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Abstract 
Service-learning (SL) is a socially embedded and experience-based pedagogy that 

develops the link between theory and practice through community engagement. It 

fosters learning outcomes for students and benefits for community members. This thesis 

builds on recent applications of the pedagogy and advances our understanding of SL by 

studying a limit case of student autonomy in the absence of faculty intervention. 

Student-community and peer-to-peer relationships are particularly influential on 

students’ lived experience if their interactions are unmediated by educators. This thesis 

firstly explores how students enact SL if left to their own devices. Secondly, by 

adopting a relational embeddedness perspective, it investigates the influence of student-

community and peer-to-peer relations on participants’ learning experience. An 

organisational (“at-home”) ethnography in a student-led social enterprise yielded 

insights into the two streams of research. The findings suggest that students’ learning 

process consisted of a blend of emergent and deliberate micro learning processes that 

highlight the importance of - among other components of students’ learning experience 

- role enactment, student autonomy, peer engagement, informal learning, and 

community co-education. With regards to the relationality of this limit case of SL, 

community and peer relations had an enabling and constraining influence on student 

learning. The findings further speak to the causality of such impact and suggest that the 

nature of inter-personal relationships determined the effects they had on students’ 

experiential basis for learning. These findings contribute to the debate about the 

promise, effectiveness, and principles of SL in business and management education by 

problematizing student autonomy and faculty intervention. Moreover, this thesis 

responds to a gap in the literature and sheds light on the relationality of the pedagogy.  
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1 Introduction 
Traditionally, service-learning (SL) is regarded a potent pedagogy for developing 

students’ civic responsibility and ethical values (e.g. Bringle & Steinberg, 2010; 

Brower, 2011; Sabbaghi et al., 2013; Sheffield, 2015). In SL curricula, students deepen 

their understanding of theoretical content through the integration with community 

service and practical experience (Howard, 1998). This experience-based (Kenworthy-

U’Ren, 2008; Morton & Troppe, 1996) pedagogy is necessarily participative (Godfrey 

et al., 2005) as it requires students to provide a service to community members such as 

not-for-profit organisations (Bringle & Steinberg, 2010), which allows them to gain a 

better understanding of the social issues local communities face (Giles, 2014; Lester et 

al., 2005; Yorio & Ye, 2012). Their service experience is contextualised by the syllabus 

and theoretical content they are taught in class (Giles et al., 1998).  

 

 In business and management education, SL has been widely adopted in the past 

two decades (e.g. Boland, 2014; Bruni-Bossio & Willness, 2016; Kolenko et al., 1996; 

Novak et al., 2007), as a way of making academic syllabi more relevant for students and 

their future careers in business and management professions (McCrea, 2010; Mintzberg, 

2004; Nohria, 2012). Despite an increasing rate of adoption of the pedagogy across 

several business and management disciplines (Andrews, 2007), Yorio and Ye (2012) 

have concluded in their meta-analysis published in the Academy of Management 

Learning & Education journal that the density of SL studies conducted in a business 

and management education context is comparatively thin, which has led the editors of 

AMLE to call for more experimental research (Brown, 2012).  

 

 As the discussion about the pedagogy’s potential to close a gap between lecture-

based curricula and students’ desire to gain more practical experience in business and 

management syllabi illustrates, the educational goals vary from discipline to discipline 

(Bringle & Hatcher, 1999; Godfrey et al., 2005). In light of that discussion, applications 

of SL in a business education context have extended our understanding and purpose of 

the pedagogy. For example, business educators have challenged the pedagogy’s primary 

focus on enhancing students’ understanding of social issues by collaborating with 
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organisations from the social economy (Bringle & Steinberg, 2010). Instead, new SL 

applications incorporate collaborating with small for-profit businesses and 

entrepreneurs (e.g. Lastner et al., 2016). Moreover, rather than volunteering for a 

community organisation, new course designs require students to found an organisation 

to provide services to the local community (Fairfield, 2010; McCord, 2015; Robinson et 

al., 2010). Conceptually, these advances of educational practice manifest an increasing 

emphasis on entrepreneurial service-based curricula (Godfrey et al., 2005; Jacoby, 

2015) and encourage students to acquire their lived experiences in an organisational 

setting or community space instead of the classroom (Conklin, 2012; Pawson, 2016). 

This entails greater student autonomy (Morgan & Streb, 2001; Holmqvist et al., 2012) 

as they increasingly create their own learning experience.  

 

 It has been argued before that stakeholders other than faculty members have a 

particular influence on students’ learning experience when they provide a service 

outside of the classroom (Jacoby et al., 1996). Despite the fact that scholars have 

acknowledged that students’ learning experience is embedded in a social context 

(Clayton et al., 2005), little research has been done on campus-community relationships 

in SL initiatives (Bringle et al., 2009; Stoecker & Tryon, 2009) so that there has been a 

call for additional research into the relationality of the pedagogy (Kenworthy-U’Ren, 

2008; Delano-Oriaran et al., 2015). Especially the community perspective remains 

under-researched (Bortolin, 2011; Celio et al., 2011; Geller et al., 2016) and 

misrepresented in the literature (Cruz & Giles, 2000; Sandy & Holland, 2006). 

Simultaneously, despite an increasing adoption of team-based curricula in SL (Bailey et 

al., 2015; Geringer et al., 2009; Kenworthy-U’Ren, 1999; Papamarcos, 2005), and 

emergent findings that peers influence student learning (Astin & Sax, 1998; Lester 

2015; Sanders, 2016) peer-to-peer relations remain underexplored.  

 

  The literature therefore reveals two interrelated research opportunities I pursue 

further in this thesis. Considering the recent developments of the pedagogy in business 

education, I problematize the relationship between student autonomy and faculty 

involvement by studying a student-led SL programme. Even the service-based curricula 

in the literature are facilitated by professional educators. But what if faculty members 
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were not part of the equation? What would the educational context look like? Which SL 

principles would students enact? How would they structure their service engagement, 

what would they learn and in what ways would students develop? To summarize this 

research theme, I pursue the research question: How do students enact service-learning 

in the absence of faculty intervention? 

 

 The second research theme resonates with the gap in the literature regarding the 

relationality of the pedagogy. The absence of faculty members allows for a ‘pure’ or 

unmediated look at student-community and peer-to-peer relations. What are the social 

intricacies of those inter-personal relationships in SL? How do community members 

and peers affect students’ experiential basis for learning? The SL literature does not 

offer a prominent theoretical lens for studying inter-personal relationships (Bringle & 

Steiner, 2010; Cruz & Giles, 2000). I thus introduce relational embeddedness 

(Granovetter, 1992; Moran, 2005), a dimension of the theories of social embeddedness 

(Granovetter, 1985), as a promising theoretical framework for studying the relationality 

of inter-personal relationships in this specific organisational research context. The 

underlying research question is: How do inter-personal relationships influence service-

learning in the absence of faculty intervention? 

 

 In order to pursue these research questions, I studied a student-led social 

enterprise located in Scotland. The organisation is named TownLife C.I.C.1 and offers 

students enrolled at the local university an opportunity to provide pro-bono consulting 

services to local organisations. All students of the TownLife cohort volunteer their time 

and do not receive academic credit or financial compensation for their participation.  

 

 With regards to my methodology, I adopted an ethnographic research design to 

structure my academic inquiry into the organisational setting (Van Maanen, 2011; 

Watson, 2011; Yanow, 2012; Ybema et al., 2009). My qualitative research approach 

stems from a subjective ontology and interpretivist epistemology (Collis & Hussey, 

                                                
1  Community Interest Company, legal entity in the UK typically used by social 
enterprises 
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2003; O’Gorman & MacIntosh, 2015). As an insider and active member of the 

organisation during my data collection and analysis, I conducted “at-home 

ethnography” (Alvesson, 2009: 156; also, Järventie-Thesleff et al., 2016). As a 

participative methodology, I utilised observations (Fetterman, 1998; Barbour, 2008) and 

interviews (Lofland et al., 2006) for collecting my data, and employed thematic analysis 

(Braun & Clarke, 2006; Guest et al., 2012; Howitt & Cramer, 2014) as a structured 

process to analysing and making sense of my data set.  

 

 In summary, this study contributes to the debate about the promise, 

effectiveness, and principles of SL in business and management education. By studying 

a limit case of autonomous SL, this thesis adds a new type of SL to the existing 

spectrum and underlines student autonomy, role enactment, and peer engagement as 

integral principles of the pedagogy. Moreover, this thesis adds a rich empirical case to 

debate on the relationality of SL. It is highlighted here that inter-personal relationships 

can have an enabling and constraining effect on students’ experiential basis. 

Furthermore, the adoption of a relational embeddedness angle reveals that the nature of 

relationships influences the impact those have on students’ learning experience.  

 

The remainder of this thesis is structured into five chapters. The first chapter 

outlines the literature this research inquiry is situated in and carves out the research 

opportunities briefly mentioned before. Moreover, it introduces a relational 

embeddedness framework for studying inter-personal relationships in SL. The second 

chapter provides a closer look at the organisational setting and an in-depth description 

of my ethnographic research design. Following from the outline of my research 

approach, I will thirdly present my findings with regards to the two research themes in a 

descriptive narrative. The fourth chapter connects my findings with the current 

academic debate and theoretical framework. This discussion highlights the theoretical, 

empirical and practical contributions this thesis makes to the academic debate and offers 

avenues for future research. Lastly, the conclusion summarises the key concepts and 

contributions discussed in this thesis and outlines the limitations of this research 

inquiry.  
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2 Literature Review 
In this chapter, I present the current discourse2 on service-learning (SL), a pedagogy 

that stands on lived experiences gained through community engagement (Godfrey et al., 

2005; Jacoby, 2015; Morton & Troppe, 1996), and identify potential avenues for further 

research. As this chapter will show, participants of a SL curriculum are embedded in a 

web of relations or “networks of engagement” (Koliba, 2000: 835) including, among 

others, faculty members, students and members of the local community (Bringle et al., 

2009). Although scholars acknowledge the impact of relational interdependencies on 

students’ learning experience (e.g. Kenworthy-U’Ren, 2008), SL relationships remain 

under-explored (e.g. Geller et al., 2016), offering avenues for further research. The 

relationality of the pedagogy posits that students’ lived experiences are influenced by 

inter-personal relationships, which makes relating a determinant of student learning. 

 

 Within the constellation of SL relationships, faculty members are seen as 

brokers or the mediating entity between community members and students (Kenworthy-

U’Ren & Peterson, 2005a). They carefully design SL programmes and thus provide a 

context for student learning and students’ civic engagement with community members 

(Steiner & Watson, 2006). In other words, faculty members facilitate student learning 

and hence provide a learning framework or structure (Lester, 2015). However, due to an 

increasing adoption of SL in the realm of business and management education 

(Andrews, 2007), the understanding of SL has been broadened. New applications of SL, 

such as enacting an entire organisation as a mode of service engagement with the 

community (Fairfield, 2010; Robinson et al., 2010), manifest the pedagogy as a 

continuum with a varying balance of service and learning (Godfrey et al., 2005; Jacoby, 

2015). With an increasing service-orientation, students’ learning experience transcends 

the classroom (Conklin, 2012; Pawson, 2016; Ross, 2012) and students become more 

autonomous (Morgan & Streb, 2001), which encourages them to create their own lived 

                                                
2 In reference to a body of literature, the term discourse is loosely understood here as 
the on-going or current debates in a particular theoretical domain or the current state of 
discussion in that body of reserarch. 
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experiences (Rhee, 2003; Saltmarsh, 2005). Simultaneously, the role of educators shifts 

more towards that of a facilitator than an instructor (Robinson et al., 2010). 

 

Drawing on these two themes, that is increasing autonomy and relationality, this 

thesis expands on the new adaptions of SL in a business education context (e.g. McCord 

et al., 2015; Robinson et al., 2010) and the lack of research on the relationality of SL 

(Jacoby, 2015; Kenworthy-U’Ren, 2008; Stoecker & Tryon, 2009) in two ways. First, 

the educational context studied here is entirely student-led and thus removes faculty 

intervention from the SL equation. I investigate a limit case of autonomy (thereby 

revealing the particular dynamics of the educational context) by exploring how students 

create their own lived experiences and enact a SL initiative in the absence of faculty 

intervention. The case is referred to as being limit or extreme (Flyvbjerg, 2006) because 

this thesis explores a SL initiative that, on the contrary to the widely-held position in the 

literature (e.g. Bringle & Hatcher, 1999; Brower, 2011), is independent from a formal 

academic syllabus and does not assume course integration; it is thus located on the 

boundaries of the SL spectrum (Godfrey et al., 2005; Jacoby, 2015).  

 

As the remainder of this chapter will show, this theme is guided by the research 

question “How do students enact service-learning in the absence of faculty 

intervention?” Second, I build on the notion of relationality by studying the nature and 

impact of two neglected relationships, namely student-community and peer-to-peer 

relationships, on students’ experiential basis for learning. This theme pursues the 

research question: “How do inter-personal relationships influence service-learning in 

the absence of faculty intervention?” 

 

 With regards to the second theme, I offer the theories of social embeddedness 

(Granovetter, 1985) as a theoretical framework for investigating inter-personal 

relationships. Social embeddedness is based on the premise that economic activity 

necessarily takes place in a social context and is therefore mediated through human 

relationships and social interactions (Barber, 1995). It has been widely used in 

organisational research to investigate inter-personal relationships for instance among 

members of the same group (e.g. Breugst et al., 2012) or members of different 
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organisations (e.g. Hibbert et al., 2010b; Siciliano, 2016). Embeddedness contains 

several dimensions. This chapter will show that relational embeddedness (e.g. Hite, 

2003; Moran, 2005) is of particular relevance to this thesis as it describes how well one 

knows another person and thus allows for the investigation of social intricacies between 

– in the case of this thesis – peer-to-peer and student-community relations and how 

those influence students’ SL experience.  

 

 Before I present my review of the literature, I would like to inform about my 

approach to reviewing the literature, which consisted of several steps. When I first 

engaged with the topic of SL, I relied on Business Source Premier and Scopus to search 

for relevant articles in the domain of business and management education published 

between 2005 and 2014. I employed search terms (Saunders et al., 2012) such as 

“service-learning”, “service learning”, and “community-based learning” and limited my 

search to key peer-reviewed journals in the field, including Academy of Management 

Learning and Education, Management Learning, Journal of Management Education, 

and Journal of Business Ethics (Kenworthy & Hrivnak (2016) confirmed that the core 

debates in the field have continued to be rooted in these journals). The review of the 

identified publications enabled me to spot key points of current debate (e.g. a turn 

towards service-oriented applications of the pedagogy and omissions in researching the 

relationality of SL) and seminal pieces that had been written before 2005 and were 

possibly published outside of the named journals. I ‘followed the trail’ through the 

literature and, just as I had identified key points of debate, enriched my literature review 

through targeted searches for terms related to critical themes such as “enactment”, 

“autonomy”, “community engagement”, “community relationship” and “team-based 

learning” to substantiate those emerging discussion points. The review allowed me to 

identify opportunities for further research and omissions in the literature.  

 

After having identified the relationality of SL as an opportunity for additional 

exploration, I specifically reviewed relationality frameworks (e.g. Bringle et al., 2009; 

Clayton et al., 2010) offered and discussed in the SL literature. That review 

substantiated the need to articulate an integrated theoretical framework (Brower, 2011; 

Cruz & Giles, 2000) in order to explore inter-personal relationships (Enos & Morton, 
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2003) in SL. I subsequently considered a range of disciplines that might offer insights 

into the social intricacies of inter-personal relationships - e.g. social embeddedness (e.g. 

Granovetter, 1985; Moran, 2005) - and more specifically, community relationships - 

e.g. community development literature (e.g. Ennis & West, 2012; Goel, 2014; Harrow 

& Jung, 2016) and collaboration (Siedlok et al., 2014). Due to the flexibility of the 

framework, especially with regards to defining the term community, relational 

embeddedness (e.g. Granovetter, 1992; Hite, 2005) appeared to plausibly extend the 

existing relationality frameworks – and their focus on relational nature - discussed in 

the SL literature.  

 

My review of the SL and relational embeddedness literature has been challenged 

and facilitated by presenting to members of faculty (e.g. at the University of St Andrews 

and University of Auckland), at conferences (e.g. British Academy of Management), 

and doctoral workshops (e.g. Scottish DTC Business and Management Pathway 

Colloquium). Moreover, discussions with my supervisors challenged the completeness 

and coherence of my review and prevent drift. Throughout my doctoral studies, I 

continuously enriched my review by monitoring and reading recent publications 

between 2014 and 2017 in key journals in the field of business and management 

education. Keeping up with the recent literature ensured that my contributions 

connected with the most recent debates. 

 

 The remainder of this chapter is structured into two parts: firstly, I conceptualise 

service-learning as a relational pedagogy and contextualise the first research 

opportunity that has already been briefly mentioned above; secondly, I develop a 

relational embeddedness framework and offer this dimension of social embeddedness as 

a theoretical perspective for studying the nature and impact of inter-personal 

relationships in a SL context.  

 

2.1 The Concept of Service-Learning 
This section will firstly illustrate that SL, also referred to as community-based learning 

(Wickersham et al., 2016), has been praised as a way of (1) promoting the relationship 

between Higher Education Institutions (HEIs) and the local community, and (2) making 
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business education more relevant to students. Secondly, I conceptualise my 

understanding of SL as a socially embedded and experience-based pedagogy that 

develops the link between theory and practice through community engagement. It 

fosters learning outcomes for students and benefits for community members. Thirdly, I 

shed light on the current debate on the pedagogy’s relationality by exploring the 

discourse on dyadic relationships between faculty members, students, and community 

clients. Finally, under consideration of recent developments of SL in business and 

management education, I articulate one of two research themes.  

