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Educational institutions are looking to global citizenship education as an avenue to prepare 

students to be global-minded leaders and find creative solutions to global challenges. However, 

there is not much consensus on how to educate for global citizenship. The purpose of this study 

was to examine the potential for service-learning to educate for global citizenship and paid 

particular attention to the lived experiences of students of color (SOC) whose experiences are 

historically underrepresented in the service-learning research literature. This qualitative 

phenomenological study interviewed 13 SOC who participated in one service-learning program 

at Soka University of America (SUA). The following research questions guided my study: 1) 
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How do the lived experiences of SUA undergraduate SOC shape their orientation towards ASB?, 

2) In what ways do experiences in the ASB program at SUA contribute to students’ 

understandings of global citizenship?, and 3) How do the experiences of SOC in ASB inform 

their global citizenship orientations one to six years after program completion? Based on 

Daisaku Ikeda’s educational philosophy, a conceptual model for value-creative global citizenship 

was used for data analysis. This study uncovered that: 1) Family and Community, Previous Civic 

Engagement, and Class and Privilege influenced participants orientations toward service-

learning, 2) the pedagogical practices employed in the service-learning program mediated 

participants’ understanding of global citizenship and were deeply contextualized within an ethos 

of SUA, and 3) participants continued to maintain strong orientations towards value-creative 

global citizenship up to six years after program completion. The research findings have strong 

implications for service-learning as one pathway to educate for global citizenship. Findings of 

the research also point to important pedagogical considerations for educators who seek to 

employ equitable practices for SOC and other students with marginalized identities in their work.  
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CHAPTER ONE: INTRODUCTION 

This study explores service-learning as a pedagogical tool for global citizenship 

education, particularly by highlighting the experiences of students of color (SOC). The research 

uncovers and analyzes the lived experiences and narratives shared by SOC and the ways they 

deepened their own conceptualization of global citizenship through participating in a service-

learning program at SUA. In this chapter, I first discuss the importance of fostering global 

citizens and introduce service-learning as an avenue for global citizenship education. Second, I 

introduce my research questions and outline my research design utilized to conduct this study. 

Finally, I discuss the broad implications and significance the research has on global citizenship 

education and service-learning research.  

Statement of the Problem 

The global community is more interconnected and interdependent than ever before. The 

values upheld and policies enacted by one nation, one company, or one individual can have 

untold consequences that can reverberate across multiple generations. Countries and individuals 

are confronting complex international challenges ranging from extreme poverty, climate change, 

and environmental degradation to the displacement of millions of people due to war and famine. 

Governments, non-governmental organizations, and civil society are turning their attention to 

global citizenship education and its contributions to solving these complex global problems (Dill, 

2013; Goren & Yemini, 2017). Furthermore, educational institutions are also grappling with the 

question of how to better prepare students to confront and find creative solutions to these 

monumental challenges.  

As colleges and universities experience increasing internationalization there has been 

increasing emphasis on nurturing global citizens. Scholars and educators are looking to global 
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citizenship education as a possible avenue to educate and prepare students to be global-minded 

leaders. Efforts towards nurturing global citizens can be observed through adaptations in 

curriculum and academic programs, the development of certification programs centering e on 

global citizenship, and the revision of mission statements at higher education institutions that 

highlight the goal of developing global citizens. However, it should be noted that while there is 

general agreement that global citizenship education is necessary, there is not much consensus on 

what it means, what it looks like, or how it should be taught. (Oxley & Morris, 2013; Goren & 

Yemini, 2017; Rhoads & Szelényi, 2011; Torres, 2017).  

This study argues that higher education institutions can meaningfully cultivate global 

citizens not just from within the confines of a classroom, but through experiential education such 

as service-learning. Service-learning pedagogy and practice vary significantly across educators 

and institutions. As is the case for global citizenship, there is no consensus on a singular 

definition for service-learning amongst practitioners (Mitchell, 2007). Generally, it is understood 

as a form of experiential education that integrates meaningful community service with 

instruction and reflection. While some scholars have studied how international service-learning 

promotes global citizenship (Bringle & Hatcher, 2011; Hartman, 2008; Harman & Kiely, 2014), 

very few scholars have studied whether domestic or locally-based service-learning promotes 

global citizenship (Battistoni et al., 2009).  

Furthermore, a frequently cited limitation in extant service-learning research is that 

findings are primarily based on the experiences of white, female, middle-class students. This 

sample population is the most common demographic that participate in service-learning in the 

United States. Thus, this limitation in the sample population in previous research leaves a gap the 

understanding of SOC’s experiences in service-learning.   
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The purpose of this study is to (a) gain a greater understanding of the experiences of SOC 

who have participated in service-learning, (b) explore how they describe the relationship 

between their service-learning experience and global citizenship, (c) determine the effects of 

service-learning on global citizenship orientations following program completion. This study 

pays particular attention to the experiences and perspectives of SOC whose experiences have 

historically been underrepresented in the service-learning research literature. Finally, this study 

seeks to present service-learning as a viable means in educating for global citizenship. 

Research Design 

This qualitative phenomenological study explored the lived experiences of 13 SOC who 

participated in the Alternative Spring Break (ASB), a co-curricular service-learning program at 

Soka University of America (SUA). The study examined whether students deepened their 

understanding of global citizenship through participation in the program. By focusing on SOC’s 

lived experiences, this study filled the gap in literature regarding the underrepresentation of SOC 

in service-learning research. The following research questions guided this study:  

1. How do the lived experiences of SUA undergraduate SOC shape their orientation towards 

ASB?  

2. In what ways do experiences in the ASB program at SUA contribute to students’ 

understandings of global citizenship?  

3. How do the experiences of SOC in ASB inform their global citizenship orientations one 

to six years after program completion?  

Significance 

This research is significant for several reasons. First, as globalization and the 

internationalization of higher education becomes more prominent, colleges and universities must 
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grapple with the questions of for who and for what purpose they are educating. As institutions 

fostering future leaders in business, government, non-profit organizations, and civil society 

whose choices and policies will have global effects, institutions of higher education must serve 

not only national interests but also global interests that promote just, peaceful, and inclusive 

societies. Global citizenship education will continue to take greater significance in higher 

education institutions as they grapple with a rapidly changing and globalizing society. In the 

coming years, it will become even more important to identify programs that successfully develop 

and nurture global citizens. My research contributes to a still nascent field that connects global 

citizenship education with service-learning pedagogy. Though there is great interest in the role of 

higher education institutions cultivating global citizens, there is little consensus on a definition 

and even less consensus on how to achieve it. This study seeks to explore the possibility of 

service-learning for global citizenship education.  

Second, there are very few empirical studies that examine the nexus between service-

learning and the development of global citizens. As more universities and colleges aim to 

internationalize their campuses and seek ways to educate and cultivate global citizens, research 

on the nexus between service-learning and global citizenship may provide valuable insight into 

an effective global citizenship education pedagogy. 

Finally, while there is abundant research on the positive outcomes of service-learning for 

predominantly white, female, middle-class students, research on the experiences of racially 

minoritized students are limited. SOC are often underrepresented, if represented at all, in service-

learning research. In the coming decades, the population of students attending institutions of 

higher education in the unites States is projected to change from predominantly white students to 

SOC (Howard, 2010). Service-learning research must seek out the narratives of SOC to ensure 
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that service-learning practices are benefiting all students. Research on how SOC experience 

service-learning programs in higher education is not only invaluable but necessary. As higher 

education shifts towards educating more diverse student populations, it is increasingly important 

to be mindful of educating students in diverse ways that address their individual needs. Service-

learning as global citizenship education is a promising avenue that should be explored. In the 

following paragraph, I outline the remainder of this study.   

This dissertation is divided into five chapters. In this chapter, I provided an overview of 

the purpose of the research, the research design and significance of the study. Chapter 2, 

provides an overview of the existing literature and various approaches to global citizenship 

education. In addition, I introduce founder of SUA, Daisaku Ikeda’s, educational philosophy and 

conceptualization of global citizenship to frame how I operationalize what I call value-creative 

global citizenship in this study. Subsequently, I explore the theoretical and conceptual 

underpinnings that are considered antecedents to service-learning and synthesize the literature on 

extant service-learning research. Chapter 3 discusses the methods for this project including 

research design, data collection, data analysis, and comment on creating credibility and 

accounting for ethical considerations. Chapter 4 presents the findings of my research. Finally, 

Chapter 5 explores the significance of the study’s findings, discusses recommendations for 

service-learning practitioners, presents implications for global citizenship education, and offers 

recommendations for future research.  
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CHAPTER TWO: LITERATURE REVIEW 

Introduction 

This chapter is divided into two primary sections: global citizenship and service-learning. 

I begin with a synthesis of the literature on varying approaches to Global Citizenship Education 

(GCE) as defined by scholars and practitioners. Then, I introduce Daisaku Ikeda’s educational 

philosophy in order to frame and operationalize global citizenship in this study. Next, I explore 

three educational reformists whose contributions to education can be seen as antecedents to 

service-learning theory and practice. Subsequently, I discuss the extant literature on service-

learning and the absence of research on the student development outcomes of SOC in particular 

to underscore the importance of my study. Finally, I discuss the two tenants of Critical Race 

Theory was used to in the  

Varying Approaches to Global Citizenship Education 

Crises of the 21st century require creative solutions by ordinary citizens across the globe. 

In an increasingly globalized world, educational institutions are seeking to equip students with 

the knowledge, perspectives and values they need to be informed and engaged citizens. Rhoads 

and Szelenyi (2011) state that “although a variety of actors can be involved in global solutions, 

the role of universities—and the students and faculty who populate them—is crucial in 

addressing the problems of our times” (p. 259). As higher education institutions seek to educate 

the next generation, global citizenship education is increasingly important and an imperative for 

the impending needs of future generations. Bosio and Torres (2020) offers three compelling 

justifications for educational institutions to prioritize GCE:  

First, global citizenship education supports global peace; second, it encourages 

interventions regarding economic, social, and cultural inequality and can reduce global 
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poverty; third, it provides a solid framework and guidelines for the support of civic 

virtues that will result in more democratic societies (p.100). 

These justifications serve as a powerful reminder of the positive potential GCE has for our 

society. In order to prepare students to navigate and find solutions to complex global challenges, 

colleges and universities are changing and adjusting institutional priorities to educate for global 

citizenship. As such, we must continue to research and deepen the theoretical underpinnings of 

global citizenship and find effective and transformative pedagogy for GCE. However, there is no 

consensus on what global citizenship means. An exact definition of GCE, what it should 

promote, and how to teach it, is yet to be reached and have yielded broad criticism and debates 

(Andreotti, 2006; Oxley & Morris, 2013; Shultz, 2007; UNESCO, 2014). Moreover, we know 

even less about how individuals become global citizens.  

In the U.S. context, citizenship is often conceptualized as civic and political rights and a 

responsibility to the nation. While notions of citizenship have historically been embedded in the 

local and national context, with global citizenship, “the geographic reference point for one’s 

sense of rights and responsibilities is broadened and in some sense complicated by a more 

expansive spatial vision and understanding of the world” (Rhoads & Szelényi, 2011, p. 16).  

There are multiple conceptualizations and interpretations in scholarly discourse on the 

what it means to be a global citizen. Some understand global citizenship to be the “completion of 

cosmopolitanism” and implies a broader moral purpose that highlight the connections between 

individual duties and obligations of justice (Cabrera, 2008). Others focus on “planetary 

citizenship” with considerations for sustainable development, economic justice, respect for 

indigenous peoples and their traditional lands and resources (Henderson & Ikeda, 2004; Jelin, 

2000). Despite the various conceptualizations of global citizenship, some common 
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understandings are that global citizenship does not imply a legal status but refers more to a sense 

of belonging to a broader community, a deep knowledge of global affairs with a keen perspective 

on the interconnectedness of the local and global, and valuing diversity respect, and coexistence. 

According to Torres (2017), we should view global citizenship as “marked by an understanding 

of global interconnectedness and a commitment to the collective good” (p. 25).  

Generally, GCE is the conceptual or theoretical framing of how education can develop 

the knowledge, skills, values and attitudes learners need to understand and resolve global issues 

in their social, political, cultural, economic and environmental dimensions. Beyond the 

acquisition of knowledge and skills alone, GCE promotes education that builds values, soft 

skills, and attitudes among learners that share a common objective to promote social 

transformation and foster a more just, peaceful and sustainable world (UNESCO, 2014). 

According to UNESCO (2014), GCE seeks to build a sense of belonging to a broader community 

and common humanity and aims to “empower learners to engage and assume active roles, both 

locally and globally, to face and resolve global challenges and ultimately to become proactive 

contributors to a more just, peaceful, tolerant, inclusive, secure and sustainable world” (p. 15).  

To analyze how global citizenship is discussed in the literature, Oxley and Morris (2013) 

present a typology for distinguishing the multiple conceptions of global citizenship. Sifting 

extensively through relevant literature, they identified eight distinct conceptions of global 

citizenship with two overarching types of global citizenship: Cosmopolitan and Advocacy types. 

The Cosmopolitan type includes the following four types: political which focuses on the 

individual’s relationship to the state or polities especially in the form of cosmopolitan 

democracy, the moral type focuses on the ethical positioning of the individual to others often 

discussing human rights, the economic global citizenship focuses on power and forms of capital 
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often presented as international development, and cultural which focuses on symbols that unite 

and divide societies with emphasis on the globalization of arts, science and technology.  

The Advocacy types include: the social which focuses on the interconnections between 

people and advocating for the people’s voice often referred to as a global civil society, critical 

global citizenship challenges inequality and oppression critiquing social norms in order to 

advocate on behalf of marginalized communities often using a post-colonial agenda, 

environmental which focuses on changes in human action as it relates to the natural environment 

often called the sustainable development agenda, and spiritual global citizenship which deals 

with non-scientific elements often related to commitments to caring, loving, spiritual and 

emotional connections. This study is most concerned with the moral social conceptions of global 

citizenship that focus on the values of human rights, the interconnectedness of life, and 

advocating for the voice of the people. These values will be discussed in more detail later in this 

chapter when discussing value-creative global citizenship.  

Another framework for global citizenship consists of two intersecting continua (Rhoads 

& Szelenyi, 2011). The horizontal continuum of locally to globally informed refers to the 

spectrum of an individual’s thoughts and actions framed by local to global understandings. The 

vertical continuum of individualist to collectivist thinking refers to the range of an individual’s 

commitment to themselves, their immediate families to the broader collectivities of individuals 

and groups. Based on the intersection of these two continuums, there are four quadrants or types 

of citizenship: 1. locally informed collectivist, 2. globally informed collectivist, 3. locally 

informed individualist, and 4. globally informed individualist. The globally informed collectivist 

encompasses Rhoads and Szelenyi’s ideal criteria for global citizenship, embodied in its globally 
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informed and collectivist qualities. They assert that global citizenship involves globally informed 

collective actions that seek to foster egalitarian and democratic societies.  

Figure 1 

Citizenship and Global Citizenship Typology  

Figure 1. This chart is a modified version from Rhodes and Szelényi, who hold all copyright to 

the image (2011, p. 27).  

Rhoads and Szelenyi’s (2011) model does not specify the geographic scope of a citizen’s 

thoughts and actions. Their model of citizenship proposes that action taken at the local level 

when it is informed by global understandings and concerns can be considered a form of global 

citizenship. For example, a person committed to minimizing their waste and energy usage in 

their daily life when driven by considerations for global environmental degradation is a global 

citizen. Based on their definitions, they suggest an individual’s actions can be considered global 

citizenship because of the consideration of the global impact. For Rhoads and Szelenyi (2011) 

“local action informed solely by local concerns does not embody the notion of global 
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citizenship” (p. 27). It is the intersection of the action one takes and whether it is locally or 

globally informed, that sets apart a global citizen.   

The conception of the globally informed collectivist is instructive when thinking of 

service-learning pedagogy and practice. The idea that global citizenship constitutes local action 

informed by global understandings is particularly instructive. The fact that there is ample 

research on the interaction of international service-learning and global citizenship, yet such 

scarcity of research on local service-learning and global citizenship, is an illustrative example. 

There is a tendency for research to focus on the relationship between international travel 

experiences or study abroad and global citizenship. However, Rhoads and Szelenyi’s (2011) 

notion of global citizenship as the globally informed collectivist is more accessible. Service-

learning practitioners can emphasize how students’ actions taken locally that are informed by 

global understandings is a form of global citizenship. Service-learning experiences that seek to 

develop global citizens are not measured by international travel or passports.  

Shultz (2007) emphasizes the importance of a clear understanding of global citizenship. 

Shultz illustrates how conflicting agendas in GCE policy and programs can have different and 

often contradictory goals as a result of vastly disparate approaches to GCE. Three common 

approaches to global citizenship as discussed by Shultz’s (2007) are neoliberal, radical, and 

transformational global citizenship. I discuss these three approaches to global citizenship in more 

depth below to gain greater insight on the extant literature on global citizenship.  

Neoliberal  

From the neoliberal view, global citizenship is primarily focused on gaining 

competencies that facilitate the acquisition of knowledge and skills that can be utilized in the 

global market (Aktas et al., 2017; Cabrera & Unruh, 2012; Shultz, 2007). For many higher 
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education institutions, the goal to develop global citizens has grown alongside understandings of 

the process of globalization and a push for internationalization. The majority of 

internationalization efforts in higher education have centered on the goal of preparing students as 

strong competitors in the global economy which is understood as knowledge-based and service-

oriented (Aktas et al., 2017). From a neoliberal perspective, the concerns of one’s nation in the 

global market is highly valued. This is especially true for the United States, where America’s 

position as a global power and economic interests are of foremost importance. Focused solely on 

one’s opportunities to engage in the global economy without critically examining various 

consequences, this type of global citizen may reproduce and further the unequal economic, 

social, and political power relations between corporations and nations.  

Radical 

Second, the radical perspective to global citizenship recognizes the global economic 

inequalities that exist and seeks to challenge the hegemony of economic globalization (Shultz, 

2007). It calls for a more critical approach based on postcolonial and critical theories in order to 

address global poverty and inequality. Unlike the neoliberal global citizen, the radical global 

citizen does not focus on building primarily economically beneficial relationships with people. 

Rather, they seek to challenge and confront the oppressive global financial institutions that 

perpetuate political, economic, and social oppression that deepen the inequalities between the 

North-South divide. Aktas et al. (2017) critique this perspective saying “with this approach 

global relations are narrowly dichotomized whereas the various experiences of oppression are far 

more complex” (p. 68). As Oxley and Morris (2013) state in their thorough analysis, models of 

global citizenship are often dichotomized by the use of polarizing distinctions between what is 

considered positive or negative. They argue that the radical perspective of global citizenship may 
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fall short of understanding the complexity of global issues of inequality and injustice that are 

deeply complicated and intricately connected to local contexts. However, this distinction may be 

difficult to delineate. Both radical global citizens and transformational global citizens are marked 

by an understanding of global ties and connections and are committed to the collective good. 

From the perspective of Shultz (2007), the radical global citizen, compared to the 

transformational global citizen, falls short of understanding how global issues of inequality and 

injustice are deeply complicated and intricately connected.  

Transformational 

From a transformational perspective, globalization is not limited to a neoliberal view of a 

global market economy, nor to a worldview based on imperialism and colonialism where the 

powerful north oppresses the south. Rather, globalization is understood as a complex and 

intricate web of structures, systems, assumptions, power relations, and attitudes on the 

international, national, and local stages that create systems of inclusion and exclusion that widen 

inequality (Aktas et al., 2017; Shultz, 2007). The transformational global citizen understands the 

importance of building relationships by finding a shared purpose based on a common humanity. 

They create democratic spaces for community-building at the local, national, and global levels to 

challenge the systems that perpetuate oppression and poverty and seek to create new forms of 

inclusion and transnational solidarity.  

Bosio and Torres (2019) describe this global citizen as one that sheds light on issues of 

social responsibility, ethics, and justice, and emphasizes the need to fight poverty, promote 

human rights, and work for a sustainable future. Furthermore, the transformational global citizen 

understands that the local context is connected to the global and the global context to the local. 

The transformational global citizen’s actions may be aimed at addressing local concerns but 
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“constitute forms of global citizenship when those actions are informed by global understandings 

and reflective of concerns beyond those of the individual” (Rhoads & Szelenyi, 2011, p. 27). 

They are critically aware of the systems in the world that perpetuate inequality and oppression 

and actively seek to dismantle and transform them. Transformational global citizenship is 

complex, with the goal of nurturing caring and critical individuals who are able to ask relevant 

questions and have the agency to make change.  

In this section, I presented the different typologies and approaches to global citizenship in 

order to articulate different ways global citizenship has been conceptualized in the research 

literature. Exploring various typologies of global citizenship is helpful when comparing various 

global citizenship models and understanding how they are different from one another. 

Categorizing models into neat and systematic abstract concepts is a helpful analytic tool to 

identify and explore the differences between them for comparison. However, doing so also has 

the potential to accentuate and polarize differences between the models when in fact there may 

be strong commonalities and connections between them; in reality, people do not necessarily fit 

perfectly into one certain type of global citizenship model. People are likelier to identify with 

different elements of multiple approaches of global citizenship, weaving in and out of them 

depending on the circumstances and environment. The purpose of this overview was to help 

articulate the different ways global citizenship has been conceptualized in the research literature.  

Closely resonant with the transformational global citizen typology is Daisaku Ikeda’s 

articulation of global citizenship. Ikeda’s educational philosophy, which he describes as “human 

education,” is based on Buddhist principles and influenced by Soka Education or “value-

creating” education (Goulah & Ito, 2012). Ikeda’s profound yet accessible articulation of global 

citizenship illuminates the study. As the university founder of the research site, Soka University 
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of America, Ikeda’s “human education” grounds my study. In the next section, I discuss in detail 

Ikeda’s educational philosophy, his conception of global citizenship, and how I operationalize 

global citizenship in my study.  

Daisaku Ikeda’s Human Education 

Daisaku Ikeda (b. 1928) is an educator, peacebuilder, writer, Buddhist philosopher, and 

founder of kindergarten through university school systems in seven different countries across 

Asia, North America, and South America. Deeply influenced by his childhood experiences in 

wartime Japan’s education system and his encounter with his mentor Josei Toda, Ikeda has 

dedicated his life towards the flourishing of humanistic education and laying a foundation for a 

culture of peace across the world through Buddhist humanism. In the following section, I discuss 

Ikeda’s educational philosophy and his conceptualization of global citizenship.  

A champion of education for most of his life, Ikeda believes education must exist for the 

happiness of the learner, to promote peace, and be the propelling force for an eternally unfolding 

humanitarian quest. Ikeda often uses the term “ningen kyoiku” or “human education” when 

describing his philosophy on education. This is because Ikeda see’s education as “a principle, 

process, and goal of becoming fully human in the truest sense” (Goulah & Ito, 2012, p. 62). At 

his core, Ikeda is a humanist who believes in the unlimited capacity of every individual.  

For over 30 years, Ikeda has submitted annual peace proposals to the United Nations. His 

peace proposals explore global challenges such as environmental degradation, the refugee crisis, 

extreme poverty, educational reform, and nuclear disarmament. Ikeda offers insights to these 

complex issues from the perspective of Buddhist. In 1978, Ikeda proposed to the UN General 

Assembly, the concept of a Council of World Citizens for the Protection of the United Nations 
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that would work to abolish nuclear weapons and in his 1987 peace proposal, he called for a UN 

Education Decade of Global Citizenship.  

For decades, Ikeda has promoted the ethic of global citizenship as a cornerstone of his 

educational philosophy through the more than 80 dialogues he has published with world leaders, 

his annual peace proposals he has authored, and the countless speeches he has delivered at higher 

education institutions (Goulah, 2020). Ikeda has written prolifically on the cosmopolitan ethic 

and the importance of developing global citizens.  

Value-Creative Global Citizens 

Ikeda is most known for his articulation of global citizenship in his 1996 lecture at 

Teachers College, Columbia. For the purpose of this study, I use the term value-creative global 

citizen to describe an individual who embodies the characteristics Ikeda uses to describe a global 

citizen. For Ikeda, global citizenship is not determined by one’s fluency in multiple languages or 

the number of countries one has travelled to. He clarifies that he knows many “ordinary citizens” 

who have never traveled beyond their native homes but whose deep concerns for the welfare of 

peace and prosperity in the world exemplify the spirit of a global citizen. Ikeda uses the phrase 

chikyu shimin kyoiku, or “education for global citizenship” (Goulah, 2020) and articulates three 

essential elements for global citizenship:  

• The wisdom to perceive the interconnectedness of all life and living,  

• The courage not to fear or deny difference; but to respect and strive to understand people 

of different cultures, and to grow from encounters with them, and 

• The compassion to maintain an imaginative empathy that reaches beyond one’s 

immediate surroundings and extends to those suffering in distant places (Ikeda, 2010a, p. 

55).  
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Ikeda’s articulation of these three characteristics are informed by his Buddhist views. 

Ikeda deliberately uses the same qualities used to describe a buddha as the essential 

characteristics of a global citizen. This is because for Ikeda, a global citizen is the secular 

manifestation of a bodhisattva. In the Mahayana tradition, a bodhisattva is literally a living being 

(sattva) who aspires to enlightenment (bodhi) and carries out altruistic practices both for oneself 

and for others. From a secular perspective, a bodhisattva is a global citizen who possesses and 

actualizes the three qualities of wisdom, courage, and compassion. Goulah (2020), who has 

extensively written about Ikeda’s work, states:  

being human is an action, a continual process of becoming; and both Buddhism and 

human education for Ikeda are about becoming more “fully human”…They are both 

processes of continually striving to awaken, actualize, and develop the wisdom, courage, 

and compassion of the Buddha, characteristics that, according to Ikeda, already exist 

within us and which are the fullest expression of our own humanity, in this life, as we are 

(p. 41).   

For Ikeda, the inward process to polish one’s life and bring forth the qualities of wisdom, 

courage, and compassion, is the key to unlocking one’s full humanity and becoming a global 

citizen. This is the process of “human education.”  

Wisdom   

The “wisdom” Ikeda refers to is informed by the Buddhist concept of “engi” or 

dependent origination, also referred to as a web of interconnectedness. This theory views the 

entire universe as a living and interconnected entity and explains that all things weave a single 

whole in which individuals live in relation to others. Dependent origination explains that all 

phenomenon, social or natural, exist because of their relationship with other beings and 
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phenomena. From this perspective, all life and phenomena are interrelated and interdependent 

and nothing exists in isolation. According to the theory of dependent origination, one cannot 

experience happiness and security in isolation. Likewise, one cannot live insulated against the 

miseries and threats that afflict others. For this reason, Ikeda (2010) calls for the establishment of 

a worldview rooted in a sense of interconnectedness stating, “a clear and vital awareness of the 

full dimensions of life’s interconnectedness must be the basis of all our actions” (p. 6). 

