for example, “The ladies there treatedkene Igrandson. | often found
myself glad | skipped lunch beforehand, because they always meatefgod and they made
sure | got my fill and then some.”

| suggest that through shared experiences of stories, conwessdipard games, food,
and working together on the video project, these two young men sdengetiuinely engage
with the seniors’ multiple subjectivities and multiliteraciedex for instance, reflects on his
service learning experience, saying,

Through the work done this semester | have realized that thoseel come in
contact with, as well as myself, are all direct producthigfnew global society.

... Even more importantly though | have learned something much mafieupd,;

as my time comes to an end | have come to realize that we may be products of this
new global world, but, what makes us unique is the way we live within it.”

Here, Alex suggests that globalization has affected the sefiws’as well as his own. Yet,
rather than making generalized claims about its effectssays we need to look at each
individual’'s unique experiences within global society: “The seniongave worked with, the
authors | have read, and my own personal experiences, havegall tae that the definition of
literacy is constantly changing and has become personalized dependimgperson affected by
globalization.” Alex’s reluctance to offer any sort of geieed claim about globalization or
literacy suggests to me that he does view these conceptsoastdiatly changing” and
“personalized,” through the realization that each of the communitygrarhas an original story
to tell.
Moreover, | would like to describe a problem that Ryan and Alexrootgd while

working on the documentary with the seniors. This particular exangsieesonated strongly for
me when considering the types of experiences that students hAVeTIG, WFTC, and WWTC

service learning models. As | discussed, Chris and Liz createdder audience for the
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documentary of homelessness by making it available on the Webfdrketesuggested to Ryan
and Alex that they also make their documentary publicly availabla site like YouTube or
Google Videos, and the students seemed to like the idea that trkiceuld be made public.
Toward the end of the semester, however, as my students were finishirigpp#h@rojects, Alex
came by during my office hours. He seemed upset about somethikgdwao my office, and
said something like, “I know you wanted us the put the video on the Intéurtelt don’t think
we can do it.” | responded, “Why, is something wrong?” He told medilnang their interviews
they had interviewed a BTL senior who was an undocumented residdet thS., and that his
status had been discussed during the interview. He said, “We don’tavksave his interview
out of the video, but we don’t think we should put it on the Internet.” | pondered his comment for
a moment and was struck by the students’ dilemma. To makeidBe public would mean
exposing that a community partner lives in the country illeghlly removing his interview from
the video would mean taking away his story, or his voice. | told AlexItvauld consider the
issue and get back to him during our next class.

| arrived at class planning to tell the two students not tohait video on the Internet if
they were concerned for the BTL client’s privacy. However, Ryaoh Alex had already formed
a different solution — they would include the man’s interview invérsion they would give to
BTL, but would edit another version of the video for YouTube withouiritexview. | decided
to bring the issue up in that day’s class discussion. Other studethis course also seemed to
find the issue complicated. A few students raised points that there so many illegal
immigrants on the Internet that including the interview didn’tteraand that no legal trouble
would ever arise for the man. Other students, however, argued tisgubavas ethical, and that

it would be unethical for their classmates to put the man’s iet®ron the Web. Ultimately, the
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class decided that Alex and Ryan’s solution was the most appeogiven the situation. After
the decision was reached, | said to the class: “Noticeiriithie public version of their text the
undocumented alien loses his voice.” In addition to spawning a produciis® discussion, |
thought that this example was a clear indicator of interculincpliry. The problem surfaced
through collaborative work between students and community partners; ttieerstudents
inquired from multiple sources and considered different options; andyfiaahegotiation was
made to address the problem while still meeting both parties’ re@adgublic version for the
students’ final project and a private version for the community partners.

| argue that these two video projects suggest that the WWddelmas it was used by
students in my classes, supported the three key features ofiltexicinquiry. Of course, in
making this claim | do not suggest that these types of projectslwotilalso need revisions for
improvement. For example, | regret not suggesting to Alex and Ryathéyashould discuss the
illegal immigration dilemma with the BTL senior to find out tperspective on whether he
would want his interview to appear on the Internet. Also, it would haga particularly useful,
| think, for students in my class to have been able to view the dotarpevideo with the
seniors to discuss each other’s perception of the video and the issues it raisedexh dbetion,
| conclude the chapter by analyzing key concepts in globalizdtieory in relation to my
gualitative research of WATC, WFTC, and WWTC models. | argaedhhough | found these
concepts academically useful during class discussions to expethdoretical dimensions of
globalization, they did not seem to affect the project outcamesy of the three models of
service learning. In other words, | suggest that students’gengant with the globalization
concepts did not contribute to establishing intercultural inquiry with noonity members.

However, there was one interesting exception. In Hana’'s Web sifecprl found evidence
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showing that she tried to integrate ideas generated from owradas discussions of key
concepts from globalization into her service learning projectydgest that Hana's integration of
ideas from globalization theory affected how she interacted with comnpanityers to allow for
more intercultural collaboration. Therefore, | suggest that Hapagct was enhanced by
globalization theory in the sense that her project’s theotdtammework was influenced by key
concepts discussed in class.

Revisiting Key Concepts from Globalization Theory in Service Learning Modis

Earlier in my dissertation, | outlined key concepts in globabmatheory — homogeneity
and heterogeneity, community, and citizenship — that | suggestedhearetically useful for re-
visioning critical and service learning pedagogies. For exan@aegued that the homogeneity
versus heterogeneity theoretical debate in globalization theargntrally related to issues of
subjectivity raised in composition pedagogy. Critiques of critiaald service learning
pedagogies, for instance, implicitly suggest that traditionadlets of these approaches often
posit subjectivity as unified, despite that theoretical work in cortipnsstudies suggests people
possess multiple subjectivities that are in constant statdaxoflfconnected these notions of
unified subjectivity in relation to scholars’ theoretical argumehnés maintain globalization is
creating a homogeneous world culture driven by capitalism and consomeémlso compared
arguments from scholars who support the idea that globalization procuttiesl heterogeneity
to notions of multiple subjectivities in composition. Ultimately, ggested that homogeneity
and heterogeneity are not binary oppositions, but, in fact, arectitaley related, and
maintained that we must look at the complex, dialectical naturarmdcultural subjectivities to
design revised pedagogical approaches that will better serve #us & nonmainstream

students. In discussing concepts of community and citizenship, | attgatettaditional models
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of critical and service learning pedagogies rely on natior@lisérritorial conceptions of
community and citizenship. | suggested, however, that globalizationythasrthe potential to
unfix concepts of community and citizenship as connected to the idea of place.