 

2.1.1 Relevance and Context 

SL is prevalently conceptualised as an experience-based pedagogy (Morton & Troppe, 

1996) that integrates educational objectives with community engagement (Bringle & 

Hatcher, 1999; Williams & Falk, 2010). This section contextualises the pedagogy, 

which has been praised by scholars and professional educators alike (1) as a way to 

bridge the gap between ‘town and gown’ by increasing HEIs community engagement 

and students’ sense of civic responsibility (e.g. Bringle & Steinberg, 2010), and (2) a 

way to make the academic syllabus, particularly in business and management education, 

more relevant to students (e.g. Hart, 2015). Both contexts are discussed in turn. 

 

2.1.1.1 Scholarship of Engagement 
HEIs are considered societal enterprises that are embedded in a wider social context and 

tend to make community outreach or civic engagement part of their mission (Bjarnason 

& Coldstream, 2003; Kasworm & Abdrahim, 2014). In Boyer’s (1996) seminal review 

of the status quo of scholarship of engagement in a U.S. higher education context, 

academic institutions were argued to have grown detached from society and the 

communities they are situated in. Boyer observed that universities had grown out of 

synch and lost touch with communities and called for more “reflective practitioners, 

moving from theory to practice, and from practice back to theory” (1996: 27-28).  

 

Since Boyer’s review, scholars have increasingly engaged in a debate about the 

role of academic institutions and scholarly inquiry in society (e.g. Giles, 2008; Gugerty 
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& Swezey, 1996; Kellogg Commission, 2001; Kenworthy-U’Ren, 2005; Sandmann, 

2008; Slowley, 2003; Van de Ven & Johnson, 2006; Watson, 2003). In light of that 

discussion, educational approaches such as SL or participatory action research have 

been embraced by educators and academic institutions as they strengthen community-

campus relationships through civic engagement, which refers to “teaching, research, 

and/or service that is both in and with the community” (Bringle et al., 2009: 1, italics in 

original; also, Bringle & Hatcher, 2002; Cushman, 2002; Holdsworth & Quinn, 2010; 

Stoecker, 2003). Participatory pedagogies are opportunities to engage more with the 

community and convey a greater sense of civic responsibility to students (Annette, 

2005; Bringle & Steinberg, 2010; Kolenko et al., 1996; McCarthy & Tucker, 2002; 

Novak et al., 2007; Ward & Wolf-Wendel, 2000; Zlotkowski, 1996). Rhetorically, SL 

initiatives are often described as opportunities to ‘bridge’ - also referred to as ‘boundary 

crossing’ or ‘boundary work’ (e.g. Hayes & Cuban, 1996; Keith, 1998; McMillan, 

2011; Richards & Novak, 2010; Skilton-Sylvester & Erwin, 2000) - between ‘different 

worlds’, namely higher education and the local community, or ‘town and gown’ (Sandy 

& Holland, 2006). 

 

2.1.1.2 Traction in Business & Management Studies and Education 
The pedagogy of SL (Howard, 1998) has received considerable attention from educators 

and researchers across disciplines (Novak et al., 2007). Scholars frequently find an even 

wider penetration of SL syllabi across the academy (e.g. Boland, 2014; Bringle et al., 

2010). A study conducted by Kenworthy-U’Ren (2008) highlights the approach’s 

increasing credibility and concludes “the past decade has seen the wide-spread 

emergence of service-learning as a teaching tool used across a variety of disciplines, 

and universities around the world” (2008: 813). Andrews (2007) points out that SL has 

not been equally adopted by scholars in all business disciplines but the discourse does 

extend into the disciplines of accounting (Gujarathi et al., 2002; Rama et al., 2000), 

marketing (Burns, 2011; Easterling & Rudell, 1997; Geringer et al., 2009; Petkus, 

2000), management (Bruni-Bossio & Willness, 2016; Dachner & Polin, 2016; Fairfield, 

2010; Godfrey, 1999; Kenworthy-U’Ren, 1999; Kenworthy-U’Ren & Peterson, 2005a; 

Neiva de Figueiredo & Mauri, 2012), human resource management (Madsen, 2004; 

Madsen & Turnbull, 2006), business ethics (Seider et al., 2011; Wittmer, 2004), 
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sustainable development (Brower, 2011), entrepreneurship (McCrea, 2010), social 

entrepreneurship (Litzky et al., 2010), governance (Purdy & Lawless, 2012), economics 

(Lopez, 2009; McGoldrick et al., 2000), finance (Dahlquist, 1998), supply chain 

management (Schoenherr, 2016), and project management (Brown, 2000).  

 

However, Yorio & Ye (2012) note that the density of studies of SL in 

management and business education is comparatively thin and call for more 

experimental studies (Brown, 2012). That said, business scholars have already begun to 

explore and accept the approach’s value, as suggested by a series of special issues in: 

The Academy of Management Learning and Education (2005; Kenworthy-U’Ren & 

Peterson, 2005b), the Journal of Management Education (2010), International Journal of 

Organizational Analysis (2009, 2010), and the Journal of Business Ethics (1996). 

Business educators have thus recognized SL as a legitimate part of business education 

(Boland, 2014; Dumas, 2002; Kenworthy-U’Ren & Peterson, 2005b; Papamarcos, 

2002).  

 

 SL approaches may have grown in popularity in response to a number of 

perceived failings of traditional approaches. Critics of conventional business and 

management education argue that it is seldom grounded in practice and thus irrelevant 

to the management profession (Mintzberg, 2004; Nohria, 2012; Rubin & Dierdorff, 

2009). Moreover, it does not sufficiently provide students with the ability to think in a 

holistic and critical manner (Silver, 2012) leaving graduates inept to handle complex 

and messy real-life problems (Starkey et al., 2004). After all, undergraduate business 

students have been found to have little ‘meaningful’ job experience (McCord et al., 

2015). At a time when a recent ‘Job Outlook Survey’ has identified leadership skills 

alongside team, communication, and problem-solving skills to be the most sought-after 

traits in candidates by employers (NACE, 2014), critics of conventional lecture-based 

learning approaches claim that those do not enable students to develop important 

behavioural competencies - such as intrapersonal, leadership, and communication skills 

- and thus leave graduates unprepared for managerial roles (AACSB, 2002, 2011; 

Darian & Coopersmith, 2001). While some have foreseen the death of business schools 

(Pfeffer & Fong, 2002), others call for reforms (Akrivou & Bradbury-Huang, 2015).  



Literature Review 

12 

 

Experiential learning approaches such as SL have been identified as alternatives 

that promote the application of knowledge to real-life problems by combining theory 

and practice (Furutan, 2014; Hart, 2015; Kenworthy-U’Ren & Peterson, 2005a; Kolb, 

1984). SL initiatives encourage students to “consider the real practicalities of life after 

graduation” (Conklin, 2012: 506) and improve students’ employability or marketability 

while enhancing their sense of civic responsibility (Kolenko et al., 1996; Lester, 2015). 

“In other words, service-learning provides a unique opportunity for students to grow 

both professionally and personally” (Lester et al., 2005: 278).   

 

 While the term ‘service-learning’ is widely used, scholars also refer to the 

concept as ‘community-based’ learning (e.g. Garoutte & Mc-Carthy-Gilmore, 2014; 

Wickersham et al., 2016), problem solving (e.g. Taylor, 2005), or ‘pedagogy for civic 

engagement’ (Boland, 2008; 2014). That said, in some conceptualisations, SL is a sub-

category of community-based learning (Mooney & Edwards, 2001). However, in this 

thesis I adopt the predominant term ‘service-learning’. The word service implies a ‘call 

for action’ and thus reflects the active nature of the learning approach. I concur with 

Barbara Holland3 (also, Jacoby et al., 1996; Tinkler et al., 2014) in that the hyphen 

draws attention to the equal importance of both concepts service and learning; or as she 

put it in an interview (Kenworthy-U’Ren et al., 2006: 121): “Service-learning is all in 

the hyphen. It is the enrichment of specific learning goals through structured community 

service opportunities that respond to community-identified needs and opportunities.”  

 

2.1.2 Conceptualising Service-Learning 

There is no consensus on one definition of SL among scholars and educators (Boland, 

2014; DiPadova-Stocks, 2005). As this review will show, SL consists of multiple 

definitional elements. Conceptually, it is grounded in i) experiential learning, ii) social 

embeddedness, and iii) it develops the link between theory (i.e. theoretical content) and 

practice (i.e. civic engagement). Furthermore, SL exhibits key outcomes, namely iv) 

student learning and development and v) community benefit. Based on these elements, I 

                                                
3 Director of the U.S. National Service-Learning Clearinghouse 
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have articulated a conceptual characterisation of SL below. In the remainder of this 

section, I explain how I arrive at this conceptual characterisation:  

 

Service-learning is a socially embedded and experience-based pedagogy that develops 

the link between theory and practice through community engagement. It fosters learning 

outcomes for students and benefits for community members. 

  

2.1.2.1 Roots in Experiential Learning Theory 
“Service-learning is a form of experiential education, deeply rooted in cognitive and 

developmental psychology, pragmatic philosophy and democratic theory” (Morton & 

Troppe, 1996: 21). This conceptualisation shows that SL is inspired by a range of 

intellectual traditions and may thus not have one singular definition. Over time 

however, scholars have discussed certain influences more than others and the 

approach’s grounding in experiential learning theory (ELT) is widely accepted (e.g. 

Jacoby et al., 1996; Kenworty-U’Ren, 2008; Lester et al., 2005). In that light, scholars 

agree that SL is based on a set of assumptions about how students learn and develop as 

proclaimed by experiential education. This section explores the roots of SL as an 

experience-based pedagogy.  

 

Experiential Learning Theory (ELT) 
In his seminal piece in 1984, David Kolb (building, among others, upon the works of 

John Dewey, 1917; 1933 – cf. Giles & Eyler, 1994b; Kolb & Fry, 1975; Kolb, 1981; 

Kolb & Kolb, 2005) coins the term ‘experiential learning’ when he argues that, 

“learning is the process whereby knowledge is created through the transformation of 

experience. Knowledge results from the combination of grasping and transforming 

experience” (1984: 41). More than thirty years after Kolb’s inception, the Association 

for Experiential Learning (AEE, 2016) refines experiential education as a philosophy 

“in which educators purposefully engage learners in direct experience and focused 

reflection in order to increase knowledge, develop skills, clarify values, and develop 

people’s capacity to contribute to their communities”. The AEE expands on Kolb’s 

definition through clarification of the role of the teacher as the owner of the experience-

based curriculum and facilitator of students’ reflection efforts. 



Literature Review 

14 

  

Kolb provides a pedagogical framework for action-based individual learning that 

remains relevant today in the field of business and management education (e.g. 

Armstrong & Mahmud, 2008; Becker & Burke, 2014; Kayes, 2002; Li et al., 2013). His 

framework “links education, work, and personal development” (Kolenko et al., 1996: 

135). Kolb’s (1984) experiential learning process can be structured into a four-stage 

process cycle (see figure 1) in which individuals first engage in activities and thus make 

‘concrete’ experiences.  

 
Figure 1 - Kolb's learning styles (adapted from Kolb, 1984) 

 
 

The learner then examines the experience, or else, reflects upon the experience 

whereby ‘abstract conceptualisations’ are drawn to make sense of the new experience. 

Considering these new insights, individuals then engage in ‘active experimentation’ or 

testing of the concept before the learner repeats the cycle. While individuals may go 

through all four stages, Kolb acknowledges the existence of different types of learners 

(i.e. accommodator, diverger, assimilator, converger) that tend more towards one style 

than the other based on their personal experience. As Lester et al. (2005) note, for 

example, while one may benefit more from an active learning experience, another may 

learn more effectively through examination or reflection. Kenworthy-U’Ren (1999) 

finds that SL has the potential to attract students regardless of their learning style. 

 



Literature Review 

15 

Service learning can be considered an experience-oriented pedagogy 

(Zlotkowski, 1996) and thus an expression of ELT. Godfrey (1999: 365) observes that, 

“service-learning pedagogies find legitimacy in Kolb’s model because they assume that 

significant and important learning takes place through the integrated combination of 

abstract conceptualisation (the learning component) and concrete experience (the 

service component), coupled with reflection on the entire experience” (also, Lester et 

al., 2005; Papamarcos, 2002). In other words, learning is rooted in experiencing a real-

world setting through service (Williams & Falk, 2010) – or else, “experience is the 

foundation for learning; and various forms of community service are employed as the 

experiential basis” (Morton & Troppe, 1996: 21-22). Godfrey’s argument has been 

echoed by other SL scholars who similarly contend that SL promises the integration of 

both theory - i.e. conceptualisation - and practice - i.e. lived experiences (Wright et al., 

2016). The integration of theory and practice is further explored in the subsequent 

section.  

 

2.1.2.2 Linking Theory & Practice 
SL employs varying degrees of student engagement (as individuals or groups) in the 

civic (i.e. non-academic) community (Godfrey et al., 2005; Jacoby, 2015). That said, SL 

“is not about the addition of service to learning, but rather the integration of service 

with learning” (Howard, 1998: 21). Consequently, the educational experience is socially 

embedded in that it takes place in a social context that transcends the classroom into the 

wider community (Conway et al., 2009; Hart, 2015; Jacoby et al., 1996). Put differently, 

the academic content of a syllabus is contextualised in a real-world setting where 

students are required to “transfer knowledge between classroom and field contexts” 

(Wickersham et al., 2016: 26).  

 

As Papamarcos (2002) highlights, engagement alone is not sufficient for SL 

initiatives and that educational purpose and skills must also be considered (see also, 

Deeley, 2010; DiPadova-Stocks, 2005). Scholars acknowledge the danger for students 

to merely do but not learn – “it is not enough to just experience, to just do, or to just 

act” (Kolenko et al., 1996: 135) - and highlight that the pedagogy relies on academic 
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rigour and is thus typically embedded in a wider educational curriculum (Brower, 2011; 

Howard, 1998; Novak et al, 2007).  

 

Proponents of SL argue that civic engagement should be embedded in real-life 

problems (Brower, 2011; Johnson, 2003; Paparmarcos, 2005; Steiner & Watson, 2006). 

At a time when management educators lament the absence of applied learning and 

‘grounded’ personal development (e.g. Nohria, 2012), SL promises an enhanced 

‘theory-to-real-world linkage’ and enables students to move from theory to direct 

experience (Salimbene et al., 2005). Moreover, business students may simply find it 

easier to grasp academic content or appreciate it more if they had a relevant background 

of experience (Bolinger & Brown, 2015; Dachner & Polin, 2016). Following that line of 

argument, Robinson et al. (2010) for instance argue that SL projects enable students to 

better understand strategy.  

 

Kohls (1996) notes that due to their civic engagement students are exposed to 

complex and messy organisational realities that students may be unable to see in the 

best practice examples taught in business curricula (Ross, 2012). Since, to some degree, 

expertise stands upon ‘trial and error’ (Dachner & Polin, 2016; Fairfield, 2010), being 

exposed to real-world issues and facing the need to solve real problems with “no right 

answers and real-world consequences” (Kenworthy-U’Ren, 2008: 814), SL enables 

students to cope with unstable and changing settings, develop a greater capacity to 

innovate (Govekar  & Rishi, 2007), and ultimately develop as managers (Kolenko et al., 

1996). Students “do real work […] they participate in a meaningful way on the 

underlying issue” (Godfrey et al., 2005: 316). 

 

SL scholars echo Kolb’s (1984) notion of examination and assert that reflection 

supports the transformation of experience into learning outcomes (Bringle & Hatcher, 

1999; Brower, 2011; Cavanaugh et al., 2016; Conway et al., 2009; Jacoby et al., 1996; 

Kenworthy-U’Ren, 2008; Kenworthy-U’Ren et al., 2006; Scheuermann, 1996). Hatcher 

& Bringle (1997) remind us that Dewey (1933) already noted that experience could 

create conflicting controversies, which can be detrimental to the learner if one does not 

reflect upon the experience (also, Sheffield, 2015). It is commonly assumed that it falls 
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upon the faculty member to aid the students in reflecting upon their experiences (AEE, 

2016; Kolenko et al., 1996; Taylor, 2005). Recent findings however suggest that peer-

led reflection can also enhance students’ understanding of the service experience and 

course content (Hudson & Hunter, 2014). Structured reflection urges students to ponder 

how the service experience has affected them personally and thus speaks to the 

question: “how am I different after this experience” (Godfrey et al., 2005: 316) and 

consider how this will affect their future actions (Fisher, 1996; Hatcher & Bringle, 

1997).  

 

As an expression of Experiential Learning Theory, SL pursues educational goals 

by combining practical experience, gained through community engagement, with 

theoretical content. Recursively, theoretical content is contextualised by students’ 

engagement and thus their lived experiences. SL adopts the notion of examination from 

ELT (Kolb, 1984), by proposing that reflection is an effective mechanism for linking 

both theory and practice and transforming experience into learning outcomes.  