 The value-creative global citizen prioritizes the concerns and welfare of others and takes 

action for positive change. Similar to the global minded collectivist as described by Rhoads and 

Szelenyi (2011), value-creative global citizens have a deep understanding that one’s action are 

intimately connected to global problems. They understand that the local context is connected to 

the global and the global context to the local.  

Courage 

In order to understand the “courage” in Ikeda’s framework, it is critical to understand 

how he discusses good and evil. In Ikeda’s eyes “goodness” is that which moves us towards 

harmonious coexistence, empathy and solidarity with others. On the other hand, “evil” is that 

which seeks to divide people from people and humanity from the rest of nature. He states: 

the pathology of divisiveness drives people to an unreasoning attachment to difference 

and blinds them to human commonalities. This is not limited to individuals but 

constitutes the deep psychology of collective egoism, which takes its most destructive 

form in virulent strains of ethnocentrism and nationalism. The struggle to rise above such 

egoism and live in larger and more contributive realms of selfhood constitutes the core of 

the bodhisattva’s practice (Ikeda, 2010, p. 115).  
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Implicit in the attribute of “courage” is engagement. The value-creative global citizen is an 

individual that continues to engage with others with the confidence that differences are not 

barriers, but opportunities to learn and grow from one another. Ikeda affirms that dialogue must 

be the pathway to transforming a century mired in conflict, violence and war to one of peace. He 

states:  

We must always resist the temptation to treat individual lives or history as mere objective 

things or facts; their truth can only be known through active, living engagement and 

participation. To be of real and lasting value, change must be gradual and inspired from 

within. The application of external coercive force will always destroy some aspect of our 

total humanity and compromise the balance and integrity of life (Ikeda, 2010, p. 202).  

Far more than the simple transfer of information or communication between two parties, true 

dialogue enables us to extend beyond the confines of our limited perspectives. The guiding 

principle of open dialogue is the “conquest of our own prejudicial thinking, our own attachment 

to difference” (Ikeda, 2010, p. 169). It enables us to make a deep commitment to build 

understanding, listen intently, develop relationships, and find new, creative pathways forward.  

For Ikeda, a global citizen is steadfast in their commitment to dialogue, “to verbal combat 

from which there is no retreat, and an intensity that is, in some literal sense, ‘death-defying’ Such 

dialogue can only be sustained by resources of spiritual energy and strength far greater and 

deeper than will be found among those who so quickly turn to violence” (Ikeda, 2010, p. 203). 

Ikeda’s profound belief in the power of dialogue expresses a central tenet of Buddhism—faith in 

people. As a humanist, Ikeda’s dialogue is fully imbued with the belief in an individual’s 

limitless potential to learn, grow, and find new creative value from diversity and difference. It is 

a resolute belief in the human spirit to find an alternative path away from violence and war 
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towards one of peaceful resolution. Elsewhere Ikeda states that “to be worthy of the name 

‘dialogue’, our efforts for dialogue’s sake must be carried through to the end. To refuse peaceful 

exchange and choose force is to compromise and give in to human weakness; it is to admit the 

defeat of the human spirit” (Ikeda, 2010, p. 204). In Ikeda’s profound belief in dialogue lies the 

belief in the human capacity of each individual.  

Compassion 

At the core of Buddhism is the idea of compassion. The “compassion to maintain an 

imaginative empathy” is the deep compassion embodied by a Buddha. The Buddha is 

distinguished by making the struggles and anguish of others their own, seeking to alleviate them. 

A global citizen that possess imaginative empathy is characterized by humanistic actions and a 

powerful commitment to prioritizing the interests of not only oneself but of others. In 1974, 

Ikeda delivered his first overseas university lecture at University of California, Los Angeles. In 

his speech titled “The Enduring Self,” Ikeda sought to convey that all phenomena are 

impermanent and human beings suffer because they grow attached to and become shackled by 

their fleeting desires. He called for a shift from a civilization dominated by concerns of the 

“lesser self” (shoga) to one based on the “greater self” (taiga). The “lesser self” is an outlook 

defined by the egotistical concerns and the prioritization of self-interest and desires. It is 

embodied by someone who is caught up in egoism and only concerned with oneself. Ikeda calls 

on humanity to awaken to the "greater self." To the contrary of the “lesser self,” the "greater self" 

elucidated in Mahayana Buddhism is an openness and expansiveness of character that embraces 

the sufferings of all people as one's own, always seeking ways of alleviating the pain and 

augmenting the happiness of others (Ikeda, 2010).  
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Like the transformational global citizen, the value-creating global citizen understands 

how the deep inequality stem from complex structures, systems, assumptions, power relations 

and attitudes that create and maintain exploitation and oppression (Aktas et al., 2017; Andreotti, 

2006; Shultz, 2007). They actively seek to dismantle and transform them. Bosio and Torres 

(2019) describe this type of global citizen as values-based where one sheds light on issues of 

social responsibility, ethics and justice, and emphasizes the need to fight poverty, promote 

human rights and work for a sustainable future. Characterized by an imaginative empathy, the 

value-creative global citizen works tirelessly to create a more just world.  

Human Revolution 

Perhaps most central to Ikeda’s “human education” is the concept of human revolution or 

inner transformation. In discussing the path of gradualism in transforming society, Ikeda calls for 

the human revolution of every individual. Critical to the idea of human revolution is the process 

of revolutionizing one’s inner life, the process of inner transformation. By continuously 

improving oneself and exploring one’s values, ethics, purpose, and identity, people build the 

foundation for the lifelong process of living as a value-creative global citizen. Ikeda (2010) states 

“Only when our efforts to reform society have as their point of departure the reformation of the 

inner life, human revolution, will they lead us with certainty to a world of lasting peace and true 

human security” (p. 231). Just as the transformational global citizen recognizes that the local is 

inextricably connected with the global and vice-versa, the value-creative global citizen also 

recognizes the importance of inner transformation in order to reform society. The value-creative 

global citizen is constantly engaged in the process of human revolution, identifying and 

challenging that which keeps us from expressing our full capacity and deepest humanity. It is an 

endless process of awakening and manifesting our true potential and genuine humanism.  
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Human revolution is a continual process of mining the wisdom, courage and compassion 

from within the innermost depths of one’s life. An inner dialogue creates opportunities to reflect 

on values, challenge personal worldviews, and mediate personal growth. The dialogic 

relationship between reflection and inner transformation is a continual process undertaken by the 

value-creative global citizen. Nine months after his release from prison, Nelson Mandela 

travelled to Japan to meet with Ikeda. Mandela and Ikeda came to the same conclusion that the 

transformation of society must begin first and foremost, with the transformation of the self. Ikeda 

(2009) states: 

There are all sorts of revolutions: political revolutions, economic revolutions, industrial 

revolutions, scientific revolutions, artistic revolutions…but no matter what one changes, 

the world will never get any better as long as people themselves…remain selfish and 

lacking in compassion. In that respect, human revolution is the most fundamental of all 

revolutions, and at the same time, the most necessary revolution for humankind” (p. 256).  

In studying Ikeda’s writings, Urbain (2010) noticed how Ikeda freely crosses semantic 

boundaries between the religious and secular, illustrated by how Ikeda fluidly uses both the 

concepts of human revolution and inner transformation. Urbain (2010) states, “[Ikeda] has been 

able to translate the concept of human revolution into an integral part of an inclusive philosophy 

of peace, which can be used by people of all backgrounds even without its original religious 

basis (p. 113). Ikeda’s articulation of wisdom, courage, compassion, and inner transformation are 

described in simple and accessible ways that can be encompassed with his greater philosophy of 

peace and human education.  

The transformation global citizen and value-creative global citizen share similarities. 

They both recognize the interconnection between the local and global, they emphasize the 
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importance of creating democratic and engaging spaces for dialogue, they both extend the need 

to transform inequitable policies and systems to alleviate suffering, and emphasize a shared 

common humanity (Shultz, 2007). Ikeda’s emphasis on the central role of inner transformation is 

what sets value-creative global citizenship apart from transformational global citizenship.  

In this section, I discussed Ikeda’s influences that have significantly impacted his 

educational philosophy and reviewed the relevant literature on Ikeda’s conceptualization of 

global citizenship. This included delving into the Buddhist underpinnings that inform Ikeda’s 

worldview and taking an in-depth look at the characteristics of value-creative global citizenship, 

wisdom, courage, compassion, and human revolution, as the conceptual framework of my study. 

Next, I operationalize global citizenship and introduce a conceptual model for this study.  

Operationalizing Global Citizenship 

In this study, I operationalize value-creative global citizenship in order to guide my data 

analysis and create a conceptual model. Ikeda’s human education and conceptualization of global 

citizenship provides a lens through which to understand and locate value-creative global 

citizenship discussed within the interviews. The conceptual model includes the four following 

attributes: (a) courage to have dialogue, (b) compassion to maintain an imaginative empathy, (c) 

wisdom for creative coexistence and glocal action, (d) inner transformation through reflection. 

The specific descriptions of each attribute are described below:  

Figure 2 

Concept Map for Value-Creative Global Citizen 
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Courage to Have Dialogue 

The attribute is demonstrated by a desire to learn about different beliefs and perspectives 

and a willingness to engage with difference. Furthermore, it is marked by seeking out new 

knowledge by listening to the stories and experiences of others. It is a desire to overcome an 

attachment to difference and recognizing that difference is what makes dialogue and learning 

relevant and essential. This involves a commitment to building understanding, to resolving 

conflict through engagement, and to finding creative pathways to resolve complex problems.    

Compassion through Imaginative Empathy 

Imaginative empathy is a deep concern for the welfare of communities near and far. 

Motivated to alleviate the pain and suffering of others, imaginative empathy includes seeking 

new knowledge and critical thinking to understand and shed light on issues of social 

responsibility, justice, and ethics. Keenly aware of their responsibility as critical engaged 
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citizens, imaginative empathy includes both actively working on behalf of and working together 

in solidarity with others, seeking to effect positive change that benefit others.  

Wisdom for Creative Coexistence & Glocal Action 

Glocal action is characterized by an individual who bases all actions on a clear and vital 

awareness of life’s interconnectedness and mutual coexistence between oneself and others, and 

the wider socio-political and natural environment. Actions may be aimed at addressing local 

concerns but are informed by global understandings and reflective of concerns beyond those of 

the individual. This attribute is demonstrated by active participation in the local community, 

concrete efforts to actualize one’s values and ideals, and prioritizing the concerns and welfare of 

others to create positive change.  

Inner Transformation through Reflection 

Inner transformation through reflection is demonstrated by an individual’s commitment 

towards continuous self-examination, self-accountability, and self-improvement. Self-

examination is the practice of inner-dialogue, in knowing oneself and polishing one’s values, 

beliefs, and ethics. It is the humility to keep one’s perceptions under scrutiny and to trace the 

origins and implications of one’s assumptions. Self-accountability is ensuring congruence 

between one’s belief and how they behave in actuality. Self-improvement is an enduring 

commitment to the process of reflection, transformation and growth, in the process of becoming 

“fully human.” The emphasis on self is not a narcissistic selfish pursuit of one’s own gain over 

others. To the contrary, it is identifying and challenging that which keeps one from expressing 

their full potential and deepest humanity in order to contribute to the lives of others. 

Table 4  

Value-Creative Global Citizenship Descriptors  
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Value-Creative 
Global 
Citizenship 
Attributes 

Sample Descriptors 

Courage to have 
Dialogue 

Desire to learn about different beliefs and perspectives.  
Overcome attachment to differences through engaging with and listening 
to others. 
Commitment resolve conflict through dialogue. 

Compassion to 
have imaginative 
Empathy 

Concern for the welfare of communities near and far.  
Seeks new knowledge. 
Critical thinking towards social responsibility, justice, and ethics.  
Works on behalf of and with others to effect positive change that benefit 
others. 

Inner 
Transformation 
through 
Reflection 

Awareness of life’s interconnectedness and mutual coexistence  
Active participation in the local community informed by global 
understandings. 
Actualize one’s values and ideals 
Prioritize welfare of others to create positive change 

Wisdom for 
Creative 
Coexistence and 
Glocal Action 

Self-examination of one’s values, beliefs, and ethics.  
Humility to keep one’s perceptions under scrutiny and to trace origins and 
implications of assumptions.  
Self-accountability assuring congruence between one’s belief and 
behavior. Self-improvement through reflection, transformation and 
growth 

 

While each attribute of the value-creative global citizen is distinct, they also overlap. The 

process of nurturing and strengthening these attributes do not happen sequentially or separately. 

Rather, they mutually inform and reinforce the other. For example, a dialogue can expand an 

individual’s worldview and connect directly to a determination for self-improvement. And one’s 

self-improvement can lead to a desire to contribute to their community. And finally, actively 

partaking in community and civic experiences might deepen an individual’s sense of mutual 

coexistence. The four attributes are constantly informing and illuminating the other. The process 

of becoming a value-creative global citizen is not linear or straightforward. It is a result of the 

constant interplay of all four dimensions; it is a cyclical process that polishes one’s character and 

brings forth our deepest humanity. A central theme of the four attributes is a deep sense of 
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solidarity with others—with all life—that comes from a wish for mutual happiness and growth. 

This solidarity with all life is at the center of Ikeda’s conceptualization of a global citizen. The 

task of educators who wish to teach value-creative global citizenship is facilitating this process. 

In creating opportunities for students to experience and strengthen each attribute within their 

lives and draw the connections to GCE. When facilitated intentionally and thoughtfully, service-

learning can be a powerful tool to educate for value-creative global citizenship.  

Service-learning as Global Citizenship Education 

How practitioners in higher education help students to become value-creative global 

citizens service-learning when done effectively can be a powerful pedagogy. Service-learning 

allows for students to move beyond theoretical concepts in the classroom to meet and engage 

with people in the community. People who are often confronted with difficult circumstances as a 

result of oppressive structures and systems that impact life outcomes. The learning that transpires 

as a result of participating in thoughtful and critical service-learning is deeply educative and 

meaningful.  

 When discussing service-learning as a means to promote global citizenship, research 

tends to focus on international service-learning (Hartman & Kiely, 2014). The literature on the 

relationship between global citizenship and service-learning in a non-international context is 

rare. It is possible that researchers have implicit notions that global citizenship can only be 

nurtured from an international service-learning context. However, as discussed earlier in this 

chapter, one’s ability to travel to another country and participate in an international service-

learning program alone does not produce global citizenship. I argue that participating in a 

thoughtful and critical service-learning program locally can nurture value-creative global citizens 

in students.  
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The effects of globalization are widespread and can be experienced from one’s local 

context, from visiting a local grocery store and seeing all the international products imported to 

the United States to visiting a clothing store to see the many different manufacturing stages 

needed to be sold on the shelf. In exploring such everyday contexts, it is possible to explore and 

discuss how power and privilege are at play in the workers who made the products, and the 

policies and laws that exist that systematically oppress economically disadvantaged people and 

nations. Students do not need to travel abroad to understand, critique, and interrogate systems of 

exploitation. What is critical, however, is the facilitation of programs in which students reflect 

both outwardly and inwardly on personal worldviews, recognize how they might be contributing 

to these systems, and seek to transform unequitable systems that disadvantage the marginalized. 

This can all be done without necessarily crossing one’s national borders. However, it is 

necessary to understand the interconnectedness of the local and the global contexts and moving 

beyond one’s own comfort in their worldview and being open to the possibility of different 

perspectives. I argue that service-learning that combines classroom learning with community 

service can be a powerful pedagogy in developing value-creative global citizens. In order to have 

a better understanding of the theoretical and conceptual underpinnings of service-learning, I 

discuss three educational theorists. Each were strong proponents of experiential education that 

saw the value of civic engagement and community service in addition to classroom learning as 

critical in educating the student.  

Roots of Service-Learning in Experiential Education: Insights from Three Educational 

Reformists 

In service-learning, the experiences students bring to the classroom play a paramount role 

in their learning. It serves as the springboard for how they understand their current realities and 
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how they make meaning of what they learn. The educator must apply a pedagogical practice that 

encourages dialogue and reflection to draw forth these experiences. They must create a space 

where students feel they have the freedom and knowledge for critical thinking, questioning, and 

negotiating knowledge by emphasizing the value of their experiences to facilitate learning. When 

service-learning is facilitated intentionally and effectively, it can be a powerful instructional 

practice which fuses classroom instruction and personal experience. In this section I discuss the 

philosophies of three educational reformists that discussed the value and importance of 

experience in education and whose ideas might be considered antecedents to service-learning.  

When critically conducting research for higher education, Patton et al. (2015) point to the 

importance of “examining the confluence of racism, white supremacy, and power as they emerge 

in every aspect of the research process” and encourage researchers to pay close attention to and 

explore the “racialized histories that shape present-day issues and problems in higher education 

(p. 211). In an effort to problematize the continuing history of white normativity and diversify 

the contributions of significant non-white educators, I highlight scholars whose voices have not 

been prominently discussed in the academy and whose narratives deserve recognition as vital 

contributions to service-learning literature.  

When discussing experiential learning and the ongoing development of the philosophical 

and theoretical roots of service-learning, John Dewey (1859-1952) has unilaterally been 

identified as a founding father in the field (Bocci, 2015; Deans, 1999; Giles & Eyler, 1994; Grain 

& Lund, 2016). Dewey’s philosophy of valuing student experiences to facilitate learning and 

experiential education serve both as a “precursor to and exemplar for the theory and practice of 

service-learning” (Deans, 1999, p. 15). As Deans (1999) eloquently stated:  
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Dewey is such a compelling figure because his pragmatic philosophy ties knowledge to 

experience, his progressive political vision connects individuals to society, his student-

centered educational theory combines reflection with action, and his ethical writings 

emphasize democracy and community. The most widely known academic of his day, 

Dewey is a uniquely American intellectual who deserves the attention he garnered from 

service-learning advocates (p. 15).  

In addition to Dewey’s contributions, however, there are many figures whose ideas have been 

undervalued or have not been explicitly connected to acknowledged bodies of academic research 

particularly in service-learning. Therefore, in an effort to highlight those scholars of color whose 

contributions can also be seen as precursors to the current theory and practice of service-

learning, I discuss three educational reformists: W.E.B. DuBois, Paulo Freire, and Tsunesaburo 

Makiguchi.  

W.E.B. DuBois  

A contemporary of Dewey and Makiguchi, William Edward Burghardt DuBois (1868-

1963) was an American sociologist, educator, civil rights activist, author, and scholar whose life 

and work resonate deeply with service-learning philosophy. Charles Stevens (2003) examined 

philosophical and pedagogical antecedents of service-learning in African American social 

thought from 1890 to 1930. Due to unending racist and systemic oppression faced by the Black 

community and the deliberate marginalization of their perspectives in mainstream academia, 

African American social thought is pragmatic, urgent, and often combines social theory and 

action. His close examination found that many important precursors to service-learning 

pedagogy and philosophy are embedded in their community service perspective. In DuBois’ 

work, Stevens (2003) found early forms of service-learning that were often practical and 
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centered around social betterment, supportive communal systems, and an education that 

promoted a sense of community and racial pride.      

During his time at Fisk University, DuBois was encouraged to participate in community 

service, a common practice in many HBCUs at the time. DuBois utilized service-learning 

philosophy in his early teaching experiences in rural Tennessee and in his milestone study “The 

Philadelphia Negro” (Stevens, 2003). DuBois participated in a community service project over 

the summer to teach in rural Tennessee and experienced the transformative power of experiential 

education. DuBois found himself in a deeply impoverished community where education seemed 

inconsequential and removed from daily life. Stevens (2003) states that “DuBois came to 

appreciate that for education to be of value to this population, it needed to reflect the experiences 

of the community” (p. 31). DuBois emphasized the need to make education accessible and 

relevant to the learner. He immersed himself within the community to better understand his 

students, families and their circumstances. His short time in Tennessee became an important 

foundation for his future educational philosophy, particularly around the power of experiential 

education (Stevens, 2003).  

At the turn of the century, DuBois conducted a study sponsored by the University of 

Pennsylvania about Philadelphia’s Black community. DuBois resided at the site of his study, 

Philadelphia’s seventh ward, for two years. In his experience conducting the study, DuBois 

discovered the importance of forming a mutual partnership and beneficial relationship between 

the researcher and community. This is closely related to current understandings of service-

learning and participatory action research. In his work, DuBois discovered principles that 

undergird our current service-learning pedagogy. As an educator, he worked to uplift the African 

American community and support community building. He used his role as a researcher and 
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educator to address social problems, promoted community service that emphasized community 

empowerment, advocated for civic responsibility, and demonstrated a life committed to service-

learning practices.  

Paulo Freire 

Similar to DuBois’ passionate work to uplift people and communities, Brazilian educator 

Paulo Freire (1921-1997) also worked tirelessly to intervene and transform his reality. Arguably 

one of the most widely influential educators of our times, Freire was a critical theorist whose 

contributions may also be seen as a theoretical anchor for service-learning (Dean, 1999; Yeh, 

2010). Freire rejected traditional notions of education that were authoritative and imposed, where 

the objective was for the teacher to deposit information into students who only receive, 

memorize, and repeat what is taught. Rather, Freire called for the production of knowledge by 

the learners themselves. He affirmed that the ability for the learner to do this is greatly 

influenced by the awareness of their “unfinishedness” and “epistemological curiosity.” 

For Freire, the world is not pre-determined but rather unfinished and constantly in flux. 

Freire firmly viewed human beings as fundamentally unfinished and thereby have a right and 

obligation to continuously develop and evolve. He believed in humanity’s capacity to insert 

oneself into our realities to change it. Freire (1998) wrote, “the progressive task is thus to 

encourage and make possible, in the most diverse circumstances, the ability to intervene in the 

world—never it’s opposite, the crossing of arms before challenges” (p. 38). Freire rejected the 

fatalist determinism that rendered an individual hopeless and asserted that if the human condition 

is one of essential unfinishedness, then it must be that we are beings intended to learn and seek 

completeness. He denounced the kind of discourse that accepted the impossibility of changing 

the world, where the status quo had been accepted. Freire (1998) declared:  
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the ability to resist is lacking or weak in those who settle for what is. It is easier for 

anyone who has given up on resisting, or for whom resisting wasn’t ever possible, to 

cozy up to the tepidness of impossibility, rather than to embrace the permanent and 

almost always uneven struggle for justice and ethics (p. 16).  

For Freire, the greatest expression of defeat was to settle for the status quo. He believed that our 

unfinishedness and that of society’s led one to intervene and choose to live as agents of change, 

to struggle unconditionally for what is right. He believed that awakened to one’s own 

unfinishedness aroused “epistemological curiosity,” or the quest for knowledge combined with 

the capacity to be critical, both of self and others. While simple experience or observation is not 

necessarily methodologically sound, Freire asserted that there is a certain type of knowledge one 

gains through pure curiosity; it is knowledge pulled out from experience and an educator must 

ensure to respect and facilitate that knowledge. Epistemological curiosity urges students to 

utilize their experiences and narratives as a source to understand and analyze the world around 

them. Freire (1998) affirmed:  

it’s impossible to talk of respect for students, for the dignity that is in the process of 

coming to be, for the identities that are in the process of construction, without taking into 

consideration the conditions in which they are living and the importance of the 

knowledge derived from life experience, which they bring with them to school. I can no 

way underestimate such knowledge. Or what is worse ridicule it (p. 62).  

Freire sought to use the learner’s experiences that they brought to the classroom as an impetus 

for their “epistemological curiosity” and thirst for subsequent knowledge. He criticized the kind 

of education that did not recognize “the right to express appropriate anger against injustice, 

against disloyalty, against the negation of love, against exploitation, and against violence” (1998, 
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p. 45) as it failed to see the educational role implicit in the expression of these feelings. Almost 

all experiences in an individual’s life can serve to be a catalyst for learning; this is especially the 

case in service-learning which is often filled with moments of anger in witnessing unjust 

conditions experienced by oppressed communities or deep gratitude of being welcomed into a 

stranger’s home. Service-learning is often rife with opportunities for educative moments such as 

these. I firmly believe it is in these moments of deep empathy and raw emotion that are precisely 

the type of experiences that propel a student to develop attributes and characteristics of a global 

citizen. The educator must harness these invaluable moments to help students reflect, be 

introspective, challenge previously held assumptions, and develop as global citizens.  

For Freire, an individual’s awareness of their “unfinishedness” and the “epistemological 

curiosity” leads to the honing of one’s critical consciousness. That is, a keen understanding of 

the structural problems that results from one’s insertion in the process of transformation. Freire 

synthesizes critical consciousness saying “it is authentic when the practice of revealing reality 

constitutes dynamic and dialectic unity with the practice of transforming reality” (cited in Torres, 

2014). Critical consciousness in Freirean terms is grasping “an in-depth understanding of the 

world, allowing for the perception and exposure of social and political contradictions—and for 

identity development through a dialectic of local and global” (Bosio & Torres, 2020, p. 100). 

In relation to critical consciousness, Freire describes denunciations and annunciations. 

Bosio and Torres (2020) discuss it in the following manner:  

While the notion of “denunciations” is concerned with the development of a critical 

consciousness about the globe that denounces the social injustices in the world, the 

concept of “annunciations” can be explained as the awareness of all people’s humanity, 

dignity, and their potential. In other words, when a person’s eyes are open to societies 
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through denunciations and annunciations, that person is ready to rewrite the world (p. 

107).  

For Freire, critical consciousness is a fundamental empowerment and liberation of the learner to 

enact change from their own contexts and lived experiences. Service-learning, which pairs 

critical consciousness with concrete community service, is a manifestation of Freire’s theory in 

practice. As Freire encouraged, by engaging in local communities, students develop a powerful 

tool to intervene in their world and transform it. Freire’s conviction in intervening, his emphasis 

on consciousness raising, social action, and transformation can be seen as antecedents of critical 

service-learning theory and practice.  

Tsunesaburo Makiguchi 

A contemporary of Dewey and DuBois, Tsunesaburo Makiguchi (1871-1944) was a 

Japanese author, activist, educational philosopher, school principle, and classroom teacher 

deeply concerned about the welfare of education in Japan. Makiguchi’s writings primarily 

focused on human geography, community studies, and value-creating pedagogy (Goulah & 

Gebert, 2009), which he drew from his own experiences as an educator, from his readings of 

contemporary educational theorists, and his encounter with Buddhism later in life. Among 

Dewey, DuBois, and Freire, Makiguchi is perhaps the least recognized in the United States for 

his contributions to education and especially to service-learning theory and practice. Makiguchi 

too, rejected the notion of education as the mere transmission of knowledge and viewed it as the 

process of “learning to learn” (Ikeda, 2001, p. 13). Like Freire’s rebuking of the banking 

concept, Makiguchi rejected traditional education where teachers were the sole knowledge 

bearers and students only recipients. Makiguchi was deeply concerned with Japan’s education 

system and disagreed with most educators and policymakers of his time. He challenged the idea 
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that abstract educational theories take precedence over actual classroom experience and 

denounced the state’s proclaimed purpose of education being to produce obedient servants of the 

state. Makiguchi urged that based on real experiences, teachers should be the ones who develop 

concrete practices. Valuing lived experiences, Makiguchi’s first step toward educational reform 

was asserting that the “purpose in education must grow out of the needs and daily lives of 

people” (Bethel, 1989, p. 17). It was his desire for both teacher and learner to inquire, probe and 

in the process learn together. This requires, in the educator, the commitment to lifelong learning 

and continuous growth, which is instructive for service-learning facilitators and educators who 

are focused on creating knowledge together with their students rather than imparting knowledge 

upon them. The service-learning experience is fundamentally shaped by an openness of learning 

together through instruction and experience.   

At the turn of the 20th century, during an era where Japan was undergoing tremendous 

social change, Makiguchi recognized the need for education to help children adjust to a world 

that would be politically and economically vastly disparate. In order to be able to adapt 

Makiguchi believed that children must learn the methodology of research, chishiki suru hoho or 

to “learn to learn” (Gebert, 2009, p. 147). He regarded the local community as a starting point to 

develop analytic skills that would enable the learner to grasp the world as it is. Gebert (2009) 

states that a clear distinction between “the processes of cognition (becoming aware of what is) 

and evaluation (analyzing this in light of how one thinks things should be) is central to 

Makiguchi’s philosophy” (p. 157). Makiguchi believed in using students’ lived realities to 

observe the world around them and facilitate their analyzing of those realities. For Makiguchi, 

students came to the classroom with abundant experiences and observations of their 

surroundings, as holders of knowledge which arouse from lived experiences. He believed that by 
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observing the local context, which is deeply interwoven with the global, students learn to 

understand and analyze the greater world. In his teaching of geography, he stated:  

The community, in short, is a microcosm of the world. If we encourage children to 

observe directly the complex relations between people and the land, between nature and 

society, we will be able to help them grasp the realities of their homes, their school, the 

town, village or city, and to understand the wider world.  

One can see the antecedents of service-learning theory in Makiguchi’s emphasis of the learner’s 

connection to and learning from their immediate community and society.  

Makiguchi insisted that effective education be delivered with a three-pronged approach 

involving the school, home, and community, each equally responsible for the education and 

development of the learner. He proposed a half-day schooling system where half the day was 

spent in school and the other half in “productive vocational activity” for students from primary 

all the way up to the university level (Ikeda, 2010, p. 18). Makiguchi put the student at the center 

of the learning process. He believed learning occurred in all aspects of the students life: in 

school, at home, and in the community. All three made up the education and facilitation of 

learning.  

Makiguchi proposed the idea of educating for sekaimin or “world people,” as part of his 

three-tiered view of citizenship to: the local, the national, and the global (Goulah, 2020). He 

believed that individual’s must nurture their commitment and responsibility to all three identities 

of citizenship and that each level of citizenship informed the other. He believed that learning the 

context and influences of one’s local communities informed the learner of the national and global 

influences exerted upon them. By instilling in the learner a commitment to the three levels of 

citizenship, Makiguchi sought to develop identities that would prevent the pitfalls of “narrow-
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minded nationalism” which was abundant in Japan at the time and develop identities that would 

avoid “vacuous, utopian globalism” (Ikeda, 2010, p. 5). Over a century ago, Makiguchi 

envisioned and conceptualized citizenship as a cosmopolitan ethic that strengthened one’s 

responsibility to the local, national and global community. He saw an individual’s well-being as 

inextricably linked to the global and believed education was key to instill a sense of belonging 

and commitment to the learner’s community, nation, and the world. Makiguchi sought to 

strengthen in learners what Gebert (2009) terms the “proactive or agentic adaptive capacities of 

learners” (p. 163). Similar to but not as political as Freire’s critical consciousness, Makiguchi 

also sought to arouse in learners the ability both to perceive their lived realities and have the 

ability to analyze and transform them. Makiguchi trusted students to understand their social 

realities and through their imaginative resources “discover—within the context of and in 

communication with the local, national and global community—the possibilities they found most 

worth striving for” (Gebert, 2009, p. 164)  

Makiguchi believed that studying was not the preparation for living, but rather that it took 

place while living, and living took place in the midst of study and that they informed one another 

intercontexually throughout one’s life (Gebert, 2009; Ikeda, 2010). He believed that education 

should be relevant to the daily realities of the learner. He argued that the fundamental purpose of 

education should be the happiness of the learner. Makiguchi understood happiness as the 

capacity to create value from life’s challenges, one in which the process of the learner’s personal 

growth contributes to the well-being of self and society.  

Given that we live in societies and not in isolation from one another, within families, 

neighborhoods and communities, we are unable to isolate the individual from society nor society 

from the individual. Therefore, any true understanding of education and happiness must include 
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the promise of a full commitment to society. Makiguchi believed “that a happy life was a value 

creating life and, therefore, that the purpose of education was to cultivate students’ capacity to 

create value that is the source of happiness” (Nagashima, 2012, p. 133). This commitment to 

society nourishes student agency and empowerment to shape, build, and reform society toward 

more ideal directions. Makiguchi’s pedagogy of value-creation is one that seeks to nurture in 

students the ability to create value and seek the greatest good for self and society.  

Makiguchi’s educational philosophy and value-creating pedagogy that emphasized the 

connection between the learner and the community can be seen as antecedents to service-

learning theory understood today. Makiguchi’s educational philosophy requires a lifelong 

commitment to the improvement and contribution of society. Like Freire, Soka Education 

requires, in the learner, an active and unrelenting pursuit of community improvement and value 

creation in society.    

In line with DuBois’ assertion that education should reflect the daily realities of the 

learner’s experience, Freire’s passionate cry to act and confront tyrannical structures as a person 

aware of their unfinishedness, and Makiguchi’s insight to contribute to society and the 

immediate community as a purpose for education, is not disjointed but rather united with a vision 

by providing an integrative and holistic education that includes experience both inside and 

outside the classroom. The educational philosophies of DuBois, Freire, and Makiguchi reflect the 

ideals of service-learning and can be understood as antecedents of what we now understand as 

service-learning. At the conclusion of his study on DuBois, Stevens (2003) reveals:  

how much higher education’s civic responsibility may have been advanced if these 

scholars and activists had been more welcome in the higher education community. 

Further, it is an implicit indictment of how much the academy might have expanded its 



 
 

 40 

ideas and knowledge base and been much stronger if the individuals highlighted here had 

been included in the mainstream of higher education during their lifetimes (p. 33).  

In concurrence with Stevens’ powerful indictment this study references and acknowledges the 

powerful contributions by DuBois, Freire, and Makiguchi, thereby building a case for their 

contributions to the service-learning literature.  

In this section, through the progressive ideas of DuBois, Freire, and Makiguchi, I built a 

case for the importance of experiential learning and service-learning in particular. I discussed the 

importance of nurturing the learner’s natural curiosity, the value of their experiences and the 

educator’s role in facilitating both previous and current experiences. While the practices of these 

three educators may not have been recognized specifically as service-learning as it is defined 

today, they all focused on pedagogical practice that connected the learner with their community. 

They saw the potential and value of learning that occurred beyond the walls of a classroom and 

in the active engagement of the learner in the community. By connecting the learner to their 

environment and the context of the local community, they sought to foster a deep concern for 

social justice and civic action within the learner. In the next section, I review the current 

literature on service-learning. 

Understanding the Landscape of Service-Learning Research 

Service-learning as pedagogy and practice vary significantly across educators and 

institutions. As is the case with global citizenship, there is no consensus on a singular definition 

for service-learning amongst practitioners (Britt, 2011; Mitchell, 2007). Just as there are different 

typologies of global citizenship, scholars have identified different types of service-learning. 

Similar to the three types of global citizenship, Britt (2011), suggests that service-learning 

literature separates into three approaches: (a) skill-set practice and reflexivity, (b) civic values 
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and critical citizenship, and (c) social justice activism. While there are overlaps between the 

three approaches to service-learning identified by Britt, identifying the typologies, and the 

specific approaches to each, helps delineate the theoretical foundations they employ, the focus of 

the service, and the desired student development outcome for each. Britt’s framework clarifies 

and assists service-learning practitioners with ways to tailor practices to meet the goals of each 

program.  

Mitchell (2008) delineates service-learning into two: traditional service-learning and 

critical service-learning. Her framework juxtaposes the two approaches to service-learning by 

highlighting the criticisms of the former. While traditional service-learning tends to focus on the 

skill-set practice and reflexivity typology identified by Britt, critical service-learning 

incorporates centers its pedagogy and practice around issues of social justice and is associated 

with the social justice activism approach. For the purpose of this study, I borrow Mitchell’s 

(2008) definition of traditional service-learning, also called community service-learning, as 

community service action tied to learning goals with ongoing reflection about the experience. 

Through their community service experience, students become active learners and merge skills 

and information gained from community work into the classroom and vice-versa. Critical 

service-learning takes traditional service-learning further by focusing on redistributing power 

amongst all participants in the service-learning relationship, developing authentic relationships in 

the classroom and community, and working from a social change perspective. As Britt discussed, 

critical service-learning seeks to dismantle systems of power that create and preserve inequities 

with a social justice activism perspective. Below, I discuss the distinctions between traditional 

service-learning and critical service-learning in more detail.  

Service-Learning 
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Traditional service-learning pedagogy connects learning objectives and academic 

instruction with community service that meets the needs of the community (Caruso et al., 2006; 

Mitchell, 2008; Niehaus, 2017). Popular across the K-16 educational landscape, it is a form of 

experiential education unique in its ability to extend beyond the four walls of a traditional 

classroom and deepen students’ understanding and knowledge of relevant coursework through 

community service. Students engage, learn, and grow by working in partnership with 

organizations to address relevant issues in the community (Astin et al., 2000; Eyler & Giles, 

1999). Course materials include lectures, readings, seminars, and reflections to process 

knowledge gained both in class and while engaging in service. 

Research on service-learning is abundant and boasts positive student development 

outcomes (Astin et al., 2000; Eyler & Giles, 1999; Rhoads, 1997). An increase in social 

responsibility is one of the most consistent findings. Students involved in service learning are 

likelier to see themselves as connected to their community, to value service, to endorse systemic 

approaches to social problems, to believe that communities can solve their problems, and to have 

greater racial tolerance (Giles & Eyler, 1996; Mitchell, 2008). Some examples include learning 

about people from racial/ethnic groups different than one’s own, understanding one’s privilege 

(Caruso et al., 2006), personal efficacy, self-esteem, and building relationships with others (Giles 

& Eyler, 1996), awakening to personal values and identity development (Bowman & 

Brandenberger, 2012; Mann & DeAngelo, 2016; Roads & Neururer, 1998), enhanced cultural 

awareness (Eyler & Giles, 1999), and increased civic engagement and commitment to future 

community service (Astin et al., 2000).  

Studies on traditional service-learning have made a promising connection to retention as 

well. Several studies found that first-year students completing a service-learning course had 
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higher intention to re-enroll at their campus and were more likely to re-enroll the following 

academic year than non-service-learning students (Bringle et al., 2010). However, studies on 

service-learning also discuss concerning limitations regarding the overrepresentation of some 

identities over others (Bringle et al., 2010; Nathan, & Mulvihill, 2016; Niehause, 2016). 

Generally, participants of service-learning are predominantly white, female, middle-class 

students working with populations often racially and economically different from themselves 

(Butin, 2006). This means that much of the existing research on service-learning is not 

representative of the experience of SOC. There are very few studies researching the impact of 

service-learning specifically on SOC and hardly any research on how students describe global 

citizenship in relation to their service-learning experience.  

The lack of research on the student development outcomes of service-learning for SOC is 

problematic not only because representation in research is critical, but also due to the nature and 

structure of traditional service-learning work. Traditional service-learning has been criticized for 

focusing on charity as opposed to social change (Boyle-Baise & Langford, 2004) and has been 

described as a resume builder for students as opposed to a true focus on addressing community 

needs (Clifford, 2017). Perhaps the greatest criticism is how traditional service-learning 

reinforces power dynamics between those who are serving and those who are being served 

(Butin, 2006). This is particularly so when this dynamic is reinforced by the fact that the majority 

of traditional service-learning participants are white, middle class students. Unfortunately, 

without a critical perspective, it is possible for traditional service-learning to reinforce 

established systems of power and is considered by some scholars as paternalistic (Boyle-Baise, 

1998; Pompa, 2005). Pompa (2005) cautions how “service” can unwittingly become a 

patronizing experience unless it is facilitated with great care and consciousness. In a society 
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filled with hierarchical structures and patriarchal philosophies, Pompa (2005) states “service-

learning’s potential danger is for it to become the very thing it seeks to eschew” (p. 68).  

A service-learning experience that does not develop in students a critical lens may 

involve students in the community in a way that perpetuates inequality and preserve already 

unjust social structures (Mitchell, 2008). This is particularly the case when predominantly middle 

class white students are serving in areas that are predominantly poor communities of color. For 

traditionally marginalized populations who have likely experienced racial, economic, and social 

inequality in their lives, partaking in a traditional service-learning program that reinforces 

societal power structures without addressing social justice issues may possibly frustrate and 

further disenfranchise these students. Considering this, it is possible that participating in 

traditional service-learning can be detrimental for marginalized students.  

Though a large extent of the service-learning literature focuses on white, female,  middle-

class students, there are a few studies that have specifically studied historically marginalized 

students’ experiences with service-learning (Lockeman & Pelco, 2013; Yeh, 2010) and fewer 

studies specifically researching SOC’s experiences with service-learning (Shadduck-Hernandez, 

2005). In Lockeman and Pelco’s (2013) longitudinal quantitative study of students who 

matriculated in 2005 at a large, urban public research university in the Mid-Atlantic region of the 

United States, a cohort of 3,458 undergraduates were followed for six years to explore the 

differences between students who took service-learning courses while enrolled and those who 

did not take service-learning courses. Although both groups had similar pre-college academic 

characteristics, this study on the persistence of low-income, first-generation students found that 

students who participated in service-learning were more successful in college than nonservice-

learning students. Despite having greater financial need while enrolled, these students had a 
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higher average college GPA, earned more credits, and graduated at a higher rate than did 

nonservice-learning students. The findings of this study show the impact of service-learning on 

degree completion is significant, even when traditional predictors for graduation are also 

considered. For this study, traditional predictor variables such as race and financial need were 

not significant in predicting which students successfully graduate. Lockeman and Pelco’s study 

provides support for the claim that institutional programs and policies matter and shape student 

outcomes of persistence (2013).  

Low-income first-generation students continue to drop out at alarmingly high rates. 

Building on previous studies that assert service-learning can have a positive influence on student 

retention, Yeh’s (2010) study specifically explored experiences of low-income, first-generation 

college students. Yeh conducted a qualitative study and examined the experiences of six low-

income first-generation students who participated in university level academic and co-curricular 

service-learning programs to better understand the ways service-learning participation can 

influence student knowledge, skills, attitudes, and values, and, in turn, impact student 

persistence. The study found that while student experiences varied amongst different service-

learning programs, all participants reported that their service-learning participation was a vital 

aspect of their college experience. Yeh (2010) reported four major themes with respect to the 

impact and outcomes of their service-learning participation: building skills and understanding, 

developing resilience, finding personal meaning, and developing critical consciousness. Students 

who found a connection between their personal values and their academics were able to find 

greater meaning in their education and became more motivated to succeed and finish college. 

This study provides insight on the efficacy of service-learning as a means for improving college 
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persistence, thereby contributing to discussions on the possibilities of service-learning in the 

postsecondary educational experience.  

Shadduck-Hernández’s (2006) study examined how 10 immigrant and refugee 

undergraduate students at the University of Massachusetts Amherst understood their 

participation in a community service-learning experience where they mentored neighboring 

Vietnamese and Cambodian refugee youth. As a participant observer over a two-year period, 

Shadduck-Hernández employed a critical ethnographic approach and analyzed student narratives 

and interviews to understand students’ meaning-making process. The study found that when 

diverse students learned and acted in spaces that supported them as immigrants and refugees, 

encouraged working in peer groups, and emphasized the importance of student and community 

knowledge, students’ identities were affirmed. Students found that resisting and challenging the 

status quo can have an impact on their lives, that critical thought or social activism could 

empower them and their communities, and that they were capable of impacting social change.  

This study is informative in several ways. It questioned and disrupted “border-crossing” 

models, traditional models of community service-learning where white middle-class students 

engage and serve in communities that are unfamiliar to them in order to reflect upon their 

experiences and acquire knowledge. Instead, ethnically and racially diverse university students 

worked directly with communities of color to develop collaborative and creative projects. This 

affirmed previous research that while racially minoritized students benefit from opportunities to 

interact with diverse students and communities, they also benefit in building community amongst 

themselves to further develop identity, revitalize cultural values, and create a safe space that 

buffers them when they encounter culturally insensitive peers and educators (Hurtado, 2002). 

This study also addressed how programs focused on culturally relevant pedagogy can develop 
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service-learning agendas that attract and motivate minority students who frequently remain in the 

shadows of mainstream social and academic programs to better persist in their academics, 

critique and re-create alternative spaces in their higher education and community service-

learning experiences.  

An ethnographic study conducted by Pickron-Davis (1999) focused on experiences of 13 

Black students as participants in community service-learning coursework. The students revealed 

the complexities of race, class, and identity informed Black students’ experiences in the 

classroom and in the community. Despite the few studies discussed above, research is still 

emerging on the influence of service-learning on SOC. Though the benefits of service-learning 

programs on student learning outcomes are well-documented, there is limited research dedicated 

to understanding experiences of SOC in predominantly white service-learning programs in 

higher education. Research does not addresss whether service-learning program meets the needs 

of SOC. 

Critical Service-Learning  

According to Mitchell (2008), critical service-learning is distinct from traditional service-

learning in three ways: it redistributes power amongst all participants in the service-learning 

relationship, develops authentic relationships in the classroom and community, and works from a 

social change perspective. The roots of critical service-learning emerged in the last 20 years as a 

pedagogy that directly addresses the critiques of traditional service-learning. The concept of 

critical service-learning first appeared in 1997 in Robert Rhoad’s exploration of critical 

community service. Rice and Pollack (2000) and Rosenberger (2000) subsequently used the term 

critical service-learning to describe academic service-learning experiences with a social justice 

focus. Scholars have also utilized a variety of terms such as “justice-learning,” “antifoundational 
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service-learning” (Butin, 2007), “a pedagogy of interruption” (Bruce, 2013), and “social justice 

sense-making” (Mitchell, 2013). Critical service-learning departs from traditional service-

learning by emphasizing the need to disrupt and transform structural inequalities rather than 

simply addressing the needs of individuals. It seeks to empower students to recognize their 

agency as social change agents and use their experience of service to address and respond to 

injustice in communities (Mitchell, 2008). Equally emphasized are true community and 

university partnerships where community partners are equal stakeholders of the success of the 

service and community concerns are as important as student learning.  

Many of the scholars who criticize service-learning practices are often simultaneously 

those who recognize the great potential of service-learning as a powerful and transformational 

pedagogy. A prominent voice in service-learning literature, Butin (2007) coined the term justice 

learning which combines a social justice-oriented education with service-learning pedagogy. 

Butin (2007) explains that service-learning and social justice education have fractured to 

extremes both in how they are defined and practiced and calls for reframing the way we discuss 

service-learning and social justice education. He asserts that service-learning has become diluted 

by its popularization across the K-16 landscape and its connection to federal funding. The top-

down nature of this type of service-learning supports a more technical and diluted practice. 

Similarly, Butin (2007) argues that social justice education too has become palatable through 

less-threatening discourses of “diversity” and “multicultural” education. Thus, he posits that both 

service-learning and social justice education make initially difficult practices amenable to all, 

weakening and circumventing the difficulty originally meant to be engaged.  

 Butin’s (2007) critical service-learning questions and disrupts unexamined oppressive 

binaries of how we view the struggle toward equity in education. It is about disrupting the 
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unacknowledged binaries that guide much of our day-to-day thinking and acting. Critical 

service-learning allows participants to focus as much on the process of challenging dualistic 

ways of thinking as on the product of deliberative and sustainable transformational change. Butin 

(2007) affirms that critical service-learning is a powerful pedagogical and philosophical model 

because it avoids the either/or binary and embraces the lived complexity of the service-learning 

experience and fosters the importance of engaging the complexities of social justice issues. I see 

critical service-learning as similar in both pedagogy and practice. Critical service-learning is a 

powerful educative tool with an explicit social justice aim that both awakens in students a critical 

consciousness and emphasizes a social change orientation. It requires re-examining the types of 

service students engage in, assigning projects that challenge students to investigate and 

understand the root causes of social inequality, and challenging students to become agents of 

change that transform existing power structures.  

Taking a keen look at political, social, and economic structures, Grain and Lund (2016) 

call for a much-needed Social Justice Turn in the service-learning field. In it, they caution the use 

of “critique as self-immunization” where we position ourselves as outside of critique or 

complicity in the process of our critique. They suggest instead becoming aware of our habitual 

moves to innocence, suggesting an approach infused with humility and “a commitment to sit 

with, listen to, learn from, and even be undone by the discomfort of knowing that even as we 

seek to dismantle structures of capture and containment, we remain answerable for our 

differential complicity within them” (Stein, 2016, p. 20). Essentially, even in the midst of 

critique or perhaps especially because of it, we cannot distance ourselves from the complexity of 

our identity and positioning “within constellations of structural inequality” (Stein, 2016, p. 49). 

Grain and Lund (2016) contend that while a subversion of charity approaches to service-learning 
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are key to the development of the social justice turn, the critique itself is not enough if we 

personally believe we are immune to such critiques of our own.  

Traditional service-learning programs connect learning objectives and academic 

instruction with community service and provide experiential education that deepens students’ 

understanding and knowledge. However, they centers goals around student learning, potentially 

at the expense of the organization. Mitchell (2008) identifies the three elements most often cited 

in the literature as points of departure in the two approaches of traditional service-learning and 

critical service-learning: 1. importance of social change orientation; 2. working to redistribute 

power; and 3. developing authentic relationships  

Critical service-learning begins with a critical consciousness that institutions of higher 

education cannot distance from their own positioning within the greater context of structural 

inequality. Therefore, to avoid perpetuating inequality and preserve already unjust social 

structures (Mitchell, 2008), those of us inside the institutions must make painstaking efforts. For 

the sake of my study, I operationalize critical service-learning with the three characteristics 

identified by Mitchell (2008). Critical service-learning programs: 1. emphasize a social change 

orientation as opposed to a charity-based notion, 2. develop authentic community and university 

relationships and partnerships, and 3. maintain a social justice focus.  

Utilizing Two Tenants of Critical Race Theory  

Since the early 1990s, Critical Race Theory (CRT) scholars in education have theorized, 

examined, and challenged the ways in which race and racism shape educational practice and 

discourse (Yosso et al., 2005). CRT scholars challenge white normativity as the standard and 

ground their framework in the experiences of people of color. The origins of CRT can be traced 

to legal studies in the 1970s, which examined the persistence of racism in America and the 
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absence of racial reform despite civil rights legislation. CRT emerged from the dissatisfaction of 

legal scholars of color and their criticism of Critical Legal Studies, which failed to emphasize 

race and racism, and has since been extended to education, history, sociology, women's studies, 

and ethnic studies (Ladson-Billings, 1999). CRT has an interdisciplinary aim with a commitment 

to dismantling classism, racism, sexism and a host of other oppressive structures.  

There are five major tenets of CRT: 1. centrality of race and racism, 2. the challenge to 

dominant ideology, 3. centrality of experiential knowledge and a commitment to social justice, 4. 

interest convergence theory, and 5. intersectionality (Ladson-Billings, 1999; Solorzano & Yosso, 

2000; Yosso et al., 2005). For the sake of this study, I focused my attention on the second and 

third tenants of CRT.  

Challenge to Dominant Ideology 

I introduce CRT to the discussion of service-learning and global citizenship in order to 

shift the dominant narrative in service-learning research. The available literature has drawn 

major criticisms and Mitchell et al. (2012) observed that service-learning in theory and practice 

may be a “pedagogy of whiteness.” CRT can offer a lens to shift white-normativity to include 

space for and representation and narratives of people of color. Educational research in the United 

States has a long history of ignoring and misrepresenting the contributions of racial minorities, 

primarily African American, Latines, Native American, and Asian individuals. If they have been 

included in the research, scholars have had a tendency to analyze and attribute the data from 

deficit perspectives. Critical race theorists in the social sciences seek to shed light on race in 

educational research, scholarship, and practice (Howard, 2010) and shift the focus from notions 

of whiteness as the cultural norm to include communities of color. By introducing DuBois, 

Freire, and Makiguchi as frontrunners of service-learning theory and practice, I sought to shed 
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light on the work of scholars of color who have made significant contributions that have been 

historically overshadowed.   

Centrality of Experiential Knowledge 

Critical race theory acknowledges and centers the narratives or counterstories of people 

of color. These stories challenge the dominant narrative of Whiteness and continue to give a 

voice to those that have been silenced. These narratives are from the traditions of oral 

histories, cuentos, family histories, and parables (Solórzano & Yosso, 2002). Counterstories are 

critical in preserving the history of marginalized groups whose experiences have never been 

legitimized within the mainstream narrative. Fundamentally, CRT is committed to social justice 

and the goal is to work towards eliminating racial oppression and all forms of oppression. The 

CRT tenet of valuing and highlighting the counterstories of marginalized identities is central to 

my research. This study specifically highlighted the voices of participants of color, which have 

historically been marginalized in the service-learning literature.  

Conclusion 

This literature synthesis reviewed the multiple conceptions of GCE and explored Daisaku 

Ikeda’s educational philosophy. A framework for value-creative global citizenship was 

presented. The value-creative global citizenship and the four attributes were presented. 

Subsequently, I reviewed the extant research on service-learning and highlighted the need for 

empirical experiences of SOC who participated in service-learning programs and the need for 

empirical research on the impact service-learning may have on educating for global citizenship.  
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CHAPTER THREE: METHODOLOGY 

Introduction 

This study argues that service-learning is a viable pathway in educating for global 

citizenship. Chapter 3 explores the experiences of SOC in their undergraduate co-curricular 

service-learning program and whether their experience in the program deepened their 

understanding of global citizenship. This research contributes to the existing literature on 

service-learning and to the intersections of service-learning with global citizenship education. In 

an effort to gain insight into students’ lived experiences, I conducted a phenomenological 

qualitative study. This chapter details the research design, specifically: the rationale for the 

methodology of the study, research site and sample, data collection methods, and data analysis 

methods. The chapter concludes with ethical considerations of credibility, trustworthiness, and 

positionality.  

Research Questions 

The following research questions guided my study:  

1. How do the lived experiences of SUA undergraduate SOC shape their orientation towards 

ASB?  

2. In what ways do experiences in the ASB program at SUA contribute to students’ 

understandings of global citizenship?  

3. How do the experiences of SOC in ASB inform their global citizenship orientations one 

to six years after program completion? 

Epistemology 

Both qualitative and quantitative approaches on service-learning research have been 

utilized in exploring service-learning programs. Quantitative researchers are more interested in 
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understanding the statistical relationship between different variables as they attempt to discern 

cause and effect, while qualitative researchers are less interested in causation and seek to 

understand the processes that connect people, situations, and events based on descriptions 

(Creswell, 2014; Merriam & Tisdell, 2016).  

I approached my research questions with a constructivist epistemology of knowledge and 

understanding. Social constructivists understand that individuals develop their own subjective 

understanding of their experiences in the world and, therefore, reality is socially constructed. 

Individuals form their worldviews through social interaction, and they are influenced by the 

ways in which they negotiate the historical and cultural contexts in which they are a part 

(Creswell, 2014). This study explored the various ways that students perceive and interpret their 

experiences in service-learning and identify how they translate their experience into their daily 

lives as global citizens. Service-learning is an inherently communal undertaking that involves 

engagement with self, with others, and the community. Therefore, the social constructivist 

worldview that is grounded in meaning making with and amongst community was a natural 

epistemological underpinning to ground the study.    

Research Design and Rationale 

 Shumer (2000) asserts that qualitative and interpretive research approaches complement 

the philosophy of service-learning. Therefore, the most appropriate means for understanding 

participants’ nuanced and descriptive experiences are through a qualitative approach. Given the 

nature of the research questions, a phenomenological qualitative research design was employed.  

Phenomenology is both a 20th century school of philosophy and a specific type of 

qualitative methodology. Edmund Husserl (1859-1938), considered to be the father of 

phenomenology, believed that we can only know what we experience and the “lived experience” 
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of an individual should be reflected and captured the way an individual experienced the world 

along with their interpretation of reality (Merriam, 2014). Phenomenologists reject the notion 

that the detached scientific empirical tradition is a superior methodological approach and seeks 

to understand how participants make sense of their everyday world by identifying the 

commonality of a lived experience within a particular group and uncovering a description of the 

nature of a particular phenomenon (Creswell, 2013). Phenomenological research grounds itself 

in subjective perspectives and emphasizes the importance of individual interpretations of the 

world (Merriam & Tisdell, 2016).  

Phenomenology provides a space for participants to delve deep into their experiences and 

explore their attitudes and beliefs. Based on peoples’ lived realities and perceptions, these 

methods effectively shed light on and challenge both structural and normative assumptions. For 

this reason, phenomenology was a fitting methodology for a study on service-learning in higher 

education, which has historically been a white-normative field and whose research in the higher 

education context is often centered on white, middle-class students. In my study, I highlighted 

the voices of SOC to better understand their insight and unique lived experiences. 

The limited representation of racially minoritized students in service-learning research 

provide a rich area for qualitative exploration. Furthermore, while research on service-learning as 

a means of educating for global citizenship exists, it is a relatively new and unexplored area of 

research. As we seek to gain greater understanding of service-learning as an effective in 

educating for global citizenship, we must lean into student voices, especially SOC, and hear their 

stories.  

This study explored students’ lived experiences and how they experienced their service-

learning program at a small private university in Southern California. To address the research 
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questions, I conducted one-on-one semi-structured interviews centered on the rich descriptions of 

student experiences and how students create meaning of their lived realities. I was particularly 

interested in the experiences of marginalized students whose voices have historically been 

silenced in academia. 

Study Site and Population 

Site Selection 

To understand the connection between service-learning and global citizenship, it was 

vital to study a population of students in a program and an institution where global citizenship is 

central to its mission. Furthermore, as I operationalized global citizenship based on Ikeda’s 

framework, I conducted research at the university Ikeda founded, Soka University of America 

(SUA). I examined SUA for the purpose of gleaning a greater understanding of the unique 

experiences students held at this site with little to no interest in generalizability. SUA is a small, 

private liberal arts college with an undergraduate population of approximately 450 students. 

SUA’s mission is “to foster a steady stream of global citizens committed to living a contributive 

life” (Soka University of America, n.d.). SUA’s mission and curriculum were developed based 

on his educational philosophy and was an ideal site to conduct my study on the intersections of 

service-learning and global citizenship. SUA was selected based on the following criteria: (a) 

Ikeda’s articulation of global citizenship at the core of the institution’s mission statement, (b) the 

existence of a co-curricular service-learning program, (c) an undergraduate-student focused.  

The university has a student-to-faculty ratio of seven-to-one and is a fully residential 

campus with the majority of students living on-campus for the duration of their time at SUA. 

With an ethnically diverse student body population, 46% of their student body is comprised of 

international students hailing from upwards of 30 countries. Amongst their domestic student 
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population, approximately 64% percent identify as SOC. Students have ample opportunity to 

interact and engage with those from nationally, ethnically, and racially diverse backgrounds. 

According to the most recent data set, amongst the first-time, full-time bachelor’s degree seeking 

cohort of 2013, approximately 34% of students were recipients of the federal Pell Grant. Of the 

students in the 2018-2019 academic year, 86% of students received financial aid (Soka 

University of America, n.d.).  

Housed under Student Affairs, the university offers a co-curricular service-learning 

program called the Alternative Spring Break (ASB). The ASB program is designed to help 

students develop crucial understandings of the root causes and complexities of social issues in 

host communities and in the process, to help students actualize qualities of global citizenship. In 

order to do so, the ASB program spans the majority of the academic year from September 

through April. Program participation is non-credit bearing and participation is based on an 

application process. Students participate on an entirely voluntary basis. Once accepted, students 

attend educational, seminar-style meetings held on a bi-weekly basis in the fall, and on a weekly 

basis in the spring until their spring break in March. In the beginning of Chapter 4, I discuss in 

more detail the description of the service-learning program as is relevant to this study.  

Sample Selection  

In discussing the research agenda for service-learning, Giles & Eyler (1994) state the 

importance of having studies that are more longitudinal in nature in order to understand the long-

term effects of service-learning on citizenship behaviors. They call for studies that follow 

students beyond graduation to understand how programs impact students. In response to calls for 

research that investigate student outcomes beyond just one year after program completion, this 

study sought to understand the voices of SOC one to six years after program completion and the 
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implications on long-term global citizenship orientations. I selected a purposeful sample of 13 

students who had participated in the ASB program at SUA in the last one to six years who 

identified as a person of color. This included students who were still completing their 

undergraduate education and alumni who had graduated from the university. Among the 

potential eligible study participants, I used Stratified Purposeful Sampling (Patton, 2002) and 

strove for maximum variation with the sample by selecting students that varied in key 

dimensions, such as racial identity, year of participation, gender identity, and representing both 

domestic and international students. The sample included at least one student from every year 

since 2014. Four students were current SUA students and included two second-years students, 

one third-year student, and one fourth-year student. Participants of the interview were racially 

diverse and included multi-racial students who identified with more than one racial identity. Of 

the 13 students interviewed, nine identified as female and four as male.  students who 

participated in the study identified as non-binary. Amongst the sample, 10 students were 

domestic students and three were international students. Since SUA is a small institution, I 

utilized pseudonyms in this study and refrained from disclosing specific details that could risk 

identifying participants’ anonymity (see Table 1).    

Once potential participants were identified, an email was sent to inquire whether they 

would be interested in participating. The email included the purpose of the study, an overview of 

the time commitment, and benefits of participation. Those who indicated they were willing to 

participate were sent a follow-up email that included an informed consent form and a link to a 

brief sociodemographic questionnaire.  

Table 1  

Participant Information 



 
 

 59 

Name 
(Pseudonym) 

Racial 
Identity 

Gender 
Identity 

International/ 
Domestic 

Anousheh Asian (Cambodian)/White Female  Domestic 

Adrian Black (African American) Male Domestic 

Belen Asian (Filipinx)/White Female  Domestic 

Cindy Latinx (Mexican)/White Female  Domestic 

Joanne Black (African American) Female  Domestic 

Marshaun Black (Ghanian) Male Int'l 

Melanie Asian (Indonesian)/Black Female  Domestic 

Naddia Latinx (Peruvian) Female  Int'l 

Stan South Asian/White Male Int'l 

Rebecca  Black (African American)/Puerto Rican Female  Domestic 

Zach Asian (Singapore) Male Domestic 

Sarah Asian (Chinese/Vietnamese) Female  Domestic 

Zuhey Asian (Chinese/Khmer/Vietnamese) Female  Domestic 

 
Note. Participants’ pseudonyms, racial identity, gender identity, and domestic or international 

student status are provided.  

Data Collection 

At the heart of this research is an understanding that SOC have diverse experiences and 

perspectives that are unique to each individual. All participants were asked to complete a brief 

sociodemographic questionnaire that allowed students to self-identify with various social 

identities and life experiences, such race, ethnicity, gender identity, pronouns, family income, 

and other identities (see Appendix C). The questionnaire was central to capturing how students 

identified racially and ethnically, as racial identity was a central element to the study. As a 
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researcher, it was also important to recognize that students come with a multitude of life 

experiences beyond their race and the intersectional identities that make up who they are as an 

individual.  

In an effort to draw out rich data from each participant, I employed a semi-structured 

interview protocol design. This allowed for data in the form of stories, vignettes, and experiences 

that are rich with data and provided greater flexibility for both the interviewee and interviewer. 

Recognizing that the participants are experts of their own stories and experiences, the flexibility 

in a semi-structured interview protocol design provided leeway to explore areas of particular 

meaning to them. To truly listen and understand their experiences, this flexibility was critical.  

The interview protocol was piloted with one student in January 2020 before data 

collection began. After the pilot interview, adjustments were made to the interview protocol to 

ensure rich data could be drawn from participant responses. The interview protocol was created 

to elicit participants’ experiences before, during, and after their participation in the ASB service-

learning program (see Appendix A). The interview protocol included three separate sections: 1. 

service-learning, 2. global citizenship, and 3. post-program experience. The first section sought 

to draw out salient experiences they recalled from their experience participating in ASB and how 

their marginalized identities may or may not have connected to their experience. Participants 

were asked to share their life histories from their childhood that led them to participate in 

service-learning and experiences in ASB that made their racial identity salient. The second part 

of the interview focused on their perceptions and beliefs about global citizenship and experiences 

in the program that deepened their understandings of global citizenship. The final section of the 

interview largely focused on how their participation in ASB shaped the trajectory of their lives 

after program completion. The open-ended interview questions were designed to elicit an 
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atmosphere of storytelling. I sought to conduct the interviews to feel like a conversation for 

participants and strove to create an environment where they authentically shared their 

experiences. Though the interviews were long, I stayed engaged, listened attentively, and stayed 

emotionally responsive while remaining non-judgmental. In the process of doing so, I strove not 

to show any subtle opinions, negative or positive, that might change the trajectory of the 

participant’s stories. During interviews I also noted details that may not be captured on the audio 

recording, such as body language, facial expressions, and emotions.   

All interviews were held either in-person or virtually through the video conferencing 

application Zoom. The data collection process was interrupted due to the COVID-19 global 

health pandemic occurring in the midst of the data collection process. The pandemic impacted 

my ability to hold in-person interviews with students and halted the process of setting up 

interview appointments as people struggled to adjust to the new realities they were faced with. 

As a researcher, I chose to halt data collection for several months in order to be sensitive to my 

study participants and the significant changes and disruptions they faced.  

While the interview protocol was designed to last 40 to 60 minutes per interview, the 

interviews lasted approximately 60 to 90 minutes. In-person interviews were conducted with 

students who were still studying at the university or program alumni who lived close to the 

university. Virtual interviews were conducted over Zoom. Discussing stories and experiences 

that include one’s marginalized identity can be very personal. For this reason, interviews were 

conducted on-campus in a private and safe space for students to speak freely where privacy 

would not be a hinderance. Six of the 13 interviews were conducted in a private office on-

campus and the remaining seven interviews were conducted over Zoom. In each case, the only 

people in the office or Zoom meeting were the study participant and myself. Each participant 
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was interviewed once and member checks were conducted via email between February and 

October 2020. After completion of the interview, each participant received an online $25 

Amazon gift card via email.  

All interviews were recorded on two devices to ensure that the data was captured and not 

lost. After each interview, they were transcribed in preparation for the qualitative data analysis. I 

utilized two audio transcription services, Rev and Temi, to transcribe all digitally recorded 

interviews verbatim. Transcriptions were delivered in Microsoft Word format within 12 hours 

for Rev and within several minutes for Temi.  

Data Analysis 

Once the preliminary transcriptions from Rev and Temi were received, I listened to each 

interview and followed along with the transcriptions in order to familiarize myself with the data 

and to ensure accuracy of the transcription. The transcribed interviews amassed 228 pages of 

single-spaced text. Once completed, I uploaded both the audio recording and all transcriptions to 

Dedoose, an online data management, excerpting, coding, and data analysis computer program 

for qualitative and mixed-method research. I used Dedoose throughout the coding process as I 

analyzed various levels of coding in order to understand the themes and patterns that emerged.  

In Hycner’s (1999) guidelines for phenomenological analysis of interview data, he offers 

steps or phases that Groenewald (2001) consolidated and simplified:  

1. Bracketing and phenomenological reduction.  

2. Delineating units of meaning.  

3. Clustering of units of meaning to form themes.  

4. Summarizing each interview, validating it and where necessary modifying it. 
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5. Extracting general and unique themes from all the interviews and making a composite 

summary.  

Bracketing 

Throughout the data collection process, bracketing was utilized to set aside biases or 

preconceived notions that arose in the research process. Merriam and Tisdell (2016) state that 

phenomenological reduction, or epoché, is “the process through which the researcher brackets or 

isolates biases in order to be open to the experience itself” (p. 227). The purpose is to lead the 

researcher “back to the experience of the participants and to reflect on it, in order to try to 

suspend judgement, so that one can stay with the lived experience of the phenomenon in order to 

get at its essence” (p. 227). Bracketing is a self-reflective process by which the researcher must 

set aside, but not necessarily abandon, their own pre-existing thoughts and assumptions. This 

process allows the researcher to be vigilant with the goal of attending to the participants’ 

narratives. As soon as personal thoughts and judgements emerged during the data analysis 

process, I bracketed them into a memo on Dedoose. Through Dedoose, I was able to access all 

my bracketed thoughts in one space across all the data. These bracketed memos were accessed 

throughout data analysis.  

As Tufford and Newman (2010) point out, qualitative research is an iterative and cyclical 

process where research questions, data collection, and data analysis weave in and out and inform 

one another. The process can also be cascading where the preconceptions from one stage may 

filter into other stages and influence the entire research process. This is why, as Creswell and 

Miller (2000) encourage, I bracketed my beliefs and assumptions at the very early stages of my 

research. I engaged in dialogue both internally with myself and with colleagues about personal 

biases, experiences, and prior knowledge I had on the research topic, and I subsequently wrote 
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them down. Doing so allowed me to reflect on the social, cultural and historical forces that 

shaped my own interpretation on the research topic. Tufford and Newman (2010) advise that the 

researcher’s preconceptions should be observed throughout the study “as both a potential source 

of insight as well as potential obstacles to engagement” (p. 85).  

Delineating Units of Meaning   

During the critical phase of data examination, I listened to and read through each 

transcript multiple times and extracted statements that carried meaning and illuminated the 

research questions (Hycner, 1999). In this phase of inductive coding, I remained open to new and 

emerging codes and did not limit any possibilities. I coded for statements that were significant to 

understanding student experiences with service-learning, instances or perspectives that 

specifically intersected with their racial identities, and their perspectives on global citizenship. I 

then sifted through all the isolated statements and considered the meaning of the content, the 

significance and occurrence of the statements, recalled the context in which statements were 

made and considered how non-verbal cues (such as emphases and pauses) provided insight into 

the extracted units. I also looked for common threads that echoed across narratives. 

Clustering  

I read and reread the units and combed through the statements to see if they naturally 

clustered together to form a common theme or essence that unified several units. Hycner (1999) 

states that “there is more room for ‘artistic’ judgement here than ever before” (p. 288). He 

describes how the phenomenological researcher is “engaged in something which cannot be 

precisely delineated, for here he is involved in that ineffable thing known as creative insight” (p. 

288). Particularly during this stage of clustering, I constantly moved back and forth between 

transcripts, units of meaning, and clusters of meaning, as each informed and gave depth to one 
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another. At times, it was difficult to distinguish which unit a statement belonged in, where one 

cluster ended, and where another began. Through this process, I was able to produce preliminary 

findings that derived greater understanding on the experiences of participants.  

Summary and Validity  

At this point in the research process, I created a summary that incorporates my analysis 

and interpretation of all the themes that emerged from the coding process and shared them with 

my participants. In order to ensure that the clusters and meaning extracted from interviews were 

accurate, I conducted member checks through email with all my interview participants. Included 

in the email were the summaries of themes I arrived to at the original audio recording of the 

interviews, and the transcript of the interviews. The purpose of the member check was to 

determine if the essence of what the participants said had been captured correctly (Hycner, 

1999). This process of member checks led to greater validity in the data analysis process.  

Extracting General and Unique Themes 

 In this final step of data analysis, I identified both general and unique themes that 

emerged from the interviews. General themes were those that were common to all or most 

interviews and seemed to hold some universal meaning in their experience. Unique themes were 

those that appeared sparingly but provided important perspectives of the participants that were 

not captured in the majority of the other interviews. Groenewald (2001) states “The unique or 

minority voices are important counterpoints to bring out regarding the phenomenon researched” 

(p. 51). Both general and unique findings are presented in Chapter 4, and their implications 

discussed in Chapter 5.  

Trustworthiness and Ethical Considerations 
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Trustworthiness in qualitative research differs from the idea of validity in quantitative 

studies. Merriam and Tisdell (2016) state that “one of the assumptions underlying qualitative 

research is that reality is holistic, multidimensional, and everchanging; it is not a single, fixed, 

objective phenomenon waiting to be discovered, observed, and measured as in quantitative 

research” (p. 242). For this reason, qualitative studies can never arrive at one objective truth. 

Rather, there are a number of strategies that qualitative researchers utilize to ensure credibility 

with their findings. In my research, I employed the following strategies to ensure internal 

credibility: member checks, adequate engagement in data collection, and researcher reflexivity. 

Member Checks  

 A common strategy utilized by researchers to ensure credibility is to conduct member 

checks. The purpose of member checks in qualitative research is to request feedback from your 

interview participants on the preliminary or emergent findings. Maxwell (2012) states that 

member checks are “the single most important way of ruling out the possibility of 

misinterpreting the meaning of what participants say and do and the perspective they have on 

what is going on” (p. 126-127). As discussed above in the Summary and Validity section, I 

conducted member checks with all participants of the study. I asked interviewees to confirm if 

my findings “resonated” with their experiences and if they recognized their experience in my 

interpretation. I also asked if they had any suggestions that might better capture their 

perspectives to assure that the text that was analyzed reflected their experiences and responses 

accurately (Merriam & Tisdell, 2016).  

Adequate Engagement in Data Collection   

 Another strategy often utilized by qualitative researchers for credibility is whether they 

collect enough data to reach saturation. I initially conducted 11 interviews upon which I felt I 
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had reached saturation. However, I conducted an additional two interviews to be confident that I 

indeed had. After competing 13 interviews, I felt confident that there were no new themes that 

emerged and that they were consistent with the preliminary findings of my research. This process 

gave me greater confidence as a researcher in the meaning I had derived from the data.  

Researcher Reflexivity and Ethical Considerations 

In qualitative research, Creswell (2003) recommends the researcher identify their position 

in relation to the topic under study. I recognize that I come to my research with my own biases. 

Therefore, I emphasized the importance of my personal lens with which I approached my 

findings and ensured that as a researcher, I was visible as an interested and subjective actor, and 

not a detached and impartial observer. I am an insider of this study in multiple ways. First, as a 

service-learning practitioner myself, I am invested in the research on service-learning. I am 

invested because I believe in service-learning and have witnessed the educational and 

transformative potential service-learning can have on students. Therefore, I am interested in 

understanding best practices, limitations, and possibilities of service-learning. In order to do so, I 

am committed to understanding the lived experiences of students to glean as much as possible 

from what they share.  

A second potential for researcher bias is my own connection to the institution, both 

professionally as an employee and as an alumna of the institution. SUA was the site of my 

employment at the time of the study, and I am responsible for organizing and executing the ASB 

program. As a Student Affairs professional at SUA, I along with two other full-time Student 

Affairs staff members have facilitated the ASB program with students since 2007 and have been 

working directly within the realm of co-curricular service-learning for over 13 years. While 

providing unique opportunities as an insider on students’ experiences at SUA, my personal 
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experience as a former student of the university and as a current staff member created potential 

for researcher bias. My role in facilitating the ASB provided me with a breath of insider 

knowledge and a unique lens to understand the study. This role required that I maintain 

heightened awareness of my thoughts and judgements by bracketing throughout the research 

process. According to Lester (1999), establishment of a good level of rapport and empathy is 

decisive to gaining depth in interviews. My position as a staff member also meant I had a 

relationship with all alumni of the program, including all participants of the study. The pre-

existing rapport I had with all members allowed for trust to be built naturally and provided a 

space for interviewees to provide in-depth responses to interview questions.   

Since ASB is a an entirely voluntary co-curricular program, students did not receive class 

credit, extra credit, or receive any particular recognition for participating in the program. 

Therefore, there were no ethical concerns in relation to academic credit or standing. However, as 

one of three primary facilitators, it is possible that students felt compelled to discuss their 

experience in a positive light with me. Despite clearly stating at the start of each interview that 

there were no correct or desired responses, the possibility of bias remains. While I considered 

hiring neutral interviewers who had no relationship to the students to conduct the interviews, I 

recognized that the drawback to this approach would be shallow responses without much depth 

and breathe. Weighing the possibilities, I decided to proceed with interviewing all participants 

myself. Participants spoke freely, shared how they felt comfortable in expressing their lived 

experiences that could often be a sensitive discussion, and did not hesitate to share both 

favorable and unfavorable perspectives of their experience in the program. As previously 

mentioned, I am not interested in generalizability for this study but rather to understand the 

specific perspectives of SOC who have participated in ASB at SUA.  
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Conclusion 

This chapter reviewed the research methodology and process undertaken to understand 

the lived experiences of SOC who have participated in service-learning and their reflection on 

global citizenship. I discussed research questions, research design and rationale, data collection 

including site selection, sampling technique, research instruments, and procedure of data 

gathering, data analysis, credibility, and ethical considerations to conduct my research. The 

findings and discussion will be discussed thoroughly in Chapters 4 and 5.  
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CHAPTER FOUR: FINDINGS 

Introduction 

Nestled next to a regional wilderness park in the suburbs of Southern California, Soka 

University of America (SUA) is a private, nonprofit four-year liberal arts college with a diverse 

student body hailing from over 35 countries and across the United States. The mission of the 

university is “to foster a steady stream of global citizens committed to living a contributive life” 

(Soka University of America, 2020). The mission statement is central to the institution’s identity 

and many students are either able to explain the mission or recite it verbatim.  

The Alternative Spring Break (ASB) at SUA is a co-curricular service-learning program 

that combines year-long seminar style learning on social justice topics with opportunities for 

students to perform volunteer service. The program is designed to deepen understandings of 

social justice through education, service, and advocacy. From a social change orientation, 

participants learn about systemic issues while engaging directly with communities that are 

impacted by the issues at hand (Mitchell, 2008). In the process, students gain a greater 

understanding of concepts such as global citizenship, intersectionality, privilege, and oppression. 

Students increase their understanding of community issues through participating in workshops 

while also participating in community-based short-term service projects during their spring break 

period. The ASB is intended to promote lifelong active global citizenship whereby the 

community becomes a priority in an individual’s life decisions. The program seeks to engender a 

lifelong commitment to action against oppression and inequity to create a more just and equitable 

society.  

As discussed in Chapter 3, students apply to the program in September and begin bi-

weekly meetings for the remainder of the fall semester. In the spring semester, the program 
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continues with weekly meetings until the spring break in March, when they spend their week-

long break volunteering. The ASB program is committed to university and community 

partnerships, is based on a social change orientation, and has a social justice focus. In this study, 

I interviewed 13 participants who identify as a person of color. Each interviewees pseudonym 

and racial identity are listed in Table 2 below.  

Table 2 

Participant Information  

 Pseudonym Racial 
Identity 

Gender 
Identity 

International/ 
Domestic 

Adrian Asian (Cambodian)/White Male Domestic 

Anousheh Black (African American) Female  Domestic 

Belen Asian (Filipinx)/White Female  Domestic 

Cindy Latinx (Mexican)/White Female  Domestic 

Joanne Black (African American) Female  Domestic 

Marshaun Black (Ghanian) Male International 

Melanie Asian (Indonesian)/Black Female  Domestic 

Naddia Latinx (Peruvian) Female  International 

Rebecca  South Asian/White Female  Domestic 

Sarah Black (African American)/Puerto Rican Female  Domestic 

Stan Asian (Singapore) Male International 

Zach Asian (Chinese/Vietnamese) Male Domestic 

Zuhey Asian (Chinese/Khmer/Vietnamese) Female  Domestic 

Note. Some demographic data is withheld to protect the identity of participants.  
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The number of years that have passed since ASB program completion varied across my 

sample and can be found in Table 3 below. One of the interviewees participated in ASB twice, 

once in 2016 and again in 2019. Four of the 13 interviewees were still students at the time the 

interviews were conducted and nine were alumni. Since SUA is a small institution and the 

number of students who have participated in ASB are even more limited, I purposely 

disaggregated interviewee information with the year of ASB participation in order to protect the 

identity of participants’ anonymity.  

Table 3 

Year Since Program Completion 

Year of Program 
Participation 

Years Since Program 
Completion 

Number 
 of Students 

2019 1 4 

2018 2 1 

2017 3 3 

2016 4 2 

2015 5 1 

2014 6 3 

Note. Students had participated in the program between 1 and 6 years ago.  

As discussed in Chapter 2, many qualitative studies on service-learning have 

disproportionately consisted of white students. This has left a substantial gap regarding the 

research of the perspectives of SOC. This study asked participants to share about their 

upbringing and how their lived experiences shaped their decision to participate in ASB, the ways 

ASB contributed to their understanding of global citizenship, and the ways those experiences 

have informed their global citizenship orientations after program completion. 
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This chapter begins with a brief vignette of each participant’s upbringing. The vignettes 

serve to nuance the perspectives participants shared in interviews. Second, I discuss findings 

from this study which found that participants’ lived experiences were salient both in their 

decision to participate in ASB and how they experienced the program. Third, I present my 

findings on an ethos of Soka described by students as having nurtured their global citizenship 

orientations. In addition, participants described how their participation in ASB was a form of 

praxis for global citizenship. They conveyed that their interaction with peers had a significant 

impact on their learning and development. Finally, I discuss the significance the ASB program 

had on the participants’ global citizenship orientations by way of their academic pursuits, their 

career choices and continued civic engagement one to six years after program completion.  

Understanding the Lived Experiences of SOC 

As educational reformists such as Makiguchi and Freire observed, learners come to the 

classroom with diverse experiences in life, and such experiences influence a learner’s 

understandings of their world and how they engage in it. In order to answer my research 

questions and understand the lived experiences of those who identify as SOC, I asked 

participants to share about their upbringing and if they recalled any personal experiences with 

oppression or injustice. In the following section, I briefly introduce each participant through a 

vignette of their stories shared regarding their upbringing and the identities they found salient to 

them. Their narratives informed my research, how they experienced the ASB program, and 

ultimately, their orientation towards global citizenship in the present.  

Participant Vignettes 

Adrian 
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As the son of a Cambodian refugee and a white mother, Adrian grew up in an interracial 

family in a fairly diverse suburban neighborhood. Adrian described how his physical appearance 

is “very ambiguous in terms of culture and race,” and he was often mistaken as Hispanic simply 

because he enjoyed sports. He described how people rarely guessed that he was Cambodian, and 

he preferred not to get into discussions about his racial identity. While Adrian personally did not 

recall experiencing oppression, he recalled memories of prejudice directed towards his 

Cambodian grandparents. As a child, he recalled walking with his grandparents to a local grocery 

store when people started shouting at them in passing. As a young boy he remembers how those 

comments were not directed at him, but his grandparents. Based on their lack of English 

proficiency, Adrian was not sure whether his grandparents understood what was being said to 

them. But Adrian recalls that they clearly gathered that the exchange was negative. He recalled 

the comments as “definitely something that was meant to incite almost an anger to get a reaction 

out of them.”  

Anousheh 

Anousheh moved around frequently during her childhood and grew up in many countries 

including Japan, Germany, and Turkey. She described how growing up abroad often shielded her 

from experiencing the blatant racism and discrimination that affect many Black Americans living 

stateside. Anousheh shared how her father recognized the systemic oppression she would face as 

a “double minority” the odds against his daughter as a Black woman in this world, and that he 

did all he could to prepare her for success. Anousheh assumed she moved frequently during her 

childhood due to the necessity of her father’s career. However, she later learned that it was 

intentional on the part of her father so as to ensure that his daughter would experience the 

world’s cultural, linguistic, and ethnic diversity.  
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Through his insistence, Anousheh grew up speaking multiple languages. She credits him 

for her life’s experiences made possible because of what she identifies as the privilege of 

speaking multiple languages. From volunteering as a German interpreter at the Special Olympics 

in high school to speaking in Spanish with Hurricane Maria survivors in Puerto Rico, Anousheh 

shared how she has been able to experience the power of speaking with others in their language. 

She shared how “the value of knowing another language and being able to speak to somebody in 

their native tongue…to just listen to somebody else's story in their own voice, their most 

authentic voice” has been an invaluable experience she gained through her upbringing.  

Belen 

Identifying as a multiracial white and Filipinx woman and a person who is, in her own 

words, “read as white,” Belen grew up cognizant of both the privileged and marginalized 

identities she holds. Raised by a single mother who cared for her, her sister and her extended 

family, she grew up experiencing microaggressions from her own family about her racial 

identity. Recalling comments from family members such as "you're the white children we got off 

the street," she always wondered whether she was Filipinx enough or white enough. As Belen 

grew older and learned about the history of colonization in the Philippines, she began to have a 

more complex understanding of her identity. She recalled watching her relatives use skin 

lightening products and the impact colorism had on the beauty standards of her relatives.  

She recalled a salient moment in her multiracial identity when she was in a room with 

two other Filipinx women. One of them jokingly explained, "we have two and a half Filipinx 

people" in the room. She recalled the sting of that comment, as if to suggest she were not fully 

human. Belen’s identity as a woman was also salient, and she recalled experiences where she 

was socialized to behave as a Filipinx “woman.” As the oldest granddaughter, there were many 
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expectations placed upon her. She was told "you don't talk back, you don't speak up.” Living 

with her mother and sister in an extended family household, Belen was painfully aware of the 

drastic differences in standards assigned to her gender as a woman, expectations her uncle did 

not have placed upon him. With the support of her current supervisor, Belen is currently 

unpacking how she was socialized in her upbringing about what it means to be a woman, and in 

the process of finding her voice.  

Cindy 

The daughter of a teacher and farmer, Cindy grew up in a small, rural town in a 

predominantly agricultural community and her upbringing greatly shaped her awareness of the 

world. Cindy was part of her school’s bilingual program where her cohort consisted of half 

Spanish speakers and half English speakers. Cindy, who identifies as mixed-race Mexican and 

white, recalled the privilege of being able to speak Spanish and her “privilege of looking white.” 

Cindy’s earliest recollection of oppression or injustice was from her experiences with her peers. 

She recalled having conversations with her classmates who were the children of migrant farmers 

whose families followed the harvest for work and economic opportunity. The children shared to 

Cindy how they were constantly uprooted and unable to have a home or school environment that 

lasted more than several months. They described how they wanted a home but instead lived in 

caravans, in campgrounds, or on the farms where their parents worked. Cindy shared that “as a  

child, you don’t really process the injustice of the whole thing. But I remember being very upset 

on behalf of them.” Cindy recalled these memories as her introduction to recognizing that the 

world wasn’t fair, regardless of people’s racial identity or nationality.  

Joanne 
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As a Black woman raised in the United States, the intersection between her two 

marginalized identities was salient to her. She struggled with depression from eight years old and 

battled issues of self-image, “feeling ugly,” and just “feeling off” internally. As a young girl, she 

felt responsible for taking care of her family, and she often amended disputes between her 

parents while consoling her little brother. She distinctly recalled feeling that was what she 

needed to do because “that was [her] role.” She recalled feeling angry about the double standard 

that existed regarding house chores that were expected of her but not her brother or father. 

Joanne was told “because you're a woman, you have to do this." She distinctly remembered how 

those experiences, compounded with the emotional labor of bringing her family together, 

contributed to her depression. She described how overbearing it was to have a “double 

consciousness battle” of how she felt versus what she was expected to do. 

Joanne is currently pursuing her master’s degree in Black Feminist Studies. She shared 

that “many scholars like Angela Davis have drawn back from slavery and the time when 

…literally black women's bodies were seen and used as hyper-sexual objects and also 

reproductive objects for labor.” She is currently unpacking her own experience while she studies 

the socioeconomic disparities of black women, particularly within the home and domestic space.  

Marshaun   

As a Ghanian student, Marshaun did not recall experiencing oppression or injustice at 

home. He attributed it to his experience being raised in a Christian community. However, since 

coming to the United States, he has experienced racism. He recalled the first day he arrived to 

the country. He went to Walmart and distinctly remembered the way people looked at him, 

recalling “it's just totally different from how you just go to a regular store back at home.” He 

realized that how people saw him in the United States is different from how people saw him in 
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his home in Ghana. As an international student, Marshaun found it difficult to build relationships 

with others due to cultural differences. While he enjoyed the freedom of deepening his 

education, he struggled with personal growth and building relationships with others. He said 

“there's been a lot of problems with it. But so far, it’s good, I'm surviving.”  

Melanie  

Raised outside of Portland in a predominantly white community, Melanie grew up 

without many friends who looked like her. Melanie, who identifies as multiracial, Black, and Sri 

Lankan Tamil, was raised with a family who did not necessarily know how to engage with her 

about race. As a result, Melanie used a lot of self-deprecating and self-disparaging humor to 

grapple with her feelings of insecurity. She described how there was a sense of trust, especially 

with the people she cared for, that was broken. During her adolescence, at an age when her white 

peers started dating, she recalled feeling like she would “never be enough” compared to her 

blond-haired, blue-eyed peers. To make matters worse, she recalled how her peers purposefully 

compared themselves with her to receive compliments.  

Until Melanie started college, she did not realize that her environment did not provide a 

realistic reflection of reality. She recalled a time when she was sixteen16 years old and was 

pulled over by the police. She had just left a parking lot without her headlights on in a well-lit 

area and drove about a block into a darker, unlit area when she realized she did not have her 

lights on and turned them on. Moments later, she was pulled over by an officer, interrogated, and 

received a $250 ticket. This particular episode stuck out for Melanie because as a young adult, 

she recalled struggling to have a clear sense of what was and what was not racially motivated. 

She had a gut feeling that it was racially motivated but was not entirely sure and was left with 

“this lack of knowing.” However, in retrospect, understanding the troubling history of policing 
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and the Black community in the United States, she now believes that her encounter with the 

police was not random. Recalling the incident, she said “I think those moments kind of stick in 

my mind from things that I thought I understood, but I was very naive because I was a child. And 

then coming into the awareness was just kind of sad.” Melanie expressed sorrow in her loss of 

innocence as she grappled with the reality of racial discrimination and systemic racism.  

Naddia  

Growing up in South America, Naddia witnessed inequality everywhere. She was 

privileged to have a father who had formal employment but realized that this was not the case for 

the majority of people. While her friend’s families could only afford to drink tea, having access 

to milk was even a privilege. She recalled the disparity in schools where the conditions she faced 

were not conducive “for a good learning experience.” She also remembered how domestic 

violence was prevalent amongst her friends and in her own home too. As children, she and her 

friends thought it was normal and talked about it “very openly as kids.” She shared that these 

memories were salient for her because they are issues she is still interested in transforming today. 

She shared her belief in education as a tool to transform society and the issues she grew up 

seeing in her community.  

Rebecca  

 Rebecca identifies as a multiracial white and Pakistani woman of color who grew up in 

the Mid-West and Pacific Northwest. When asked about her lived experiences around oppression 

or injustice, Rebecca laughed and immediately said “there are so many, unfortunately, especially 

for women of color.” She recollected a time when she was applying for a job, when one of the 

employees went over to her future employer and said, "we can't hire her, she's brown." She 

explained how that episode was not unique and happened regularly. As a woman of color, she 
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described being fetishized in her workplace, at school, and in social interactions. She explained 

sarcastically that her favorite question was "what are you?" because it suggested she was non-

human and a completely different species. She explained that being the recipient of that question 

made her feel juxtaposed between what was normal and what was different. She received 

comments like "I've never seen something like you.” She recalled many experiences ranging 

from subtle microaggressions to blatant discrimination.  

Rebecca grew up in a predominantly white community and recalled the first time she and 

her brother became very aware of their race. While they had been conscious of their race, it was 

not until an encounter they had volunteering at a senior center that race became salient. A fellow 

volunteer, who was an older white woman, made inappropriate comments about their Pakistani 

identity and yelled racial slurs at them. Rebecca was shocked and did not expect to encounter 

such an environment while volunteering and giving back to the community. Despite that negative 

encounter, she and her brother continued to show up to volunteer. She recalled that episode as a 

memory that affected and shaped her image of herself and her worldview.  

Sarah 

The first time Sarah heard the n-word was when she was a little girl in elementary school. 

She was playing on the playground when a white boy from her church called her the racial slur. 

As a little girl, Sarah did not know what it meant and had never been exposed to the derogatory 

term before. She went home and asked her mother what it meant. Furious, her mother called the 

boy’s mother and told Sarah never to let someone call her that word again. As a woman who 

identifies as African American and Puerto Rican, Sarah had experienced frequent oppression and 

injustice in her life. She shared countless episodes of experiences with racism, sexism, colorism, 

and classism that made up her lived experiences.  
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Sarah recalled the countless microaggressions she had received over the years that were 

based on stereotypes of Black women. She encountered people who assumed she got into college 

because she played sports despite her high GPA. When engaging in intense conversations, she 

was told “I thought you were going to be more angry or aggressive.” She was confounded as to  

why others thought that when she never expressed anger or aggression towards them. On another 

occasion, while preparing for the MCAT to apply to medical school, Sarah was told “don't worry 

about it, you only have to score this minimum score” as if she was shooting for the bottom and 

not aspiring to perform at the highest level.  

Sarah also experienced colorism and anti-blackness with regards to her skin color. She 

described her skin tone as being “on the cusp” of “being light skin, dark skin.” A friend’s 

grandmother once told her “you're not full black. I can tell” and then proceeded to tell her how 

beautiful she was, “which was one of those underhanded compliments.” These various 

microaggressions throughout her life have weighed heavily on Sarah over the years. She shared: 

“I feel like sometimes people don't understand the struggle and how things are set up and how 

things are for African Americans.” She continued that “it's all uncomfortable to talk about that. 

These are problems that I think people don't realize.” She shared an example of when her friends 

jokingly said segregation ended 50 years ago. When she became upset, her friends said “why are 

you so mad about it?” She ended the story saying “it's exhausting.” Enduring callous comments 

and racially insensitive remarks have accumulated as part of Sarah’s lived experience. The 

intersections of her identity with race, ethnicity, gender, and class inform her worldview and 

understandings of her realities.  

Stan 
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 Growing up in Vietnam, Stan understood both marginalization and privilege. Financially, 

his family struggled in his upbringing, yet he was also aware that there were others in his 

community who lived in dire poverty. This awareness shaped his perspectives on how 

socioeconomic status can impact people’s lives. It also encouraged Stan to volunteer often in his 

community and support other families who were in greater need than his own. He also 

recognized his privilege of living in a province that was not heavily impacted by natural 

disasters. Stan described Vietnam as a very homogenous community and as a result he did not 

think about the diverse identities that others held. He descried himself as privileged in that sense. 

Socially, Stan had difficulty making friends so when he started his first year in college, he saw 

ASB as an opportunity to make friends who shared his same interest and passion for 

volunteerism.   

Zach 

 As a young Sino-Vietnamese child growing up in a “minority majority area” of Northern 

California, Zach distinctly remembered wanting to deny his Chinese heritage. The area was 

diverse with Black, Latinx, and Southeast Asians and he did not grow up around other Chinese 

people. Zach is Cantonese but his parents were from Vietnam. As a young child and even into 

young adulthood, Zach grappled with his two identities. Not having fluency in either language 

added to his struggle, and he was constantly trying to figure out whether he was more 

Vietnamese or Chinese. He said, “I was just very Americanized.” He recalled a memory when 

his home had gotten egged, and he immediately attributed the prank to his Chinese identity. He 

thought “Oh, it's because I'm Chinese.” In retrospect, he does not know where those feelings 

came from, but he attributed it to not having a sense of belonging.  
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Even though Zach distinctly recalled students self-segregating themselves based on 

ethnicity in middle school, he felt fortunate to have grown up in a diverse community. When 

Zach went to college, it became clear to him that the one thing that the diversity of his home 

community and neighborhood shared was that they all belonged to the same socioeconomic 

class. He explained, “we grew up in the ghetto” and “grew up around the same kind of 

vernacular, the same type of attitude, the same kind of mentality.” Zach struggled to find a sense 

of belonging in college and did not know how to interact with his peers from the United States 

who had a completely different experience growing up. He was more inclined to associate with 

international students because he “wasn't really sure where [his] place was among domestic 

students.” In retrospect, Zach saw his upbringing and experience as a benefit. He said “the fact 

that I'm a person of color in an elite institution, right? That already says something.”  

Zuhey 

There were many factors Zuhey had to navigate as a first-generation woman of color and 

the daughter of refugees. It was difficult for her to share a singular event about facing oppression 

from her upbringing as it permeated her entire identity. She personally witnessed how 

intergenerational trauma and “colonial inherited practices” impacted family dynamics and the 

treatment of women in her life. Her mother was and continues to be the sole breadwinner of both 

her immediate and extended family. Despite the post-traumatic stress disorder (PTSD) from 

being a refugee, her mother provided the emotional, spiritual, and material needs for her and her 

entire extended family. Zuhey described growing up watching women in her life shape her 

understanding of oppression, which she attributed to the cisgender and heteronormative white 

patriarchy. 
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She described how in recent years she had begun to “problematize” oppressive 

institutions that she had “normalized in the past.” During her upbringing as an Asian woman, she 

had an enormous amount of expectations placed on her. She recounted needing to interpret and 

translate for her family from a young age. In addition to being responsible for her own academic 

success, she was also responsible for raising her sister and ensuring she did well in school. Zuhey 

also recalled noticing the fetishization of Asian woman, the way that older white men treated her 

both in and outside of school. She elaborated, “as an Asian woman growing up, at all the other 

intersections I described, we were taught to be silent in many ways.” However, despite those 

experiences she explained she developed “the capacity to resist. To think and produce acts of 

resistance.” She is in the process of piecing together all of the structural injustices she faced in 

her upbringing and adolescence and actively resisting against those injustices.  

All 13 SOC participants in this study described the intersections of their varied 

intersecting identities. All but one participant who identified as female discussed the impact of 

the intersections of race and gender on their lives. Participants described grappling with their 

social identities of race, gender, socioeconomic status, and the various societal and cultural 

expectations that were placed upon them. Based on their unique life experiences, each participant 

had a particular lens that informed their worldview. I introduced each participants’ personal 

vignette to illuminate the life experiences they already possessed when they arrived at SUA. 

Students are experts of their own lived narratives that invariably shape the lens with which they 

consume and interpret new knowledge in the classroom. Educators that acknowledge, affirm, and 

build upon students varied and nuanced experiences are able to harness an opportunity for deeper 

educative learning.  In the next section, I discuss the common experiences students shared that 

influenced their decision to participate in the ASB program.  
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Lived Experiences That Shaped Student’s Orientation Towards Service-Learning 

In exploring the experiences of SOC that shaped their decision to participate in ASB, 

three overarching themes emerged from their responses: family and community values (8 out of 

13), previous civic engagement (11 out of 13) and understanding class and privilege (7 out of 

13). First, I introduce what participants shared about the influences of family values on their 

decision to join ASB.  

Family and Community Values  

Family Values 

When asked to describe experiences from their childhood or upbringing that shaped their 

decision to participate in ASB, eight students brought up the influence of family members. 

Specifically, participants shared the stories of family members overcoming adversity in life and 

subsequently, the values instilled in them. For example, as the child of a Cambodian refugee, 

Adrian described the conditions his father grew up in. In Cambodia, his father had no access to 

electricity or running water. He lived by natural sunlight and fetched water from the river. 

Because of these experiences, Adrian’s father raised him to recognize the privilege he had 

growing up in the United States with all his basic necessities met. Through his behavior, he 

reminded Adrian to always consider those who may not have their basic needs met. Adrian 

attributes his father as a strong influence in his decision to participate in service-learning.   

Zuhey’s mother who is a Cambodian refugee instilled selflessness in Zuhey. As the 

primary income source of her family, Zuhey’s mother provided for their extended family in 

addition to their immediate family. Her mother’s philosophy of “interconnectedness” with family 

and community deeply shaped Zuhey’s orientation towards the idea of service. Regarding her 

mother’s philosophy, she stated “there's this deep profoundness to this sort of giving that my 
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mom would do in every possible way.” Zuhey’s mother instilled in her a philosophy of 

selflessness that she still carries today.  

Similarly, Belen shared how her hardworking single mother, who is an immigrant from 

the Philippines, did everything in her capacity to provide for Belen and her sister. Her mother’s 

“mantra in life was to put others before herself” and growing up, Belen watched her example. 

Belen inherited the same caring spirit that was instilled in her and credits her mom as the 

strongest influence in her decision to partake in ASB. Adrian, Zuhey, and Belen attributed their 

parents, who stressed and exemplified service for one’s family and community, as influential in 

their desire to participate in the ASB program. 

Community Values 

In addition to family, participants also described a connection to their greater racial 

community as an influence on service-learning participation. Two women who identified as 

Black described the importance of their racial identity in the larger context of the Black 

community and how it shaped their understanding and developing a sense of identity. Sarah, who 

identified as Black and Puerto Rican, described experiences of marginalization she faced. As a 

young woman, Sarah often felt the pressure to negotiate her identity. The social pressures of 

belonging in high school shaped her identity as a Black woman and the communities she chose 

to engage in. She said “In high school, you're not Black enough or you're too white. I think those 

experiences made me think: what does it mean to be Black in a Black community? What does it 

mean to be Black everywhere else?” In addition to her experiences in high school, Sarah also 

described the struggles of being one of the few Black students at SUA. As a result, she paid more 

attention to how other Black students felt in different contexts and settings and led her to want to 
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contribute to her community. She stated “that makes me want to participate more to help other 

Blacks.”  

Joanne, another Black woman, shared she had limited interactions with the Black/African 

American people outside of her religious circle, which led her to consider what it means to be a 

Black woman in the greater community. These questions led Joanne to seek out opportunities to 

engage with other communities, both within and outside of her own identity. For Sarah and 

Joanne, their desire to want to engage and contribute to their greater racial community they 

belonged to influenced their decision to participate in ASB.  

Previous Civic Engagement  

This study found that 11 students had participated in community service before partaking 

in ASB and seven attributed their previous volunteer experience as the reason for ASB 

participation. Amongst the seven, all three international students in the study, Naddia from Peru, 

Marshaun from Ghana, and Stan from Singapore described frequently volunteering and 

supporting their local communities growing up in their home countries.  

In high school, Zuhey volunteered as a youth leader in Interact Club, the high school 

branch of Rotary International. In addition to such traditional examples and understandings of 

volunteering in the community, Zuhey also described a different kind of service. One that for her 

“nourishes the communities or the bonds of community that I don't think I can survive without.” 

She described the act of translating for her grandparents as an example of this kind of service. 

These acts of service were not transactional in nature but rather completed from the recognition 

of the “interconnectedness” with her community that her mother had instilled in her.   
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Zuhey described how experiences partaking in unrecognized types of “service” motivated 

her to seek out different types of experiences and learn more about service-learning. Zuhey 

described it in the following manner:  

I grew up doing a lot of service, whether recognized by the institution or not…And from 

that, I learned the power of praxis and I wanted to see how this would carry out at a 

higher education institution.  

Zuhey saw her experience participating in service-learning as a way to intervene in the world 

through praxis and ASB became a vehicle in exploring service in the higher education context. 

For the majority of participants in the study, previous experiences engaging in volunteer 

activities and community service led to their decision to participate in ASB.  

Class and Privilege 

Another finding from this study was that seven participants’ awareness on socioeconomic 

privilege or the lack of it, influenced their decision to participate in ASB. Adrian recalled an 

episode that left a strong impression on him as a child. His father had just received a new blanket 

as a gift. When the family was driving home, they passed by an individual who was homeless. 

Adrian’s father who understood hardship having been a refugee to the United States himself, 

gave away the brand-new blanket he had just received. At the time, Adrian did not understand 

why his father gave away the gift and asked his father why he had done so. His father responded 

“I don't need it. I'm probably not gonna use it, so why not give it to someone who does need it?” 

Influenced by his father’s words, Adrian learned to recognize his socioeconomic privilege which 

drove him to participate in service-learning. While Adrian and several other students shared 

similar experiences that heightened their awareness around privilege, Stan and others expressed 

the opposite. Stan said “I know the struggle of…not having enough money in the house” and 
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connected that experience to his decision to participate in ASB. While for some students, it was 

growing up socioeconomically privileged that motivated them to join ASB, for others it was the 

experiences of socioeconomic disadvantages that influenced their desire to serve others. The 

interviews with SOC revealed that family and community values, previous civic engagement 

participation, and personal experiences related to socioeconomic privilege shaped participants’ 

motivations towards joining the ASB. This section discussed the findings of the lived 

experiences of SOC and how their experiences shaped their orientations towards ASB. 

Deepening Understandings of Global Citizenship at SUA and in ASB 

In the process of understandings participant orientations toward global citizenship, it 

became abundantly clear that their meaning-making of global citizenship was inherently tied to 

their experiences as SUA students. This section reviews the findings on participants’ experiences 

at SUA and the ethos and culture that have shaped and contributed to their understandings of 

global citizenship. Following that, I discuss specifically how the ASB program’s pedagogical 

underpinnings contributed to participants’ understandings of global citizenship.  

Deepening Understandings of Global Citizenship Through an Ethos of Soka 

 Through the interviews, it became clear that participant’s articulations of global 

citizenship were deeply embedded with their experiences at SUA. As discussed earlier in this 

chapter, the diverse student body population, the four year-long residential campus experience, 

and mission-driven environment make SUA a unique institution, particularly when studying 

GCE. Of the 13 participants interviewed, all but one described or eluded to an ethos of the 

university. From discussing the mission of the university and describing what global citizenship 

meant to them to interactions they had with peers, participants described a common culture that 

was embedded in their environment at SUA. When inquired about what global citizenship meant, 
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Rebecca giggled and responded, “It's like my Soka application” and Belen said, “I haven't 

thought explicitly about this in a while. There's no Soka people out here,” with “here” being 

where she currently lives and attends graduate school. Belen’s response eludes to SUA being a 

place where the topic of global citizenship was frequently explored. Based on the interviews, it 

was clear that all participants had previously considered the construct of global citizenship and 

were able to clearly articulate what it meant to them.  

Marshaun recalled meeting an alumnus on his ASB trip and shared how he and his peers 

described the alumnus as being “such a Soka student." When asked to elaborate on what that 

meant, he said:  

Because we felt what he was doing was something that embodies a global citizen...If 

someone says “you're such a Soka student,” that means you're such a global citizen. So 

whenever we see things that we think global citizens would do, then you'd say “you're 

such a Soka student”…Which is actually what we all hope to be since we are here. Just to 

be able to graduate from here, being embodied in the school's principle of being a global 

citizen. 

Marshaun explicated an ethos at the university that has become engrained within the culture of 

the institution. He alluded to both the mission of fostering global citizens at the university when 

he said “what we all hope to be since we are here” and also expressed how students themselves 

have bought into, adopted, and embraced global citizenship as something meaningful to strive 

towards for themselves.   

Anousheh shared how her education at SUA and the mission of global citizenship 

benefited her. She described being transformed at SUA from someone that was only concerned 
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about herself and her immediate family and friends into someone who cared about the greater 

community and the world. She reflected:  

Sometimes I wonder, “How did Soka help me?” I was talking to somebody about this the 

other day, and it's really the intangible things that Soka education gave me. It's not a well-

known school right now. And I majored in liberal arts, which is not specialized. But the 

ideas and the philosophy that I walked away with about how to live my life. What price 

tag can you put on that?  

 While the majority of students discussed global citizenship in a manner that expressed 

esteem and admiration or an ideal they were working towards embodying, two of the 13 students 

shared they felt the word “global citizenship” was overused at SUA. Stan shared how it is 

mentioned so much that it's “platitude” and “a cliché” that lost meaning. What is particularly 

interesting however, is that immediately following this statement, he said “on a serious note, 

global citizenship is very important” and then discussed why he believes it is. For two students, 

the idea of a global citizen was cliché and too overused.  However, they also believed that it was 

important and discussed embodying and enacting global citizenship in their interview. Whether 

students discussed global citizenship with reverence and something worth striving for or found it 

to be cliché, what is clear is that there is an ethos at Soka surrounding the university’s mission to 

foster global citizens. Their responses provided a glimpse of how intimately linked the concept 

of global citizenship is to their experiences at SUA. Throughout the interview process, an 

emphasis of dialogue was an overlapping theme as an important component of this ethos of 

Soka. In this next section, I explore the valuation of dialogue at SUA.  

Valuing Dialogue at SUA 
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Multiple participants specifically shared how dialogue was highly valued at SUA. 

Anousheh shared her conviction that when people are able to recognize a shared humanity, they 

can achieve more. She continued: “that's one of the things that they were trying to teach us at 

Soka. That's why they harped on dialogue so much.” Anousheh described SUA’s emphasis on 

dialogue as a way to recognize a shared humanity. When talking about global citizens combating 

injustices in society, Sarah shared that dialogue and having “uncomfortable” conversations are 

vital. She said, “Soka and ASB, you gave people the chance to speak and that was a big thing. 

How can we have an open dialogue without people, storming off?” She continued “people think 

that just having conversations with someone is dialogue. But I don't think any conversation is 

dialogue. I think dialogue is productive and we need productive dialogue to get through 

conversations that are uncomfortable.” Joanne expressed a similar sentiment as Sarah. She said:  

dialogue is about each person growing. So if you leave a conversation without having 

grown or known something, that's not a dialogue. A dialogue is not just like conversing, 

it's how can I bring down my barriers, borders, whatever, and be vulnerable and listen 

and exchange with this person? For the purpose of learning from that person. That's real 

dialogue. 

Both Adrian and Zach mentioned SUA’s emphasis on dialogue through a Socratic seminar and 

several participants mentioned how the diversity amongst the student body helped widen 

perspectives. For example, Adrian shared that through dialogue he learned about the experiences 

of his peers. He described his peers as “coming from all these different countries” and how they 

“showed you different ways of thinking” and “processing things.” Similar perspectives on the 

diversity of SUA students were expressed by multiple individuals.  

Valuing Friendships at SUA 
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 Closely connected to the significance of dialogue at SUA as part of an ethos of Soka was 

participants’ reflections on relationships. Almost half of the participants shared how their 

friendships and the relationships they nurtured at SUA were significant to them in their 

development of global citizenship. When asked what global citizenship meant to her, Melanie 

said “it's...relationships, maintaining relationships. I think the biggest takeaway from Soka hands 

down are my relationships.” She concluded that she had a “responsibility towards those 

relationships to find a way to be in alignment, to make sure [her] decisions are going to support 

their wellbeing.” For Melanie, the bonds of friendship she built, especially diverse students who 

hold different identities, led to her sense of responsibility and commitment as a global citizen.   

A final example of friendship and the significance on how students understand global 

citizenship was Stan’s reflection on accountability. He said:   

Here at Soka, we have fortunately a very diverse group of people who come from all 

religions, cultures, countries and gender and gender sexualities. I think they do a very 

good job of holding platform and educating other people of their struggle and help us to 

be a more decent human being. By helping us to be aware…Like at Soka now I know that 

my word choice that I use... might hurt people even though I do not do that intentionally, 

but it's the impact that matters the most. And the things that I share on Facebook and my 

interests and also my lack of interest in certain things also matter to people. So, I would 

say that is also a kind of global citizenship that is very important to me. 

The interview responses illuminated how the relationships participants had with their diverse 

friends at SUA played a role in deepening their understanding of global citizenship at SUA.  

This study found that participants’ orientation towards global citizenship was closely 

connected to the ethos of Soka. Included to the ethos was the centrality of the university’s 
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mission on student experiences, the value of dialogue as a characteristic of a global citizen, and 

the friendships and meaningful relationships developed and nurtured amongst diverse students. 

In investigating participants’ orientations towards global citizenship, it became evident that, in 

addition to their experiences in the ASB, the university context was significant and closely 

immersed. In the next section, I present my findings on what participants shared were 

experiences from the ASB program specifically that nurtured their understanding of global 

citizenship. 

Pedagogical Practice Informed Understanding of Global Citizenship 

In the interviews, I asked the interviewee’s the following two questions: a. Can you 

describe experiences in ASB that deepened your understanding of global citizenship? and b. 

What are some ways ASB nurtured global citizenship in you? From their responses, I found two 

overarching themes, each with sub-findings. This study found that the pedagogical practice 

employed in the ASB program created opportunities for learning about global citizenship. 

Specifically, students found pedagogical exercises (7 out of 13), reflection and storytelling 

exercises (11 out of 13), and experiential-learning (8 out of 13) as significant to their 

experiences.  

Pedagogical Exercises  

One activity in the ASB program that participants described as significant to learning 

about global citizenship was the Privilege Walk. This activity provides students the opportunity 

to understand the intricacies of privilege and to explore the ways that we enjoy privileges based 

on being members of social identity groups. The exercise seeks to highlight how depending on 

our social identities, we have different forms and levels of privilege. By illuminating our various 

privileges as individuals, the activity enables participants to recognize ways that we can use our 
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privileges individually and collectively to work for a more equitable society. In the Privilege 

Walk activity, participants begin on one horizontal line. Various statements are read aloud by a 

facilitator and people move according to whether the statement is true for them or not. Some 

sample statements include “take one step forward if your parents went to college” or “take one 

step back if you have been bullied because of your race.” After all the statements have been read 

aloud, students are asked to look around and notice where people are positioned. Often, students 

with more privilege are in the front and students with less privilege are in the back. Then, 

students are prompted to run to the finish line or grab the winning ticket. The race and winning 

ticket represent the social advantages that are readily accessible to those with privileged social 

identities. The activity is followed by discussion and reflection to process students responses to 

the exercise.  

In the interview seven of the 13 students shared how the Privilege Walk and similar 

activities connected to deepening their understanding of global citizenship. The activity helped 

participants build greater awareness around both their privileged and marginalized identities and 

the social, economic, and political systems that exist. Adrian discussed how the Privilege Walk 

activity made him more cognizant of the marginalized identities of others. While he knew that he 

was privileged in many ways, the activity helped him realize the struggle of others. He said “I 

learned I shouldn't assume that everyone had the same upbringing as I did. So, that is how [ASB] 

changed my perspective.” The activity allowed Adrian to extend the understanding of his 

privilege to include the lived experiences and struggles of his peers.  

Similarly, Rebecca remembered how she became “brutally aware” of her privilege 

through the activity. As the activity progressed, she recounted how she and another student were 

the most privileged within the group and could see her peers from all over the United States and 
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around the world behind them while they were in the front. Recollecting her experience, she 

shared: “After doing that walk, we were both sobbing. I think because we were one kind of 

ashamed, self-conscious. And then in my case, I didn't know why. I wanted to know why.” 

Rebecca experienced a moment of dissonance between what she previously knew and a new 

perspective the activity provided her. She explained that it was the drive to understand “why” 

along with the realization of her own privilege that inspired her to delve deeper into social 

injustices in the United States and across the world, which in turn deepened her critical 

consciousness as a global citizen. The dissonance Rebecca experienced is consistent with the 

“disorienting dilemma” in Meizrow’s (2000) transformational learning model. A disorienting 

dilemma is a critical incident that triggers people to engage in transformational learning that 

leads to one’s values, beliefs, and lifestyles being assessed and transformed. For Rebecca, the 

privilege walk exercise was an experience that pushed her towards deeper learning and 

transformation  

For Stan, the Privilege Walk was an exercise that helped him see the “big difference” 

between having knowledge or awareness and actually reflecting on that knowledge. He used the 

example of racism. An individual may know that racism exists but may have never reflected on 

their own positionality within systemic racism. He shared that the program forced him to reflect 

on his identities, to recognize his privilege in relation to his peers and his lack of privilege in 

other ways. Pedagogical practices employed in the ASB program created transformational 

learning experiences for participants as they grappled with social justice concepts intimately and 

personally through disorienting dilemmas. These findings represented by Adrian, Rebecca, and 

Stan of developing awareness regarding one’s privilege are consistent with extant service-
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learning literature on student outcomes of service-learning (Camacho, 2004; Caruso et al., 2006; 

Espino, & Lee, 2011).    

Acknowledging Resistance 

Amongst the seven students who identified pedagogical exercises, Zuhey shared the 

power in recognizing her own resistance to institutional oppression. In an effort to improve 

practice towards more critical service-learning pedagogy, the way the Privilege Walk exercise 

was facilitated changed. Since the 2018 ASB cohort, the Privilege Walk includes two parts: the 

traditional model and the newer model. The traditional Privilege Walk exercise has been 

criticized as prioritizing the learning of privileged students over marginalized students and 

employing a deficit model emphasizing students’ marginalized identities. While the activity is 

often an educational and enlightening experience for students with significant privilege, it is 

often less impactful for students without it. Students of color and historically marginalized 

students are often already aware of the systematic oppression they have faced throughout their 

lives and do not need an activity to highlight those realities for them. Therefore, in the ASB at 

SUA, the second part of the activity flips the script and is intentionally designed to highlight 

students’ experiences from an asset-based model.  

Using Yosso’s (2005) Community Cultural Wealth framework, the second part of the 

activity reads aloud statements that acknowledge the skills they have developed as a result of 

their lived experiences as capital. The statements highlight the strengths and skills students 

gained from their experiences as a result of their social identities. In this version, the Community 

Cultural Wealth Walk, students who have historically been framed as having deficit end up 

closer to the winning ticket. Zuhey discussed her experience in the following manner:  
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Originally, we did the Privilege Walk in terms of the ways that you're disenfranchised. 

And then right afterwards, we did the Privilege Walk the opposite. So the ways that 

you've sought to self-empower yourself. And that was the first time I ever did the 

Privilege Walk in that capacity. It was really shocking to me actually because I was not 

expecting to, ever…in that Privilege Walk I ended up at the front… for me to, at least in 

the ASB space, visualize myself so close to the ticket was…shocking and something I 

had never even imagined or conceptualized really being like acknowledged. For the ways 

that you've resisted or feeling empowered.  

For Zuhey, the significance of the activity was not in awakening to her privilege so much as 

realizing that her experiences translated into life skills, a form of self-empowerment and 

resistance to systemic oppression. She shared how “ASB got me thinking about, or this particular 

session, was power, not just in terms of the ways that we're oppressed, but also the ways that 

we've resisted.” The Community Cultural Wealth Walk centered the learning on students of 

color and students with historically marginalized identities. As a result, rather than being 

reminded of the ways SOC have been disadvantaged, the activity left students like Zuhey feeling 

empowered and a sense of pride in their identity.   

Diverse Lived Experiences, One Shared Purpose 

Among the seven students that mentioned pedagogical exercises, two mentioned that the 

Privilege Walk helped them understand the diverse lived experiences of their peers. They were 

heartened that they were united in their goal to serve the community through ASB. Rebecca 

recalled learning about how difficult the reality of her peers’ lived experiences had been and how 

she was not aware of their experiences. In response, she said “It deepened my understanding of 
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global citizenship because it made me realize…no matter where or what position we hold in 

society, we're all working towards our goals. We're all giving back.”  

Naddia, who is from Peru, expressed similar thoughts. She shared how even though 

people had come from different places and experiences, they have the “same aim or wish and it 

doesn't necessarily have to come from the one same place; it comes from different experiences.” 

She continued sharing that the exercise reconfirmed her belief that:   

Anybody can be a global citizen, regardless of wherever we start from. Perhaps we need 

to start from these different places to be able to contribute as much as we can, 

complementing each other. Starting from A, which is different from D, because of the 

different experience, we can create a more complex, beautiful world, and it can also help 

make it better. 

Both Rebecca and Naddia found the Privilege Walk helpful in seeing how they had shared a 

vision and purpose despite the differences amongst their peers.  

Reflection and Storytelling  

Reflection has long been recognized as a critical component of service-learning. It is the 

process of meaning-making from experiences. Research has found that structured and intentional 

reflection enhances service-learning experiences and learning and that reflection with peers is an 

essential component that strengthen learning outcomes (Eyler & Giles, 1999; Ikeda, 2000). ASB 

utilized the practice of reflection and storytelling throughout the program. Throughout the 

interviews, students described the relationships with their cohort significant to their 

understanding of global citizenship in the ASB.  

Learning From the Lived Experiences of Others  
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Through reflective activities such as storytelling and debriefing, students learned about 

the lived experiences of their peers. These reflective activities allowed them to learn about 

worldviews and perspectives different from their own. When asked how experiences in ASB 

helped develop their understanding of global citizenship, interviewees’ recalled reflection and 

storytelling exercises. Rebecca said:  

I think reflection is one big element because ASB was very reflective, almost meditative. 

Because a lot of the questions in the conversations we had during the week while we 

were there required us to think about how we fit in this bigger equation. And what we 

were doing to help out in the grander scheme of things. I would say reflection helped 

nurture global citizenship. 

Zach recounted the nightly debrief that occurred during the weeklong immersion trip and the 

reflections shared by his peers. They described different insights they had throughout the day 

that differed from his own. He said that that recounting from others “helped [him] expand [his] 

perspective.” Through listening to his fellow volunteers reflect on their experiences and 

perspectives, it gave Zach additional ways to process his own experience.  

Belen and Zuhey recalled the storytelling exercises listening to and learning about the 

experiences of their peers as a means to expand their worldviews. Zuhey said, “I always learned 

from the lived experiences of the peers in my program and that helped me nuance what I would 

want to see in global citizenship in general.” She then described some specific examples of peers 

in her program: 

Listening to Marshaun, for example, talk about their relationship growing up in Ghana 

and then, occupying this space as a Black person in the United States and then their 

relationship to what it was like in Puerto Rico or what it's like to navigate their blackness 
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in general across all these different spaces. Or listening to other individuals, for example, 

from Brazil talk about disenfranchised communities. 

Zuhey connected how she learned from her peers lived experiences and how their stories inform 

her understanding and conceptualization of global citizenship.   

Learning Through Vulnerability  

A significant finding that emerged was that while engaging in reflection and storytelling 

activities, participants described being vulnerable was tied to their learning. Seven of the 13 

students either used the word “vulnerable” specifically or described situations in the program 

that allowed them to feel vulnerable. For example, Marshaun reflected on how he was a very 

unemotional person and “didn’t care about a lot of things.” Before ASB, when he saw others 

crying, he couldn’t understand why they were crying. However, participating ASB, he learned to 

value being vulnerable because it offered him an opportunity to learn more about other 

perspectives. He elaborated, “Since the trip, during our debriefing sessions, I got to understand 

that being emotional and vulnerable was actually a really important thing to understanding other 

people’s situations.”  

When asked to describe experiences in ASB that deepened her understanding of global 

citizenship, Joanne answered, “seeing people vulnerable or allowing themselves to be vulnerable 

in the space.” When asked to elaborate on her statement, Joanne described how she believed the 

program organizers may have purposefully selected people who had different backgrounds and 

identities to come together to engage with one another. She continued:  

I would say the educational aspect of it was the most important part. An education that 

engaged with the human spirit and with people's real experiences, to tap into that 

vulnerability. Because it could have been very surface level, or just very factual based, 
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versus educating based on humanism that allows people, engages and relies on people's 

individual experiences, to understand what these concepts are. 

Joanne identified that her learning came from the engagement of the “human spirit” and the lived 

experiences of individuals with varying backgrounds and identities. As identified by Joanne and 

Marshaun, the ASB program created space for participants to feel vulnerable with one another. 

The space to be vulnerable allowed participants to be authentic and express their beliefs. As a 

result, it created a space that extended the teaching and learning process to all participants.   

At What Cost?  

Throughout the interview Joanne, a Black woman, discussed an incident she had been 

reflecting on recently even prior to the interview. The incident involved a friend in the program 

to whom she was close. During the week-long immersion trip, her friend who is white, was very 

“emotional” about race discussions that were taking place during the trip. She was cried and 

expressed that she was “very resentful about something that she’d done in the past.” However, 

the friend refused to share with Joanne what she had done. Joanne supported her as a friend, 

telling her that she didn’t need to tell her what it was that she had done. She encouraged her to 

write down her feelings and emotions in a journal to try and “face it and deal with it.” However, 

as she recounted the story she wondered “what it was that she couldn't tell [her]. If she couldn't 

tell [her] because it was towards Black people.” She continued:   

To see her in that state, to be so distraught about the topic of race and like "I can't tell 

you, I can't tell you what it is." It's disturbing. In that moment I was just being a friend. 

Just seeing a person distraught and something was coming up for her that maybe she had 

suppressed and that had not been addressed before. So, to tell a person that it might have 
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an effect on, not ever having a conversation about race before, kind of being like engaged 

in that space was interesting or in that moment with her. 

In reflecting on this incident, Joanne grappled with her racial identity and the disturbing incident 

she had with her friend on the trip. She remained caught between supporting her distraught 

friend, who was trying to reconcile her past behaviors related to race, and wondering what 

exactly her friend had done. A behavior that, in Joanne’s mind, most likely would have “an 

effect” on her as a Black person. 

 When asked about ways that ASB nurtured global citizenship in her, Joanne reflected on 

how rare it was to be able to get to a space, even as friends, of honest and raw vulnerability like 

the one she had shared with her friend. Joanne continued: 

It definitely enabled me to be a friend to her in that space. For me to even be their friend 

for her, even though I don't know what the situation was. But I don't know if she would 

ever have cried in front of me if we weren't in that situation. To be able to have the 

opportunity to share that space to get to that place of vulnerability is very rare. Not 

impossible, but very rare for that like emotional labor. I think everything involved in the 

project were necessary to get to that space. 

For Joanne, the full experience of the ASB, from beginning to end, contributed to that exchange 

with her friend. As a result, the ability to support her friend in that moment nurtured global 

citizenship in her. While Joanne was the only student amongst the 13 interviewed who described 

a moment that could potentially be harmful or damaging, her experience begs the question of 

education at what cost? When service-learning programs are structured with only a specific 

population in mind, facilitators could potentially create painful experiences for their 

marginalized SOC. Joanne found herself needing to comfort a friend at the cost of her own 
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potential self-concept. Joanne’s experience illuminates how SOC’s experiences in service-

learning may differ from their white and more privileged peers. How many other SOC have 

found themselves in a similar predicament? Joanne’s experience is a powerful example of how 

educators must be mindful of the needs of historically marginalized students in service-learning 

programs.  

The findings from this section on Reflection and Storytelling revealed that students 

learned from the lived experiences of their peers. Vulnerability was identified as an element that 

helped facilitate reflection and develop the kind of space that allowed for deeper learning. While 

vulnerability contributed to learning for most, it is critical to remain cognizant of all student 

participants and the potential negative impact it can have on SOC when some students are 

grappling with their privileged identities perhaps for the first time.  

Experiential Learning  

Experiential learning is a process where students develop knowledge, skills, and values 

from direct experience, a process of learning by doing. Scholars such as Dewey, DuBois, Freire, 

and Makiguchi all talked about the value of experiential learning. Eight participants discussed 

the experiential elements of the program as significant to them.   

Being Able to Show Up 

Melanie described her experience of being able to “show up” and how her experiences 

doing so deepened her understanding of global citizenship. Melanie described ASB as an 

experience that “spoke for itself.” She said:  

The ASB trip really taught me a different kind of education. It taught me education in my 

own experience, instead of reading about it. The global citizenship aspect of it was just 

born of being able to listen, being able to show up, being able to see with my own eyes, 
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and my own ears, and my own heart, what's going on. And valuing that and using that as 

a reference point.  

In the years following the program, Melanie referenced moments and experiences from ASB in 

classes, writing assignments, and in conversation. She described the power of being able to 

reference real experiences and encounters she had rather than discussing something she had read 

or heard about from a second-hand source. She reiterated ASB was about “being present” and  

“showing up.” For Melanie there was greater meaning to her being able to live her experiences, 

being able to “feel it in the body,” that was more meaningful and educational than simply 

reading about it.  

Learning From Community Members 

Six students discussed engaging with and learning from community members while 

volunteering. For Zuhey, meeting members of the community who worked tirelessly every day 

as community organizers deepened her understanding of global citizenship as she was able to 

witness in practice, what global citizenship looked like. She said that although they themselves 

may not call it global citizenship or articulate it in that way, that is what she took away.  

Marshaun described his experience meeting an individual named Jose on his trip. Despite 

having been impacted by a natural disaster, this individual was supporting with rebuilding efforts 

for his neighbors. Marshaun reflected:   

He was such a selfless man…even though he was in that situation he also gave help to 

other people. I feel like it made me give myself another category for global citizenship. 

Someone who is in a bad situation but sees someone in an even worse situation and they 

are willing to give up more to go in a worse situation. Just to bring someone who is an 

even worse situation, up to a different point. And I really respected that. It gave me a 
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deeper understanding into another way to view someone who I would consider a global 

citizen. 

Marshaun was deeply moved by the encounter he had with Jose. While struggling with his own 

circumstances, he worked to serve others in even dire circumstances. Marshaun learned the 

characteristics of a global citizen through the actions of an individual he was volunteering 

alongside.  

Belen shared her experience meeting a veteran at the Veteran Affairs hospital in DC 

during her ASB trip. She recalled one very creative woman who made jewelry out of chip bags, 

wallets out of everyday items, and earrings out of bottle caps. She recalled: 

I remember her telling this profound story about the experiences she went through in her 

life as both a veteran and a person of color. I remember feeling moved by her story and 

also her wanting to engage with us about our lives and learning more about who we were 

as people.  

Meeting an individual, engaging in heart to heart dialogue, and humanizing the individual made 

a powerful impression on Belen. By engaging with this veteran, Belen reflected on the 

relationship between global citizenship developing meaningful connections with others. She 

continued: 

 It helped emphasize the importance of education, educating yourself and seeking out 

information and resources to get to know, populations that you're trying to serve. In 

trying to understand and form connections with other people. That it’s not just enough to 

have a conversation, but in order to really seek understanding, especially for folks with 

subordinated identities, understanding the history of how those identities have become 
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subordinated in our society and how and why folks with dominant identities hold certain 

privilege. 

Belen reflected on that moment and the value of learning from her experiences. She sought to 

understand and humanize her experience while observing and critiquing the structural oppression 

that the veteran had faced in her life. Through understanding the woman’s identity and how she 

had been marginalized from systemic oppression, Belen was able to gain a deeper understanding 

of the social injustices surrounding her experience. Belen, Marshaun and others expressed that 

they learned from their interactions with others they encountered and gained a deeper sense of 

what it means and looks like to be a global citizen. 

Racial Identity of Students of Color Mediated Understandings of Global Citizenship 

This study found that, for a majority of participants (11 out of 13), their racial identities 

were significant to their understandings of global citizenship in two ways. First, participants said 

that understanding their own racial identity helped them to recognize the diversity in others and 

informed how they engaged with diverse others (8 out of 13). Second, understanding how 

participants’ racial identities have been impacted by larger systems of oppression and inequality 

helped participants begin to challenge and transform those systems of injustice (4 out of 13).  

Participants Joanne and Melanie both saw the interconnection between their racial 

identity and how it informed their understanding of global citizenship. Joanne discussed the 

significance of the intersections of her race and gender as a Black woman on her life. Through 

the awareness of her marginalized identity, Joanne believed it was critically important to seek 

out and understand the experiences of those individuals who are most marginalized in society 

due to race, sexuality, gender, socioeconomic status, and class among other marginalized 

identities. She explained that race: 
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 has a major significance because, knowing that there are people with different identities 

is a first step in becoming a global citizen. Because you can't be blind to the fact that 

there are different people out there. You have to know that there are different people 

before you can understand that these different people also have different cultures and 

different points of views. Depending on how other people treat them can affect how their 

behavior and how their culture has been shaped. Knowing that there are identities and 

knowing how to deal with them is an important part of global citizenship. 

By reflecting on her experience as a Black woman in the United States, Joanne empathized with 

others whose identities have also been marginalized. Her racial identity informed her ability to 

see the diversity in people’s experiences and those experiences informed how to engage with 

others.  

Melanie, found significance in exploring her roots. In Melanie’s words "from whence I 

came from.” Deepening her understanding of her race, family history and community, enabled 

her to be more authentic when trying to enact change as a global citizen. For Melanie, a sense of 

solidarity and commitment was important. She said, “you have to have something in the game.” 

Whether it was finding insight into one’s life, into one’s community, or one’s sense of purpose, 

Melanie believed that a global citizen must come from a place of commitment and accountability 

rather than a detached sense of giving. She shared:  

I do feel there is this really important element of just self-awareness, self-history, 

narrative, people, connections to even your friends, even our families. Just narratives of 

people in your immediate environment. And not just going directly into academia and 

institutions that kind of just make people, just people, you know? It's like having some 

sort of stake in it to say like, this is for my relationships, for my life. 



 
 

 109 

Melanie’s racial identity informed her understanding of herself and her understanding of a global 

citizen.  

Participants also shared that their own lived experiences with their racial identity helped 

them to become conscious of the larger systems of oppression that impact people. This critical 

awareness was significant to being an impetus of hope to bring about change. Belen described 

how as a white and Filipinx multiracial person of color, the simultaneity of her privileged and 

subordinated racial identities informed her consciousness. She continued “being able to hold the 

tension of those two seemingly opposing perspectives helps me think of global citizenship as 

being pretty complex.” Belen described how it is easy to only acknowledge the ways she was 

oppressed and much more difficult to reflect on the ways she has benefited from systems that 

oppress others. She said, “we are helping to challenge these systems of oppression and power, 

but also we can't say that we're not benefitting from it.” However, Belen’s lived experiences of 

navigating that tension between her racial identities has informed the way she hopes to create 

change. She concluded “I think that plays into the global citizenship in that we have to hold 

awareness of privilege in order to create change in effective ways.” The tensions and 

complexities of her own racial identity between seemingly opposite perspectives helped her 

understand global citizenship in its complexities. This study found that for a majority of 

participants, their racial identity mediated the way they understood and enacted global 

citizenship in their lives.  

Value-Creative Global Citizenship Orientations 

In the final section of this chapter, I discuss my findings on how participants described 

their orientation towards global citizenship since participating in the program. This study found 

that the SOC from the ASB program at SUA were comfortable in articulating the construct of a 
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global citizenship and how defined it. The findings from this section are organized by the four 

attributes of value-creative global citizen which are: a. courage to have dialogue, b. compassion 

through imaginative empathy, c. wisdom for creative coexistence and glocal action, and d. inner 

transformation through reflection. 

Courage to have Dialogue  

This attribute is characterized by the desire to learn about different beliefs and 

perspectives, to engage with people regardless of difference, and an understanding that 

difference is what makes dialogue so vital. In my interviews, participants shared how they 

defined global citizenship and the characteristics they associated with it. Participants conveyed 

the importance of being open to other worldviews (9 out of 13), connection and engagement with 

others (6 out of 13), and the importance of engaging in dialogue (8 out of 13).  

Open to Other Worldviews  

Belen reported how people often associate global citizenship with travel or studying 

abroad and immersing oneself in a foreign country. However, Belen cautioned against that 

association and said it “takes more work than that.” Belen continued: 

I think it goes beyond just immersing yourself in another culture, but actually making an 

effort to learn about cultures and lifestyles other than your own and try to seek 

understanding across that. Even if that lifestyle doesn't necessarily match up with yours… 

I think being a global citizen means that you're not just sticking to your one narrow view 

of the world and opening yourself up to other people's worldviews. 

For Belen, a global citizen makes deliberate efforts to learn and seek out other perspectives. She 

recognizes that her worldview is one of many and is willing to expand her understanding of the 

world. For Belen, ASB widened her worldviews through engaging others with narrative 
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storytelling, a cornerstone of the program. She described it as “a very powerful tool to 

establishing connections and understanding.” Through her own experience with narrative 

storytelling in the ASB, Belen acquired a tool she currently uses in her professional life as a 

higher education administrator to help her students expand their worldviews.  

Connection and Engagement 

Marshaun and a few others expanded on the concept of one’s openness to other 

worldviews by connecting it to the importance of connection and engagement. Marshaun said 

“global citizenship to me is being equipped with a global perspective” and “knowing that there 

are differences in different cultures. What you have to do is respect them and know how to 

coexist with people who have different cultures around you.” Marshaun described a global 

citizen as someone equipped with a global perspective that has respect for and can coexist with 

people from other cultures. When describing the personal growth he experienced as a result of 

ASB, he said:  

It's like going to a new store and just trying on glasses. Different shades, different colors. 

I would say ASB, the trip just gave me a different pair of glasses with a different tint that 

I can wear to see the world in a different way. It just exposed me to another world that I 

could add to my collections of views to help expand how I think about and see the world. 

Through the expansion and understanding of different worldviews, Marshaun is actualizing his 

description of a global citizen. 

Engaging in Dialogue 

Dialogue was mentioned frequently throughout the interviews. Eight of the 13 study 

participants expressed dialogue as an important characteristic of a global citizens. Joanne 

explained that dialogue is more than “just a conversation.” For Joanne, dialogue is about growth. 
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She said: “Dialogue is about each person growing. So if you don't, if you leave a conversation 

without having grown or known something, that's not a dialogue.” She further elucidated that 

dialogue is about bringing down one’s barriers and boundaries to be vulnerable. To listen and 

exchange with another person “for the purpose of learning from that person. That's real 

dialogue.”  For Joanne, dialogue is a courageous and intentional act of growth and learning from 

another person.   

In discussing the importance of global citizenship and maintaining relationships, Melanie 

shared about her friendship with her Iranian American friend. She described the many dialogues 

they engaged in together, particularly on Iran and United States relations that led to Melanie’s 

greater understanding and engagement on the topic. Melanie said “I remembered her 

experience…global citizenship comes from having those friendships…Where you can see the 

humanity first, and then ask the periphery questions instead of putting the state first, and then just 

thinking people are on the side.” Melanie’s belief in dialogue as global citizenship was evident in 

her connection with her friend, the relationship they had cultivated, and their ability to 

immediately engage in dialogue about significant and relevant issues. Both Joanne and Melanie 

described a belief in dialogue as a means to exchange beliefs and values, to grow through 

learning about others, and connecting based on the humanity of another. This study found that 

participants were able to articulate their conceptions of global citizenship as it related to dialogue 

and described stories and experiences that embodied those values. Next, I discuss findings for the 

attribute of compassion through imaginative empathy. 

Compassion through Imaginative Empathy 

Imaginative empathy is a deep concern for the welfare of communities near and far. 

Motivated to alleviate the pain and suffering of others, imaginative empathy includes seeking 
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new knowledge, critical thinking, and awareness of their responsibility to effect positive change 

that benefit others. This study found that when describing attributes of global citizenship, 

participants believed empathy was important. Participants discussed deepening empathy (7 out of 

13) learning to learn (or developing an epistemological curiosity) (8 out of 13). 

Deepening Empathy 

For Melanie, “a global citizen not only engages with people and their own context, but 

they wholly commit to choose empathy, like wholly committed to empathy. That also means not 

just when the person is in front of you.” She continued that “wholly choosing empathy” includes 

“choosing to learning about situations we don’t understand” and “to commit to educating 

oneself” to study where another is coming from. In reflecting how ASB led to personal growth, 

Melanie shared that she became a more empathetic and compassionate person. She went on to 

describe an episode in ASB where she connected with a veteran while doing arts and crafts at the 

veteran’s hospital. She said “it was just a humanizing moment of connection. I think that's made 

me a better person for sure.” She described how the experience in ASB went beyond just reading 

an article on a certain topic, but rather was an experience of human connection that was most 

meaningful.  

Anousheh explained how meaningful her ASB experience was to her development of 

empathy. She said “Everybody can't have that [ASB] experience, but I think that it is so valuable. 

I wish that ASB was part of Soka's required curriculum because I think it was that impactful.” 

She described how before the program she was only concerned about herself, continuing “I didn't 

think about what Daisaku Ikeda says about global citizenship. Being able to have this 

imaginative and far reaching level of compassion that extends to those that you can't see. I didn't 

have that. Now I'm thinking about that.”  
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Eight students discussed the importance of developing a critical perspective or greater 

awareness around social and global issues and the importance of continued education. Rebecca 

shared that to her, “a global citizen is really aware…What's happening in the world, you have to 

know what's going on in order to give back.” For Melanie, global citizenship has to do with 

responsibility, positionality, relationship, history, and, ultimately, empathy. She expressed that 

for her, the essence comes down to human rights and an importance of moving forward in 

understanding history. She cautions that even if it's well intentioned, “if there is a lack of history, 

if there's a real lack of reality” any solution “ends up being a partial solution.”  

Learning to Learn  

Another finding from this study was that participants continued to find their ASB 

experience relevant to their courses and academic endeavors.  

Connection With Academic Courses. Melanie shared how she kept coming back to her 

experience in ASB as a “reference point” in her academic career, from which she shared 

anecdotes. ASB was a “humanizing experience” for her and reminded her of the importance of 

being in solidarity with communities that needed support. As she engaged in coursework or class 

discussions she constantly asked herself “who do I need to stand with?” This process of 

reflection while learning was Melanie’s way of imaginative empathy and constantly centering 

learning on disenfranchised communities.   

 Joanne participated in ASB the same year she took a course on American Experience, a 

course that became an influential course in her academic career. She described how the course 

taught her the “real history about America without any filters” and influenced her “perspective in 

ASB about identity, history, culture, and society’s ills.” Her experience in the ASB program 

informed her class and in turn, her class informed her reflections on her ASB experience. Both 
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Joanne and Melanie found themselves utilizing their time in ASB as a reference point in their 

academic course.  

At SUA, students are required to write a senior thesis in their final year as a culmination 

of their learning in their undergraduate career. Of the 13 students interviewed in this project, four 

were current students and nine were alumni of SUA. Of the nine alumni who had already 

completed their capstone, two said that it influenced their capstone projects. Adrian who wrote 

his capstone on the capabilities approach said he referenced his personal experience on ASB and 

learning about having opportunities and resources in the content of his thesis. Joanne, whose 

ASB experience was connected with indigenous people in the United States, also mentioned how 

ASB made her more conscious of indigenous experiences. Learning about the systemic 

oppression of the indigenous population in the United States was a meaningful takeaway 

influenced her capstone.  

Pursuing Graduate School. This study found that five out of nine alumni described 

ASB as having influenced their decision to pursue graduate school or how they engage with the 

content of their program. For example, Belen participated in ASB in her senior year and already 

knew she wanted to pursue a career in Higher Education and Student Affairs Administration. 

ASB helped her to “think about how learning can extend beyond the classroom” and experienced 

first-hand how educative co-curricular programming in Student Affairs could be. It reinforced 

why she wanted to pursue her field. She described how her takeaway from ASB “showed up” 

after she graduated in her certificate program and subsequently in her master’s program.  

While applying to her master’s program in Black Studies was not a direct result of 

participating in ASB, Joanne said it influenced her decision to pursue her field. As a graduate 

student in Black Studies, ASB “definitely influenced how I choose to perceive life and how I 



 
 

 116 

choose to engage with things.” Her ASB experience continues to inform her lens as she engages 

in the discourse of her field. 

Students’ empathetic orientation in ASB connected to their academic coursework and 

graduate studies after program completion. Some students described how their experiences in 

ASB became a reference point to their courses while others described how it influenced how 

they engage in their graduate school programs.  

Wisdom for Creative Coexistence and Glocal Action 

Responsible being and glocal action is characterized by an individual who bases all 

actions on a clear and vital awareness of life’s interconnectedness, between the local and global. 

They actively participate and engage in the local community, live congruently with their values 

and ideals, and prioritize the concerns and welfare of others to create positive change both 

locally and globally. This study found that participants defined global citizenship from the 

concept of interconnectedness, enacting change, a commitment to community, and values into 

actionable career pursuits.  

Interconnectedness 

Five students shared how a global citizen keenly understands the need to think globally 

while acting locally. For example, Melanie described Martin Luther King Jr. as an exemplar of a 

global citizen who perceived the interconnectedness of life. In his speech “Beyond Vietnam: A 

Time to Break Silence,” King fought for civil rights locally as a means of fighting against the 

injustice he saw in Vietnam. She described King as possessing a “transnational consciousness 

understanding that the injustice that happens here is happening everywhere.” She elaborated on 

her ideas of an individual with transnational consciousness and how they perceive the world:  
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I'm going to do the work in my own community and to make sure that the people that are 

in my life and in my community are taken care of. Not only on a personal level but 

systemic level. I'm also going to recognize that this cause is happening in other places. So 

I'm going to be in solidarity with those other causes because at the end of the day, we're 

all a bunch of communities, we're a bunch of people that are just trying to figure out a 

way to do this from a place of dignity and respect. 

Melanie and the other students expressed concern with the intersections of the local and global 

and recognized that their actions in their own communities have an impact on the world.  

Enacting Change Through Glocal Action 

Another attribute participants discussed was the idea of taking action. Nine people said 

that making change whether on an individual or societal scale and taking action for the sake of 

others was an important attribute of a global citizen. Zach called this type of person “action-

oriented.” Rebecca stressed that importance of action by questioning the purpose of learning if it 

is not tied to action saying, “you can learn all this material and all this information but if you 

don't do anything with it, what is it?” Belen also talked about the importance of an individual 

taking action in their local community. She used the word “work” to imply action aimed both 

internally and externally in order to enact change, explaining: 

 But I think a global citizen needs to go beyond themselves to do the work. And I think 

another word that comes to mind with that is community. Being able to engage in a 

community…if you're going to be a global citizen, global implies outside of yourself. So 

you could be doing all the work internally, interrogating these are my privilege and 

dominant identities. These are the ways I interact with the systems of power and that's 
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great. But if you're keeping that all to yourself, then how are you creating change? So the 

work needs to extend beyond yourself. 

Finally, Cindy described what being an alumna of SUA meant to her and the sense of 

empowerment she gained. She said “as a student and as a person now who went through this 

education system, I can create value in this world. I am an agent of change.” She went on to 

describe how the three attributes of global citizenship as described by the founder of the 

university has become her own “believe system” and how she continues to deepen her 

understanding of what a global citizen means. She attributed developing a sense of 

empowerment as a result of her education at SUA. Participants defined global citizen as someone 

who takes action to create change in their immediate community.  

Commitment to Community and Civic Engagement  

Eight participants expressed a commitment to community and civic engagement (10 out 

of 13).  Sarah described ASB as an experience that challenged her to become more outspoken 

about the inequality and injustice she saw across the United States and particularly impacting the 

Black community. True to her words, Sarah continues to be engaged in community development. 

In addition to her job, Sarah volunteers with community organizations that focus on African 

American women’s health. Sarah described how she is passionate about the work she does and 

hopes to continue her efforts supporting community organizations.  

Rebecca described a global citizen as one who acts as a “catalyst to actively combat 

oppression and social injustice both at the local community level, statewide, nationally, and 

worldwide.” She continued “it’s that awareness, that understanding, that a global citizen takes to 

combat oppression and social injustice.” The actions Rebecca has taken since participating in 

ASB both immediately after and years later in her current work display the consistency of 
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enacting her ideals of global citizenship. She recalled how ASB served as a call to action for her 

when she realized she needed to take action in her own community. In her senior year at Soka, 

she partnered with a non-profit organization working to support individuals who were homeless 

and displaced by the city.  She held a campus-wide donation drive to collect hygiene products 

and encouraged her classmates and peers by introducing a competition between classes. Rebecca 

identified her experience in ASB as a catalyst for her civic engagement in her senior year.   

Rebecca’s continues to contribute to her community five years after completing ASB. 

She said ASB “led me to realize the importance of community building. And I've been doing that 

now.” Rebecca identified the city she lives in as “the fourth most dangerous city in the United 

States” where the “disparity of wealth is stark and homelessness is everywhere.” In addressing 

the homelessness crisis, Rebecca recently wrote a public policy brief for several organizations 

working with tenant housing. Rebecca described how many tenants in the area were “being 

evicted without their security deposits returned because of their immigration status and the color 

of their skin. And they weren't living in livable conditions either.” She called it a “human rights 

violation” as the land-owners preyed on the vulnerable conditions of immigrants and people of 

color who could not afford other living conditions and sought to find solutions working with and 

in the community. Addressing her conviction in combatting oppression and social injustice at the 

community level as a global citizen, Rebecca continued to be engaged directly in this work.  

Career Pursuits 

This study found that participants’ career paths were influenced by ASB and for some 

was an extension of their contribution as global citizens. Eleven of the 13 students interviewed 

said the ASB influenced either directly influenced their career pathways (5 out of 13) or 

influenced their career interests in the future (6 out of 13). In her interview, Rebecca mentioned 
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twice that ASB was one of the big factors in her decision to pursue law school. Understanding 

the limitations of working in large bureaucratic organizations, Rebecca affirmed ASB is 

“definitely one of the big factors in me wanting to go to law school.” 

In her interview, Sarah described the characteristics of a global citizen as “a good 

listener,” “passionate and caring,” “making an effort to know your neighbor,” and “helping 

others around you and looking at circumstance instead of what you think something is.” Sarah 

explained the impact of ASB on the trajectory of her life and career. She explained the chain 

reaction of events that followed her experience in ASB that led her on her current career and life 

path. She said “My decision to go on that trip to Malawi. My decision going into medicine. My 

decision to be a bigger participant in actual Black community groups and campus things like a 

BSU.” She described that it was ASB that helped her see a greater purpose in the way she 

wanted to contribute to the “big picture of society.” This study found that ASB participants 

believed global citizenship was identified by a sense of interconnectedness and taking action 

both in one’s local community or through one’s career choice.  

Inner Transformation through Reflection 

Inner transformation through reflection is demonstrated by an individual’s commitment 

toward continuous self-examination, self-accountability, and self-improvement. It is an enduring 

commitment to the process of reflection, transformation, and personal growth toward a life of 

contribution for others. This requires the ability to look inwardly at the philosophy, ethics, and 

biases one holds and to transform oneself for the sake of others and the world. The last and final 

characteristic multiple students discussed was the idea of reflection and self-awareness. Study 

participants shared the importance of undertaking this process of reflecting on oneself and the 

willingness to assume inner transformation (8 out of 13). Participants also talked about the idea 
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of congruence and authenticity (5 out of 13), or ensuring that what one espouses and the actions 

they take are congruent and in alignment with their values.   

Reflection and Inner Transformation 

When reflecting on global citizenship, Joanne stressed the importance of introspection. 

She said that compassion and engagement with others starts with looking within oneself first. 

She expressed her admiration for those who are able to change their beliefs when presented with 

new knowledge that contradicts their older beliefs. When having conversations that are difficult 

or challenge our worldviews, she said we should “take it in” and “to engage with it.” She 

continued that this should be the case “even if it takes time, even when it takes multiple 

conversations or different interactions, to allow those things to expand our worldview.”  

Zuhey discussed the intersection between transforming society and self-transformation. 

She said “revolution is simultaneously self-transformative and culturally transformative. So you 

can't have revolution, can't have one without the other in order to enable an actual prolonged and 

impactful revolution.” For Zuhey, transforming society as a global citizen is simultaneous and 

interconnected with one’s own self-transformation. In describing their views on characteristics of 

global citizenship, the participants expressed it is critical to be able to learn, reflect, and have the 

courage to reconcile differing perspectives to expand one’s own worldview and reflect on one’s 

oneself.  

Congruence 

A few students also discussed the idea of having congruence, or the consistency between 

what one espouses and one’s actions. Marshaun called it “intellectual integrity,” saying a global 

citizen needs it: and that he sees it as “being able to uphold yourself the same way you have 

called on others.” Similarly, Melanie called for individuals to have “self-awareness” and “critical 
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awareness” to be clear of one’s intention. She called on individuals to ask themselves for what 

purpose do they help others. Are they helping to really support the person who is suffering? Or is 

it self-serving in nature? She said “I'm not saying, if you're doing it out of self-interest, don't do it 

at all. I'm not going to say that. I would say, at least be true to your intention.” In summarizing 

her point, she said: “what is my intention? Who am I serving? Why am I serving that community 

and how am I going to do it? I think that has to be context.” She warned that if individuals are 

not clear on their true intentions, it could be extremely arrogant and they could cause more harm 

than good. She concluded saying that we must be humanistic “in our intentions and our actions” 

and ensure they are “genuine and not based on the social exchanges that create more borders and 

barriers around us.” 

Conclusion 
 

This study served to highlight the voices of SOC whose voices have largely been missing 

from service-learning literature. This study found that participants of the ASB program at SUA 

arrive at college and enter service-learning programs with abundant life experiences. The study 

mirrored the extant research on the positive outcomes of service-learning which is discussed in 

more depth in the next chapter. Though not representing the majority of voices, important 

insights were gleaned from individual students who shared about experiences of resilience and 

vulnerability in the ASB, the implications of their insights will also be explored in more depth in 

Chapter 5.  This study found evidence that participants continue to have strong orientations 

toward value-creative global citizenship up to six years after program completion.  
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CHAPTER FIVE: DISCUSSIONS, RECOMMENDATIONS, AND CONCLUSION 
 

Overview 

The findings from this qualitative research study found that the Alternative Spring Break 

(ASB) program at Soka University of America (SUA), which incorporated pedagogical practices 

centered on social justice education, helped students develop value-creative global citizenship 

orientations up to six years after program completion. When so few empirical studies focus 

specifically on the voices of students of color (SOC), this study shed light on participants’ lived 

experiences and how their perspectives contributed to their understandings of global citizenship. 

In this final chapter, I present the significance of the findings from the study and discuss 

recommendations for service-learning practitioners who hope to foster value-creative global 

citizens as programmatic outcomes of their service-learning program. Next, I provide a few 

recommendations for future research regarding the nexus of service-learning research and 

educating for global citizenship. Lastly, I conclude the chapter with final thoughts.  

Significance of Findings and Implications for Practice 

SOC Arrive With Abundant Lived Experiences   

The interviews with 13 SOC in this study revealed that most were familiar with and had 

experienced marginalization and oppression based on their social identities in their upbringing. 

Among the women of color, all but one described the difficulties the confluence of race and 

gender had had on their lives. Interviewees, who were the children of immigrants and refugees, 

were raised with stories of resilience and hardship. Those stories carried their family histories 

and the values family members instilled in them that solidified their desire to participate in ASB. 

Two Black female students in the study expressed the desire to continue serving their racial and 

ethnic communities in their current professional roles.  
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Astin and Sax (1998) found that the strongest indicator for participation in service-

learning in college was whether or not they volunteered in high school. While Astin and Sax’s 

study revealed the variables that have contributed to service-learning participation, few have 

examined the specific perspectives of SOC who choose to participate in service-learning. 

Consistent with previous research, this study found that the majority of participants, including all 

three international students, had already experienced some form of volunteering and community 

service before their participation in ASB. Furthermore, many studies have found that 

participation in service-learning resulted in increased civic engagement and commitment to 

future community service (Astin & Sax, 1998; Astin et al., 2000; Einfeld & Collins, 2008). This 

was also the case in this study where participants continued to contribute to community building 

and civic engagement activities after the ASB.  

The lived experiences of SOC often differ significantly from the white, female, middle-

class students who are often the sample demographic of service-learning research. Extant 

research on service-learning student development outcomes have noted an increased 

understanding of one’s privilege as a result of participating in service-learning (Caruso et al., 

2006; Mann & DeAngelo, 2016; Niehaus, 2016; Niehaus & Rivera, 2015). While the findings of 

this study were consistent with the existing literature, this study also found that SOC already 

come to the service-learning program with lived experiences and an awareness of the privileges 

they may or may not hold. This is significant in shaping the service-learning discourse around 

the student development outcomes they produce. This finding may contribute to more nuanced 

discussions on pedagogy, how service-learning participants learn and deepen their understanding 

of privilege, rather than a simplified statement on the outcome. Scholars must continue 
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researching specifically how the voices and lived experiences that SOC bring with them add to, 

deepen, or increase the learning in service-learning programs.  

Understandings of Global Citizenship Were Embedded in an Ethos of Soka 

In seeking to understand the experiences in ASB that contributed to participants’ 

understandings of global citizenship, this study found the university ethos at SUA significantly 

shaped participant conceptualizations of global citizenship. True to a social constructivist 

epistemology, the experiences interviewees shared were understood in the cultural contexts in 

which they were a part (Creswell, 2014). Participants’ experiences in ASB were closely 

embedded in the greater context of the university’s culture around global citizenship and hence 

could not be separated out from program outcomes. Students’ experiences at the university were 

immersed with an ethos of Soka. It was expressed in the way participants described their 

articulations of global citizenship, how their friendships with diverse peers guided their 

accountability toward one another, and the way they hoped to contribute to their immediate 

communities and the greater world through their careers and actions. 

Reflection, Storytelling, and Vulnerability Supported GCE 

Reflection has long been a central tenant in service-learning research (Ash & Clayton, 

2004; Eyler et al., 1996) and has been recognized as the conduit between service and learning. 

Given the centrality of reflection in service-learning research, it was unsurprising to find that 

reflection and storytelling were significant elements of participants’ development of global 

citizenship. Racially minoritized students in ASB found it meaningful to learn from the lived 

experiences of their peers. According to Astin et al., (2000), both quantitative and qualitative 

indicators suggest that “it is discussion with other students that most strongly mediates the effect 

of service on these outcomes. In other words, the opportunity to “process” the service experience 
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with other students appears to be a powerful component of both community service and service 

learning” (Astin et al., 2000, p. 33). Consistent with this research, students described the power 

of reflection and storytelling as a means to learn about the experiences of their diverse peers and 

allowed them to understand different worldviews and perspectives often different from their 

own. Underpinning the pedagogical practice of reflection and storytelling is the belief that both 

teaching and learning were experienced by all participants regardless of defined roles. Reflection 

and storytelling in ASB helped students recognize that fellow classmates and members of the 

community possessed valuable knowledge they can learn from and, in effect, widened paradigms 

of who possesses and imparts knowledge.  

Critical race theory in education challenges traditional standards of research and theories 

that are used to explain the experiences of people of color. Storytelling and Counter-narratives in 

CRT, acknowledge and hold space for the lived experiences of people of color and legitimizes 

untold marginalized voices and experiences that have been silenced. They draw on methods such 

as storytelling, family histories, biographies, parables, cuentos, and narratives (Solorzano & 

Yosso, 1995). Solorzano and Yosso contend that the ideology of racism creates, maintains, and 

justifies the use of a “master narrative” in storytelling. A master narrative essentializes the 

nuanced experiences, diversity, and complexities of a large group of people and culture and often 

reduces them into a narrow and limited description that is often pejorative. Such master 

narratives often create and perpetuate stereotypes, removes the richness of individuality, and 

creates limited understandings of people and cultures (Solorzano & Yosso, 1995). It is under 

such contexts that “monovocal” stories about the underachievement of SOC in education are told 

(Solorzano & Yosso, 1995). Counter-stories resist and challenge master narratives and are used 

as a tool to unveil and challenge the dominant discourse of racial privilege. They center the 
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voices of those individuals on the margins of society whose stories are not often shared and 

highlighted. However, Solorzano and Yosso (1995) remind us that the role of counter-stories do 

not necessarily have to be in opposition to such master narratives. As Ikemoto (1997) reminds 

us, “By responding only to the standard story, we let it dominate the discourse” (cited in 

Solorzano and Yosso, 1995, p. 136). Centering the oral histories and lived experiences of people 

of color not in juxtaposition to, but as is, centers and legitimizes important unheard counter-

stories and helps strengthen traditions of social, political, and cultural survival and resistance. 

This study centered the lived experiences of SOC and created space for those oral 

histories to be shared. Participants revealed that learning from one another was meaningful and 

contributed to their learning. The oral histories shared by students were windows into different 

perspectives and understandings of the world. Engaging with one another on their different 

worldviews augmented their existing perspectives and affirmed each other’s humanity in the 

process. Students’ empathy and compassion were broadened through experiencing vulnerability 

in the program while sharing about their lives. For some interviewees, the ability to be 

vulnerable and share honestly with their peers through storytelling and reflection activities was a 

significant aspect to their learning. While there is service-learning research on students working 

with vulnerable populations, research on the importance of vulnerability for learning amongst 

peers in the service-learning context is absent. This study found that a significant conduit for 

learning for participants was their ability to be vulnerable with each other and with community 

members they engaged with.   

Learning Global Citizenship Embodied by Community Members  

For participants, learning from the community where service was performed was as 

important as learning from the lived experiences of their peers. Students discussed how they 
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learned global citizenship from engaging with community members. By witnessing attributes of 

global citizenship in the ordinary citizens they encountered, they deepened their understanding 

and commitment to emulating those characteristics. I am reminded of Ikeda’s words when he 

shared “I have many friends who could be considered quite ordinary citizens, but who possess an 

inner nobility; who have never traveled beyond their native place, yet who are genuinely 

concerned for the peace and prosperity of the world” (Ikeda, 1996). Participants encountered 

many members of the community who had never travelled out of the country yet embodied the 

characteristics of a global citizen. Students witnessed compassion, empathy, empowerment, civic 

engagement, and lives of contribution to community. These characteristics embodied by 

community members deepened their understanding of a global citizen.  

Culturally Relevant Pedagogical Practices Informed Global Citizenship 

Pedagogical exercises utilized in the program were mentioned by numerous participants. 

These exercises facilitated learning on concepts including privilege-based social identity groups 

in the United States, systems of oppression that privilege some while disadvantaging others, 

knowledge production and whose narratives are centered, and the distribution of power in 

society. These activities either tapped into the reservoirs of participants’ own lived experiences 

or simulated conditions that allowed students to empathize with the lived realities of others. 

Utilizing a social change perspective, these exercises recognized systemic issues and centered 

discussion on the need to transform structural inequalities instead of utilizing a charity-based 

notion that simply reduced systemic issues into addressing the needs of individuals.  

Redefining Deficit: Community Cultural Wealth Walk 

When determining the kind of service-learning pedagogy to employ, educators should be 

mindful of whose education they center. For example in Zuhey’s case, participating in the 
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Privilege Walk was not significant to her learning as she was painfully aware of her marginalized 

identity compared to her peers. Conducting the Privilege Walk activity was certainly framed to 

educate the students who grew up with privilege. For Zuhey, it was only in the second half of the 

activity, when the statements were framed in order to highlight historically marginalized 

students’ strengths and assets, that she found the activity to be meaningful. The Community 

Cultural Wealth Walk allowed her to reframe her experiences and the deficit narratives that are 

often prescribed to her identity into one of empowerment. The reframed statements empowered 

her to recognize that her experiences translated into life skills and had resisted systemic 

oppression through her own empowerment. She shared, “ASB got me thinking about, or this 

particular session, was power, not just in terms of the ways that we're oppressed, but also the 

ways that we've resisted.”   

When constructing service-learning classes and programs, educators must consider both 

the voices of students who had transformative learning experiences through activities like 

privilege walk and students like Zuhey who were empowered through the Community Cultural 

Wealth Walk. Students have different lived experiences they bring with them that alter how they 

experience class content. Educators must pay close attention to who they are implicitly centering 

when building the syllabus for the course and ensure that all students experiences and education 

are considered in the process. These are the considerations necessary for educators to grapple 

with and shift the criticisms of service-learning as a “pedagogy of whiteness” and to further the 

“social justice turn” that Grain and Lund (2016) call for.   

The Importance of Culturally Responsive Pedagogy 

Joanne’s experience with vulnerability is a notable finding, and an important 

consideration when thinking about pedagogical practices in service-learning. Her experience in 
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the program was with a friend who was emotional and hesitated to disclose regrets she had from 

the past that resurfaced as she learned more about racial injustices in the program. Joanne was 

left imagining what her friend could be hiding. On the one hand, the moments like the one 

Joanne’s friend experienced, are the educative, transformational moments educators seek to 

create for their students. Moments of tension and self-reflection where individuals re-evaluate 

previously held ideas and notions about the world, themselves, and others. Moments that we, as 

educators, hope challenge our students and deeply transform them. These are the moments that 

create student development outcomes service-learning researchers often boast about where 

students awaken to their privilege, confront previously held stereotypes, and deepen 

understanding of the ways disadvantage and marginalization affect served communities (Astin et 

al., 2000; Boyle-Baise, 2005; Holsapple, 2012). However, we rarely hear about these moments 

from the perspective of Joanne. A Black woman who is torn between the experience of 

supporting and affirming her friend while simultaneously feeling disturbed by the implications of 

her friend’s anguish.  

When students are experiencing moments of tension as they reconcile their perspectives 

and worldviews, who does the burden for supporting these students fall on? What might be the 

harm or consequences on SOC in these moments? These are questions that must be reconciled 

for service-learning facilitators who have diverse populations of students they work with. As 

educators, it is important to alleviate this burden so it does not fall on SOC alone. We must 

ensure that programs remain educative for all students, both for those students who have been 

privileged from systemic oppression and those who have not. Often in service-learning and 

particularly with a program like ASB, there are many opportunities of informal conversations 

and engagement between participants where formal facilitation is not present. As educators, we 



 
 

 131 

must be mindful of ensuring all students can learn, grow, and are positively transformed from 

their experiences without burdening our SOC or worse, causing undue harm.  

While Joanne was the only student amongst the 13 interviewed in this study who 

described a moment that could potentially be harmful or damaging to her self-concept, it calls 

into question how many more students have had these experiences. When service-learning 

programs are structured and practiced from a pedagogy of whiteness, facilitators potentially 

create problematic experiences for their marginalized students. Here, I am reminded of Dewey 

when he explained how the educational process is inextricably connected to the human 

experience. Nevertheless, he cautioned that while all genuine education comes about through 

experience, not all experiences are necessarily educative (Dewey, 1938). Dewey cautioned us to 

delineate between experiences that could potentially be mis-educative. Mis-educative 

experiences are those that stunt the potential for future growth and experiences. Educators must 

be cognizant of callousness that may lack sensitivity towards students’ experiences. 

Yet, when Joanne shared her experience in the interview, it was not to describe a moment 

of frustration or pain, but to describe a moment in the program where global citizenship was 

nurtured in her. Though Joanne did not know the details of her friend’s regret, Joanne’s courage 

to “be a friend” did not allow their possible differences to become a barrier between them. 

Rather, she saw that moment of vulnerability as an opportunity to deepen her empathy and 

attributed the program for allowing them to get to that level of openness. In Joanne’s reflection 

and action, we see her practicing qualities of a value-creative global citizen. 

Coined by Ladson-Billings (1994), Culturally Responsive Teaching is a pedagogy that 

acknowledges the importance of including students' cultural references in all aspects of 

learning. Ladson-Billings reminds us how culture is central to all aspects of learning from 
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communication, how we interpret information, and how individuals and groups think. 

Pedagogical practices that are cognizant of and celebrates the vast diverse experiences of 

students from all cultures provide more equitable access to education. Joanne found herself 

needing to comfort a friend potentially at the cost of her own self-concept and yet, was able to 

transform the experience into one that deepened her own understanding of global citizenship. 

Service-learning programs must recognize the diversity of the students who participate in these 

experiences and ensure they are not educating some students at the expense of already 

marginalized students. Ladson-Billings’s culturally relevant pedagogy is helpful in considering 

how service-learning practitioners build their curriculum. 

ASB Led to More Educative Experiences 

This study affirms extant research that experiences in service-learning connect to greater 

academic learning (Astin & Sax, 1998; Celio & Dymnicki, 2011; Eyler & Giles, 1999; Yeh, 

2010). Participants shared how their experiences in the program connected to academic courses, 

influenced their Capstone, and even informed their decision to pursue graduate school. 

Participants experiences in the ASB program did not remain isolated from their subsequent 

intellectual growth. Rather, it became a springboard for more intellectual curiosity and remained 

relevant to their academic learning. As Makiguchi and Friere emphasized, educational 

experiences should engender a greater desire for subsequent learning—what Makiguchi called 

“learning to learn” or what Freire called “epistemological curiosity.” Participants’ experiences in 

their service-learning program became the impetus to seek more knowledge and greater 

educative experiences after program completion.    

ASB Shaped Career Aspirations and Choices 
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Studies have confirmed career development as a service-learning outcome (Astin et.al., 

2000; Mitchell, 2008). Consistent with extant research, a large majority of participants in this 

study said ASB influenced their career aspirations or career choices. Rebecca attributed the ASB 

program as awakening a passion in her for social justice and the impetus to pursue law school, 

Adrian discussed how his decision to join Americorps was guided by his experience in ASB, and 

Sarah said her ASB and subsequent experiences that followed became the prime point for her 

desire to pursue medicine. The participants’ descriptions of their career choices and aspirations 

reflected the positive influence and weight the ASB experiences had on their lives.  

ASB Contributed to Nurturing Value-Creative Global Citizenship at SUA 

 Perhaps the most significant finding of this study was that value-creative global citizens 

operationalized from Ikeda’s conceptualization of global citizenship was being nurtured through 

the ASB program and at SUA. Participants of the study were conscious of the construct of global 

citizenship and clearly articulated characteristics of value-creative global citizens. In this study, 

the four attributes of value-creative global citizenship were described by participants when 

defining a global citizen and in the ways they described their personal growth, academic pursuits, 

and career pursuits up to six years after participating in the ASB. Students described and 

exemplified dialogue, expanding worldviews, deepening empathy, local action based on global 

understandings, community and civic engagement, self-reflection and self-transformation, 

among other descriptions. As scholars and educators continue to debate GCE in theory and 

practice, this study provided insight into how one unique institution with an explicit mission to 

foster global citizens committed to living a contributive life is defining and actualizing GCE. The 

conceptual model of value-creative global citizenship presented in this study offers researchers 

and practitioners possible avenues of educating for global citizenship. 
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Limitations of the Study 

It is important to note a few key limitations of this study. To begin, this qualitative study 

was not interested in generalizability but rather to understand the specific perspectives of SOC 

who participated in ASB at SUA. The findings of this study are limited to the specific context of 

the university and the 13 participants in the study. SUA is a unique institution in many ways 

including student demographics, institutional size, and it’s explicit mission “to foster a steady 

stream of global citizens committed to living a contributive life.” The distinctive DNA that make 

up the institution is difficult to recreate, and the institutional context and study participants’ 

experiences are inseparable.  

Merriam and Tisdell (2016) state that qualitative research should include enough details 

and context in order for the readers to determine to what degree findings can be generalized to 

their own contexts. With this in mind, I provided context-specific considerations. As is often the 

case with qualitative research, the findings of this study cannot be isolated to the service-learning 

program alone but rather the cumulative educational and lived experience for students. 

Furthermore, this study focused on one particular type of co-curricular service-learning 

experience—Alternative Spring Breaks. While this study speaks to powerful personal narratives 

of learning and reflection particularly as it relates to deepening understandings of value-creative 

global citizenship, the results are not generalizable across all SOC or to all service-learning 

programs and experiences. The results of this study can inform the larger discussion on how 

marginalized students often find themselves on the peripheries of their educational experience, 

with classroom pedagogy and curriculum often times designed without their experiences in 

mind. The study can also be applied to discussions on GCE and the possibilities in educating for 
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value-creative global citizens. However, for the aforementioned reasons, the study has limited 

generalizability and transferability.  

Secondly, it is important to note that the data collection period was interrupted by and 

occurred amidst the COVID-19 pandemic, which significantly impacted participants schedules 

and accessibility for interviews. Some interviews that were scheduled to occur in person were 

moved to online platforms such as Zoom. While online video conferencing allowed for visual 

and audio connection, facial expressions and subtle nuances that may be visible in person were 

restricted.  

Finally, as discussed in Chapter 3, I was in many ways an insider as ASB facilitator and 

an alumna of the institution. My role as an insider created potential for researcher bias. However, 

as detailed in Chapter 3, possibilities of bias were mitigated with the methodology employed. 

Furthermore, my proximity to participants allowed for trust and rapport that lent itself to in-depth 

and honest interview responses that may otherwise have not been captured.  

Implications for Future Research  

This study has a number of implications for future research. First, this study illuminated 

how SOC have myriad lived experiences that filter the way students learn and interpret new 

knowledge and experiences. Therefore, service-learning research can benefit from looking more 

at students with marginalized identities to see if their experiences are aligned with the dominant 

narratives in the field or if there are perspectives and experiences that have been previously 

overlooked. Service-learning research to date has heralded positive student learning outcomes. In 

order to ensure that these outcomes are also true for marginalized students and are inclusive and 

accessible for all students, continued research into diverse student experiences is important. 

When understandings of how SOC experience service-learning are limited, the possibility of 
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equitable and inclusive practices are inhibited. The student sample for this research included 

racially diverse participants, with many identifying as multiracial. The sample included both 

domestic and international populations. Future research might include studies on narrower 

demographic populations or a cross-case analysis of student perspectives across multiple 

institutions. Such studies might provide more insight into specific needs based on different 

samples populations, such as students who identify as first generation or students from low-

income families.  

Second, as discussed in Chapter 2, existing research on student outcomes of service-

learning have noted an increased understanding of one’s privilege as a result of participating in 

service-learning. However, this study found SOC already come to the service-learning program 

with lived experiences and an awareness of the privileges they either hold or do not hold. In 

future research, it would be beneficial to distinguish what level of understanding students already 

come with in advance of participation in service-learning and to what extent they gain from 

service-learning programs. 

Third, future studies might explore the role vulnerability has in learning about global 

citizenship, particularly in the service-learning context. There is little to no discussions in the 

service-learning literature on the importance of vulnerability in learning. However, participants 

in this study clearly expressed the important role vulnerability had to their learning and was 

significant to their experiences.  

Fourth, when discussing global citizenship and service-learning, research tends to focus 

on study abroad and international service-learning as a means to promote global citizenship 

(Hartman & Kiely, 2014; Lillo, 2019). It is rare to find literature on the nexus between global 

citizenship and service-learning that does not require travelling internationally. It is possible 
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there is an assumption on the part of researchers that global citizenship can only be nurtured 

from an international service-learning experience travelling abroad. This study showed that 

participants do not need to travel abroad in order to learn about and develop global citizenship 

attributes. The extant gap in the literature provides a ripe area for researchers to further 

understand how global citizenship can be nurtured through service-learning programs without 

travelling abroad as a necessary component. Continued research on the nexus between service-

learning and GCE will assist with the current lack of clarity on GCE. 

Finally, programmatic and institutional comparisons with other programs and universities 

that have similar mission statements to foster global citizens may illuminate how different higher 

education programs are defining and teaching global citizenship. Such studies will illuminate 

whether colleges and universities with mission statements that are intentional about nurturing 

global citizens have a different ethos or culture that influence students’ orientations toward 

global citizenship as was the case on SUA’s campus. With research on the nexus of service-

learning and global citizenship still in its early development, there are myriad possibilities for 

future research. This study found that the ASB program at SUA contributed to fostering value-

creative global citizens. More empirical research including quantitative research, will help to 

elucidate the relationship between the two. 

Final Thoughts  

The goal of this study was to understand how SOC experienced service-learning and 

whether their experiences deepened their understandings of global citizenship. Ikeda’s human 

education and conceptualization of global citizenship provided a lens through which to 

understand and locate value-creative global citizenship. This study uncovered the unique 

experiences SOC possess that inform their perspectives on global citizenship and how deeply 
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those perspectives were contextualized within an ethos of Soka. SUA students who participated 

in ASB continued to maintain strong orientations towards value-creative global citizenship up to 

six years after program completion. They described and embodied the characteristics of the 

value-creative global citizen: courage to have dialogue, compassion to maintain an imaginative 

empathy, wisdom for creative coexistence and glocal action, and inner transformation through 

reflection. This study discussed strategies and pedagogy that educators might find instructive 

when considering SOC and other marginalized identities in their work. These strategies included 

reflection and storytelling, utilizing asset-based perspectives, redefining who possesses 

knowledge to include peers and community members, and culturally relevant pedagogical 

practices.  

Using a CRT lens, this study examined the often overlooked experiences of SOC to 

contribute to extant service-learning research. While CRT was instructive to reframe normative 

assumptions in the service-learning literature, I caution readers in using any singular grand 

narrative to explicate the complex interconnections of people’s lived experiences. CRT 

illuminated both the methodology and data analysis of this project and contributed to a 

heightened awareness of how race influenced participants’ experiences. This study benefited 

from a CRT lens in order to examine the philosophical roots of service-learning theory and 

practice. Yet, simultaneously, I also found a single framework that used primarily power and 

race to explicate and interpret the world limiting. I was conscious that in focusing too narrowly 

on power, race and the external political transformations CRT necessitates, I was missing 

something vitally important: the individual, in their unfinishedness, in the process of becoming. 

For this reason, I found Ikeda’s educational philosophy instructive. Self-examination and inner 

transformation, the vital process of becoming, is necessary for fostering value-creative global 
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citizens. Ikeda’s conclusion to a life dedicated to peace and humanism is human revolution. 

While CRT is fundamentally political and focused on outward, systemic transformation, Ikeda’s 

human education is ultimately humanistic, and focused on inward self-transformation. The 

meeting of these two frameworks created a new dialectic between the processes of outward 

change and inward transformation.  

As I conclude this dissertation, the global community faces unprecedented challenges 

with the COVID-19 global pandemic. Though in the U.S., the long-standing systemic health and 

social inequities have disproportionately affected people of color and marginalized communities, 

the virus has been felt by much of the world regardless of national boundaries, class, or race. The 

pandemic serves as a powerful reminder that invisible and visible challenges, from viruses and 

climate change to global poverty and the global refugee crisis, are not issues contained within 

one nation or state but are global challenges that transcend national borders. For the sake of 

future generations, educators must foster global citizens who will be able to meet these 

unprecedented challenges with creative solutions. These global issues clearly illuminate why 

Ikeda maintains that global citizens must have the wisdom to perceive the interconnectedness of 

all life.  

GCE is a fundamental shift in how education is perceived and understood. Rather than an 

education that focuses on individual or national prosperity, it is critical we foster leaders that 

respect the human dignity of each individual based on a keen understanding of our fundamental 

interconnectedness as a global society. Educators must foster value-creative global citizens who 

hold multiple worldviews, engage diverse individuals, find creative solutions to the world’s most 

pressing issues, who possess a global ethic that upholds the sanctity of all life and who will 

prioritize not just national interests but global interests.  
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I am heartened by Ikeda’s global citizenship that is inclusive and encourages participation 

by all. There are no limitations or boundaries to Ikeda’s global citizenship. It does not require a 

formal education or a comprehensive knowledge of history. Rather, Ikeda’s global citizenship 

simply requires the inner transformation of the individual. A commitment to bring forth one’s 

wisdom, courage, and compassion to guide their lives, attributes people already possess within 

themselves. Ikeda’s global citizenship is a clarion call to raise the level of human consciousness 

to transform a history mired with war and violence into one of peace. It is my hope that this 

study contributes to a more just, compassionate, and equitable society. A world where justice and 

human dignity is a global ethic shared by all and a society where value-creative global 

citizenship education is nurtured as a priority for our future generation.  
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Appendix A 
Interview Protocol 

 
Hello! My name is Ruby Nagashima and I am a UCLA doctoral candidate. Thank you again for 
your willingness to participate in this interview. I am interested in learning more about the 
experiences of students who have participated in service-learning programs during their 
undergraduate career and any reflections you have on global citizenship.  
 
This interview will last approximately 45-60 minutes. Everything you discuss with me during 
this interview is confidential. If it’s okay with you, in order for me to accurately record our 
conversation, I would like to digitally record it. If at any point in the interview you would like 
the recorder off, please feel free to let me know.  
 
There are no right or wrong answers, or desirable or undesirable answers so feel free to speak 
openly. Do you have any questions before we get started? If not, let's begin. 
 
I. SERVICE LEARNING PROGRAM 

1.  [Warm up Question] Briefly share your experience in your service-learning program. 
What experience is most salient to you?  

• PROBE: What was your greatest takeaway?  
2. Do you recall any personal experiences with oppression or injustice from your childhood 

or upbringing?  
• PROBE: Why does that stand out in your memory? 

3. What are some experiences from your childhood or upbringing that shaped your 
decision to participate in [name of program]?  

• PROBE: Have you been involved with volunteering or civic engagement before?  
4. At what point did [name of program] encourage you to think about power?  

• PROBE: What did it teach you about power? 
5. How did participating in [name of program] deepen your understanding of oppression or 

injustice?  
• PROBE: What are some examples? What did you learn about oppression or 

injustice that you didn’t know before?  
6. Can you describe an experience from [name of program] where your racial identity 

became salient to you (prominent, visible, conspicuous, apparent)? It can be a moment 
from a training, conversation, or personal reflection. 

• PROBE: What was significant about this to you? 
7. What are some ways [name of program] empowered you to address systems of 

oppression or injustice?     
• PROBE: Tell me more about that 
• PROBE: Can you give me an example? 

8. How was your worldview, your individual beliefs and assumptions that describe reality, 
challenged as a result of participating in [name of program]?  

 
II. GLOBAL CITIZENSIHP DEFINED 

9. What does global citizenship mean to you?  
10. In your opinion, what are some characteristics of a global citizen?  
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11. Think of someone you believe embodies global citizenship. In your opinion, what traits 
make them a global citizen?  

12. Can you describe experiences in [name of program] that deepened your understanding of 
global citizenship? 

13. What significance does your racial identity have on your understanding of global 
citizenship? 

14. What are some ways that global citizenship intersects with oppression or injustice?    
15. What are some ways [name of program] nurtured global citizenship in you?  

 
III. GLOBAL CITIZENSHIP ORIENTATIONS 

16. How did participating in [name of program]:  
• shape the remainder of your undergraduate career (both academic and 

extracurricular)? 
• shape your career goals? 
• connect to personal growth? 

17. What are decisions you’ve made in life that are a result of participating in [name of 
program]?  
 

IV. CONCLUSION 
18. Is there anything more from your experience in [name of program] that you would like 

me to know about that we haven’t discussed yet?   
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Appendix B 
Recruitment Emails for Interview Candidates 

 
1st Email Communication 

 
Email Subject Line: “Service-Learning Study Recruitment l $25 AMAZON Gift Card” 
Dear __________, 
 
My name is Ruby Nagashima and I am a doctoral student in the Educational Leadership Program 
at the Graduate School of Education and Information Studies at the University of California, Los 
Angeles (UCLA). 
 
I am conducting research for my dissertation on student experiences on service-learning 
programs. For this study, I am seeking to interview students who have participated in a service-
learning program in the last one to three years and who identify as a person of color who can 
share their personal experiences with their program in order to improve service-learning practice, 
based on research.  
 
The goal is for service-learning practitioners to better understand student experiences and how to 
become more effective in implementing programs.  
 
Participation in the study would entail the following: 
 

• One brief 3-5 minutes questionnaire 
• One interview that will run between 45-60 minutes 

 
What are the benefits? 
 

• For incentives, you will receive a $10 gift card at the completion of the interview.   
• Participation on the study may benefit you by gaining new insight on your experiences 

and a further opportunity to process your service-learning experience one to three years 
since program completion  

• Additionally, your insight will provide new understanding for faculty and staff who 
coordinate service-learning programs in higher education institutions.  

 
I hope that you will consider participation. As mentioned, my data collection phase will run from 
December 2019 until February 2020. 
 
Please let me know at your earliest convenience if you are interested. I look forward to hearing 
from you. 
 
Ruby Nagashima 
rnagashima@ucla.edu 
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2nd Email Communication: Questionnaire  
 
Hello __________, 
 
Thank you for your interest in participating in the service-learning study. Please take the 
following 3-5 minute questionnaire that will help me determine if you are eligible to participate 
in the study.  
 
Thank you, 
Ruby Nagashima 
rnagashima@ucla.edu 
 

3rd Email Communication: Interview Set-up  
 
Email Subject Line: “Service-Learning Study Recruitment l $25 AMAZON Gift Card” 
Hello __________, 
 
Thank you for completing the service-learning Questionnaire. Based on your responses, you are 
eligible to participate in the study. Please let me know if  you are available for any of the 
following dates/times:  
 

• Option 1: Date, Time 
• Option 2: Date, Time 
• Option 3: Date, Time 
• Option 4: Date, Time 

 
If the aforementioned options do not work for you, please provide a few dates/times that work 
best for your schedule. 
 
Thank you, 
Ruby Nagashima 
rnagashima@ucla.edu 

 
Recruitment Emails 

3rd Email Communication: Interview Set-up  
 
Hello __________, 
 
Thank you for completing the service-learning questionnaire. Based on your responses, it has 
been determined that you do not fit the study’s eligibility criteria and/or I have reached enough 
participants for the study at this time. Should there be a need for additional participants in the 
coming weeks, I will be in touch.   
 
Thank you for your time, 
Ruby Nagashima 
rnagashima@ucla.edu 
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Appendix C 
Study Questionnaire 

 
Instructions: Thank you for your interest to participate in this study. Please consider each of the 
questions and indicate the answer that best represents your thoughts. There are no "right or 
wrong" answers. This questionnaire will take no more than approximately 3-5 minutes to 
complete. Your answers will be treated as confidential information.  
 
With which race do you identify?  
(Select all that apply) 

o American Indian or Alaska Native  
o Asian 
o Black or African American 
o Hispanic, Latinx, or Spanish origin 
o Native Hawaiian or Pacific Islander 
o White 
o Another race not listed above ______________ 
o _____________ (Fill in the blank)  

 
If you would like, please type your specific ethnicities in the space below. Examples of 
ethnicities include (for example): Chinese, German, Kenyan, Maori, Mexican American, Navajo 
Nation, Puerto Rican, etc.   
Ethnicities:___________________ 
 
Are you a domestic or international student?  

o Domestic Student 
o International Student 
o Prefer not to answer 
o _____________ (Fill in the blank)  

 
Gender Identity:  
(Select all that apply) 

o Female 
o Male 
o Non-binary/third gender 
o Prefer to self-describe ____________  
o Prefer not to say 

 
Pronouns: 
(Select all that apply) 

o He, him, his 
o She, her, hers 
o They, them, theirs  
o Zie, zir, zirs  
o Undecided 
o ____________ (fill in the blank)  
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Approximately how many hours per week do you work on or off campus?  
o 0 hours 
o 1-10 hours 
o 11-20 hours 
o 21-30 hours 
o More than 30 hours 

 
If you are receiving financial aid, check the type of aid that applies to you (Select all that apply). 

o On-campus work study 
o Off-campus work study 
o Merit scholarship 
o Pell Grant 
o Need-based grant   
o Athletic scholarship 
o Private scholarship  
o Federal loan 
o Private loan   
o Other  
o I receive no financial aid 

Select the highest level of education obtained by parent 1/guardian 1:  
• Some high school  
• High school diploma 
• Some college 
• Bachelor’s degree 
• Master’s degree  
• Doctoral degree 
• Not Applicable 

 
Select the highest level of education obtained by parent 2 /guardian 2: 

• Some high school  
• High school diploma 
• Some college 
• Bachelors’s degree 
• Master’s degree  
• Doctoral degree 
• Not Applicable  

 
What is the combined annual income (in US dollars) of your parent(s)/guardian(s): 

o Under $30,000 
o $30,000 - $50,000 
o $50,000 - $75,000 
o $75,000 - $100,000 
o $100,000 - $150,000 
o More than $150,000 
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