In examining these particular concepts in relation to the WATCT@/Fand WWTC
models discussed in this chapter, | argue that the use of gloloalitadory to expand students’
perceptions of subjectivity, community, and citizenship is not enough,sétf,itto effect
pedagogical revision of service learning. In other words, althoughdmeussed specific
theoretical terms in our classroom discussions, students did not tatdgrae into their writing
assignments. In my data and analysis of one student's WWTCcprbmwvever, | found an
interesting exception. My data analysis suggests that althoagla Eid not incorporate the
specific terms into her writing, her work shows evidence thatsslsensidering key concepts
from globalization theory in her interactions with BTL students iander project design. Her
consideration of key concepts seemed to establish her project withheanuanced theoretical
framework than other students during these two semesters.

During each semester | taught the course, students read exoarptSloria Anzaldua’s

Borderland/ La Fronterand Karen Yamashita’s The Tropic of Orang®jch | used to explore

issues of subjectivity through the concepts of homogeneity and hetertygé&yamashita’s work
depicts multiculturalism as a commodity to be bought and sold, whémzaldua’'s work
suggests that she is able to retain multiple subjectivitigsctirmect with different languages,
cultures, and social identities. After reading these texisskd questions to students about
Yamashita’s depiction of a homogeneous world culture defined by lespitaHana, for
instance, responded to my question by saying, “It is impossiblgpply a singular subject

position to describe anyone’s identity.” She went on to say, “disgusay identity in a
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[singular] form such as American or Korean in this supposedlymgyghot-like country is a hard
and almost an impossible task.” Hana was referring to her grosithich she had mentioned in
class before, as a South Korean immigrant who identified with T’ culture because she
came to the country as a young child. | use the term Amemcguaadtations, because Hana also
critiqgued the idea of being American in one of her writing assegns “Likewise, | believe that
a term such as American is opportunistic and marketable in tdriehsfining one’s social and
economic status in this society of mixed cultures that all Selemy. The term, American,
almost has its own commercial value ...” From comments madass discussions and writing
assignments, Hana seems to be engaging with course textsraidecng key concepts from
the framework of globalization theory.

For her final project, Hana used the WWTC model to develop a colamm Web site
featuring 12 BTL students’ personal writings and drawings. Each studenshashier own page
on the Web site that displays work in his or her own handwritingatanned the students’
writings and drawings and converted them into digital files.&é® uses her Web site project to
explore larger course themes. She says, “I decided to incorptratespects discussed
throughout the course, the issues of literacy and globalization féinalyproject.” For instance,
in her Web site design, she takes into consideration concepts of cam@uuhicitizenship we
had been examining in class:

... the website presents [writings and drawings] | have gathesedthe students
| have worked with at [BTL] in Detroit. ... The main banner, whictlebigned
according to the input of the students, represents overlap of thfeeslifflags
and two locations: the flags of Mexico, Puerto Rico and the UnitatksS of

America overshadowing the pictures of Detroit and [BTL]. Thecifipe
instruction was to incorporate the flag of Puerto Rico from a studleotmoved
from Puerto Rico. Likewise, some students who had merged culipatiences
— especially who migrated from different countries — still haveng affinity

toward their culture and their language of their motherland...
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Hana recognizes that the students she works with have multipeetsubes and identify with
different communities and national identities. Her decision to dryintorporate students’
multiple subjectivities into her project suggests that shensidering concepts of community
and citizenship outside of a nationalist framework. She alsatie questions she used to gather
the BTL students’ writings and drawings for the Web site:

1. Describe your home.

2. Your Family

3. Your favorite food

4. What is culture?

5. Do YOU want to add anything?

6. Personal negotiations with the students
These questions suggest that Hana is genuinely trying to givdutthents a strong sense of
agency in designing their Web site pages while also trgirget to know the children and their
stories. And she acknowledges the students’ multiliteracies dyiati them to choose the form
in which they present their work. Unfortunately, because my HIC appomty allowed me to
collect data on the Wayne State students’ experiences, | was uonablestigate whether the
community partners felt this same sense of engagement.

Despite my lack of data from the community partners’ perspedtiasggue that Hana’s
project, like the two WWTC documentaries, meets all three offéhéures of intercultural
inquiry. First, she identifies a question about how the students’ iégsntitive been affected by
globalization. Then, she collaboratively works with the students totbaininsight by letting
them respond in the form of their choice. Finally, she and the chitaiéaboratively develop

transformed understandings of community and citizenship based on thehegréia together.
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Hana also includes a page on her Web site that the reader fimtlskiryg a link titled “What |
was thinking,” in which she writes, “In the course the two aspbletswe studied were literacy
and globalization. ... | was provoked by the correlation between theh®mes to dedicate
something local, hence the website, in relating to more speaiiits of the two.” | suggest that
key concepts from globalization theory contributed to Hanna’s Wtebpsoject design in the
way in which she considers concepts of community, citizenshipsaéctivity. For example,
consider her choice to blend the various flags into one banner teeppthe students’ hybrid
cultures, and her decision to let the children present their ideas in their own mapgeest@n.
Ultimately, my qualitative research on the service learning component cbunge suggests that
key concepts from globalization theory used in the context of cowaeings, in class
discussions, and writing assignments, were not sufficient in rgvegrnvice learning pedagogy
to address scholarly critiques. In Hana'’s project, however, | sutigesoncepts allowed her to
more fully engage with community partners’ multiple subjectivities andiliterticies.
Findings

In conclusion, my research study suggests that the WWTC modetast effective in
supporting ICI. Although | did not find any clear evidence that the WAwmodel worked
effectively to promote ICI, WFTC projects were successful ifpihg students identify a
problem, thus taking the first step toward ICl. However, WFTC ptsjaere not effective in
allowing students and community partners to collaboratively negdtiatproblem and develop
transformed understandings. Therefore, in future courses | would chmasgee WWTC or
WFTC models for a service learning course before | would use @/Albwever, | would also
be interested in using the WATC approach again in my teachthglve goal of improving the

model to better promote ICI based on the observations from thiz Jtuel first major revision |
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would make, for example, would be to have my students work with the riyestudents to
develop a specific question that they would investigate together in tthiering sessions
throughout the semester. With such a revision, | think it is quitelpeskiat the WATC model
has the potential to allow for ICI. | also see ways that WEh@ WWTC models could be

revised to allow for more collaboration.
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EndNotes

! My hypothesis was formed based on observationgrimagrevious teaching experiences as a globahilegc
fellow, which | discuss thoroughly in chapter 2.

2 The entire set of research questions is includedd “research methods and questions” sectiohapter 1.

% The city of Detroit endured violent race riotingrihg 1943 and 1967; however, the '67 riots ares¢hcommonly
referred to in discussions. During these riots idegg Lyndon Johnson sent Army troops and tankstim city, and
blocks of residential neighborhoods and more th@8@buildings were burned and looted.