 

2.1.2.3 Social Embeddedness 
The theories of social embeddedness posit that economic behaviour is mediated through 

and cannot be detached from social interactions and human relationships (Barber, 1995; 

Granovetter, 1985; Portes & Sensenbrenner, 1993). The notion of social embeddedness 

can be recognized in SL, which assumes reciprocity (e.g. Jacoby et al., 1996) and the 

involvement of several stakeholders in the service and learning processes (Dostillo et 

al., 2012; Garoutte & McCarthy-Gilmore, 2014); participants are members of “networks 

of engagement” (Koliba, 2000: 835).  

 

Scholars recognize a multi-stakeholder principle in the concept of SL, which 

involves (at least) students, faculty, and community members (Clayton et al., 2005). 

While distinguishing between those three partners (triad), and their dyadic relationships 

respectively, shall be sufficient for the purpose of this study, I acknowledge that some 

scholars distinguish additional potential stakeholders in campus-community 

relationships (referring to individuals and organisations alike) and their respective 

multiple dyadic relationships: students, faculty members, higher education institutions 
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or administrators and their importance in institutionalising SL as pedagogical practice 

(e.g. Beachler et al., 2006; Butin, 2006; Cooper, 2014; Furco, 2002; Gelmon et al., 

2001; Holland, 1997; Kenworthy-U’Ren, 1999; Salimbene et al., 2005; Steinberg et al., 

2006; Ward, 1996); and community organisations, clients or staff, and community 

residents (Bringle et al., 2009; Bringle & Hatcher, 2002; Clayton et al., 2010; Larzarus, 

2004).  

 

Contrasting the ‘traditional academic consulting model’, reciprocity in SL 

implies interaction rather than mere transaction (Godfrey et al., 2005: 318). Reciprocity 

is grounded in the belief that the relational triad (faculty, learners, and community; 

Kenworthy-U’Ren, 1999) should engage in mutual partnerships that have the potential 

to explore the origins and impact of the experienced issues more deeply and ultimately, 

foster learning on all levels (Godfrey et al., 2005; Jacoby et al., 1996 & 2003; Jacoby, 

2015). Papamarcos (2005) contends that student-community relationships must aim at 

creating sustainable benefits for both parties instead of short-term gains for students 

(also, Gugerty & Swezey, 1996). If students did not engage with community clients or 

if the relationship was one-sided, students would be unlikely to gain a deeper 

understanding of the issues they experience (Kenworthy-U’Ren, 2008).  

 

In the context of SL, social embeddedness captures the notion that each 

stakeholder participating in a SL initiative engages within a web of reciprocal social 

relations that influence each participant’s SL experience, developmental and learning 

outcomes. 

 

2.1.2.4 Student Learning & Development 
An increasing number of studies statistically prove the positive impact SL course have 

on student learning (e.g. Yorio & Ye, 2012). After all, the effectiveness of the pedagogy 

constitutes the predominant reason for HEIs to offer SL curricula in the first place 

(McEwen, 1996). Scholars find that in order for students to improve their personal 

development, they need to have a sense of ownership in defining the experience 

(Morgan & Streb, 2001), critically question their knowledge, own involvement, and 

pursue a common goal with community partners (Brower, 2011; Novak et al., 2007). 
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Scholars found that student development is further determined by the quality of 

assignment (e.g. how stimulating and challenging it is) and by the instructions provided 

by faculty (e.g. degree of facilitated reflection) (Eyler & Giles, 1999; Mabry, 1998; 

Taylor, 2005). 

 

In the seminal special issue on SL in the Journal of Business Ethics, Kolenko et 

al. (1996) identified three complementary developmental themes yielded by SL 

initiatives: 1) personal insight, 2) application of skills, and 3) understanding social 

issues. While I concur with others (e.g. Kenworthy-U’Ren, 2008; Yorio & Ye, 2012) 

that conceptually, these elements are still valid today, I extend the original meaning of 

these components here in order to account for emerging research results and the 

application of SL to novel contexts and syllabi. I expand on ‘application of skills’ by 

adding academic development and broaden the focus on ‘social issues’ to include 

organisational issues. In summary, three development and learning themes can be 

distinguished: 1) personal insight, 2) skill and academic development, and 3) 

understanding social and organisational issues (see figure 2) – each is discussed in turn.   

 
Figure 2 – Developmental themes of students’ service-learning experience 
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Personal Insight 

In the context of SL curricula, students face intellectual and practical challenges 

(Deeley, 2010; Giles, 2014) and they are exposed to receiving feedback from their 

peers, teachers, and community members on their behaviour and performance. 

Feedback can trigger a process of self-reflection (Koliba, 2000; Sheffield, 2015), which 

constitutes a source for personal development (Sanders et al., 2016). Building on Kolb’s 

(1984) notion of examination, students are asked to individually (or collectively - 

Hudson & Hunter, 2014) reflect upon their held beliefs for instance in the form of 

journals (Deeley, 2010; Kolenko et al., 1996); and it is through critical reflection and by 

gaining deep insights about themselves that students transform as persons (Deeley, 

2010; Kiely, 2005; Koliba, 2000; Sheffield, 2015). Similarly, reflecting upon one’s SL 

experience has further been associated with constructing a “new lifeworld, that is, 

developing a new perspective of self and the world” (Pless et al., 2011: 237). However, 

these findings seem to resonate more with the concept of reflexivity (Cunliffe & Jun, 

2005; Hibbert et al., 2010a) – a theme rarely explicitly adopted in SL research (for an 

exception see Britt, 2012) - rather than reflection. 

 

Tucker & McCarthy (2001) find less drastic alterations of the self in that 

students exhibit greater confidence levels in their ability to speak publicly in front of 

different target groups while Astin & Sax (1998) found an effect on students’ self-

perception as leaders (also Astin et al., 2000). Participating in SL curricula has also 

been linked to affecting students’ choice of career (Astin et al., 2000; Dahlquist, 1998; 

Kline et al., 2013).  

 

By reflecting upon their practical engagement and lived experiences in the 

community, students have been found to grow as persons (Lester et al., 2005; Madsen 

& Turnbull, 2006; McCord et al., 2015; Sanders et al., 2016). This growth manifests 

itself in enhanced levels of self-learning (Kline et al., 2013; Wickersham et al., 2016), 

self-awareness (Kolenko et al., 1996; Neiva de Figueiredo & Mauri, 2012; Primavera, 

1999; Yorio & Ye, 2012), self-efficacy (Astin et al., 2000; Conway, 2009; Primavera, 

1999; Purdy & Lawless, 2012), self-esteem (Celio et al., 2011; Dahlquist, 1998), 

confidence (Giles, 2014), and persistence (Dahlquist, 1998). Moreover, Fairfield (2010) 
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finds that by providing a service and enacting a more professional role, students feel 

more competent in those situations. Furthermore, they learn to bear responsibilities and 

being accountable while developing the ability to really impact an organisation (Purdy 

& Lawless, 2012). 

 

Personal insight is a canvas for research findings that suggest that, through 

reflection on their SL experience, students can for instance develop greater levels of 

confidence or even transform their perception of themselves. In the latter case, it 

appears the literature has so far insufficiently explored the role of reflexivity in 

students’ SL experience.  

 

Skill and Academic Development 

This dimension refers to 1) the acquisition and development of skills as a result of 

applying those in service (Kolenko et al., 1996; Kruger et al., 2015) and 2) student’s 

academic development (Kruger et al., 2015; Meierhofer et al., 2013).  

 

Research findings associate participating in SL syllabi with increased learning 

(Madsen & Turnbull, 2006), improvements in students’ critical thinking, decision-

making, reflective and analytical capacity, and ability to work collaboratively (Ash et 

al., 2005; Astin & Sax, 1998; Bruni-Bossio & Willness, 2016; Eyler & Giles, 1999; 

Govekar & Rishi, 2007; He & Prater, 2014; Kearney, 2004; Kruger et al., 2015; Taylor, 

2005; Sedlak et al., 2003; Wickersham et al., 2016). Studies further show that SL can 

improve communication, writing as well as listening skills, and leadership ability (Astin 

et al., 2000; Bringle & Steinberg, 2010; Bruni-Bossio & Willness, 2016; Kearney, 

2004; Lester, 2015; Leung et al., 2007; Middleton, 2005; Osiemo, 2012; Sabbaghi et al., 

2013; Taylor, 2005; Snell et al., 2015; Tucker & McCarthy, 2001; Tucker et al., 1998; 

Vogelsang & Astin, 2000). 

 

Students further improve their academic performance (Astin et al., 2000; Billig, 

2009; Harwood & Radoff, 2009; Novak et al., 2007; Vogelsang & Astin, 2000), course-

based understanding (Abes et al., 2002; Flannery & Pragmann, 2008; He & Prater, 

2014; Kruger et al., 2015; Jameson et al., 2008; Meierhofer et al., 2013; Primavera, 
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1999; Sabbaghi et al., 2013; Simons & Clearly, 2005; Teymuroglu, 2013; Wickersham 

et al., 2013), and even lifelong learning (McCord et al., 2015). Hébert and Hauf (2015) 

caution however that academic development can only be traced in terms of a better 

comprehension of course content but is not necessarily reflected in students’ grades, 

partly due to testing methodology (Eyler & Giles, 1999) - scholars continue to debate 

that point for over two decades now (e.g. Astin et al., 2000; Markus et al., 1993; Shay, 

2008; Simons & Clearly, 2005).  

 

However, improving students’ academic performance is not the only objective 

of a service-learning course; it also pursues developmental and career goals and 

enhances students’ employability and marketability (Celio et al., 2011; Conway et al., 

2009; Dahlquist, 1998; Fisher, 1996; Flannery & Pragman, 2008; Kenworthy-U’Ren, 

1999; Papamarcos, 2002; 2005; Roschelle, 2000); equally, recruiters’ perspectives on 

SL have been explored in a business education context (Lester et al., 2005). 

 

Understanding Social and Organisational Issues 
This dimension resonates with research findings that highlight that by engaging with 

local communities and the problems they face (Kenworthy-U’Ren, 1999), students gain 

a better understanding and awareness of social issues (Bringle & Steinberg, 2010; 

Dipadova-Stocks, 2005; Giles & Eyler, 1994a; Howard, 1998; Markus et al., 1993; 

Papamarcos, 2005; Sheffield, 2015; Simons & Clearly, 2005). Associated with this 

principal theme of participating in SL are developmental outcomes such as an improved 

civic responsibility (Astin & Sax, 1998; Billig et al., 2005; Bringle & Steinberg, 2010; 

Celio et al., 2011; Garoutte & McCarthy-Gilmore, 2014; Geringer et al., 2009; Giles, 

2014; Hébert & Hauf, 2015; Lester et al., 2005; Levesque-Bristol et al., 2010; 

McCarthy & Tucker, 2002; Sabbaghi et al., 2013; Wittmer, 2004), greater ethical and 

moral capabilities (Seider et al., 2011; Weber & Glypthis, 2000), and a heightened 

sense of social justice (Leung et al., 2006; Porter et al., 2008; Roschelle et al., 2000). 

Moreover, Godfrey (1999) argues that, in management education, SL can be used to 

enhance students’ ‘moral capabilities’ and thus the ‘moral authority’ in the private 

sector. 
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Also related to the notion of learning about social issues are outcome-based 

themes such greater cultural awareness and tolerance for diversity (Eyler & Giles, 1999; 

Hirschinger-Blank et al., 2009; Kline et al., 2013; Kruger et al., 2015; Neiva de 

Figueiredo & Mauri, 2012; Niehaus & Crain, 2013; Stein & Schmalzbauer, 2012; Yorio 

& Yo, 2012) - or as Pless et al. (2011) call it, ‘ethical literacy’ and ‘cultural 

intelligence’. This contention is based on the belief that through their community 

engagement, students are exposed to working with people with different cultural, racial 

and demographic backgrounds, and different skill sets (Milano, 2005; Morgan and 

Streb, 2001; Taylor, 2005). An internationalization of SL syllabi further expedites this 

development (Crabtree, 2011; McMillan & Stanton, 2014). While civic engagement can 

yield a deeper understanding of one’s self, it can also enhance an appreciation and 

tolerance for others (Astin & Sax, 1998; Bringle & Steinberg, 2010; Levesque-Bristol et 

al., 2010; Primavera, 1999; Yorio & Ye, 2012). This tolerance can extend to peers and 

community members alike (Morgan & Streb, 2001).  

 

 However, especially when applied to business or management courses, the focus 

on social issues has been challenged (Angelidis et al., 2004; Crutsinger, et al., 2004; 

Milano, 2005; Mungaray et al., 2007) and has been broadened to include organisational 

issues more widely (Fairfield, 2010). Scholars have begun to extend the not-for-profit 

focus to for-profit companies (e.g. Simola, 2009; Steinberg et al., 2006) and employ for 

instance student consulting projects as a viable form of SL engagement (Kenworthy-

U’Ren, 1999; Paparmarcos, 2002, 2005). Course designs are thereby motivated by 

students’ lack of experience of businesses or organisations more generally (McCord et 

al., 2015); they “lacked a frame of reference to think” about organisational issues 

(Fairfield, 2010: 116). It has been argued that SL initiatives in business education have 

the potential to facilitate students’ understanding of both social and organisational 

issues (Srinivas et al., 2015).  

 

 This section demonstrates that findings with regards to student development, 

facilitated through their SL engagement, can be grouped into three categories: 1) 

personal insight, 2) skill and academic development and 3) understanding social and 
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organisational issues. The subsequent section explores the benefits community members 

receive from their participation.  

 

2.1.2.5 Community Benefit 
SL has been regarded a ‘philosophy’ of reciprocity (d’Arlach et al., 2009; Dostillo et al., 

2012; Gugerty & Swezey, 1996; Jacoby, 2015; Richards & Novak, 2010). By 

combining intentional learning goals with community assignments, SL offers learning 

outcomes for both, students and community partners (Bringle & Hatcher, 1999; 

DiPadova-Stocks, 2005; Kendall, 1990). While student outcomes were covered in the 

previous section, community benefits are further explored here.  

 

Though scholars recognise how SL initiatives can contribute to the development 

of social change processes within local communities at large (Delano-Oriaran et al., 

2015; Garoutte & McCarthy-Gilmore, 2014; Geller et al., 2016; Moely et al., 2008; 

Morton, 1995; Ross, 2012; Saltmarsh, 2009; Sheffield, 2015; Stoecker, 2003, 2014), 

studies predominantly focus on the outcomes for individual community members and 

organisations (e.g. Gazeley & Littlepage, 2006; McCrea, 2010). Generally speaking, 

research shows that community members feel enriched by the SL experience (Geller et 

al., 2016; Gray et al., 2000; Leiderman et al., 2003; Worrall, 2007). Although Stoecker 

and Tryon (2009: 5) caution that much of the research concerned with community 

satisfaction “has remained at a relatively superficial level.”  

 

Scholars find that SL projects offer opportunities to community clients to achieve 

their mission and meet community needs (Gray et al., 2000; Porter et al., 2008; Sandy 

and Holland (2006). By working with students, community members gain new insights 

into their operations (Driscoll et al., 1996; McCrea, 2010; Purdy & Lawless, 2012) and 

recognise a positive impact on their organisational capacity, meaning they are able to 

better serve more clients and improve their service offering (Gray et al., 2000; Lastner 

et al., 2016; Roschelle et al., 2000), which in turn creates a positive social and economic 

impact (Littlepage et al., 2012). With regards to a social impact, research suggests that 

even staff members are affected and show heightened levels of staff morale (Gray et al., 
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2000). Economically, students offer affordable and capable support in a resource-

constrained environment (McCrea, 2010; Tryon et al., 2008). 

 

In their large-scale study of 99 beneficiaries across eight communities, Sandy & 

Holland (2006) find that community partners highly value their partnership with 

universities. That is partly because they seem to value the access to and insights the 

engagement provides into HEI (Leiderman et al., 2003; Worrall, 2007) as well as their 

own visibility on campus and across the community (Gray et al., 2000; Littlepage et al., 

2012). Moreover, during their engagement with the students, community members have 

been found to abolish held stereotypes about university students and to change their 

own self-perception (d’Arlach et al., 2009). With regards to the former, community 

members have been found to recognise student volunteers as enthusiastic, cooperative, 

professional and effective members of their team who offer novel perspectives to the 

problems they face (Gray et al., 2000; Purdy & Lawless, 2012). 

 

Scholars advocate for a stronger inclusion of community members in the 

programme since they tend to perceive a greater benefit in SL initiatives if they have 

previously helped design them (Miron & Moely, 2005). Moreover, it has been 

suggested that beneficiaries who have engaged in SL programmes for a longer period of 

time see more value in those initiatives (d’Arlach et al., 2009) and are more likely to 

continue their engagement (Porter et al., 2008; Tryon et al., 2008). 

 

 Research findings suggest that community members benefit from their 

engagement with students. Students appear to be able to create value for their 

community organisations. Moreover, collaborating with students facilitates their 

relationship with the university overall.  

 

2.1.2.6 Summary 
The previous literature review shows that SL is a socially embedded (Jacoby et al., 

1996; Jacoby et al., 2003) and experience-based (Kenworty-U’Ren, 2008; (Kolb, 1984; 

Lester et al., 2005) pedagogy that develops the link between theory and practice through 

community engagement (Bringle et al., 2009; Godfrey et al., 2005). It enhances student 
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learning and development (Kolenko et al., 1996; Yorio & Ye, 2012) and generates 

community benefits (Gray et al., 2000). Participatory pedagogies such as SL are 

opportunities to engage more with the community, make (business) education more 

relevant for learners, and convey a greater sense of civic responsibility and 

organisational understanding to students (Annette, 2005; Bringle & Steinberg, 2010; 

Kolenko et al., 1996; McCarthy & Tucker, 2002; Novak et al., 2007; Ward & Wolf-

Wendel, 2000; Zlotkowski, 1996). “In other words, service-learning provides a unique 

opportunity for students to grow both professionally and personally” (Lester et al., 

2005: 278). 

 

2.1.3 Service-Learning Relationships 

Scholars acknowledge that SL participants are embedded in webs of relationships 

(Koliba, 2000) and that inter-personal relationships influence the pedagogy’s 

effectiveness (Bringle & Hatcher, 2002; Bringle & Steinberg, 2010; Gelmon et al., 

2003; Holland, 2001; Jacoby et al., 1996, 2003; Skilton-Sylvester, 2000; Srinivas et al., 

2015). There are three major parties that make up the relational triad of SL: faculty 

members, students, and community members (Bringle et al., 2009; Delano-Oriaran et 

al., 2015). However, the term ‘triad’ does not accurately capture the dynamics between 

the related parties because it suggests equality. Looking at the relationships more 

closely reveals that the relational fabric typically has a mediating centre, namely the 

faculty member (Kenworthy-U’Ren & Peterson, 2005a).  

 

Educators are the “hub of the wheel” (Kenworty-U’Ren, 1999: 384) and take on 

the role of brokers between the community, students, and HEI. Typically in a SL setup, 

faculty members manage the logistics of the course (Jacoby, 2015), reach out to 

community members, assesses the potential project brief in relation to the course 

objectives, and facilitate students’ service engagement and learning process (Lester, 

2015; Papamarcos, 2002; 2005; Stoecker, 2014). As course coordinators, they design 

the course outline and integrate theoretical content, competencies, and developmental 

goals with practical application (Steiner & Watson, 2006). It is the educator’s 

responsibility to ensure effectiveness of the syllabus and continuously improve the 

outline (Flannery & Pragman, 2008). As part of that process they manage student 
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expectations (Papamarcos, 2002), explain to students the nature of the SL engagement 

(Kenworthy-U’Ren & Peterson, 2005a), clarify to students the responsibilities 

associated with collaborating with actual clients and team members, and coordinate 

group work (Bailey et al. 2015; Segrist, 2013; Williams & Falk, 2010). Moreover, 

Brower (2011) reiterates that faculty members must explicitly discuss with their 

students the values they hope their students to develop throughout their community 

engagement.  

 

 In 2008, Kenworthy-U’Ren called for additional research into the relational 

nature of SL. Although scholars have responded to her call by conducting additional 

research for example on collaboration (Clayton et al., 2010; Porter et al., 2008; 

Stuhlmiller & Torchard, 2015) and partnerships (McMillan & Stanton, 2014; Srinivas et 

al., 2015; Tinkler et al., 2014; Voss et al., 2015) in SL, the current state of research 

reveals that especially the role and perspective of community members remain under-

researched and misrepresented in the SL literature (Bortolin, 2011; Bringle & Steinberg, 

2010; Celio et al., 2011; Cruz & Giles, 2000; Dorado & Giles, 2004; Geller et al., 2016; 

Sandy & Holland, 2006; Ward & Wolf-Wendel, 2000).  

 

2.1.3.1 Student-Community Relationship 

Empirical studies that explore the dyadic relationship between students and community 

members tend to study campus-community relationships, thus subsuming faculty and 

students into one and the same entity (Cruz & Giles, 2000; Sandy & Holland, 2006). 

Moreover, scholars tend to investigate SL initiatives only through the eyes of faculty 

and students (e.g. Littlepage et al., 2012; Voss et al., 2015) rather than community 

partners (Geller et al., 2016; Purdy & Lawless, 2012; Tryon et al., 2008; Srinivas et al., 

2015; Stoecker & Tryon, 2009). Studies that do explore a community perspective in SL 

initiatives tend to focus on several community clients’ experience with one HEI (e.g. 

Bushouse, 2005; d’Arlach et al., 2009; Miron & Moely, 2005; Skilton-Sylvester & 

Erwin, 2000; Worrall, 2007). There are only a few studies that adopt a broader focus 

and explore the community clients’ perspectives across various SL initiatives (e.g. 

Dorado & Giles, 2004; Sandy & Holland, 2006). These research practices contribute to 

a misrepresentation of the dyadic relationship between students and community 
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members and offer opportunities for further empirical research. This section presents 

some indicative findings about this dyadic relationship.  

 

Kenworthy-U’Ren (2008: 819) highlights the importance of mutuality when she 

says, “for service-learning projects to be a success, all of the involved parties must 

understand themselves as they collectively work toward mutual learning outcomes.” 

Consequently, it has been argued (Jacoby, 2015) that it is insufficient to impose 

learning goals on community members; instead, service engagements are negotiated and 

agreed upon by all parties involved (Boland, 2014; Conklin, 2012; Kenworthy-U’Ren, 

2008). Scholars associate reciprocity closely with equality (Brower, 2011; Kenworthy-

U’Ren et al., 2006) and draw attention to the fact that student needs are not more or less 

important than community needs; ideally, they learn from each other (Deeley, 2010; 

DiPadova-Stocks & Brown, 2006; Gugerty & Swezey, 1996).  

  

For community members and students to develop a reciprocal (Jacoby, 1996 & 

2003) and mutually fruitful learning relationship (Stuhlmiller & Torchard, 2015), both 

parties need to ‘cross the borders’ of their respective domains (Ross, 2012; Skilton-

Sylvester & Erwin, 2000), embrace opportunities to challenge each other, and practice 

honesty in order maintain constructive discussions (Snell et al., 2015). If community 

members fail to live up to their commitment (Hidayat et al., 2009), students might 

“begin to feel like little more than free labor” (Conklin, 2012: 507). The student 

perspective suggests that the relational dynamics or quality have an effect on their 

emotional state (Kayes, 2002; Sheffield, 2015), a perspective rarely pursued in SL 

research (see Carson & Domangue  (2013) for an exception). Earlier research suggests 

that if students fail to commit to their collaboration, beneficiaries’ coordination efforts 

become too costly (Tryon et al., 2008).  

 

Community members play a significant role in SL arrangements and student 

learning. Kline et al. (2013) assert that they perceive themselves as co-educators (also, 

McCrea, 2010; Worrall, 2007) or mentors (Purdy & Lawless, 2012). Clients can thus 

transcend their roles as mere beneficiaries of a service by being committed to students’ 

development (Ross, 2012) for instance by providing expertise (Purdy & Lawless, 2012) 
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and necessary information and documents to students (Worrall, 2007). They not only 

deliver a service purpose for the collaboration (Jacoby et al., 1996) but also agree to 

spend a lot of resources on the students – e.g. staff time spent on personal meetings, 

interviews and reviewing student work, training and supervision, coordination and 

timing efforts, and project management (Kenworthy-U’Ren, 1999; Srinivas et al., 2015; 

Tryon et al, 2008).  

 

In return, as presented in section 2.1.2.5, students generate value for community 

members (e.g. Papamarcos, 2002). Moreover, collaborating with community members 

further provides opportunities for participating students to build relationships with and 

social capital among community members (Bruening et al., 2015). Moreover, Baker 

(2014) argues that during the time they spend together with students, community 

members can act as role models who demonstrate to students what it means to dedicate 

time and effort to improving a community. Similarly, students develop respect for 

community-members’ roles and work (Purdy & Lawless, 2012).  

 

2.1.3.2 Community-Faculty Relationship 
The dyadic relationship between faculty and community members has been subject to 

academic inquiry in the past (e.g. Bacon, 2002; Bringle et al., 2009; Dorado & Giles, 

2004; Sandy & Holland, 2006; Schmidt & Robby, 2002). However, there appears to be 

a bias towards the perspective of faculty members in the scarce body of literature that is 

actually concerned with inter-personal relationships in a SL context. Faculty members 

occupy a prominent role as brokers or a mediating entity between community members 

and students (Kenworthy-U’Ren & Peterson, 2005a). Moreover, scholars tend to 

subsume faculty members and students in the same campus perspective and investigate 

relationships from that perspective (e.g. Littlepage et al., 2012; Voss et al., 2015) rather 

from that of a community partner, as called for in the literature (Cruz & Giles, 2000; 

Geller et al., 2016; Purdy & Lawless, 2012; Tryon et al., 2008; Srinivas et al., 2015). 

Drawn from the existing body of literature, this section reveals that researchers 

characterise an ideal dyadic relationship as reciprocal. However, in practice, that ideal 

can be impaired. 
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In a reciprocal relationship, faculty and community members connect on a 

personal level and equally commit to the engagement (Boland, 2014; Enos & Morton, 

2003; Gelmon et al., 2003; Jacoby et al., 2003; Sandy & Holland, 2006). Recognizing 

that “communication is key to the development of a reciprocal relationship” (Gugerty & 

Swezey, 1996: 98; also, McMillan & Stanton, 2014), both parties meet frequently to get 

to know each other, evaluate each other’s intentions and commitment, negotiate and 

agree on a project scope that enables faculty members to design an effective syllabus 

and community members to benefit from the engagement and their investment (Brower, 

2011; Bushouse, 2005; Cushman, 2002; d’Arlach et al., 2009; Gugerty & Swezey, 

1996; Papamarcos, 2002; Tinkler et al., 2014). While faculty members want to ensure 

that community members have the necessary organisational resources to effectively 

participate (Curwood et al., 2011), community members want their own expertise to be 

valued and utilised in the community-campus relationship (DiPadova-Stocks & Brown, 

2006; Gugerty & Swezey, 1996; Leiderman et al., 2003). Scholars argue that faculty 

members must genuinely attempt to create knowledge “with and for community 

members” (Cushman, 2002: 58) who deliver the assignment (Gugerty & Swezey, 1996) 

and “control the service provided” (Jacoby, 1996: 7).  

 

However, research suggests that faculty members seem to forget that “in the 

absence of community-campus relationships, it is difficult to imagine how service-

learning might even exist” (Sandy & Holland, 2006: 30). Instead of seeking to build a 

fruitful collaboration (Porter et al., 2008; Stuhlmiller & Torchard, 2015) or partnership 

(McMillan & Stanton, 2014; Srinivas et al., 2015; Tinkler et al., 2014; Voss et al., 

2015), faculty members have been found to engage in short-lived and detached 

transaction-based relationships with community members (Enos & Morton, 2003). 

Although transaction-based relationships can meet the purpose of a particular syllabus 

(Clayton et al., 2010), they can be unrewarding or even harmful as they risk leaving at 

least one party dissatisfied (Bringle et al., 2009).  

  

 The context in which faculty and community members try to build a mutually 

beneficial relationship is constrained. Community members have been found to greet 

faculty members with distrust (Cushman, 2002) because universities have a reputation 
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for being inaccessible for outsiders (Kenworthy-U’Ren, 2008). Moreover, faculty 

members have been criticised for being ‘arrogant’, ‘condescending’, ‘patronizing’ and 

‘superior’ when interacting with community members (DiPadova-Stocks, 2005; Mintz 

& Hesser, 1996; Wolf-Wendel, 1997, 2000) and are more concerned with securing 

student placements than building a mutually beneficial relationship (Gugerty & Swezey, 

1996).  

 

Research suggests that SL academics and HEIs have not internalized the ideal of 

reciprocity (Arrazettee et al., 2003) since the attitude of superiority has been recognized 

in the academic discourse (Bortolin, 2011; Dostillo et al., 2012) and the way in which 

community members are insufficiently credited in public announcements (Beachler et 

al., 2006; Kenworthy-U’Ren, 1999; Lynton, 1995; Ward, 1996). 

 

2.1.3.3 Student-Faculty Relationship 

The student-faculty relationship in SL is part of a wider debate in management 

education about the nature of their relations, the degree of closeness - whereby SL 

seemingly ‘pushes for engagement’ as it encourages “students and faculty to interact 

off-campus in non-traditional contexts and roles” (Chory & Offstein, 2017: 4) - 

choosing adequate instructional methods (McIver et al., 2016), and the balance of 

content, performance and engagement (Lund Dean & Forray, 2015; Lund Dean & 

Fornaciari, 2014).  

 

By spending more time outside of the classroom - and thus away from faculty - 

and through their interactions with stakeholders other than faculty members (e.g. 

community members), students become more autonomous (Brower, 2011; Morgan & 

Streb, 2001) and create, rather than consume knowledge, that goes beyond course 

content (Howard, 1998; Rhee, 2003; Salimbene et al., 2005; Taylor, 2005). In other 

words, students are more likely to take an active role in directing the learning process 

themselves (Kenworthy-U’Ren, 2008; Taylor, 2005). A learning environment that 

supports autonomy and allows students to take on “responsibilities in real-life settings 

where their actions make a difference”, as opposed to partaking in a “passive assembly 

line method” (Taylor, 2005: 364), leads to heightened levels of intrinsic motivation 
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(Levesque-Bristol et al., 2010) and confidence (Lester et al., 2005). However, 

increasing levels of student independence and ownership urge faculty members to 

rethink the learning environment and their own role in it. Scholars find that educators 

need to move their self-perception “away from a knowledge provider toward one of a 

knowledge creator” (Kenworthy-U’Ren, 2008: 818; Freed, 2005; Ramsey, 2002; 

Ramsey & Fitzgibbons, 2005; Williams, 1993).  

 

Interior motives are important drivers for both students (e.g. Astin & Sax, 1998) 

and faculty members (e.g. Cooper, 2014; Cushman, 2002) to participate in and design 

SL syllabi - which can be optional and thus voluntary (Andrews, 2007; Godfrey, 1999; 

Gujarathi & McQuade, 2002; Meierhofer et al., 2013; Papamarcos, 2005; Simola, 2009) 

rather than mandatory (Kenworthy-U’ren, 1999; Middleton, 2005). Students who 

volunteer to participate tend to have more significant learning results (Yorio & Ye, 

2012). With regards to students’ motivation more generally, Burns (2011) finds that 

students are more likely to stay engaged if they perceive their service to be beneficial to 

themselves and others. Other motives for students to participate in a SL course include: 

positive volunteering experience (Astin & Sax, 1998; Vogelsang & Astin, 2000), 

curiosity for charitable work (Moely et al., 2008), wanting to help the community and 

personal development goals (Astin & Sax, 1998).  

 

Since SL courses tend to be more complex (entailing high coordination costs) 

and time-consuming than lecture-based classes (Govekar & Rishi, 2007; Gray et al., 

2000; Hou, 2009; Kenworthy-U’Ren, 2008; Kenworthy-U’Ren & Peterson, 2005a; 

McCrea, 2010; Papamarcos, 2005; Stewart et al., 2012), faculty resistance to offering 

SL syllabi is not uncommon (Bloomgarden & O’Meara, 2007). That resistance is 

further underpinned by institutional and political realities (Abes et al., 2002; Cooper, 

2014; Gray et al., 2000; Kezwar & Rhoads, 2001; Pedersen et al., 2015; Pribbenow, 

2005; Schnaubelt & Statham, 2007; Steinke & Buresh, 2002; Shukla & Shukla, 2014; 

Ward, 2003). Educators that do offer SL programmes have been found to be 

intrinsically motivated (Kenworthy-U’Ren & Peterson, 2005a) by their dedication to 

civic engagement, sense for social justice, and the opportunity to work in 

interdisciplinary teams across the faculty; they are rewarded by having a positive impact 
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on student learning and by gaining an enhanced understanding of learning and teaching 

(Abes et al., 2002; Cooper, 2014; Pribbenow, 2005).  

 

2.1.3.4 Summary 
Based on the notion of social embeddedness, the preceding review demonstrates that 

participants in SL initiatives are embedded in webs of social relations. Although 

relationships in SL have recently received more attention there are still clear omissions 

in the literature. For example, past research does not seem to be guided by an integrated 

by an integrated theoretical framework (Bringle & Steinberg, 2010). To summarise the 

preceding review of the dyadic relationships between students, faculty and community 

members, table 1 provides an overview of the characterization of each inter-personal 

relationship and opportunities for future research.  

 
Table 1 - Overview of inter-personal relationships in SL and related research opportunities 

Dyadic 
Relationship Characterisation Issues Requiring  

Research 
Student-Community • Mutuality: community 

members and students 
equally commit to their 
collaboration 

• Community members can 
be co-educators and 
facilitate student 
development 

• Students generate value for 
community members and 
learn about community life 

• If either party does not live 
up to the ideal of mutuality, 
relationship is impaired 

 

• Empirical research tends to 
be mediated through faculty 
members, resulting in 
‘impure’ insights into 
student-community 
relations 

• Lack of research on social 
intricacies between both 
parties 

• Misrepresented community 
perspective 

Faculty-Community • Dissonance between the 
ideal of reciprocity and 
practice of project- or 
transaction-based 
interactions 

• Under-represented 
community perspective 

• Lack of understanding what 
constitutes a successful and 
sustainable relationship 
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• Faculty appears to act 
superior to community 
beneficiaries 

• Community members have 
reservations to collaborate 

 
Student-Faculty • Service engagement takes 

relationship outside of the 
classroom 

• Students become more 
autonomous and assume 
ownership of their own 
learning experience 

• Faculty members become 
knowledge creator 

 

• Student motives are 
focused on why they join 
rather than why they remain 
engaged 

• Unclear how increasing 
autonomy affects student 
learning 

• Problematization of the role 
of faculty as students 
become more independent 

 
 

2.1.4 Research Theme 1 – Enacting SL in the Absence of Faculty Intervention 

The preceding conceptualisation of SL illustrates that it is a pedagogy that traditionally 

aims at promoting the civic responsibility of students (Boland, 2014; Hatcher & 

Steinberg, 2010; Stoecker & Tryon, 2009), shaping their civic-mindedness (Giles & 

Eyler, 1994a), and teaching them about the social ills of today’s society (Sabbaghi et al., 

2013; Seider et al., 2011; Weber & Glyptis, 2000). Due to this tradition, educators tend 

to design programmes that foot on collaborating with not-for-profit organisations and 

encompass more traditional community services benefitting the disadvantaged 

(Geringer et al., 2009; Hayes Godar, 2000; Kenworthy-U’Ren, 1999; Schoenherr, 

2016).  

 

 It has been argued that students’ SL experience is contextualised by the content 

and objectives of the associated curriculum (Giles et al., 1998). Similarly, Bringle and 

Hatcher (1999) contend that community engagement is integrated with a course’s 

educational goals. Consequently the application of SL is likely to change with the 

adoption of the pedagogy to new disciplines and curricula that are guided by different 

course objectives. As a business educator, Fairfield (2010) for example designed a SL 
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programme that aimed at conveying participants a better sense of how organisations 

work because his students “lacked a frame of reference to think” about organisational 

issues (2010: 116). He saw merit in SL as the most promising pedagogy for achieving 

his educational objectives and asked students to enact an entire organisation (also, 

Robinson et al., 2010) with three hierarchical levels that would be used as an entity to 

provide community services.  

 

 This example illustrates how business and management educators started to 

adapt the concept of SL to their curricula and course content, which represents an 

extension of the SL tradition and contested (Angelidis et al., 2004; Crutsinger, et al., 

2004; Milano, 2005; Mungaray et al., 2007) the primary focus on improving students’ 

understanding of social issues by working with not-for-profit organisations and 

voluntary community service (Bringle & Steinberg, 2010; Wittmer, 2004). Instead, new 

course designs stand on collaborating with small for-profit businesses and entrepreneurs 

(Lastner et al., 2016; Mungaray et al., 2007; Simola, 2009; Steinberg et al., 2006) and 

founding and operating entire organisations (Fairfield, 2010; Robinson, 2010). For 

example, McCord et al. (2015) engage their students in a legitimate company 

environment that carries out community projects. In the vein of new applications, 

Simola’s (2009: 575) case study tells the tale of a student project team that participates 

in a strategic management course and works together with a small business owner on 

assessing “the current performance of his business” and identifying “future directions 

for development and expansion.” The latter example resonates with similar course 

outlines that employ student teams to provide consulting services to local organisations 

(Kenworthy-U’Ren, 1999; Paparmarcos, 2002; 2005; Robinson et al., 2010).  

 

All of these examples appear to have a rather strong emphasis on service and 

thus either resonate with the service-oriented types of SL on Godfrey et al.’s (2005) SL 

continuum (summarized in table 2), namely the notions of ‘Service-learning’ (big ‘S’, 

little ‘l’) ‘Service-Learning’ (big ‘S’, big ‘L’).  
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Table 2 - Typology of service-learning (own design based on Godfrey et al., 2005: 311) 

Typology of 
Service-

Learning 

 
service-Learning 
(little ‘s’, big ‘L’) 

 
Focus on learning, discrete 

service experience 
 

 
Service-Learning 
(big ‘S’, big ‘L’) 

 
Service is a central theme; 

application of course 
content 

 
Service-learning 
(big ‘S’, little ‘l’) 

 
Significant service portion 
of the course; reinforce key 

concepts of the course 
 

 

A greater service-orientation has an effect on the role of faculty and the degree 

of student autonomy. If the balance of a curriculum shifts towards service - rather than 

learning, which is associated with classroom delivery (Godfrey et al., 2005; Jacoby, 

2015) - learning increasingly transcends the classroom as it takes the students’ lived 

experiences into an organisational or community environment (Conklin, 2012; Conway 

et al., 2009; McCord et al., 2015; Pawson, 2016; Ross, 2012), which in turn enables 

students to create their own learning experience (Rhee, 2003; Saltmarsh, 2005). Some 

of the abovementioned course examples (e.g. McCord et al., 2015) encourage students 

to co-create their educational context for instance by founding a student-led service 

organisation (also, Fairfield, 2010). In either case, these adaptations allow students to 

have an increasing sense of ownership in defining their experience (Morgan & Streb, 

2001).  

 

Through this heightened level of service engagement, students spend more time 

outside of the classroom and thus away from the educator. They act more independently 

from faculty members who perform more the roles of knowledge facilitators or 

knowledge enablers, rather than instructors, and grant students more autonomy 

(Holmqvist et al., 2012; Meierhofer et al., 2013; Robinson et al., 2010; Stein & 

Schmalzbauer, 2012). Simola (2009) for instance notes that the student project team 

proposed and chose its own community engagement. Fairfield (2010) concludes that 

students had the opportunity to enact and experiment with their organisational roles, 

which increased their levels of competency and understanding of organizational issues.  

 

 Conceptually, these adaptations in the business education discipline manifest an 

extension of the SL tradition. New syllabi enable students to co-create their educational 

context and learning experience by putting a greater emphasis on student autonomy and 
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encouraging students to enact a certain role, for instance as a member of a project team 

or a student-led service organisation. But even in curricula that put a greater emphasis 

on service and thus student autonomy, educators assume a range of responsibilities and 

thus exert influence on students’ experience. As owners of the curriculum, they are 

responsible for designing the course, liaising with community members and matching 

service assignments with the objectives of the course and theoretical content (Lester, 

2015; Papamarcos, 2002; 2005; Schoenherr, 2016; Steiner & Watson, 2006; Stoecker, 

2014). They facilitate student learning by talking to students about the learning 

objectives (Brower, 2011), conveying theoretical content and aiding students’ reflective 

capabilities to successfully transform experience into learning (Eyler & Giles, 1999; 

Mabry, 1998; Taylor, 2005).  

 

 But what if faculty members are absent and students assume full autonomy for 

their education and create their own lived experiences (Taylor, 2005)? What would the 

educational context look like? How effective would it be? Considering the 

developments made in the business education context, these queries do not seem too 

abstract or far-fetched. By excluding faculty intervention, the empirical investigation 

could explore students’ experiential basis for learning. It could further be seen as a 

problematization of the role of faculty since it removes the educator as a mediating 

entity from the service-learning equation and instead places the student at the centre of 

his or her learning experience. Consequently, pursuing this question might even allow 

educators to self-reflect upon their own role in SL initiatives as investigating such 

scenario would illuminate what elements of SL would be enacted if faculty members 

were not there. Expanding on these developments, this thesis sets out to pursue the 

question: How do students enact service-learning in the absence of faculty intervention?  

 

2.2 Relational Embeddedness: A Theoretical Framework For Studying 

Relationality in SL 
As the previous section on SL argues, inter-personal relationships such as student-

community and peer-to-peer relations are important determinants of students’ service-

learning experience; that in fact, SL is a socially embedded pedagogy. However, the 

relationality of SL requires additional research (Clayton et al., 2010; Delano-Oriaran et 
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al., 2015; Kenworthy-U’Ren, 2008; McMillan & Stanton, 2014; Srinivas et al., 2015) 

and lacks an integrated theoretical framework (Bringle & Steinberg, 2010; Cruz & 

Giles, 2000). This chapter introduces relational embeddedness (Granovetter, 1992; Hite, 

2003; Moran, 2005) as a dimension of the socio-economic theories of social 

embeddedness (Granovetter, 1985) and a promising theoretical perspective for 

exploring the relationality of SL.  

 

Put simply, relational embeddedness refers to how well two actors know each 

other. More specifically, relational embeddedness is a multi-dimensional concept that 

captures the richness and complexity of inter-personal relationships in an organisational 

context (Hite, 2005; Moran, 2005). Hite (2003: 38) argues that relational embeddedness 

reveals its explanatory power if one distinguishes between “descriptive characteristics 

and outcomes”, that is, between the nature of a relationship and the impact it has on any 

particular phenomenon. As a theoretical lens, relational embeddedness explains the 

relationship between the nature of relationships and their outcomes and thus allows for 

the investigation of “why some relationally-embedded ties provide advantages while 

others generate disadvantages” (Hite, 2003: 14).  

 

This section is structured into four parts. The first section provides a theoretical 

contextualisation of relational embeddedness by shedding light on the theories of social 

embeddedness. Following the suggestion in the literature, the second and third parts 

investigate the two components of relational embeddedness, namely the nature and 

impact of inter-personal relationships. Lastly, the articulation of a second research 

theme integrates the preceding conceptualisation of SL and relational embeddedness as 

a potent theoretical framework for studying the relationality of SL.  

 

2.2.1 Social Embeddedness 

Scholars have identified Karl Polanyi (1944; reprinted in 2001) as the ‘father’ of 

embeddedness (Jessop, 2001; Portes & Sensenbrenner, 1993); however, Barber (1995) 

and Hess (2004) attribute significant refinements of embeddedness to Granovetter 

(1985), to whom the notion of social embeddedness opposes the ‘absolutization’ of the 

market (Barber, 1995) because the economy is said to combine economic and non-
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economic institutions (Granovetter, 1985; Polanyi, 1992; Schwedberg & Granovetter, 

1992). 

 

According to the theory of social embeddedness “in effect, economics [is] a 

branch of sociology” (Borgatti & Foster, 2003: 994). The theory opposes the traditional 

‘market-hierarchy continuum’, and its emphasis on price and quality (Powell, 1990) as 

it assumes that behaviour, including economic behaviour, is mediated through social 

interactions and human relationships (Barber, 1995; Granovetter, 1985; Portes & 

Sensenbrenner, 1993). In other words, social embeddedness is grounded in the belief 

that all economic activities necessarily take place in a larger social context and cannot 

be detached from it (Burt, 2000; Giddens, 1984; Granovetter, 1985; Jack & Anderson, 

2002; Lubbers et al., 2010).  

 

An actor’s social relationships thus become an alternative explanation of an 

individual’s economic behaviour, i.e. transactions and exchanges (Granovetter, 1985; 

Marsden, 1981). Conceptually, embeddedness explains how an actor may be socially 

situated within an array of interpersonal ties and a wider network structure (e.g. Kilduff 

& Brass, 2010; Provan et al., 2009) thus giving room to the possibility that exchange 

partners are more than strangers and are in fact connected on a deeper level than only 

through atomistic transactions (Brass et al., 2004). Consequently, embeddedness is 

perceived to be an “exchange system” (Uzzi, 1996: 674) that helps to explain economic 

action and decision-making (Granovetter, 1985) as it is influenced by social relations 

(Jessop, 2001).  

 

In organisational research, embeddedness has been applied to a plethora of 

contexts focussing on different levels of analysis, including but not limited to inter-

personal relationships within and across organisational boundaries (Andersen, 2013; 

Barden & Mitchell, 2007; Borgatti & Foster, 2003; Brass et al., 1994; Carpenter et al., 

2012; Delli Paoli & Addeo, 2011; Sydow et al., 2004; Zaheer et al., 2010). Among 

others, organisational scholars have explored themes such as: advisory relations 

(Kautonen et al., 2010; Siciliano, 2016), alliances (Gulati, 1998; Simpson, 2015), 

collaboration (Andersen, 2013; Hibbert & Huxham, 2010; Hibbert et al., 2010b), 
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entrepreneurial networks (Hoang & Antoncic, 2003; McKeever et al., 2014; Ozdemir et 

al., 2016; Zhang, 2010), firm networks (Uzzi, 1996; Provan et al., 2009; Zaheer & Bell, 

2005), group processes (Baldwin et al., 1997; Breugst et al., 2012; Borgatti & Foster, 

2003), informal networks at work (Burt, 1992; Marineau et al., 2016; Methot et al., 

2016; Reagans & McEvily, 2003; Sparrowe et al., 2001; Venkataraman et al., 2013), 

peer networks (Feld, 1997; Grosser et al., 2010), and personal networks (Block, 2015; 

Rambaran et al., 2015; Wang, 2015).  

 
Multi-Dimensionality: The Theories of Social Embeddedness 

Since its inception, scholars have lamented the vagueness and lack of predictive powers 

of embeddedness (Portes & Sensenbrenner, 1993). In their efforts to apply and expand 

the theory, researchers have adopted the logic of social embeddedness to different parts 

of people’s social lives (Barber, 1995), extending the theory but also manifesting its 

‘fuzziness’ (Hess, 2004) and multi-dimensional nature (Jessop, 2001). The plethora of 

dimensions demonstrates the multi-faceted nature of any social being’s economic 

decision-making but it also calls researchers to be specific as to how they use 

embeddedness (Zaheer & Bell, 2005) and what dimensions in particular they may be 

speaking to (Dacin et al., 1999).  

 

What it means to be embedded in a social context has been disaggregated into 

several single components, which has led to the identification of a multitude of 

embeddedness dimensions as illustrated by table 3.  

 
Table 3 - The multi-dimensionality of social embeddedness 

Dimension Description Concept References 

Cognitive “Ways in which the structured 
regularities of mental 
processes limit the exercise of 
economic reasoning.” (Zukin 
& DiMaggio, 1990: 15-16).  

Actor’s mental 
capabilities 

Dequech, 2003; 
Kistruck & 
Beamish, 2010; 
Lin et al., 2009; 
Zukin & 
DiMaggio, 1990 

Community “The forces outside of the 
workplace that keep 
individuals rooted where they 

Actor’s location 
within a 
community 

Mitchell et al., 
2001; Ng & 
Feldman, 2012 
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live.” (Ng & Feldman, 2012: 
1234) 

(spatial or 
otherwise) 

Cultural “The role of shared collective 
understandings in shaping 
economic strategies and 
goals.” (Zukin & DiMaggio, 
1990: 17) 

Collective’s 
cultural 
understanding 

Dequech, 2003; 
Kistruck & 
Beamish, 2010; 
Wu & Pullman, 
2015; Zukin & 
DiMaggio, 1990 

Emotional An individual’s emotional 
state results from and is 
influenced by the interaction 
with others in any given social 
context, which affects 
economic activity.  

Actor’s 
emotional state 

Biniari, 2012 

Institutional “The interconnections 
between a population and its 
institutional environment.” 
(Baum & Oliver, 1992: 540) 

Relationship 
between an 
institution and 
actors 

Baum & Oliver, 
1992; Park, 2015 

Network “The structure of a firm’s 
relationships with other firms 
– specifically, the extent to 
which a firm is connected to 
other firms and how 
interconnected those firms 
are, in turn, to each other.” 
(Echols & Tsai, 2005: 221) 

Collective of an 
actor’s ties and 
their ties  

Echols & Tsai, 
2005; Faulk et al., 
2016; Kistruck & 
Beamish, 2010; 
Lin et al., 2009; 
Provan et al., 
2009 

Organisational 
or job 

“Represents a broad 
constellation of influences on 
employee retention.” 
(Mitchell et al., 2001: 1104) 

Actor’s position 
within an 
organisation 

Cornwell  & 
Harrison, 2004; 
Crossley et al., 
2007; Mitchell et 
al., 2001; Ng & 
Feldman, 2012 

Political “The manner in which 
economic institutions and 
decisions are shaped by a 
struggle for power that 
involves economic actors and 
nonmarket institutions.” 
(Zukin & DiMaggio, 1990: 
20) 

Actor’s power 
relations 

Prechel, 2012; 
Zukin & 
DiMaggio, 1990 

Positional Refers to an actors position Actor’ sposition Gulati & 
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within a network and thus the 
extent to which an actor 
occupies a central position in 
any given network structure. 

in a collective of 
relationships 

Gargiulo, 1999; 
Polidoro et al., 
2011; Provan & 
Lemaire, 2015 

Relational The “personal relationships 
people have developed with 
each other through a history 
of interactions.” (Nahapiet & 
Ghoshal, 1998: 244) 

Dyadic inter-
personal 
relationships 

Granovetter, 
1992; Hite, 2003; 
Moran, 2005; 
Nahapiet & 
Ghoshal, 1998 

Spatial Refers to the proximity or 
nearness in geographic space 
to other people.  

Actor’s 
geographic 
location in 
relation to other 
actors 

Bathelt et al., 
2004; Habinek et 
al., 2015; Hess, 
2004; Korsgaard 
et al., 2015 

Structural “The contextualization of 
economic exchange in 
patterns of ongoing 
interpersonal relations.” 
(Zukin & DiMaggio, 1990: 
18) 

Collection of an 
actor’s inter-
personal 
relationships 

Granovetter, 
1992; Feld, 1997; 
Kim, 2014; 
Moran, 2005; 
Zukin & 
DiMaggio, 1990 

Territorial The extent to which an actor 
is located in a defined 
territory or place.  

Actor’s 
geographic 
location 

Hess, 2004; 
Nunes & Lopes, 
2015 

 

Social embeddedness assumes that an actor’s social and economic interactions 

cannot be detached from the social context (Jack & Anderson, 2002; Rowley et al., 

2000) and that individuals are “closely embedded in networks of interpersonal 

relationships” (Granovetter, 1985: 504). Two dimensions of social embeddedness in 

particular have been discussed by scholars as important dimensions to explain the 

effects of inter-personal relationships, namely structural and relational embeddedness 

(Hite, 2003; Carpenter et al., 2012). The former refers to the configuration or topology 

of an entire network whereas as the latter assumes that embeddedness is grounded in 

individual personal relationships and refers to the nature of inter-personal relationships 

(Borgatti & Foster, 2003; Borgatti et al., 2009; Feld, 1981, 1997; Granovetter, 1992; 

Kilduff & Brass, 2010; Moran, 2005; Delli Paoli & Addeo, 2011; Polidoro et al., 2011; 

Zhaeer & Bell, 2005).  
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Relational embeddedness is offered here as a promising theoretical lens for 

gaining a better understanding of the social intricacies of inter-personal relationships in 

a SL context and their effects on students’ lived experience.  

 

2.2.2 The Nature of Inter-Personal Relationships 

According to Hess (2004: 170), the underlying question of any dimension of 

embeddedness is “who is embedded in what?” As a dimension of social embeddedness, 

relational embeddedness refers more broadly to how well two actors know each other; 

in other words, it captures the nature of inter-personal relationships (Moran, 2005) and 

posits that an individual’s actions are determined by the nature of inter-personal 

relationships (Hite, 2005; Uzzi & Gillespie, 1999). Consequently, the concept’s answer 

to Hess’s question is: actors are embedded in personal relationships that exhibit certain 

characteristics or qualities and share past interactions (Granovetter, 1992; Hite, 2003; 

Nahapiet & Ghoshal, 1998). 

 

Following Hite’s (2003) rationale that one must distinguish between the nature 

and impact of inter-personal relationships in order to reveal the explanatory power of 

relational embeddedness, this section focuses on the nature of inter-personal 

relationships through examining three recursively-linked dimensions and their 

connections: quality, conduit and governance. Quality refers to how the relationship is 

perceived or can be characterised; conduit is based on the notion that inter-personal 

relationships are regarded the medium for exchange and flows of resources; mode of 

governance speaks to the mechanisms that facilitate inter-personal relationships. Figure 

3 visualises these three dimensions and their relationships. 
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Figure 3 – Quality, conduit and governance: Three dimensions constitute the nature of 
relationally embedded relationships 

 
 

 Although all three dimensions of relational nature can be recognized in the SL 

discourse (e.g. Delano-Oriaran et al., 2015; Hidayat et al., 2009; Jacoby, 2003; Stoecker 

& Tryon, 2009), insights into the nature of inter-personal relationships in SL are scarce 

and scholars have not yet proposed an integrated theoretical framework (Bringle & 

Steinberg, 2010; Cruz & Giles, 2000) that allows for an investigation of the social 

intricacies of inter-personal relationships in SL. For example, the distinction between 

transaction-based and transformative relationships in SL (Clayton et al., 2010; Enos & 

Morton, 2003) implies a certain relational nature. While the former is short-lived, the 

latter refers to relational attributes such as closeness, integrity (Bringle et al., 2009) and 

equality (Brower, 2011; Kenworthy-U’Ren et al., 2006) – all of which speak to the 

quality of a relationship. The notions of reciprocity - which is often presented as a 

relational ideal in the SL discourse (e.g. Boland, 2014; Jacoby et al., 2003) - and 

transparency (McMillan & Stanton, 2014) imply an exchange of resources (Worrall, 

2007) and thus speak to the dimension of conduit. Community members for example 

have been found to deliver a project brief (Gugerty & Swezey, 1996; Jacoby, 1996) and 

to provide students with the information and documents necessary to perform their 

service (Purdy & Lawless, 2012; Worrall, 2007). Students on the other hand provide 

novel insights and thus create value (Papamarcos, 2002). With regards to the mode of 

governance in SL relationships, SL scholars posit that faculty members for example 

must build trust (Brower, 2011; Gugerty & Swezey, 1996; Tinkler et al., 2014) to 

effectively engage with community members who tend to first meet members of HEIs 

with distrust (Cushman, 2002).  
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 Relational embeddedness combines all three dimensions and thus provides an 

integrated framework for studying and better understanding the nature of inter-personal 

relationship in SL. The three dimensions are discussed in turn in the remainder of this 

section. 

  

2.2.2.1 Quality 
The first dimension of relational embeddedness refers to the quality or qualities of 

social relationships (Burt, 1997a; Dhanaraj et al., 2004; Kale et al., 2000; Moran, 2005; 

Siciliano, 2016; Simsek et al., 2003; Uzzi, 1996). In the scholarly debate about what 

constitutes quality of a relationship according to a relational embeddedness perspective, 

the terms ‘tie strength’ (e.g. Granovetter, 2005; Ozdemir et al., 2016; Tiwana, 2008) and 

‘embeddedness’ (Hite, 2003; Moran, 2005) are frequently used interchangeably to 

capture the notion of quality (e.g. Bonner et al., 2005; Dhanaraj et al. 2004; Ozdemir et 

al., 2016; Rindfleisch & Moorman, 2001; Rowley et al., 2000). While there are in fact 

scholars who deliberately distinguish between the two terms (e.g. Hite, 2003; Kohja et 

al., 2010), there is a lively debate about, but no consensus on, what constitutes tie 

strength (e.g. Burt, 1997a; Choi & Kim, 2008; Ebers & Maurer, 2014; Eisingerich et al., 

2010; Granovetter, 1973, 1983; Jack, 2005; McEvily & Zaheer, 1999; Levin et al., 

2001; Levin & Cross, 2004; Reagans & Zuckerman, 2001). Moreover, it appears to be 

the reality of scholarly practice to frequently use embeddedness and tie strength 

synonymously, by interchangeably using attributes typically associated with one term 

(e.g. frequency of interaction for tie strength) for describing the other (e.g. Hite, 2003). 

Consequently, I will draw on both streams of literature to capture the dimension of 

quality.  

 

According to Uzzi (1996) embedded ties stand at one end of a spectrum of 

exchange relationships, opposite ‘market’ or ‘arm’s-length’ ties (Dacin et al., 1999; 

Uzzi & Lancaster, 2003). While ‘arm’s-length’ relationships represent a ‘market-like 

structure’ (Uzzi, 1996), are transaction-oriented and profit-seeking (Uzzi & Lancaster, 

2003), embedded relationships shift “the logic of opportunism to a logic of trustful 

cooperative behaviour” (Uzzi & Lancaster, 2003: 384). Similarly, Nahapiet & Ghoshal 
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(1998) define relational embeddedness as “personal relationships people have 

developed with each other through a history of interactions” (1998: 244) drawing, 

among others, on characteristics such as the feeling of closeness or interpersonal 

solidarity.  

 

Since Granovetter (1985) originally proposed frequency of interaction, 

reciprocity and affect (also, Krackhardt, 1992) as characteristics of embedded 

relationships, scholars have identified and used a plethora of attributes (and 

combinations thereof) to capture the notion of quality in relationally embedded 

relationships. Table 4 provides an overview of the breadth of qualities and indicators 

used by scholars to describe what differentiates embedded relationships from other 

dyadic exchange relationships.  

 
Table 4  - Qualities and indicators of relational quality 

Qualities 

Affect/philos/passion (Granovetter, 1973; 1983; Krackhardt, 1992; Uzzi, 1999), 

cohesiveness (Chang, 2009), (overlapping) identity (Nahapiet & Ghoshal, 1998), 

intensity (Provan & Lemaire, 2015), intimacy (Burt 1997a; Granovetter, 1973), 

mutuality (Bonner et al., 2005; Powell, 1990), mutual understanding (Barden & 

Michell, 2007; Ozdemir et al., 2016), reciprocity (Granovetter, 1973; 1983; Krackhardt, 

1992; Plickert et al., 2007; Portes & Sensenbrenner, 1993; Powell, 1990; Uzzi, 1999), 

respect (Jack, 2005), trust (Barden & Mitchell, 2007; Bonner et al., 2005; Hite, 2003; 

2005; Jack, 2005; Lin et al., 2009; Nahapiet & Ghoshal, 1998; Ozdemir et al., 2016; 

Powell, 1990; Uzzi, 1996) 

Indicators 

Accommodation (Powell, 1990), activity (Burt, 1997a), collaboration (Powell, 1990), 

commitment (Barden & Mitchell, 2007; Chang, 2009; Uzzi, 1999), duration (Melamed 

& Simpson, 2016), facilitation (MacLean, 2001), familiarity (Jack, 2005), flexibility 

(Bonner et al., 2005), frequency (Granovetter, 1983; De Burca et al., 2001; Levin & 

Cross, 2004), personal involvement (De Burca et al., 2001), personal knowledge or 

history (Jack, 2005; Powell, 1990), proximity (Smith & Stevens, 2010), solidarity 

(Nahapiet & Ghoshal, 1998; Portes & Sensenbrenner, 1993) 
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Scholars stand in the tradition of using these characteristics, or some 

combination thereof, to define what relationally embedded relations are. Considering 

the extensive list of characteristics, Hite’s (2003: 13) question whether these attributes 

“are present in all relationally-embedded network ties or whether these are 

characteristics that could be present in some relationally-embedded ties”, seems still 

valid today. Hite (2003; 2005) has challenged the widely held assumption of 

homogeneity that leads scholars to distinguish relationships in a dichotomous manner 

(e.g. Plickert et al., 2007) – either a relationship is embedded or not. Instead, Hite 

(2003) has reminded us of the idiosyncratic nature of inter-personal relationships 

(building on Dyer & Singh, 1998) and thus the concept’s heterogeneity. Consequently, 

she shifted the question from whether an inter-personal relationship is embedded or not, 

to how it is embedded in any given context. Assuming heterogeneity more accurately 

describes the nature of social relationships and allows for an explanation of “why some 

relationally-embedded ties provide advantages while others generate disadvantages” 

(Hite, 2003: 14). 

 

The literature concerned with the quality of relationally embedded relationships 

reveals that scholars use a plethora of characteristics to define what constitutes 

relational quality. The breadth of those characteristics leaves a clouded image of 

relational quality and warrants an exploration of the attributes defining the quality of 

inter-personal relationships studied in this thesis to gain clarity and better understand 

why certain relationships generate certain outcomes.  

 

2.2.2.2 Conduit 
The second dimension of relational embeddedness assumes that personal interactions 

enact relational features such as reciprocity or obligation (Coleman, 1990) and thus 

implies that embedded relationships are conduits for flows of resources (Ahearne et al., 

2014; Arya & Lin, 2007; Balkundi & Harrison, 2007; Barden & Michell, 2007; Baum et 

al., 2000; Gnyawali & Madhavan, 2001; Gulati et al., 2000; Krause et al., 2007; 

Marineau et al., 2016; Plickert et al., 2007; Portes & Sensenbrenner, 1993; Tsai & 

Ghoshal, 1998; Zhaeer & Bell, 2005; Zaheer & Zaheer, 1997).  
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Defining Social Capital 

The notion of conduit suggests that embedded relationships can be a medium for the 

exchange of resources and thus refers to something that is passed through that link, 

which is conceptualised as social capital. Despite a lack of consensus on a universal 

definition of the concept (Delli Paoli & Addeo, 2011), scholars seem to agree that social 

capital describes goodwill or valuable resources that reside within and are accessible 

through an actor’s durable personal relationships (Bordieu, 1986; Coleman, 1990; 

Granovetter, 1992; Hite, 2003; Known & Adler, 2014; Moran, 2005). It thus refers to 

resources that would not be available to a focal actor without concrete personal 

relationships (Coleman, 1988), which suggests that “social capital is neither as easily 

alienable […] as physical or financial capital nor as mobile as human capital” (Moran, 

2005: 1129); which arguably makes it a rather enduring source of advantage (Adler & 

Kwon, 2002; Burt, 2000; Kogut, 2000; Moran, 2005; Moran & Ghoshal, 1999).  

  

Organizational scholars have investigated the benefits of social capital in 

organizational life and thereby distinguish between an individual’s (e.g. Burt, 1992, 

1997a; Krackhardt, 1990; Brass & Burkhardt, 1993; Granovetter, 1973; Podolny & 

Baron, 1997; Sparrowe & Liden, 1997), a group’s (e.g. Carpenter et al., 2012: 1338; 

Lin, 2001; Oh et al., 2004; Reagans & Zuckerman, 2001) or a firm’s (e.g. Leana & Van 

Buren, 1999; Moran, 2005; Delli Paoli & Addeo, 2011; Uzzi, 1996) social capital. On 

an individual level for example, research shows that social capital affects one’s 

individual (in-role) performance (Mehra et al., 2001) and managerial performance 

(Ahearne et al., 2014; Moran, 2005). On a group level, social capital has been found to 

affect group performance (Rulke & Galaskiewicz, 2000), group effectiveness (Reagans 

& Zuckerman, 2001; Reagans et al., 2004), and group creativity (Chen et al., 2008).  

 

The Relationship Between Networks and Embeddedness 
Social capital illustrates the distinct and yet interconnected nature of social networks 

and embeddedness. Social networks can be defined as “a set of nodes (e.g. persons, 

organizations) linked by a set of social relationships (e.g. friendship, transfer of funds, 

overlapping membership) of a specified type” (Laumann et al., 1978: 458; also, Brass et 
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al., 2004). Resources residing within social networks and structural patterns of 

connections across actors have been identified as two sources of social capital related 

advantages (Adler & Kwon, 2002). In that sense, “social capital reflects the 

instrumental utility and beneficial consequences of a social network to its participants” 

(Carpenter et al., 2012: 1332; Bordieu & Wacquant, 1992; Burt, 1997b; Lin, 2001; 

Nahapiet & Ghoshal, 1998). Those beneficial consequences of social capital can for 

instance refer to information, influence and solidarity (Known & Adler, 2014). 

 

However, personal relationships are the principal level of networks and 

foundation of any larger or aggregated unit (Andersen, 2013; Barden & Mitchell, 2007; 

Greve and Salaff, 2003; Jack, 2010). Similarly, embeddedness is based on dyadic 

relationships as the principal unit of analysis (e.g. Burt, 1997b; Uzzi, 1996). In that 

light, embeddedness is regarded as the “central mechanism through which networks 

provide participants with resources and structural benefits and generate social capital” 

(Carpenter et al., 2012: 1332; Moran, 2005; Walker et al., 1997). Consequently, social 

capital can be defined as those resources that are actually and could potentially be 

mobilized through inter-personal relationships (Delli Paoli & Addeo, 2011) because 

ultimately, relationships facilitate social capital generation within social networks. 

 

Relational and structural embeddedness alike have been discussed by scholars as 

important mechanisms to accessing social capital residing in social networks (Hite, 

2003; Carpenter et al., 2012). The function of both dimensions of embeddedness as 

facilitating mechanisms of social capital refers to the debate of network closeness and 

openness whereby, in the literature, closeness tends to be almost synonymous to closure 

(Coleman, 1988; 1990) and openness to structural holes (Burt, 1992; 2000; 2002). In a 

closed network all members are directly related and bound together by strong 

relationships. The constellation and quality of those relationships foster social cohesion, 

reduce uncertainty, and nurture an environment characterised by shared norms, trust, 

reciprocity, cooperation and mutual support (Coleman, 1988; 1990; Granovetter, 1993; 

Moran, 2005; Portes, 1998; Reagans & McEvily, 2003; Rindfleisch & Moorman, 2001; 

Shipilov & Li, 2008; Valente, 1995; Uzzi, 1997).  
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An open network on the other hand exhibits holes meaning that some members 

may not know each other personally and are only indirectly related through a common 

node (Burt, 1992; Eisingerich et al., 2010). For structural holes to exist, one actor must 

assume a brokerage position between two indirectly related individuals, which may 

offer referral opportunities (Battilana & Casciaro, 2012; Zaheer & Bell, 2005). 

Referring to Granovetter’s (1973; 1983) ‘strength of weak ties’ hypothesis (see Tutić 

and Wiese (2015) for a recent review), Burt (1992) assumes that these indirect 

relationships or ‘non-redundant ties’ (structural holes) provide the focal actors with 

benefits through access to new (non-redundant) information.  

 

It can be concluded that social capital, the goodwill or resources residing within 

concrete personal relationships, is only available to individuals because of their personal 

(dyadic) connection. In other words, embedded relationships are conduits that offer 

advantages to focal actors that would otherwise not be accessible. While social capital 

describes the resources residing in personal relationships - and in an aggregated form, in 

a social network – embeddedness is the mechanism facilitating the access and utility of 

social capital, thus “composing the fundamental theoretical basis of social capital 

research” (Carpenter et al., 2012: 1334). According to this perspective, embeddedness 

facilitates for instance information benefits because ‘who you know’ affects ‘what you 

know’ (Nahapiet & Ghoshal, 1998). 

 

2.2.2.3 Mode of Governance 
Scholars assert that relationally embedded relationships are more likely to rely on 

relational modes of governance such as trust (Hite, 2003; 2005), relational contracting 

(Uzzi, 1996), and social obligations (Jack, 2010) than non-embedded or (traditional) 

market ties, which are typically interact on a basis of conventional contracting.  

 

Relational trust tends to govern embedded relationships and leads both actors to 

engage in said exchange (Rousseau et al., 1998), which promises resource advantages 

(Aldrich & Zimmer, 1986; Davis & Eisenhardt, 2001; Gnywali & Madhavan, 2001; 

Greve & Salaff, 2003; Hansen, 1995; Ketchen et al., 2007; Ozdemir et al., 2016; Powell 

et al., 1996; Shane & Cable, 2002; Zhang, 2010) and performance gains (Fransen et al., 
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2011; Zaheeer et al., 2010). Just as both parties become more psychologically and 

financially invested into their relationship, trust may further intensify their 

interdependence (Larson & Starr, 1993). Moreover, since relationally embedded actors 

value confidentiality (Zucker, 1988), trust and information sharing have been 

conceptualised to be mutually determined (Chang, 2009; Dyer & Chu, 2003; Shapiro et 

al., 1992). Relational trust is typically grounded in previous personal interactions and 

experiences with the other party (Moran, 2005; Uzzi, 1996), which reduces conflict and 

eases the negotiation process (Zaheer et al., 1998). Trust assumes that actors are 

confident that the other will not exploit one’s weaknesses and vulnerabilities (Barney 

and Hansen, 1994; Uzzi, 1996; 1997). Put differently, actors accept the risk of being 

vulnerable and interdependent (Rosseau et al., 1998; Smith & Lohrke, 2008). 

Consequently, a breach of that trust can put an entire relationship at risk (Kilduff & 

Brass, 2010; Zhang, 2010).  

 

In addition to trust, embeddedness promotes the development of relational 

norms (and sanctions), a second governing mechanism (Bonner et al., 2005; Dobbin, 

2004; Larson & Starr, 1993; Rowley et al., 2000). Norms can be defined as “shared 

ideas about the proper way to behave” (Granovetter, 2005: 34). They reduce risk and 

uncertainty (Coleman, 1988) and facilitate cohesion (Kogut, 2000) in a dyadic 

relationship since behaviour becomes more predictable (Brass et al., 2004; Burt, 2000; 

Gulati, 1998). Shared norms limit opportunistic behaviour through opportunities of 

social sanctions (Dobbin, 2004; Polidoro et al., 2011). Even though an individual’s level 

of liberty is hence restricted, all connected actors benefit from the evoked mutual trust 

(Andersen, 2013).  

 

Summary 
According to the relational embeddedness literature, the nature of inter-personal 

relationships consists of three dimensions: the qualities or attributes of relationships; the 

role of personal links as mediums for exchange of resources; and the mode of 

governance employed by connected actors. Although all three dimensions can 

empirically be recognized in the SL literature, research on the nature of relationships in 

SL is scarce and lacks an integrated theoretical framework. Adopting a relational 
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embeddedness perspective suggests a plethora of characteristics to define what 

constitutes relational quality. Moreover, while it confirms indicative empirical findings 

in SL that social actors exchange resources and information, the theoretical framework 

also helps to understand how actors go about that. Scholars posit that relationally 

embedded actors – rather than arm’s-length ties – are more likely to employ relational 

modes of governance based on trust instead of formal contracting. The integrated 

framework further posits that all three dimensions determine one another. Having 

discussed the nature of inter-personal relationships, the subsequent section explores the 

second component of relational embeddedness, namely the impact embedded relations 

have on people’s lived experience or performance. 

 

2.2.3 Relational Impact 

Building on the embeddedness discourse, this section explores the effects inter-personal 

relationships can have on individual and team performance. The literature implies 

heterogeneity of inter-personal relationships, in that it finds actors to be embedded in 

positive or negative relationships and their outcomes to be damaging or creative (e.g. 

Borgatti & Foster, 2003; Borgatti et al., 2009; Brass et al., 2004; Day et al., 2013; 

Everett & Borgatti, 2014; Labianca, 2014; Labianca & Brass, 2006; Powell, 1990; 

Sparrowe et al., 2001; Uzzi, 1996). In other words, embeddedness outcomes can be 

distinguished into benefits and costs (Andersen, 2013) or, as borrowed from the 

literature on social capital (Borgatti & Foster, 2003), relational impact has a ‘light side’ 

and ‘dark side’.  

 

 The findings regarding damaging and creative relationships on individual or 

team performance more generally are relevant to a SL context where scholars have 

found that community and peer relations can have positive and negative effects on 

related actors and their lived experience. However, insights into those effects are scarce 

and have not yet been studied in a cohesive manner, partly because the discourse lacks 

an integrated theoretical perspective (Bringle & Steinberg, 2010). Scholars recognize 

for example that students’ SL experience is inextricably linked to emotions (Kayes, 

2002; Pless et al., 2011; Sheffield, 2015) that can stem from students’ engagement with 

their work and from social interactions. While students can be satisfied that they have 
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completed their work and created value for their beneficiary (Carson & Domangue, 

2013), and in return receive empathy from community members (Pless et al., 2011), 

they can also be upset because of an argument they had with community members 

(Giles, 2014). Conklin (2012) suggests that if community members do not adhere to the 

principles of mutuality (e.g. Stuhlmiller & Torchard, 2015) or commitment (e.g. 

Delano-Oriaran et al., 2015), students are constrained in their ability to learn from the 

experience. However, if students fail to deliver, costs for community members become 

too great (Tryon et al., 2008). In a transformational relationship, faculty and community 

members create knowledge together (Cushman, 2002) whereas ‘exploitative’ 

relationships (Clayton et al., 2010) are unrewarding and harmful as they leave at least 

one party dissatisfied (Bringle et al., 2009). Moreover, while community members can 

feel valued and utilized in relationships characterised by equality (DiPadova-Stocks & 

Brown, 2006; Gugerty & Swezey, 1996; Leiderman et al., 2003), they can also be 

discouraged if faculty members meet them with arrogance or condescendence 

(DiPadova-Stocks, 2005; Mintz & Hesser, 1996; Wolf-Wendel, 1997, 2000).  

 

 As noted earlier, relational embeddedness has been used as a theoretical 

perspective in organisation research to study the creative and harmful effects inter-

personal relationships have on actors’ experience and performance. This theoretical 

perspective suggests that the nature and impact of inter-personal relationships are 

inextricably linked (Hite, 2003). Consequently, by drawing on the three dimensions of 

relational nature, I first outline the enabling consequences of personal relationships 

before I secondly summarize their constraining impact.  

 

2.2.3.1 ‘Light Side’ – Creating Advantages 
The ‘light side’ explores how inter-personal relationships can have an enabling effect on 

an actor’s behaviour or perception of that relationship. As mentioned before, the terms 

embeddedness and tie strength are frequently used synonymously in the literature (e.g. 

Ozdemir et al., 2016). Consequently, in this section, the terms strong and embedded as 

well as weak and non-embedded relationships are used interchangeably as attributes to 

describe the nature of an inter-personal relationship, unless explicitly stated otherwise.  
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Embedded or strong relationships are based on qualities such as cooperation 

(Melamed & Simpson, 2016). Also because actors are seen as more motivated to invest 

into and maintain the relationship (Granovetter, 1973), embedded ties have been found 

to be more stable and lasting (Burt, 2000). Non-embedded or weak ties on the other 

hand “entail lower frequency, reciprocity, and affect” (Hite, 2003: 13; also, Granovetter, 

1983). In other words, actors in a non-embedded relationship spend less time with each 

other and are thus thought to be “less similar to us than close friends” (Granovetter, 

2005: 34).  

 

Behavioural Outcomes 
Embedded relationships foster relational modes of governance (Hite, 2005). According 

to Granovetter (1983) the personal bond reduces uncertainty and risk associated with 

exchange and instead increases predictability of behaviour, reliability, and 

trustworthiness (Chang, 2009; Chua et al., 2008; Levin & Cross, 2004). As opposed to 

arm’s-length ties, embedded ties are typically financially and psychology invested 

(Larson & Starr, 1993) and are thus based on social influence and trust (Aral & Walker, 

2014); they are thus found to rely more heavily on relational contracting (Larson & 

Starr, 1993; Uzzi, 1996; 1997). Embedded ties tend to demonstrate non-opportunistic 

behaviour (Morgan & Hunt, 1994; Uzzi, 1997) and provide social support (Seibert et 

al., 2001).  

 

Actors linked through strong relationships are said to be motivated to a lesser 

extent by efficiency gains (Uzzi, 1996) but rather by trust, mutuality and reciprocity 

(Powell, 1990; Levin & Cross, 2004; Uzzi, 1996). With regards to the notions of 

reciprocity and obligation, Uzzi (1996) finds that in exchange relationships, actors 

connected through arm’s length market ties are said to “go by the letter of the contract” 

(1996: 680); in other words, they do not exchange social obligations or favours. 

Relationally embedded ties however, exceed expectations as they go beyond contractual 

arrangements (Hite & Hesterley, 2001). After studying reciprocity in personal networks, 

Plickert et al. (2007) find evidence for the famous phrase ‘what goes around comes 

around’; their results suggest that providing support in the first place is the best hope of 
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receiving some in return – that said the same goes for negative or harmful affections 

(Lyons & Scott, 2012; Venkataramani & Dalal, 2007).  

 

Dyer and Chu (2003) assert that the mode of governance affects the resource 

flow between actors. For example, they assert that in buyer-supplier relationships higher 

levels of perceived trustworthiness foster information sharing and reduce transaction 

costs (also, Levin & Cross, 2004) – this relationship, the authors argue, ultimately 

enhances performance. Similarly, Andersen (2013) finds that embeddedness “decreases 

transaction costs and improves project management” (2013: 140), which can have a 

positive affect on performance. With regards to information sharing, Chang (2009) 

contends that close and cohesive relationships enable partners to “communicate better, 

learn easily from each other and coordinate smoothly” (2009: 1232). In the workplace, 

maintaining personal relationships has equally been associated with fostering individual 

learning (Morrison, 2002) and to facilitate “interpersonal trust and formal cooperation” 

(Ellwardt et al., 2012b: 630) among colleagues.  

 

Information & Knowledge Sharing 

The quality of a relationship has been associated with certain information and 

knowledge advantages. Actors connected through embedded ties are said to exhibit 

increased levels of communication, fine-grained and tacit information, and (complex, 

specific and tactical) knowledge sharing (Dharanaj et al., 2004; Gulati, 1998; Hansen, 

1999; Jack, 2005; Kraatz, 1998; Kohja et al., 2010; Larson, 1992; Levin & Cross, 2004; 

Rowley et al., 2000; Reagans & McEvily, 2003; Rindfleisch & Moorman, 2001; Seibert 

et al., 2001; Tiwana 2008; Uzzi, 1997). For example, Uzzi and Lancaster (2003: 397) 

find that while market ties tend to transfer ‘public’ knowledge and facilitate 

‘exploitative’ learning, embedded ties conduct ‘private’ knowledge and stimulate 

‘exploratory’ learning. In reference to entrepreneurship, Moran (2005:1135) reminds us 

that because of their willingness to “take the time and carefully explain, detail or listen 

to novel or complex ideas”, embedded ties are more motivated than non-embedded 

relationships (Hite & Hesterley, 2001) to place confidence into an emerging 

entrepreneur or venture (Hansen, 1999; Uzzi, 1996); they are in a better position to 

judge and request information (Kraatz, 1998; Powell, 1990; Shane & Cable, 2002). 
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On the contrary to embedded relationships, weak ties are more likely to share 

novel, non-redundant, and codified information (Burt, 1992; Hansen, 2002; Levin & 

Cross, 2004; Levin et al., 2011; Reagans & McEvily, 2003). This links back to a 

structural level in that weak ties are expected to be bridges or access points into other 

networks (Granovetter, 2005; Jack & Anderson, 2002; Seibert et al, 2001; Tortoriello & 

Krackhardt, 2010), in which they are exposed to a broader variety of information, 

knowledge and opinions – increasing one’s information access and diversity (Burt, 

1992; Granovetter, 2005), which may foster individuals’ levels of creativity (Cattani & 

Ferriani, 2008; Perry-Smith, 2006). On a project team level, Hansen (1999; 2002) finds 

that maintaining weak (indirect) ties across project teams facilitates the exchange of 

rather straightforward and simple knowledge and thus enhances any team’s 

performance. Based on the notion of altering or evolution due to increasing levels of 

interaction, non-embedded relationships can become embedded (Block, 2015; Hite, 

2005; Hite & Hesterley, 2001; Lamine et al., 2015; Larson, 1992; Larson & Starr, 1993; 

Lubbers et al., 2010) and thus move from “calculative to affective” (Jack, 2010: 315).  

 

Sharing Resources 
More generally, embeddedness has been associated with higher levels of resource 

exchange (Bonner et al., 2005; Granovetter, 1983; Hansen, 1999; Hite, 2005; Moran, 

2005; Podolny, 2001; Shane & Cable, 2002, Uzzi, 1997). In the case of entrepreneurs, 

Jack and Anderson (2002) contend that embeddedness grants a focal actor access to 

“latent resources and resources […] otherwise not available to the entrepreneur” (2002: 

468; Coleman, 1988). Jack (2005) adds that when seeking help or advice, entrepreneurs 

are more likely to turn to strong ties (also, Hite & Hesterley, 2001; Mizruchi & Stearns, 

2001) than weak and rely on their brokering capabilities (Uzzi, 1996) in order to form 

new relationships and thus tap into different social circles. Helping to forge new 

relationships suggests that relationships can be a resource, which requires a transfer of 

reputational capital or trust into the newly forged relationship (Battilana & Casciaro, 

2012; Zaheer & Bell, 2005). Along those lines, actors connected through strong ties are 

likely to help each other out by acting as brokers (Staber & Aldrich, 1995) when they 

refer each other to indirectly related actors as means of granting the other access to 
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additional and novel resources (Jack, 2005). Due to their already established 

relationship and trust, embedded ties seem to be superior to non-embedded ties in 

accessing and brokering resources - not least because of their credibility and transferral 

of reputation (Hite, 2005; Larson & Starr, 1993; Levin & Cross, 2004; Uzzi, 1996; 

Zhang, 2010). 
 

Performance Outcomes 

Partly because of the chosen mode of governance, information, and resource benefits, 

scholars argue that embeddedness ultimately increases performance (Kale et al., 2000). 

Individual performance or one’s own self-efficacy respectively is positively influenced 

by accessing peers’ knowledge and their self-efficacy (Siciliano, 2016). With regards to 

individual performance, connecting with well-positioned individuals, either through 

strong or weak ties, within the organisation, in other units or teams, can enhance access 

to knowledge, job satisfaction, realised salaries, task performance, career performance 

and upward mobility (Brass, 1984; Bonacich & Lloyd, 2004; Podolny & Baron, 1997; 

Seibert et al., 2001; Seidel et al., 2000; Sparrowe et al., 2001). Moreover, embedded ties 

exhibit greater problem-solving capabilities partly because of their familiarity and 

understanding of the other actor’s organisational or personal context (Kohja et al., 2010; 

Uzzi, 1996).  This resonates with Larson’s (1992) finding that there is a feedback 

culture between embedded ties, which improves response time to issues, and that in 

embedded relations partners build on each other’s knowledge (Rindfleisch & Moorman, 

2001). 

 

Performance effects such as individual or organisational performance gains 

(Brass et al., 2004), better venture growth (Brüderl & Preisendörfer, 1998) and 

increased chances of firm survival (Uzzi, 1996) have been discussed in reference to 

maintaining the right balance of embedded and non-embedded relationships (Uzzi & 

Lancaster, 2003). Rowley et al. (2000) call for caution however when they note that 

based on their properties, strong and weak ties may be more beneficial than the other in 

certain situations. They find that strong ties increase performance in a stable context, 

whereas weak ties show greater value in volatile environments. In the same vein, Brass 

et al. (2004: 806) conclude that, “weak ties that facilitate information collection are 
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more valuable when there is much information to collect, while strong ties are more 

important when firms seek to reduce competitive intensity in stable industries.” This 

discussion reminds us that the context of a relationship or configuration thereof can 

determine its value (Hite & Hesterly, 1999; Rowley et al., 2000). At any rate, the 

literature suggests different types of relationships serve different purposes, conduct 

different types of resources, and facilitate different modes of governance (Baum et al., 

2000; Brüderl & Preisendörfer, 1998; Burt, 1992; Elfring & Hulsink, 2003; 

Granovetter, 1973; Hallen & Eisenhardt, 2012; Hite, 2005; Jack, 2005; Mizruchi & 

Stearns, 2001; Uzzi, 1997). 

 

Summary 

In reference to the previously presented framework, the ‘light side’ draws on the three 

intertwined dimensions of relational nature (i.e. quality, governance, and conduit) to 

articulate expectations as to how embedded relationships positively influence 

behaviour, foster information and knowledge advantages, determine particular flows of 

resources, and ultimately affect performance. Some of those aspects have been raised in 

the SL discourse. However, adopting a relational embeddedness perspective provides an 

integrated theoretical framework and a rich body of literature that allows for a better 

understanding of relational effects observed in a SL context. 

 

2.2.3.2 ‘Dark Side’ – Generating Disadvantages 
In contrast to the previous section, the ‘dark side’ of embeddedness clearly 

demonstrates how positively embedded relations can become a burden and trigger 

negative outcomes and how (purely) negative relationships stifle individual, group and 

organisational performance by creating various liabilities for individuals and 

organisations alike.  

 

Labianca and Brass (2006) remind us that despite of an early interest of social 

exchange theorists into positive and negative features of social relationships (e.g. 

Homans, 1961; Tagiuri, 1958), researchers have become preoccupied with its benefits 

and social capital (Gargiulo & Benassi, 2000; Marineau et al., 2016). Today, there 

appears to be revived interest in organisation research in the liabilities of social 
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relationships (e.g. Venkataramani et al., 2016). With regards to the quality of 

relationships, the literature distinguishes between 1) positive relations that may have a 

negative impact on the relationship - i.e. ’dark side of social capital’ (Gargiulo & 

Benassi, 2000) or ‘over-embeddedness’ (Uzzi, 1996; 1997) – and 2) purely negative 

relationships that host (at least one-sided) negative feelings or behavioural intentions 

(Benson et al., 2015; Casciaro & Lobo, 2008; Labianca and Brass 2006; Labianca, 

2014).  

 

Referring to the relational embeddedness framework, both types of relationship 

remain conduits for exchange but the content and effects are negative and instead refer 

to dislike, avoidance, conflict, incivility, gossip, and social exclusion and undermining 

(DeWall, 2014; Duffy et al. 2002; Ellwardt et al., 2012a & 2012b; Everett & Borgatti, 

2014; Grosser et al., 2010; Labianca & Brass, 2006; O’Connor & Gladstone, 2015; 

Porath et al., 2015; Rambaran et al., 2015; Venkataramani et al., 2016). The modes of 

governance employed seem damaged or destroyed and can best be described by 

antonyms such as distrust. Negative ties for instance may previously have been 

positively embedded relationships but turned sour due to disagreement and contested 

credibility (An & Schramski, 2015) or the exploitation of trust (Uzzi, 1997). All in all, 

negative ties are ‘de-energizing’ (Gerbasi et al., 2015) and “relate to a diverse set of 

liabilities for individuals” (Marineau et al., 2016: 238) or organisations.  

 
The Constraining Rationale of Embedded Relationships 

The notion of over-embeddedness (Uzzi, 1996; 1997) refers to an over-reliance on 

embedded ties that reduce efficiency by producing redundant information (Burt, 1992) 

and encouraging homogeneity (Granovetter, 1973). Resource misallocation (Day et al., 

2013) describes that two connected parties may neglect the economic viability of an 

exchange relationship and spend too much time and resources on one particular 

(embedded) connection (Granovetter, 1985; Johnson et al., 2015; Sorenson & 

Waguespack, 2006; Uzzi, 1996) – which makes it harder to exit a relationship as time 

passes (Powell, 1990). That said closeness and greater levels of interdependency can 

also discourage partners from investing more energy and resources into the relationship 
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since it its perceived to be secure – “causing their collaborative commitment to 

deteriorate” (Chang, 2009: 1232).  

 

Mutual trust can be beneficial but also leave actors blind for new opportunities, 

for instance building new (economically more viable) relationships with a third party 

(Brass et al., 2004). For example, Seabright et al. (1992) find that in service exchange 

relationships, people might hold on to their contracts with relationally embedded ties, 

though switching service providers might be more economical. Uzzi (1997) confirms 

this effect of stifling action due to feelings of friendship or social obligation when 

“social aspects of exchange supersede the economic imperatives” (1997: 59). In a team 

setting, high levels of trust can negatively affect team performance because members 

stop questioning and criticising each other (Fransen et al., 2016) and tend not to seek 

external (potentially enriching) opinions (Chung & Jackson, 2013).  

 

Similarly, it has been noted that embedded relationships can cloud one’s 

judgment about an advisor’s actual trustworthiness, performance and power (Fischer & 

Sciarini, 2015; Kautonen et al., 2010). In that light, Mizruchi and Stearns (2001) find in 

a study concerned with decision-making processes in the bank industry that bank 

managers primarily tend to their close relationships when confronted with higher levels 

of uncertainty and unfamiliarity. Due to their embeddedness however, the offered 

advice is deconstructive in nature as is tends to be supportive and uncritical, disguising 

the true nature of a decision and ultimately preventing the decision-maker from 

considering alternative views (also, Andersen, 2013; Lin, 2001).  

 

Workplace friendships have been found to be a mixed blessing. Casciario and 

Lobo (2008) conclude that in intra-organisational peer networks, people tend to 

(repeatedly) interact with those colleagues whom they like rather than with those who 

are most competent, preventing them from fully tapping into the organisation’s 

knowledge pool. Scholars acknowledge that friendships among colleagues can enhance 

their performance due to shared trust but that effect can be offset by the maintenance 

efforts associated with friendships and hence, ‘emotional exhaustion’ (Methot et al., 

2016: 311; also, Johnson et al., 2015).  
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Evidently, embeddedness has its limits and its effects can turn into liabilities if a 

threshold of interdependence is crossed (Uzzi, 1997). For example, building embedded 

(exchange) relationships requires realism and honesty or they are doomed to “fail if the 

parties do not recognize the limitations of the commitment they can credibly mark” 

(Azoulay et al., 2010: 472). The authors also find that relationships can develop 

negative emotions if compromises are misperceived by related actors as failures. 

Generally speaking, Shane and Cable (2002) find that having an established relationship 

(either through a direct or indirect relationship) with financial supporters is generally 

beneficial as it increases the likelihood of securing funding. However, in his analysis of 

entrepreneurs’ resource acquisition mechanisms, Zhang (2010) shows that mixing 

personal relationships with business affairs – i.e. asking friends for resources – can 

invoke conflict and jeopardize a personal relationship.  

 

The Impact of Negative Relationships 

In addition to embedded relationships becoming a liability that stifles performance, 

personal connections can also be embedded in purely negative relationships (Benson et 

al., 2015; Labianca, 2014). Labianca and Brass (2006) suggest that negative relations in 

the workplace can be detrimental to individuals and in turn, the organisation. The 

authors argue that in addition to direct effects on individuals (e.g. one’s emotional well-

being), organisational processes such as communication and workflows may suffer 

from colleagues disliking or harming one another, putting the organisation at risk 

(Lyons & Scott, 2010; Sparrowe et al., 2001).  

 

Negative ties have been linked to lower trustworthiness, individual performance 

and self-efficacy, counterproductive behaviour, lower organisational attachment, 

discomfort, and decreased (social) satisfaction with one’s group (Baldwin et al., 1997; 

Chua et al., 2008; Duffy et al., 2002; Gerbasi et al., 2015; Marineau et al., 2016; 

Sparrowe et al., 2001; Venkataramani & Dalal, 2007; Venkataramani et al., 2013). On 

an individual level, Labianca and Brass (2006) contend that negative ties can reduce 

task performance. This seems unsurprising considering findings that associate negative 

relationships with impairing cognitive functioning and damaging motivation to become 
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fully involved, which can lower performance (Rafaeli et al., 2012). Moreover, negative 

relationships are distracting and draining because individuals have been found to invest 

a lot of attention and energy into them (Porath et al., 2008). Gerbasi et al. (2015) refer to 

those relationships as ‘de-energizing’ and suggest that these effects may be explanations 

as to why individuals involved in negative relationships have been found to exhibit 

lower learning and recalling capabilities (Ellis et al., 1997). When looking for answers 

as to how to limit the effects of negative relationships it has been argued, “individuals 

who are thriving at work are less susceptible to de-energizing relationships on job 

performance” (Gerbasi et al., 2015: 1423). 

 

Other potential explanations for reduced performance levels may be grounded in 

the impaired modes of governance or actor’s general attitudes towards their 

relationship. For instance, Chua et al. (2008) suggest that negatively embedded 

relationships harm cognition-based trust, meaning that individuals feel discouraged 

from seeking advice from the person they dislike even if that person is qualified 

(Casciaro and Lobo, 2008). With regards to collaboration, Huxham & Hibbert (2010) 

conclude that actors have natural tendencies (collaborative or competitive) towards 

learning in inter-personal relationships. This is particularly disconcerting in the light of 

recent findings that confirm that trust and advice-seeking are essential for fostering 

learning and idea generation in learning relationships (Alonso et al., 2015).  

 

The findings regarding distrust are in line with the inference that relationship 

conflict in teams leads to lower team performance (Mohammed & Angell, 2004) and 

learning due to detrimental consequences on intra-team trust (Langfred, 2007) and 

cohesion (de Jong et al., 2014). That said researchers identify some ambiguity in 

interpreting the effects of negative relationships when they contend that intra-team 

conflict may actually lead to better team performance and team members’ perception 

thereof (Breugst et al., 2012) because suspicion can trigger more thorough and critical 

decision-making process (Baldwin et al., 1997).  

 

Ambiguity among findings further exists in reference to the levels of extent and 

intensity. Some scholars argue that negative relations can be prevented or resolved 
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when actors exhibit high levels of social member exchange and rely on a high degree of 

task-interdependence (de Jong et al., 2014). Others however contend that the potential 

of harming another person is positively correlated to their mutual extent and frequency 

of interaction (Brass et al., 1998) meaning that “greater interaction exposes individuals 

to more interpersonal conflict as well as information (both positive and negative) about 

the other person that could be used against him or her in other social situations” 

(Venkataramani & Dalal, 2007: 962).  

 

It is therefore unsurprising that gossip typically remains within a particular 

social group (e.g. colleagues in a work group or friends at work) and is targeted at 

specific individuals - usually those at the borders of informal networks - who, as a 

consequence, may feel victimized and challenged in their sense of belongingness 

(Ellwardt et al., 2012a). Along those lines, Grosser et al. (2010) find that due to lower 

levels of trust, gossip among non-embedded colleagues tends to be positive whereas 

friends at work engage in both positive and negative gossip, which is in line with 

findings suggesting that friends tend to agree on whom they dislike (Rambaran et al., 

2015). Gossip relates to the issue of incivility, defined as being impolite and 

disrespectful to peers (Porath et al., 2015). The authors demonstrate that negative ties 

jeopardize significant benefits associated with civil behaviour such as being sought out 

for advice and perceived to be a leader. Going beyond gossip, experiencing social 

exclusion can have a distorting influence on how victims perceive their surrounding 

relationships (O’Connor and Gladstone, 2015).  

 

The ‘dark side’ of relational embeddedness suggests that actors can be 

embedded in purely negative personal relationships. The theoretical framework posits 

that there is a connection between the nature and impact of inter-personal relationships. 

With regards to the quality of relationships, the literature distinguishes between 1) 

positively embedded relationships that suffer become burdensome and ultimately stifle 

performance on multiple levels and 2) purely negative and harmful relationships. On the 

contrary to the ‘light side’ of relational embeddedness, negative relationships are the 

conduits of negative emotions and information. While the burdensome positive 

relationships may actually suffer from over-reliance and thus demonstrate the stifling 
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effects of trust, negative relationships are the antithesis to strong relationships in that 

they are characterised by distrust and a lack of cohesion.  

 

Summary 

The preceding review of negatively embedded relationships reveals that damaging or 

de-energizing relationships can be positive in nature and yet create disadvantages or 

they can be purely negative. With regards to the former, relationships that are positive 

in nature but exhibit an overly strong sense of interdependency and overembeddedness 

can lead to inefficiencies, the exchange of redundant information, a blindness towards 

new opportunities, and reduced flexibility as connected members are locked into their 

embedded relationship and secluded from external options. Truly negative ties 

exchange, at least one-sidedly, negative emotions and can cause harm. They have the 

ability to foster avoidance, impair someone’s self-esteem and sense of belongingness to 

a group or organisation, ultimately affecting one’s self-efficacy, team performance, and 

obstructing organisational processes. The findings regarding negative relationships 

apply to the context of SL and study of student-community and peer-to-peer relations. 

As noted earlier, SL scholars suggest that students’ learning experience can be 

embedded in harmful relationships but insights into those relationships are scarce and 

research lacks a theoretical framework. The relational embeddedness discourse offers a 

rich body of empirical insights and consistent framework for studying harmful 

relationships in a SL context.  

 

2.2.4 Research Theme 2 – The Relationality of SL 

This section introduced relational embeddedness (Granovetter, 1992; Moran, 2005) - a 

dimension of the theories of social embeddedness (Granovetter, 1985) - as a theoretical 

perspective for studying the nature and impact (Hite, 2003) of inter-personal 

relationships on economic action (Granovetter, 1985), including phenomena such as 

individual and team performance (Kale et al., 2000; Labianca, 2014; Siciliano, 2016), 

and on actors’ experience more generally.  

 

These insights on the embeddedness of inter-personal relationships in an 

organisational context more generally, apply to the context of SL since scholars 
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acknowledge that students’ lived experiences are embedded in webs of social relations 

and thereby hint at the importance of dyadic relationships and principles such as 

reciprocity (e.g. Bringle et al., 2009; Bruening et al., 2015; Clayton et al., 2010; Cruz & 

Giles, 2000; Jacoby et al., 2003; Sandy & Holland, 2006) – individual voices such as 

Cruz and Giles (2000) even promote dyads as the unit of analysis. However, research 

into the relationality of SL is scarce and offers opportunities for further research 

(Clayton et al., 2010; Delano-Oriaran et al., 2015; Jacoby, 2015; Kenworthy-U’Ren, 

2008; McMillan & Stanton, 2014; Srinivas et al., 2015; Stoecker & Tryon, 2009). The 

literature review reveals that the current state of inquiry lacks an integrated theoretical 

framework (Bringle & Steinberg, 2010; Cruz & Giles, 2000). I propose relational 

embeddedness as a promising theoretical lens for further investigating the relationality 

of SL.  

 

Adopting a relational embeddedness perspective warrants a distinction between 

the nature and impact of inter-personal relationships (Hite, 2003). Relational nature has 

been conceptualised as a multi-dimensional construct that consists of three recursive 

dimensions: quality, conduit and governance; quality refers to the attributes and 

indicators of a relationship; conduit captures the notion that relationships are the 

medium for flows of exchange and interaction; and governance describes the employed 

mode of governance in any dyadic relationship. With regards to relational impact, it can 

be concluded from the embeddedness literature that actors can be embedded in positive 

or negative relationships that generate creative (‘light side’) or damaging effects (‘dark 

side’) (e.g. Andersen, 2013; Borgatti & Foster, 2003; Brass et al., 2004; Day et al., 

2013; Everett & Borgatti, 2014; Labianca, 2014; Labianca & Brass, 2006). Figure 4 

illustrates that relationship between the two components of relational embeddedness.  
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Figure 4 - Relationship between the nature and impact of relationally embedded relationships 

 
 

 The preceding review of the embeddedness literature reveals a rich body of 

literature and empirical findings, which apply to inter-personal relationships in SL and 

help to better understand empirical insights in the SL discourse. Indicative findings in 

the SL literature speak to both dimensions of the relational embeddedness framework. 

With regards to relational nature, SL scholars find that inter-personal relationships 

between faculty, students and community members exhibit different qualities and 

attributes (e.g. Bringle et al., 2009; Brower, 2011; Clayton et al., 2010), are used as 

conduits for exchanging resources (e.g. Boland, 2014; Purdy & Lawless, 2012), and 

employ for example trust as a mode of governance (e.g. Tinkler et al., 2014). Moreover, 

earlier research on the relationality of SL suggests that inter-personal relationships can 

create advantages (e.g. Cushman, 2002; DiPadova-Stocks & Brown, 2006; Pless et al., 

2011) and disadvantages (e.g. Giles, 2014; Tryon, 2008). The literature also appears to 

acknowledge that there is a link between the nature and impact of relationships. For 

example, community members have been found to be discouraged by an arrogant and 

condescending attitude of faculty members (DiPadova-Stocks, 2005).  

 

 By applying the relational embeddedness framework, this thesis aims to expand 

on recent research on inter-personal relationships in SL (e.g. Kenworthy-U’Ren, 2008; 

McMillan & Stanton, 2014; Srinivas et al., 2015; Voss et al., 2015). In particular, I aim 

at shedding light on the nature of two neglected relationships in SL, namely student-

community and peer-to-peer relations, and how those can impact students’ lived 
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experiences and ultimately learning. Building on the notion of student autonomy (see 

section 2.1.4), the empirical context does not assume faculty intervention. 

 

Student-Community Relations 

Community relationships in the SL literature are widely under-researched (Bortolin, 

2011; Bringle & Steinberg, 2010; Celio et al., 2011; Cruz & Giles, 2000; Dorado & 

Giles, 2004; Geller et al., 2016; Jacoby, 2015; Sandy & Holland, 2006; Ward & Wolf-

Wendel, 2000). Considering the importance of community clients, this is negligent – 

after all, “in the absence of community-campus relationships, it is difficult to imagine 

how service-learning might even exist” (Sandy & Holland, 2006: 30).  

 

With regards to campus-community relationships, the service-learning discourse 

already recognizes descriptors of relational quality and liability: collaboration (Porter et 

al., 2008; Stuhlmiller & Torchard, 2015), equality (Kenworthy-U’Ren et al., 2006), 

hierarchy (Ward and Wolf-Wendel, 1997, 2000), mutuality (Jacoby, 2015; Skilton-

Sylvester and Erwin, 2000), partnership (Clayton et al., 2010; Jacoby, 2015; McMillan 

& Stanton, 2014; Srinivas et al., 2015; Tinkler et al., 2014; Voss et al., 2015), 

reciprocity (d’Arlach et al., 2009; Dostillo et al., 2012; Enos & Morton, 2003; Gelmon, 

et al., 2003; Jacoby & Associates, 2003; Richards & Novak, 2010; Saltmarsh, 2005), 

superiority (DiPadova-Stocks, 2005; DiPadova-Stocks & Brown, 2006) and 

transparency (McMillan & Stanton, 2014).  

 

Furthermore, scholars acknowledge potential advantages and disadvantages 

associated with SL engagement for both parties (Bringle & Hatcher, 1999; Bushouse, 

2005; DiPadova-Stocks, 2005; Jacoby, 2015; Kendall, 1990; Kenworthy-U’Ren, 1999; 

Srinivas et al., 2015; Stoecker & Tryon, 2009; Tryon et al, 2008) and that students and 

community members can engage in mutually constructive relationships (Snell et al., 

2015) and learn from each other (DiPadova-Stocks, 2005; Jacoby, 1996; Mintz & 

Hesser, 1996; