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Introduction:  

 

The Challenge and the Journey 

 

In the Navajo Nation, a sociology professor visits from the East Coast with her students. 

Her relationships in the community extend back many years. She is a long-time friend of 

the first person to receive tribal permission to write down the Diné (Navajo) creation 

story. As the program begins, two of her friends from the community lead classes. 

Dorothy1 instructs the students in Diné language learning. Karen shares her life story.  It 

includes her personal experience of involuntary sterilization, a widespread experience for 

Native American women through the 1960s and 70s (Lawrence, 2000), as well as 

                                                             
1 Pseudonyms are used to protect anonymity throughout the book, unless otherwise noted.  
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participation in the American Indian Movement (AIM). The students are confused. They 

are rendered speechless by the landscape, a deeply troubling lens on recent and distant 

American history, and the attempt to understand the importance of extended family, 

nonlinear time, and the protection of the four mountains. They struggle; they grow. They 

see the Milky Way stretching across the Southwestern Desert Sky. When they return to 

their East Coast communities, they fulfill the request made of them by several community 

members and nonprofit partners as they make presentations about Diné History, The 

Long March, and the many kinds of beauty still present in the Navajo Nation today.  

 

A public health program in rural Tanzania joins two Tanzanian students with two US 

students to investigate public health policy challenges. The teams present sustainable 

health policy options after a month of inquiry. During that time, faculty members guide 

them through systematic reflection on high-performing cross-cultural teams and the role 

of public health in resource limited communities.  Following the policy presentations, the 

students engage in direct service with local public health education efforts. In another 

part of Tanzania, a similar program draws on faculty and student presence to support a 

women’s rights organization through a program evaluation. The organization uses the 

resulting evaluation as part of a grant application with the United States Agency for 

International Development (USAID), thereafter receiving USAID funding.  

 

A group of adults signs up for a continuing education experience guided by a community-

based organization. They help with historical preservation near the Holocaust death camp 

known as Auschwitz. Their volunteer service entails physical labor supporting 
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preservation, but the broader goal is to promote Remembrance and make real the cry: 

“Never Again.” A United States World War II Veteran and the grandson of a Survivor 

are both participants. This is the veteran’s first return to Europe. It is the grandson’s first 

experience of the historical sites of a death camp. This program is challenging for 

everyone. The physical service accompanies a learning experience that is profoundly 

unsettling and painful.  The group facilitator leads structured dialogue about common 

human dignity and thoughtful approaches to consequential action. She pulls the group 

from a disposition of overwhelming horror to a consideration of their past and present 

roles in stopping Genocide. The veteran leaves the program saying he understands more 

about his military service now, early in the 21st Century, than he ever had before. The 

grandson leaves with a renewed vigor to end contemporary crimes against humanity.  

 

In Rhode Island, students in an introductory global studies course find a considerable 

portion of the course focuses on human migration as a global phenomenon. While 

studying migration holistically, they learn about local immigration through presentations 

from Welcoming Rhode Island, a nonprofit with a mission that includes “bridging the 

divide between foreign-born newcomers and US-born Rhode Islanders.” They learn they 

will conduct structured interviews with local migrants, asking about their lives before 

migration, during migration, and now in Rhode Island. An oral historian visits the class to 

provide an orientation to the process. At the end of the semester, Welcoming RI 

facilitates a celebration dinner. Local businesses donate food, local elected 

representatives visit the event – even including Governor Chaffee – and the new Rhode 

Islanders are recognized through student presentations and certificates of welcome from 
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the state legislature. In anonymous feedback after the course is completed, participating 

students report strongly positive experiences, with several students explicitly admitting 

they moved from negative to positive views of migrants broadly understood. Students 

from families who have migrated in recent generations feel safer sharing their 

experiences and insights in class. The collected histories are gathered online and 

periodically appear around the state as part of public art installations (Welcoming Rhode 

Island, 2017).   

 

A political scientist and an English professor agree to lead service-learning programs in 

Bolivia through a nonprofit partner organization. Neither instructor has actually been to 

Bolivia, but the political scientist’s area of expertise is Latin American politics and the 

English professor specializes in indigenous literature. They work with a trusted 

organization with a strong track record facilitating programs for universities. The political 

scientist is thrilled as he and his students meet in person with the head of the Coca 

Growers’ Union, Evo Morales, who several years later becomes President of Bolivia. The 

English professor finds many of her assumptions about indigenous communities, class, 

and Evo Morales challenged through conversation and dialogue with Bolivians. She and 

her students leave with a substantially more robust sense of the diversity and nuance in 

both indigenous and Bolivian life. Both of these courses support the construction of a 

rural elementary school through direct physical service and material donations during 

their time in Bolivia.  
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A rural Jamaican community implements a model of community-based tourism in 

partnership with multiple international volunteer and learning organizations based in the 

US and Europe. Soon they find themselves overrun with visiting high school and college 

students who set bad examples for the community youth and abuse the community’s 

hospitality. They stop the program. Years later, they skeptically partner with a global 

service-learning effort. They begin hosting visitors again, but this time only those visitors 

engaged in community-driven service-learning and volunteer projects. As the partnership 

deepens, the council of host families dialogues with their US partners and decides that 

they will democratically determine compensation rates for homestays. Increasing 

numbers of visitors come, providing a sustainable revenue stream for host families while 

also offering a cross-cultural service-learning experience for community members and 

visitors. The initiatives lead to an improved annual summer camp, supplemental tutoring 

for many local children, an updated community center and community garden, and much 

more. 

 

What do these examples have in common? Learning is community-based, applied, 

reflective, connected, visceral, integrative, and engaged; it is locally contextualized, historically 

informed, and theoretically grounded. Participants cross many borders: political, cultural, socio-

economic, environmental, and national. They undergo disruptive experiences that often trigger a 

re-evaluation of closely held assumptions and understanding. They are guided through this 

disruption2 through reflective learning experiences with skilled facilitators. Community 

organizations have a clear role, relationship, and voice in designing the learning and – if 

                                                             
2 There are many terms used to describe experiences that are incongruent with one’s existing experience and 
frame of reference including culture shock, dissonance, disorienting dilemma, disjuncture, and even simply 
the experience of being outside of one’s comfort zone (see Kiely, 2005). 
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applicable – development or service initiatives participants undertake. Any such experiential or 

community-based initiatives are enabled and strengthened through processes that grow depth of 

relationships and mutual understanding, enabling participants to more clearly see one another’s 

worldviews and experiences. All of the relationships are informed by a deep and abiding respect 

for individuals and communities, along with an imaginative orientation toward future 

possibilities. The negative example from Jamaica points to the care that must support the 

program design and evolving partnership.  That care drives much of the rationale for this book.  

We have gathered and developed theoretical insights and practical tools to support ethical 

global learning through community-campus partnerships like those described above. We draw on 

research and insights from several academic disciplines and community partner perspectives 

along with decades of applied, community-based development and education experience. We 

began this journey as university faculty and staff members engaged in what was then called 

global service-learning3 (GSL). We write from local and more distant, immersive partnership 

insights in a variety of communities and with the lessons learned from extensive nonprofit and 

community organization work and service. Collectively, we have led courses and programs on 

six continents, scores of times, with a broad network of partners. Our strongest identities, 

however, are as people, humans, global citizens if you like, engaged in fallible yet important 

                                                             
3 As will be clear throughout the book, we have strong roots in experiential learning and democratic 
education. Our original entry point for this work was through community-campus partnerships advancing 
various approaches to community-engagement and service-learning. Yet we also have theoretical and applied 
roots in international and community development, and have come to see the ways in which many of these 
personal learning processes advance partnerships and outcomes from a development perspective (Chambers, 
2012; Farmer, Gutiérrez, Griffin, & Weiss Block, 2013; Korten, 1989). Further, we have seen and appreciate 
many of the important critiques of a focus on “service” as opposed to learning, partnership, or community 
development. Terminology therefore shifts from global service-learning to community-based global 
learning, as well as Fair Trade Learning, which will be discussed later in this book. We are moving away from 
continuous reliance on the GSL term, yet we have developed with it and recognize its location within existing 
fields of practice. Where sensible based on antecedents and field development, we continue to use the GSL 
term, albeit with heightened attentiveness to the ways in which the term itself may reassert hierarchies and 
call attention to existing inequities in terms of deficits rather than shared strengths.  
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efforts to build more equitable and sustainable communities. While we have had rewarding 

experiences teaching globally-engaged courses, we also realize that students, families, college 

and university staff members, faith groups, and nonprofit organizations frequently act 

independently to advance service and learning programs across boundaries. We hope to 

contribute to their work as well.  

International education, volunteerism, and community-based global learning programs 

are robust with potential (Bringle, Hatcher & Jones, 2014). They can positively impact 

communities (Irie, Daniel, Cheplick, & Philips, 2010), achieve broad community support for 

partnerships (Hartman, 2015b; Larsen, 2015; Toms, 2013), grow civil society networks and 

advance human rights norms (Lough & Matthews, 2014; Reynolds, 2014), and have 

transformative effects for students (Kiely, 2004, 2005, 2011; Monard-Weissman, 2004) who 

become more globally aware and more engaged in global civil society (Hartman, 2014). Yet they 

are also packed with peril.  

Some efforts to engage in GSL – or at least international volunteering – have been 

reckless, harmful, and rightly criticized (Arends, 2014; Ausland, 2010a, 2010b; Illich, 1968; 

Holligurl, 2008; Larsen, 2015; Madsen-Camacho, 2004; Zemach-Bersin, 2008). Clear evidence 

indicates that these poor forms of programming have negative impacts on vulnerable persons, 

including medical patients (Evert, 2014; Lasker, 2015) and children (Punaks & Feit, 2014; 

Richter & Norman, 2010), while cementing stereotypes (Arends, 2014; Nelson, 2010; Hartman, 

2017), and reinforcing patterns of privilege and exclusion (Andreotti, 2014; Crabtree, 2008). 

Important criticisms will be considered and discussed in the chapters that follow.  These dangers 

can be mitigated, however, through collaborative planning, design, and evaluation that advances 

mutually beneficial community partnerships, critically reflective practice, thoughtful facilitation, 
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and creative use of resources (Chisholm, 2004; Hartman, Paris, & Blache-Cohen, 2014; Jacoby, 

2003; Kiely & Nielsen, 2002; Sandmann, Kiely, & Grenier, 2011; Steocker & Tryon, 2009; 

Tonkin, 2004). 

Our efforts reside at the intersection of theory and practice. We are conscious that the two 

are intertwined and profoundly dependent on one another. We represent the work of several 

different disciplines here, and we work to do so in a theoretically grounded and academically 

rigorous manner.  Yet we do so – as you have already noticed from our language – while 

recognizing that we are embedded within a community of global service-learning practice. Our 

individual backgrounds – as community activists, nonprofit staff members, committed global 

service-learning practitioners, university administrators, scholars and educators – give us a 

reflective practitioner’s sensibility. We are therefore working to apply an important set of ideals 

while retaining a critical disposition; our praxis takes place at the intersection of critical inquiry 

and consequential action. This book therefore includes ongoing theoretical discussion and 

attendant encouragement of dialogue and questioning. Yet it also offers numerous clear pieces of 

advice for readers who are interested in applying our best theoretically informed and empirically 

validated insights now.  

Community-engaged learning and research embraces the de-centering of authority and 

the democratization of knowledge and power (Chambers, 1997; Deshler & Grudens-Schuck, 

2000; Freire, 2000; Greenwood & Levin, 1997) in order to create spaces where multiple and 

diverse stakeholders are better able to participate in dialogue on what it means to be a healthy, 

prosperous community. Our commitment to community engaged-learning leads us to explicitly 

encourage everyone interested in carefully and conscientiously cooperating in engagement and 

learning (even if not accredited) across culture and difference. This work will advance faculty 
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members in their course design and leadership while also strengthening efforts that do not have 

an explicit academic connection. In this way we embrace the variety of promising co-curricular 

programs, such as Alternative Spring Breaks or extended summer service and learning programs 

that have emerged outside the domain of explicitly academic, course-based programming.  A 

growing body of research and our collective experience suggest good programs have a common 

core of best practices (Bringle, Hatcher & Jones, 2011; Hartman & Kiely, 2014; Sumka, Porter, 

& Piacitelli, 2015).  

Recent research in the field of international education indicates that best practice 

facilitation by trained and experienced faculty is better at advancing student intercultural learning 

than those same facilitation practices when peer-led (Vande Berg, Paige, & Hemming Lou, 

2012). Yet other research on alternative spring break programming (Niehaus, 2013; Sumka, 

Porter, & Piacitelli, 2015) suggests that best practices in peer-led and peer-facilitated programs 

can clearly support student and community development to a greater extent than is true for 

student-led programs that lack such attentiveness to best practice. It is also clear that programs 

run poorly can cement stereotypes and burden community organizations (Stoecker & Tryon, 

2009; Nelson, 2010; Arends, 2014).  

The opportunity for positive impact weighed against the perils of poor community-based 

programming presents a challenge for all educators and practitioners. We hope that you will 

learn from our experiences, successes, mistakes, amassed research, and time on the ground in 

diverse communities. We also hope that that you will contribute to this effort to build our 

collective resource base by sharing your ideas and program examples online with globalsl, a 

website that amasses and mobilizes peer-reviewed research and best practice tools to support 

partnerships for global learning and community development. Ultimately, we hope to inspire you 
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to take up this challenge: to engage these highly nuanced and complex processes with 

conscientiousness and care, so that together we manage to do more collaborative good than 

unintended harm.  

Real Risks: Cementing Stereotypes and Harming Vulnerable Populations 

 

We write this book in part because we have seen so many disturbing attempts related to 

community-based global learning. Particular categories of international volunteering have 

emerged as practices that should never be engaged, such as orphanage volunteering and pre-

professional medical volunteering. A global movement of child rights professionals has 

organized to stop orphanage volunteering, which is harmful to vulnerable children in numerous 

ways, including heightened risk of abuse, increased likelihood of institutionalization until 

adulthood, and repeated experiences of abandonment (Punaks & Feit, 2014; Rotabi, Roby, & 

Bunkers; 2016; van Doore, 2016). Similarly, a coalition of global health and medical 

professionals has emerged to stop un-credentialed volunteering in clinical health environments, 

which puts patients at unnecessary, preventable risk (Lasker, 2016; Sullivan, 2016) (For a brief 

and accessible, online explanation of these two phenomena, see Hartman, 2016). Other 

community-based programming can be harmful in ways that are more nuanced. 

We know, for instance, of a university program in which a faculty member offered a 

traditional classroom course on international economics then simply went along for the ride with 

students as they were later immersed in nominal service in a Ghanaian community.  The faculty 

member joined students in exciting experiences in tourist markets and in other areas where the 

economy was highly dependent upon tourist activity, but the experience was not connected to 

explicit intellectual inquiry. Course members seemed to be merely tourists, and community 
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members had yet another experience of unprepared and curious students visiting to take away 

ideas, experiences, and trinkets with very little direction, supervision and/or mentorship.  

With thoughtful planning, a similar course might be more rewarding for all participants.  

An economics professor involved in such a course could cooperate with community members 

and students to reflect on lived experience in that same region of Ghana. They might have, for 

example, talked together about how the popularity of microfinance, which was just beginning to 

impact the host community, affected rural farmers’ position and opportunities in the global 

economy. Students, community members, and faculty members could have worked together to 

better understand the ways in which popular development concepts affect community members 

locally. They could have, through these investigations, more deeply recognized their 

interdependence – as major global corporations and development agencies were setting up 

various kinds of microfinance schemes while this idea became more popular in the Global North.  

And they could have cooperated to build opportunities for rural farmers to have stronger voices 

in relation to the global market forces and ideas that affect their lives. When well-prepared for 

teaching and learning in evolving and dynamic environments, faculty members and student 

leaders are in a strong position to facilitate powerful learning opportunities that surface such 

profound interconnections and may even move to serve community-articulated needs and goals.  

Preparation and cooperative planning are essential across responsible service 

partnerships. We also know of a school of public health engaging in ultimately irresponsible 

“relief” service-learning in Haiti following the 2009 earthquake. As it began its effort, the school 

did not triage in a way that allowed for consistent record-keeping among patients.  But beyond 

the initial poor beginning of this institution’s service work, it pulled out of Haiti months in 

advance of its initial commitment with the government and communities. Professors and 
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administrators sitting in some of the most reputable institutions of higher learning in the world 

must recognize: if they choose to expose their students to the learning opportunities that come 

with such efforts, their programs will also quickly become one of the primary relief agencies in 

particularly stricken or especially rural communities. We must be acutely conscious of how our 

students’ learning opportunities affect the dignity and rights of all community members.  

The two broad examples above illustrate real situations in which opportunities for 

mutually-beneficial partnership were squandered. In the Ghanaian example, these kinds of 

missteps can leave students in the location of potentially unreflective travelers. They may have a 

new experience yet allow themselves the luxury of skipping deep inquiry into our profound 

global interdependence, such as consideration of the roles that Global North ideological framing, 

market desires, and policies play in influencing Global South structures, opportunities, and 

limitations. In the Haitian example, the active steps to engage in “service” were performed 

ineffectively and abandoned early, clearly causing irreparable community harm. In both cases, 

better preparation and program management would ensure improved outcomes for student 

learning, intercultural connection, and community development. This book provides faculty 

members, staff members, administrators, and student leaders with the theoretical and practical 

resources necessary to engage in responsible and effective community-based global learning.  

Organization of the Book 

 

The volume is arranged around the community-based global learning (CBGL) 

components articulated in Chapter 1. After reading it, you will be familiar with the central points, 

practical resources, literatures, and debates that animate CBGL theory and practice. By writing 

this book and engaging in these practices, we are testifying through our actions and 
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commitments that we believe the work can be done ethically and well. There are, however, 

numerous reasonable critiques of international volunteerism (if not necessarily global service-

learning) and its position within development discourse. As we have mentioned above, we write 

at a moment when we see the discourse and related practice assumptions shifting from GSL to 

CBGL.  

We do not sidestep these important critiques, but engage them throughout the book. After 

exploring the foundational component of global citizenship inquiry in Chapter 2, we illustrate the 

ways in which the reflection and critical reflection literatures structure our inquiry on all topics 

in Chapter 3. Chapter 4 reviews what the international education field has contributed to better 

understanding students’ intercultural experiences during the past half-century of research. We 

share this context and how it intersects with power and critical reflection to suggest how your 

program may maximize your students’ movement toward cultural humility.  

Chapter 5 draws on planning, international development, public health, and service-learning 

literatures to explore best practices and common challenges in advancing community-driven 

development. We include insights applicable for direct service and labor (school or home 

building), professional services (developing a documentary, writing a strategic plan, tutoring, or 

supporting public health education initiatives), and community-based research (determining rates 

of disease, documenting local history, measuring pollution rates in streams). The chapter closes 

with discussion of Fair Trade Learning (FTL), and the ways in which it operates as a strategy for 

addressing the extraordinary inequity in which CBGL programs often take place. As the book 

proceeds, it builds on the theoretical foundations reviewed in the first five chapters to apply 

program and course planning insights throughout the following two.  
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We focus on program planning to maximize partnership strengths, student learning, and 

assessment in Chapters 6 and 7.  Program models, institutional relationships, and program 

sustainability are considered in Chapter 6. That chapter includes discussion of the policy 

environment in which GSL programs are developed, sustained, and evaluated.   

Chapter 7 addresses the reality of the GSL experience as unpredictable, unfamiliar, and 

especially dynamic. We advance a course structure that harnesses the typical flow of GSL 

experiences. The structure we identify provides faculty members and program leaders with a 

clear framework through which to integrate any discipline, service project, or destination 

community. The framework articulates a design process for advancing learning and assessment 

of outcomes typically desired by universities, including development of intercultural skills, 

discipline-specific academic learning, enhanced commitment to global citizenship, and 

development of skills necessary for global civic engagement. 

We turn in Chapter 8 to a concern that will make or break CBGL with any institution: 

safety. Parents, spouses, children and friends are curious and concerned about their loved ones 

who are travelling to distant places for global learning experiences.  The seriousness of that 

should be apparent long before a crisis in which you talk with one of these loved ones from 

halfway around the world. We share best practices gathered from trusted institutions while also 

providing several immediately applicable tips for keeping program participants happy, healthy, 

and safe.   CBGL has unique strengths as opposed to tourism or other forms of travel.  

Participants often live in local communities and are integrated into daily life; like other 

community members, they spend time in hospitals, with children, on construction sites, attending 

religious services, and socializing in homes.  But this very strength can also present unique 
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health and safety challenges as participants are exposed to the realities present in under-

resourced hospitals, rural communities, and places where extreme poverty is often present.   

In addition to the discrete chapters already mentioned, two strands are woven through the 

book. The first, assessment, demonstrates how we work to continue to evaluate the influence of 

specific program factors on participant and community member learning and outcomes. Second, 

the challenges of power and privilege are omnipresent and inescapable.   As practitioners of 

CBGL, we must continuously and honestly engage positionality if we hope to ameliorate some 

of the gravest repercussions of unconsidered assumptions and embedded privileges. This 

surfaces in our critical approach to global citizenship, our embrace of cultural humility, our 

understanding of critically reflective practice, and our approach to community-driven 

development through FTL. While the chapters must of course stand alone and focus on specific 

content areas in a conventional sense, CBGL is complicated, nuanced, and interdependent. It is a 

profoundly interdisciplinary arena for integration of research and practice. Choosing chapter 

order therefore caused us considerable consternation. The whole of CBGL should become much 

clearer as each component part is added.  

Chapter 9 weaves these components together in a discussion of the principles and practices 

that encourage healthy reflection and reconnection with friends, family, and community after 

CBGL experiences. This process is about both reconnecting and re-imagining. We therefore 

close with reflections on what is while imagining what could be. We consider how our 

institutions and assumptions constrain imagined possibilities for fostering collaboration, 

community development, and people-powered peace-building around the world. We share steps 

we can all take, within our institutions, professional and personal lives, to not merely shake up 

perceptions once a year but to be part of a growing transformative movement.       
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We insist we will not simply globalize but globalize ethically; we will not educate parts but 

engage whole people; we will not pass through communities as if they are simply dynamic 

laboratories but create partnerships that transcend traditional boundaries in order to build a better 

world together. We begin with an exploration of the community-campus contribution to engaged, 

embodied, cross-cultural, and community-driven learning in Chapter 1.   

 

Introduction References  

Andreotti, V. (2014) (Ed.) The Political Economy of Global Citizenship Education. New York: 

Routledge. 
 

Arends, J. (2014). “Just collecting data for the white guys”: Community impacts of  

service-learning in Africa. Globalsl.org. Retrieved from  

http://globalsl.org/just-collecting-data-white-guys-community-impacts-service-learning-

africa/   
 

Ausland, A. (2010a). Poverty tourism: A debate in need of typological nuance. Staying for tea.  

Downloaded from http://stayingfortea.org/2010/08/17/poverty-tourism-a-debate-in-need-

of-typological-nuance/    
 

Ausland. A. (2010b). Poverty tourism taxonomy 2.0. Staying for tea. Downloaded from   

http://stayingfortea.org/2010/08/27/poverty-tourism-taxonomy-2-0/  
 

Bringle, R. G., and Hatcher, J. A. (1995). A Service-Learning Curriculum for Faculty. Michigan  

Journal of Community Service-learning, (2), 112–122. 
 

Bringle, R.G. & Hatcher, J.A. (2011). International service learning. In R.G. Bringle, J.A. 

Hatcher, & S.G. Jones (Eds.), International service learning: conceptual frameworks and 

research (pp. 3 – 28). Sterling, VA: Stylus.    
 

Chambers, R, (1997).  Whose reality counts?: putting the first last. London: Intermediate  

Technology Publications. 
 

Chambers, R. (2012). Why don’t all development organizations do immersions? From Poverty to 

Power. Retrieved from http://oxfamblogs.org/fp2p/robert-chambers-why-dont-all-

development-organizations-do-immersions/ 
 

Crabtree, R. (2008). Theoretical foundations for international service-learning. Michigan Journal 

of Community Service, 15(1): 18-36. 
 

http://globalsl.org/just-collecting-data-white-guys-community-impacts-service-learning-africa/
http://globalsl.org/just-collecting-data-white-guys-community-impacts-service-learning-africa/
http://stayingfortea.org/2010/08/17/poverty-tourism-a-debate-in-need-of-typological-nuance/
http://stayingfortea.org/2010/08/17/poverty-tourism-a-debate-in-need-of-typological-nuance/
http://stayingfortea.org/2010/08/17/poverty-tourism-a-debate-in-need-of-typological-nuance/
http://stayingfortea.org/2010/08/27/poverty-tourism-taxonomy-2-0/
http://oxfamblogs.org/fp2p/robert-chambers-why-dont-all-development-organizations-do-immersions/
http://oxfamblogs.org/fp2p/robert-chambers-why-dont-all-development-organizations-do-immersions/


 

© Stylus Publishing, LLC.   17 
 

Deshler, D., & Grudens-Schuck, N. (2000). The politics of knowledge construction. In A. 

Wilson and E. Hayes, (eds.). Handbook of Adult and Continuing Education. San Francisco: 

Jossey-Bass.  
 

Evert, J. (2014). How does global service-learning become a dis-service in health settings?  

Commentary from Child Family Health International. Globalsl.org. Retrieved from  

http://globalsl.org/cfhi/  

 

Farmer, P., Gutiérrez, G., Griffin, M., and Weiss Block, J. (2013). In the company of the poor:  

Conversations with Dr. Paul Farmer and Fr. Gustavo Gutiérrez. Maryknoll, NY: Orbis  

Books. 
 

Freire, P. (2000). Pedagogy of the Oppressed. New York, NY: Continuum.  
 

Hartman, E. (2014). Educating for global citizenship: A theoretical account and quantitative  

analysis. American Democracy Project eJournal of Public Affairs Special Issue on Global 

Engagement, 3(1). Retrieved from http://ejournal.missouristate.edu/2014/04/educating-

global-citizenship/     
 

Hartman, E. (2015b). The utility of your students: Community partners’ critique. In V. Jagla, J. 

Strait, & A. Furco (Eds.), Service-learning pedagogy: How does it measure up? (pp. 231 – 

256). American Educational Research Association: Advances in Service-Learning 

Research. 
 

Hartman, E. (2016). Malia, the rise of the gap year, and ethical international engagement.  

Stanford Social Innovation Review. Retrieved from  

http://ssir.org/articles/entry/malia_the_rise_of_the_gap_year_and_ethical_international_en

gagement  
 

Hartman, E. (2017). Community-engaged scholarship, knowledge, and dominant discourse: A  

cautionary tale from the global development sector. Journal of Leadership Studies, 11(1), 

1-7.   
 

Hartman, E. & Kiely, R. (2014a). A critical global citizenship. In M. Johnson & P. M. Green  

(Eds.), Crossing Boundaries: Tension and Transformation in International Service-

Learning. Sterling, VA: Stylus Publishing.   
 

Hartman, E. & Kiely, R. (2014b). Pushing boundaries: Introduction to the global service-learning  

special section. Michigan Journal of Community Service Learning, 21(1), 55 – 63. 
 

Hartman, E., Paris, C. M., & Blache-Cohen, B. (2014). Fair trade learning: Ethical standards for  

international volunteer tourism. Tourism and Hospitality Research, 14(1-2), 108 – 116.   
 

Holligurl. (2008). Giving back – the volunteers descend on Ghana. Aidworkers Network.  

Retrieved from http://www.aidworkers.net/?q=node/1603  
 

Irie, E., Daniel, C., Cheplick, T. & Philips, A. (2010). The worth of what they do: The impact of  

short-term immersive Jewish service-learning on host communities. Repair the World. 
 

http://globalsl.org/cfhi/
http://ejournal.missouristate.edu/2014/04/educating-global-citizenship/
http://ejournal.missouristate.edu/2014/04/educating-global-citizenship/
http://ssir.org/articles/entry/malia_the_rise_of_the_gap_year_and_ethical_international_engagement
http://ssir.org/articles/entry/malia_the_rise_of_the_gap_year_and_ethical_international_engagement
http://www.aidworkers.net/?q=node/1603


 

© Stylus Publishing, LLC.   18 
 

Illich, I. (1968). To hell with good intentions. Address to the Conference on InterAmerican 

Student Projects (CIASP). Cuernavaca, Mexico. Retrieved from 

http://www.swaraj.org/illich_hell.htm  
 

Jacoby, B. & Associates. (2003). Building partnerships for service-learning. San Francisco:  

Jossey-Bass.  
 

Kiely, R. (2004). A chameleon with a complex: Searching for transformation in international  

service-learning. Michigan Journal of Community Service Learning, 10 (2), 5-20. 
 

Kiely, R. (2005). A transformative learning model for service-learning: A longitudinal  

case study. Michigan Journal of Community Service Learning, 12(1), 5-22. 
 

Kiely, R. & Nielsen, R. (2002). International service-learning: The importance of partnerships. 

Community College Journal, 73(3), 39 – 41.  
 

Larsen, M. A. (Ed.). (2015). International service learning: Engaging host communities. New  

York: Routledge. 
 

Lasker, J. N. (2016). Hoping to help: The promises and pitfalls of global health volunteering. 

Ithaca, NY: Cornell University Press. 
 

Lawrence, J. (2000). The Indian Health Service and the sterilization of Native American 

Women.  American Indian Quarterly, 24(3): 400-419. 
 

Lough, B. J. & Matthew, L. W. (2014).  International volunteering and governance. United 

Nations Volunteers and the International Forum for Volunteering in Development, Bonn,  

Germany. Retrieved from http://forum-ids.org/2014/10/unv-forum-paper#discussion_paper  
 

Madsen-Camacho, Michelle. (2004). Power and privilege: Community service learning in 

Tijuana. Michigan Journal of Community-Service-Learning, 10(3): 31-42. 
 

Nelson, E. (2010). A community perspective on volunteer tourism and development in South  

Africa. (Unpublished master’s thesis). Miami University, Oxford, OH. 
 

Niehaus, E. & Crain, L. K. (2013). Act local or global? Comparing student experience in  

domestic and international service-learning programs. Michigan Journal of Community 

Service Learning, 20(1), 31-40. 
 

Punaks, M. & Feit, K. (2014). The paradox of orphanage volunteering: Combatting child  

T rafficking through ethical voluntourism. Next Generation Nepal. Retrieved from 

http://www.nextgenerationnepal.org/File/The-Paradox-of-Orphanage-Volunteering.pdf  
 

Reynolds, N. (2014). What counts as outcomes? Community perspectives of an engineering 

partnership. Michigan Journal of Community Service Learning, 20(1), 79-90. 
 

http://www.swaraj.org/illich_hell.htm
http://forum-ids.org/2014/10/unv-forum-paper#discussion_paper
http://www.nextgenerationnepal.org/File/The-Paradox-of-Orphanage-Volunteering.pdf


 

© Stylus Publishing, LLC.   19 
 

Richter, L.M., & Norman, A. (2010). AIDS orphan tourism: A threat to young children in 

residential care. Vulnerable children and youth studies, 5(3), 217 – 229.  
 

Rotabi, K. S., Roby, J. L., & Bunkers, M. K. (2016). Altruistic exploitation: Orphan tourism and 

global social work. British Journal of Social Work, 1–18. 

https://doi.org/10.1093/bjsw/bcv147  

Stoecker, R., & Tryon, E. A. (2009). The unheard voices: Community organizations and service  

learning. Philadelphia: Temple University Press. 
 

Sullivan, N. (2016). Hosting gazes: Clinical volunteer tourism and hospital hospitality in 

Tanzania. In R. Prince, & H. Brown (Eds.), Volunteer economies: The politics and ethics of 

voluntary labour in Africa (pp. 140–163). Rochester, NY: James Currey.  

Sumka, S. Porter, M. C., Piacitelli, J. (2015). Working Side by Side: Creating Alternative Breaks 

as Catalysts for Global Learning, Student Leadership, and Social Change. Sterling, VA: 

Stylus Publishing.  
 

Toms, C. (2013). The economy of global service-learning and the problem of silence. 

Globalsl.org. Retrieved from http://globalsl.org/economy-global-service-learning-problem-

silence/ 
 

Tonkin, H. (Ed.). (2004). Service-learning across cultures: Promise and achievement. A report 

to the Ford Foundation. New York: International Partnership for Service-Learning and  

Leadership. 
 

van Doore, K. E. (2016). Paper orphans: Exploring child trafficking for the purpose of     

orphanages. The International Journal of Children’s Rights, 24(2), 378–407.  

https://doi.org/10.1163/15718182-02402006   
 

Vande Berg, M., Paige, R.M. & Hemming Lou, K. (2012). Student learning abroad: What our  

students are learning, what they’re not, and what we can do about it. Sterling, VA: Stylus 

Publishing.  
 

Welcoming Rhode Island. (2017). Local stories. Retrieved from  

http://www.welcomingri.org/local-stories/  
 

Zemach-Bersin, T. (2008). American students abroad can’t be global citizens. The Chronicle of 

Higher Education, 54(26): A34.   

 

http://globalsl.org/economy-global-service-learning-problem-silence/
http://globalsl.org/economy-global-service-learning-problem-silence/
https://doi.org/10.1163/15718182-02402006
http://www.welcomingri.org/local-stories/