* Flower describes transformative experiences asettimt allow for intercultural inquiry. She suggeat for
service learning to be transformative, it must leaved as “intercultural inquiry” instead of outréaand describes
the ideal model of service learning as one thatalfor multiple voices and negotiated meaningscizur in
practice through collaborative inquiry between stutd and community partners.

> | refer to Himley’s critique that examines how\see learning activities often cause students antBemunity
partners to project the role of “other” or “strarigento one another. She argues that service legriasses need to
create an open dialogue between students andipartis allowing them to engage with the multiplejsativities
of others.

® In writing about the community courses, studemidigipate in service learning and write reflecjvabout their
experiences.

" Deans describes the research projects as “in-desitinal-consciousness-oriented projects thatirecthem to
integrate primary, secondary, and popular mediacesli (96).

8 All students enrolled in Michigan public schoaisgardless of how recently they immigrated intolt8: are
required to take the state MEAP exam. The writingipn of this exam provides students a choicesvésal
writing prompts and asks them to write a timed 38ute essay. Schools with high demographics of BLESL
students typically have lower averages on the MEAENg test than schools with majority English-dioiamnt
students.

° The essay | cut from the syllabus was a six-tdveimge critical text in which students developedegument
about globalization or immigration supported byesaV of the course readings.

19 Flower describes a rhetoric of engagement asdthef making a difference through inquiry, deliéon, and
literate action in the name of equality and sogisiice” (Rhetoric of Publi@5).
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CHAPTER FIVE
“Thinking Globally, Writing Locally” in the Future

A Long, Strange Trip

To prepare myself for the task at hand — writing the dreadedussmil— | flip through
the chapters of my dissertation, which | have just printed in hopea thstial representation of
my work, i.e., a fat stack of pages, will motivate me to tattkéelast chapter. To save money on
printing supplies, and to secretly feel that I'm getting aeligbmething extra from the school
where | adjunct, | print my dissertation at work. Upon arrivingrétrieve my precious
documents, | notice one of the culinary arts instructors, Chef Stewagsat the printer. He
glances at me with a scowl, “Might be a while, looks like sone’s printing a book over here.”
Realizing that he has been waiting impatiently for his docunter@merge, | stand to the side so
as not to associate myself with the irritant print job. He loolck lad the printer and remarks,
“That’s a lot of pages.” With this comment, | suddenly feel a safgpride well within my
chest, and say, “I wrote them.” “What?” he responds, and | say dbaimgte them. These are
chapters of my dissertation.” | collect my work from the printer, and cbngslreading the title
on the first page: “Thinking Globally, Writing Locally: Resifoning Critical and Service
Learning Pedagogies with Globalization Theory.” He looks astrangely, “What's it about?”
“Well,” | say, “I designed a writing class where studentslgtglobal issues in the classroom and
also participate in local literacy projects in the commuhlde looks back at the title and shakes
his head, “Lots of big words to fill all those pages, huh?” and he walks away.

Sifting through the chapters, my mind retraces the path thd¢dhés this moment, from
almost dropping out of high school to spending more than 10 years in colleggaahdte

school striving for a career in academia. With a Ph.D. and teraglejob at arm’s reach, I look
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through the pages waiting for some sort of profound moment wheytlewmg makes sense. Yet
all 1 can do is replay in my head a lyric from The Grat&fehd’'s “Truckin™ — “What a long,
strange trip it's been.” | reflect on why my mind has attacbetiis lyrical cliché in its attempts
to articulate complex thoughts, and the lyric begins to take on namings. | associate it not
only with my life changes and scholarly progression but also tiwéhwords in the pages. At its
root, my dissertation, like much academic scholarship, is a stocharige and adaptation —
changes in the field of composition and its pedagogical approanhasjncreasingly globalized
world and America’s educational system; within the city ofr@ieand the automotive industry;
and in the “Thinking, Globally, Writing Locally Model” model | desighd consider how |
might frame these interconnected stories of change into a discussion abougethedatribution
of my work. But my thoughts quickly return to the scene by thegramtd the way Chef Steve
seemed repelled by the “big words” in my title. My goal ineleging the dissertation project
was to bridge gaps between universities and communities, between studkest and the
critical classroom, and between theory and practice. Howevawwl consider whether these
efforts become undermined by the fact that | discuss my prioj¢lse form and language of the
academy, making it accessible to only a specialized audieneeaofemics. | return to this
guestion a bit later in the chapter as | discuss the tensions erggbgiersing community-based
work for academic scholarship and offer my perspective on the pgidab and theoretical
implications of my project. First, in the section that followsprovide an overview of my
dissertation and its major claims.

Dissertation Overview

Throughout my dissertation, | have looked at recent critiques otairiind service

learning pedagogies to suggest that globalization theory may afiramework for developing
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revised pedagogical modé&lsCritiques of critical pedagogy suggest this approach opposes
students’ pragmatic views and career concerns, effects stgdestance in the classroom, and
devalues students’ personal experiences (Smith; Durst; Seitzelsky; Lindquist), and service
learning critiques suggest that traditional models emphasizergfuniversity outcomes over
community partner/agency needs, which can exacerbate town/gown tearsibiaentity politics
stereotyping (Cushman; Flower; Himley; Schutz and Gere). Basedtleoretically informed
gualitative study of an intermediate writing course | develop&tinking Globally, Writing
Locally,” my dissertation has investigated whether integgatyiobalization theory into a
combined critical, service learning pedagogical approach workddieess problems posed by
scholarly critiques. | designed the study as a qualitative gir@éher than a strictly theoretical
effort to integrate globalization theory into composition pedagodly thie larger goal of using
theory to inform classroom practice.

In my first chapter, | positioned my dissertation in the larggd of composition studies,
and within the subfields of critical pedagogy, service learmang, globalization studies, and |
discussed my research methods and data collection. My project éragybieled by research
guestions presented in this chapter about whether a pedagogicadcpmcorporating critical
pedagogy, service learning, and globalization theory works to adtieessrious critiques, and
how students receive and engage with the course matefialsnvestigate these questions, |
used ethnographic methods to systematically observe and document lagsroam
communications and to code and analyze students’ written*wddacher-research methods
aided me in developing the research questions and in becoming niamatisal of the agency
and politics | bring into the classroom and to my reséaifsed on my initial analysis of data

in relation to my research questions, | argued that the “Thinkinga®obNriting Locally”
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model offers a revised pedagogical approach that works to inetepstudents’ affective
experiences and instrumentalist concerns into the framework obtiise, and expand the focus
on multiple subjectivities lacking in traditional critical andvsee learning pedagogical models.
Also, in the first chapter, | described the theory/practice dochptwithin the field and proposed
a more dialectical approach, a discussion that | return to ifaténs chapter as | respond to
issues raised in the opening section.

The next chapter narrated my observations and experiences as a teachetemdhstt led
to the development of my project. | described the student demoggaphi®Vayne State
University, where my study took place, and suggested that the unjlgeesiterse study body
played a significant role in why students’ reception of critmadiagogical approaches differed
from the primarily white, middle class demographic for which memagitional pedagogical
approaches were originally designed and implemented. | suggestaulitiqats of critical and
service learning pedagogies support classroom practices #anesstudents have unified
subject positions, and argued that these pedagogies need to ractigadif incorporate theories
of multiple subjectivities into pedagogical practice and that ¢jlddeon theory can provide a
theoretical framework to do that. | examined four key conceptinwglobalization theory —
homogeneity, heterogeneity, community, and citizenship — to sudgdsthese concepts can
offer significant insights to revise critical and servicaneay pedagogy to expand the focus on
multiple subjectivities within these approaches. Within this chaptesed the key concepts to
show how students’ subjectivities in today’s composition classroonfer dibm the liberal
subjectivity assumed in traditional critical and service lemymodels that rely upon spatially
bound/nationalist conceptions of community and citizenship. | suggested iratorgor

conceptions of citizenship and community from globalization theorytétkatinto account that
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people often live in nations and communities of which they are np¢rst, and which they may
not even consider home.

In chapter 3, | described how key concepts from globalization theemy mtegrated into
course readings and writing assignments, and discussed the twocmaje themes of literacy
and globalization. | focused particularly on scholarly critigueDiyst, Seitz, Lindquist, and
Gorzelsky to suggest that issues of instrumentalism and affeatentral concerns that must be
addressed in revised approaches if critical pedagogy is to remaable approach for today’s
classrooms. These scholars suggest that students often latgkeaocsengagement because the
course content in critical classrooms fails to connect wittkttoevledge, life experiences, and
professional expectations students bring to the classroom. Their istates that this
disconnect plays a significant role in effecting studenttasi® in critical classrooms. Based on
analysis of the two major essays students produced in the cowngpiedd that incorporating
globalization theory into a critical pedagogical approach wasappeoach instructors might use
in addressing issues of instrumentalism and affect in revised modelsaafl g&dagogy.

In chapter 4, | focused on the service learning component of the “ThiKioigally,
Writing Locally” model. Critiques suggest that service learmprgects are most transformative
for students when the participants’ personal growth does not takedeneee over the
collaborative aspects of the project (Flower). The chapter eeaimstudents’ final service
learning projects that fell within the three models defined bgnias Deans — writing for the
community (WFTC), writing about the community (WATC), and writiwwgh the community
(WWTC) in relation to Linda Flower's concept of intercultural inguitCI)° to consider how
effectively different service learning models promote ICI leetmv students and community

partners. To develop my analysis, | analyzed students’ seeacrihg projects based on three



192

key features of ICI — a question or problem must emerge, studghtmmunity partners must
work collaboratively to negotiate the problem, and participants megelop a transformed
understanding of the problem. My research suggests the skeaineg model that proved most
effective in supporting ICl was the WWTC model, in which students @mmunity partners
collaborated on nontraditional, hybrid texts. | also maintain, however,witla pedagogical
revision both WATC and WFTC models could be designed to better promote ICI.

My aim in designing the chapters as described was to covénréee major aspects of my
pedagogical model — globalization theory, critical pedagogy, andiceetearning — as
comprehensibly as possible by devoting a chapter to each areafofdein my last chapter, |
return to my opening discussion about my project’s overarching gbalsdging gaps between
university and communities, students’ subjectivities and the critlessroom, and theory and
practice. | also examine how my pedagogical model would need tevsed to make it
adaptable for other classrooms based on my observations and dtsisarFor instance,
because my pedagogical approach was situated within the RetdoWwayne State communities,
which were integral locations to the approach and its examinatigiolbél and local issues, |
discuss how this model might be modified for other settings. In thieseekion, | return to my
opening discussion about whether the larger goals of my projegioasble when working
within academic discourse.

Public Voices within the Academy

Having almost completed the Ph.D. program, and having recently be&e anademic
job market, | have had the opportunity to discuss my dissertatsganeh in a range of
capacities. Throughout the process, | have become adept at emphesitang aspects of my

project, such as my work with globalization theory, in professional @mwvients like degree



193

examinations, job interviews, and conference proposals, etc. Howeawen, talking about my
work with non-academic or non-English studies audiences, | tend to emghhsi service
learning aspect of my project. The literacy tutoring nudents do within the local community
and the print- ,\Web-based projects they produce seem to haveweorkehlpractical appeal for
audiences outside of English studies, many of whom struggle ttheemonnection between
general education, liberal arts requirements and students’ posfaksiaining. Students in my
course, for instance, develop projects that relate to thaisfa interest; therefore, a student in
nursing or pre-med might choose to develop a newsletter about hedatddrissues, a film
student might compose a documentary video, and a student in education mrgbp dend
implement a literacy program. Among academic audiences, leowlesften feel that the service
learning aspect of my project is perceived as having ldsslasty merit than my theoretical
work, a point which | discuss in more detail in the next section.

At the beginning of this chapter, | mentioned having unsettledhfgelbout writing a
community-based dissertation in a form and language that makes rkyrel@rant for only a
limited circle of scholars with similar interests. | wondevdtether presenting my work in this
form would detract from the socially progressive aims of myegtojin “Graduate Students,
Professionals, Intellectuals,” Richard Ohmann discusses sigulacerns. He suggests that
graduate students often enter doctoral programs with goalsiraf beellectuals in a broad
sense, but quickly learn that the specialization required for &gmiohal degree places their
intellectual conversations within very small peer groups (744). Sereas students may enter
programs with the hopes of addressing larger social, culturgoliical issues through their
scholarly work, Ohmann suggest that these concerns usually bebameled into specialized

academic discussions: “Hopes for deeper literacy shrink intomsshdor writing across the
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curriculum; hopes for radical equality come down to the inclusion d&ck writer in English
202" (744). Or, in my case, larger goals of developing an innovativéibtegapproach that
engages students’ interests using course readings and assigomezieyant global issues, and
establishing sustainable university/community partnerships in whigtersts and community
members learn together by collaborating on meaningful projectsriee“Re-Visioning Critical
and Service Learning Pedagogies with Globalization Theory.”

My conversation thus far has been circling around the theory/pratticate that has
remained at the forefront in composition studies since its esdtaldnt as a professional
discipline. In my first chapter, | discussed the significance of the eocegement and the body
of theoretical scholarship it generated, which scholars sugliested the field to attain a level
of disciplinary achievement (Crowley, Ede). Composition had been coedigemarily a
“teaching subject” before the process movement, but since that asnNorth describes, there
has been a “land-rush” of methodological communities of practispseholars, and researchers
(2). The emergence of these methodological communities led to ngpsnps about whether
theory or practice should be the field’s dominant mode of inquiry, ssich the widely cited
Dobrin/Harris debate in which Sydney Dobrin argues that compostiahes must expand its
theoretical body of work to achieve disciplinary recognition witthe academy, but Harris
rejects this notion and suggests the field must regain its foctesaohing, which he thinks has
been lost in the move toward professionalization.

In The Practice of TheonRuth Ray outlines the long-standing theory/practice divide

within composition studies. She discusses how prominent scholarsNékey Sommers,
consider classroom studies and teacher-generated knowledgéh&amti” or “atheoretical” and

support the notion that the field’s professional progression depends growsg theoretical
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body of work: “For her, good composition research has a theoreditedrrthan a pedagogical
impetus and looks to create knowledge for the larger field, nath&individual classroom”
(14). Ray suggests, however, that practice and theory can functieotidaly, particularly in
teacher-research when teachers use research methods to sisdgoorh environments:
“Teacher-researchers proceed on the premise that theory atidepeaie interrelated aspects of
the same enterprise, namely knowledge making in education” (6llhwihg the teacher-
researcher mindset Ray describes, | approached my dissenpatmtt with the goal of
integrating theory into practice in several ways — the pedagjogiork being done in the
classroom was engaged with the scholarly critiques of draitd service learning pedagogies,
and the project would explore ways that globalization theory couldnberporated into
composition theory to develop revised pedagogical approaches.

Now | want connect the theory/ practice debate within the feelahy earlier description
of my struggle to compose a concluding chapter that | felt woubduca the intertwining
conversations on globalization theory, critical pedagogy, and seeaoarng. As | sat in front of
the computer grasping for ideas, | mentioned to my nonacademic thegdweated boyfriend
(who is all too familiar with my dissertation research) thaas having trouble finding a starting
point. He asked me what the last chapter was supposed to accompiesins of the larger
project, and | repeated the same advice | had been givemeetis to articulate the theoretical
and pedagogical implications of my work for the field.” He responaligl something like “I
don’t understand academics. Why does it have to be all about tii2 Widtat about society?” |
quickly began to explain to him that one of the distinguishing featfresing scholarly work
within composition studies, or within the academy, is positioning your resedtah paradigms

of disciplinary knowledge, and | emphasized that the developmentboidgp of scholarship
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specific to the composition is how the field established itselrasgndependent discipline. In
explaining this point, | described how composition studies has beeretsthe “red-headed
stepchild” of English studies, and that it continues to be looked upon bydhtssge the field as
a service-oriented profession to teach grammar and syntax Baidemts move on to the “real”
academic work of other professions. As | made this argument, hqwee#ran inner conflict.

On the one hand, | was narrating the field’'s historiography with éise and fluidity of an

insider, which validated my sense of authority as | considered h@osition my dissertation
within the larger body of research. But on the other, | felt a &nfgar that in trying to mold my
work and ideas to fit neatly within the composition scholarship, ll@essg my own intellectual

voice.

In his article, Ohmann responds to Russell Jacoby's The Ladfedtialsin which

Jacoby describes the declining trend of “public intellectuals,waters and thinkers who
address pressing political and social issues using accesgilgieatge to speak to educated
audiences outside professional arenas. Jacoby argues that publecturéd are “dying out”
because today'’s intellectuals locate themselves within the academy:
Younger intellectuals no longer need or want a larger public; thealanost
exclusively professors. Campuses are their homes; colledgeiesaudiences;
monographs and specialized journals their media. Unlike past intellechey
situate themselves within fields and disciplines — for good reasor. jbhs,
advancement, and salaries depend on the evaluation of specialist, and this
dependence affects the issues broached and language emplogddn(@hmann
745)
While Jacoby suggests that the movement of public intellectualsumtersity systems is
necessary for scholars to make a living and support themselves amqtdfessional careers, he

expresses concern that this move restricts the ability ofdatiehl work to effect progressive

social change, a point that Ohmann reiterates: “Like me, lespscially worried about the



197

shriveling into professionalism of critical and oppositional intélials, those who would search
for the roots of social and cultural change, cry halt to the pracess®rporate dominance, and
put forth alternate visions” (746). Although Ohmann agrees with Jacolifiis particular
concern, he ultimately opposes Jacoby's notion that academics calsnotbe public
intellectuals. He points to feminist movements and advancements/doren to reassure
graduate students that they will have possibilities to work towacdhl change from within the
university:

But | want to sound the optimistic note in speaking to you who are regtie

professions and who cherish hopes that by doing so you will not, ahdhefe

your rites and ordeals, find yourselves in some small, dark, padded obthe

labyrinth. There is no need to put aside hopes of making a politidatatural

difference. (755)
Ohmann argues that graduate students can be “critical intelfgttifiaot public intellectuals,
but suggests that to do so they must learn to use their social guttmbe conscious political
agents, both in the narrowest professional sites (the syllabus dadogg in English 101 do
make a difference) and in negotiating alliances beyond your certified cemspednd beyond the
academy” (755). While ending his article on this positive note, Ohmmamgument fails to
address the question: How are scholars and graduate students éngeprajession supposed to
develop a public or critical voice outside of their disciplinary specializétions

As a young graduate student | discovered critical and servigeriggyedagogies, which
| viewed as mediums through which scholars can work toward gastade goals from within
the academy. | began reading the major figures in cripedagogy, for instance, like Paulo
Freire, Henry Giroux, Ira Shore, and James Berlin, and was iddpyr¢heir radical, liberatory

perspectives, and service learning seemed to offer an outlavimengagement, and a public

intellectual voice as part of the professional career path. Ajthdguickly became skeptical of
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traditional models of critical pedagogy as | struggled to implansuch approaches in basic and
introductory composition courses at Wayne State, service leapeidggogy seemed to offer
opportunities to achieve progressive social goals and do work that couldrhaweact outside
of the acadenty Ellen Cushman, a scholar who has built an academic caregraimunity-
based scholarship, examines service learning and activist tessantodels that can be used by
intellectuals to explore zones outside of the university to bettgrilbute to public needs. She
believes public intellectuals create progressive social chaygedefining what it means to be a
public intellectual in broader terms: “When public intellectuals ooy reach outside the
university, but actually interact with the public beyond its wallsytovercome the ivory tower
isolation that marks so much current intellectual work.” She sugjtjest the interaction within
service learning work, in its general sense, combines reseeachjrig, and service and allows
for an exoteric relationship between teachers, students, and community members.

As a doctoral student, | straddled the line between literary stashd composition for
several years. When | chose to pursue service learning within coimpasudies as a scholarly
path rather than just as a teaching opportunity, | sensed an ungledgistance from within the
larger English department and also from some of my peers doing theqguatieals, both within
literary and composition studieb considering why many graduate students seem hesitant to
participate in community-based work, my thoughts return to the intreducourse in “teaching
writing” required of all new graduate teaching assistants in opartteent — the course that
often provides students their first exposure to the profession andssttape ideas about
scholarship and teaching. In the class, the entire syllabus wasovatited texts with no focus

on the actual practice of teaching, and it was made cleah#@aty was the currency of value in
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our new profession. | make this point to suggest that the hierarthezaly/practice privileging
is felt among graduate students from the beginning of their coursework.

In a short essay | wrote for Reflections2008, | discussed the theory/practice dichotomy
in the field and argued that young scholars could negotiate disciptieasions by developing
community-based projects engaged with composition theory. | proposed that scholarémduld “
strategies to leverage the mainstream acceptance of comrbasdyg- work at the higher
administrative levels of the university to legitimize our publiagtice,® but also suggested that
these strategies should further the theoretical work in the ‘tielgromote critical (and self-
critical) scholarship and pedagogical practices.” In the edseglled for the development of
studies, like this dissertation, that worked to generate thendy mactice through the
development of revised pedagogical models. Implicit in this suggestis the assumption that
doing research combining practice, such as a service learnidgssroom-based component,
and a theory, through the use of scholarly texts as a frarkdarathe study, inherently involved
a dialectical relationship between theory and practice. | nfadeargument, however, in the
beginning stages of undertaking such a project. In the sectionotlmatd, | discuss how my
ideas on theory/practice debates have progressed since cawyingy dissertation project. |
argue that theory and practice can never genuinely function dialéctibut that scholars must
struggle to maintain a balance between the two forces to keepetbwetical work being done
focused on real issues within society. Finally, |1 conclude the chagteliscussing how my
particular pedagogical model would need to be revised for future use.

Theory and Practice Revisited

As | reflect now on my dissertation project in light of mygkr goals of blending theory

and practice, | never found a comfortable balance between the tit@osnd pedagogical
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aspects of my project. In designing the pedagogical model, hblago indentify central issues
in scholarly critiques of both critical and service learning pede&s, such as issues of multiple
subjectivities, instrumentalism, affect, etc., that suggestede¢ed for pedagogical revision. |
could also articulate specific reasons why | thought coursengsadnd assignments themed on
globalization would be useful in addressing issues posed withiqua#i— students find the
material meaningful and relevant to their daily lives and econaituations, which can allow
for a deeper level of engagement with political and sociakgsThis articulation, however, was
based on the application of my prior teaching observations to the $ghoitiques. | had
noticed that many students’ interpretations of and responses to rioloali course materials
seemed closely connected to their local experiehae®] also that students seemed to be
negotiating the critical content of the course with more engageand less resistance than in
my previous work using traditional critical pedagogical approaches.

These observations led to a hypothesis that students’ personal cormedtiothe topic
of globalization allowed them to interpret the critical miale through their own particular
world views!® which provided the impetus for a formal classroom study. Ray stgygeany
teacher-research projects come to fruition this way:

Scholars who see teaching and theory in a more interactiggonship will

accept the view that theorizing often begins with an actual person — &&char

— working in a specific environment that has forced him or her to iegaand

reflect upon that situation, and later to generalize and hypothabizgt it in

regards to other situations. (21)

In order to justify the merit of the study as an academigept worthy of a doctoral degree,
however, | needed to develop a theoretical framework through which tgzenay data.

Therefore, rather than looking to globalization theory just as dulmatter for the course, as it

had been in my initial teaching experiments, | identified concepts withioakigation theory that
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seemed to offer new insights for composition theory and ped&golyy the process of
incorporating these particular concepts from globalization theory faamework for the larger
pedagogical project, | began to feel a disconnection between theory andepractic

Going from theory to practice by integrating concepts from gipdiabn theory into
classroom practice in choosing course material and developinggreisisignmenté seemed to
be a much smoother transition than going from practice to theoryndlyzeng my data in
relation to the concepts as a theoretical framework for tiged@argument of my dissertation. In
other words, | felt my ability to present and analyze the @iak data within the context of the
written dissertation was strained to accommodate the conceptglobalization theory. In my
analysis of students’ globalization essays presented in chapfter Bystance, | showcased
students’ texts that used personal examples to support their acanlgoments on globalization
to suggest that the personal material enabled the writers tgeengae fully with issues related
to the globalization concepts. Although | offered statisticertgphasize that the examples |
presented were only representative of a portion of students’ workg tise concepts as a
theoretical framework inevitably caused me prioritize deithin the written dissertation that
would have more significance in terms of the larger scholarbjegt. In discussing the
implications of my project to the layperson, for instance, | woulgpleasize that students’
personal connection with the topic of globalization allowed them tagengvith the course
materials in ways that improved their writing and affectezl tifpes of hands-on projects they
developed in the community rather than illustrating ways students atde negotiate concepts
of homogeneity and heterogeneity, community, and citizenship in their criticgbenal texts.

In discussing the imbalance between the theoretical and pedagagpects of my

project, |1 do not suggest that use of globalization theory as a tltabfesimework for my study
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was unproductive. On the contrary, the critical engagement with ti@asy critiques and
concepts from globalization theory were imperative to for the pisjecitical framing and
analysis, which | suggest are defining features of acadsrhwlarship. Earlier in the chapter, |
discussed Ohmann’s position that graduate students entering the profeasi be “critical
intellectuals” from within the academy. In reflecting on this pointelation to my discussion of
theory and practice, | think that even though the scholarly watkirwacademic disciplines is
aimed primarily for specialized audiences, the larger goatritical intellectuals is that these
conversations will create some type of real change (whethenjtise teaching practices of one
person or in contributing an idea to a social movement). Therefore thitk the theoretical
work being done can contribute to progressive social change,éahémges come in the form
of ideas generated from the theory that spill over into practice or society.

As | reconsider my earlier questions about whether my goalsridging the gaps
between theory and practice, between universities and communitidsetarekn students’ lives
and the classroom are possible in the context of an acadenadatiss, | have arrived at the
conclusion that these goals are ideals that can never fuligtbeved but toward which scholars
must aim in order to keep their work from becoming stagnant or ctehpliisconnected from
society. | do not think that theory and practice will ever menge a neat, tidy package, but
suggest that the interplay between the two must continuously loéated in order to keep the
work we do within the academy focused on effecting actual changes in the warider words,
our scholarship does not have to be written for the layperson to wrdgrsiut it should be
written with the aim that the theoretical arguments could utéimdead to actions that could
benefit the larger society in some respect. Therefore, inngdke argument that the goal of

theory should be to effect changes in practice, | will concludalissertation by reexamining
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my pedagogical approach to consider how it would need to be retrendjhnevised for different
classroom settings and student demographics.

“Thinking Globally, Writing Locally” Beyond Wayne State

To consider how my pedagogical model could be revised for futuresimngitation, |
examine the central claims made in chapters 3 and 4. Within¢hapeers, the local settings of
the Detroit metro area, Wayne State University, and the Soutbeasit community where the
service learning projects took place were central to my aaddysis. In chapter 3, | described
Michigan’s financial situation and suggested that the strugidtioal economy and automotive
industry were particularly influential to students’ interpretasi of the globalization course
material$®. | presented data to suggest that students from varying backgroandmake
personal connections with issues raised in globalization theory, \al@ks for integration of
students’ affective experiences and instrumentalist concers dotirse discussions and
assignments.

Although Wayne State has a widely diverse demographic, the unyergtimarily a
commuter campus, meaning many students live in the city of Detrosurrounding metro
ared”. Therefore, the majority of students in my class had dleseo the auto industry or local
economy. On many college campuses within the U.S., however, studentsittétesh as non-
residents and may have few, if any, connections to the local comesusitrrounding their
school. So there may not be a local issue like the auto industnhith Wwtudents share a
connection. | suggest that to effectively use this pedagogiodeiminstructors should help
students articulate their personal connections to globalization. Qingyathat | have used in
my classes at Wayne State is asking students to bring gidtuidass that they feel represent

globalization. Students in my classes brought in a wide range tofgsc for example, the UN
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symbol with figures of people of all different races holding hands circle around the world,
pictures of the McDonald’s arches, political cartoons, and imaigearious types of technology.
In this activity, | first asked each student to present his or her picttine tlass and discuss how
it represents globalization. After students present, | then tian$o a large group discussion
and pose questions about why there seem to be so many differapgqieres of globalization
among students in the class. Instructors need to pay closeasttensitudents’ perceptions about
globalization and raise these ideas in later discussions ohdoeetical course materials. For
instance, ask them to consider why people from different backgrouigghs take a particular
stance toward arguments presented in the readings. Additionallycioess should encourage
students to draw critically on their affective experiences darse discussions and writing
assignments and offer textual examples that illustrate Waypersonal experiences can be use
to support academic arguments.

In designing the service learning component of the course, conynpantners and field
sites must be chosen that will allow students to make connectiomsdpetheir service learning
projects and the globalization course materials. In my classesjstance, | chose to base the
service learning projects in an urban Hispanic enclave bordeangda in which many of the
community partners were from transnational migrant familié® Wwaveled back and forth
between the US and Mexico as seasonal laborers, because | ttheugéitting would be fruitful
for exploring concepts of community and citizenship from the perspeofivglobalization
theory. In using the “Thinking Globally, Writing Locally” model thvin any setting, it is
essential that instructors work to maintain close connections betaspger course themes and
the students’ service learning projects. During my study, | rfradeent changes to the syllabus

that | thought would create tighter links between the commwuotk and course materials, such
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as having students develop final projects in the second two sesrastenaving students submit
a formal précis statement in which they discussed how the ctlesees of literacy and
globalization were being integrated into their projects.

The most substantial revision | would make to this pedagogical nad&iture use is
based on my findings in chapter 4 in which | examined studentstceerarning projects that
fell within WATC, WFTC, and WWTC models. My data suggestst thmny students’
preconceptions of Detroit and Mexicantown were challenged by erpesealuring the service
learning activities? but only in the WWTC model did | find examples that the students we
engaging in intercultural inquiry with their community partners. Aave discussed throughout
my dissertation, scholarly critiques emphasize that a key olgall®r service learning pedagogy
is developing programs that involve genuine collaboration between stumlhtsommunity
partners. Critiques suggest that more research must emergeexplares collaborative
approaches, such as courses that involve community partners in loonridesign and support
the collaborative production of texts. Peck, Flower, and Higgins, ample, describe a
successful community literacy project in which urban teens coliéddmwith college mentors to
develop a “hybrid policy discourse” blending rap and explanatory conanyeon the issue of
public school suspension (212). In my research, the data suggest tha \W@jécts were most
effective in engaging students and community partners in the typesllaborative projects
Peck, Flower, and Higgins describe. Therefore, in implementingntioidel again | would
modify the syllabus to stipulate that students’ final projectgassent should involve creating
texts, whether written or multimedia, that are collaborativelgdpced by students and

community partners. | would still allow students agency to designdie projects but would
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encourage them to engage in more dialogue with community partmeensaak collaboratively
to develop their final products.

Finally, in implementing this model in the future, | would find waysnicorporate
more new media into the framework of the course. Studies ssgtegt many students are
writing prolifically, and by choice, in a range of new mediums gathropologist at Kansas
State, Michael Wesch, developed a video project, “A Vision of Studeday,” in which he
estimates that college students write close to 700 pages @eteyear and that only 60 of those
are written for academic purposes. The video, which was a colledsobatween Wesch and his
students and has become a YouTube sensation, maintains that the auadagt will read only
eight books a year but will read over 2800 Web pages and 1281 FaceBools pitfdesurvey
also suggests that students only feel 26% of the readings assigt@ge are relevant to their
lives. As writing teachers, | suggest we work to capitalizeéhenstrengths, experiences, and
literacy skills that students bring with them to our classrooms.

In using the “Thinking Globally, Writing Locally” model again, bwid try to engage the
growing popularity of social networking sites. For instance,dhtassign course readings that
discuss ways people around the world are staying connected thoolige mediums like
FaceBook and Twitter, and then have students discuss and write abotitesewmediums are
affecting concepts of community and citizenship within the global era. Angtpsvach | would
try to incorporate would build on an assignment | used in a previouse | linked my
composition sections with a Brazilian professor’'s writing classed our students composed
common writing assignments and responded to one another’s work in online forums. Technolog
has advanced so much that now through mediums like Skype studentterienticountries

could easily collaborate on projects and have personal conversationsebeams from within
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a computer classroom. A project such as this would offer a provedatis through which to
explore concepts from globalization theory. Composition Studies hasaagéd move toward
digital/technological theory, but this is an area that is stilgreat need of development. In
teaching with globalization, instructors should work to stay up-te-dé&h new technology that
changes at a rapid pace. The world is not going to slow down andashinig approaches in
composition must remain relevant for students who have grown up with the technology.

As | offer these strategies for revising my pedagogmabel, | must emphasize the
pressing need for composition scholars to continue working to devedag@gical projects that
can move the field forward. Earlier, | described the tensions batiteory and practice as more
of a push-pull than a dialectical type of relationship, and sugb#sté transitioning from theory
to practice seemed more fluid than moving from practice to theoaygue, however, that
scholars must undertake the challenging work of moving from prago#ck to theory so that
composition theory does not become completely disconnected from classn@utices.
Although theory heavily influences the current pedagogical trends withiretdedarticularly in
terms of what approaches receive the most curricular attention withingygsibograms, | suggest
that without scholars undertaking pedagogical projects theory wout#lgliecome divergent
of practice.

Theory, | think, inevitably remains a step behind practice in thatdéars or problems to
be theorized, forces must already be present that can be obseovabensed. Writing
classrooms, then, offer a lens through which scholars can observe amdedbevays in which
contemporary theory is falling behind present day reality. More®tadents’ interpretations
and perceptions of theoretical ideas can offer significant hitsigbout societal changes that

theory has not yet articulated. Throughout my dissertation, | lookedhatlarly critiques of
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critical and service learning pedagogies, most of which aedban the findings of qualitative
studies illustrating that traditional models are not keeping pétethe needs and expectations
of college students today. Therefore, students’ engagement wiémttireories and pedagogical
approaches drives the work being done in the field, such as the rapidtovesel digital
technology within composition scholarship and pedagogy. | suggestetgdlohers need to pay
close attention to students’ perceptions of globalization in usingrtneking Globally, Writing
Locally” model. This approach and the globalization theory it draws uplbrjuickly become
outdated with global changes in the world, therefore, students’ loceégimns can offer
scholars essential feedback in how to advance the theoriesefo thke practices relevant.
Effecting wide scale pedagogical revisions within the figld be an ongoing process of hard
work and reflection, but | hope that the pedagogical model present@d gissertation can help

move writing classrooms and composition theory another step toward the future.
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EndNotes

! Critical pedagogy explores human consciousnessacidl identity in relation to issues of race sslagender, and
the structures of late capitalism, and encouragetests to question dominant social structuresvi€&stearning
pedagogy builds relationships between communitiessghools by developing programs in which studesatsk
within the local community in a variety of ways tipgiomote literacy.

2 See the “Research Methods and Questions” sectiohdpter 1 for the complete set of research cresti

3 As | mentioned in first chapter, my use of ethragunic methods is aligned closely with Emerson, & rand
Shaw's work in Writing Ethnographic Fieldnotes

“My engagement with the teacher-research literdtasebeen particularly influenced by Ruth Ray’s @athy
Fleischer’s work that | discuss in the methodsieadh chapter 1.

® Linda Flower argues that for service learninguoceed it must be viewed as “intercultural inquif\Cl) instead
of outreach. She describes the ideal model of seteiarning as one that allows for multiple voiaad negotiated
meanings to occur in practice through collaboraitiegiiry between students and community partneasdbvelops
alternative readings of cultural issues and chghsmattitudes about others.

® Here | refer to my discussion in chapter 3 of G\@nzelsky’s article “Ghosts: Liberal Education avegotiated
Authority” in which she raises this particular pbin

" See my narrative in chapter 2 for a full descoiptbf my exposure to critical and service learrpregagogies and
my initial attempts at incorporating critical pedag into my composition courses.

8 There has been a significant growth in servicenieg in higher education over the last decade srtipg by rising
administrative infrastructures such as centersdovice learning and public engagement, and inegsiasfaculty,
staff, and administrative positions dedicated tmewnity-based work, and increased student and caritynu
partner participation in service learning acti\st{servicelearning.org).

° As | discusses in chapter 2, many of the Braziiamients associated globalization with Americamganies,
culture, and values entering their local and natiepaces, whereas the Wayne State students imedgdisscussed
globalization in relation to issues such as theawutcing of jobs in the automotive industry, thearting of
foreign-made products into the US, and the risenmigration into the country.

12 See my analysis in chapter 3.

| refer here to the key concepts in globalizatieenry — homogeneity and heterogeneity, commuaity,
citizenship — discussed in chapter 2.

2 For a description of course readings and assigteeat drew on the key concepts see “The Coursen€lof
Globalization” section in chapter 3.

13 More than half of the total students who consetegarticipate in the study, for instance, wrdtewt issues of
outsourcing and layoffs in the automotive industry.

1 For a detailed description of student demographié¥/ayne State see my discussion in chapter 2.

'3n chapter 4, | showcased student papers thatqedspecific examples of how the authors’ initi@ahception
about what the tutoring experiences or the elemgstadents’ educational/language ability wouldike was
challenged in ways that changed their opinion.
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THINKING GLOBALLY, WRITING LOCALLY: RE-VISIONING CRITICA L AND
SERVICE LEARNING PEDAGOGIES WITH GLOBALIZATION THEORY
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Based on a theoretically informed qualitative study, my dissertation lockisiedl and
service learning pedagogies, focusing on the numerous critiques that hemendttisn
contemporary composition scholarship. Critical pedagogy has recently commesandiiay on
the grounds that it opposes students’ pragmatic views and career concerrssseftisrit
resistance in the classroom, devalues students’ personal experiences naatizesgvhite
students (particularly white males). Within service learning, scholars foamimerous
problems as well: It can create a false hierarchy between studerttsramdinity partners by
evoking an ideology of “service” and an us/them mentality; it may not be tralsfaranative for
students; it often lacks genuine collaboration between students and partners; andursasy ¢
focus more on action than reflection.

For my project, | used ethnographic and teacher-research methods totcamddicC
(Human Investigation Committee) approved three-semester restadghinvestigating whether
integrating globalization theory into a combined critical, sen@arning pedagogical approach
works to begin addressing the problems posed by critiques of théasgogees. Based on data

analysis, | argue that the course | designed offers a revisedqueck approach for several key
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reasons: It allows students’ personal experiences to enter iotessisn in useful ways; many
students find the material meaningful and relevant to their daég lnd economic situations;
the hands-on work in the community creates a deeper level of @ngagwith political and
social issues; and that work allows for the multiple types efaltty skills that students and
community partners possess to be used and developed both within theootassrd local

community
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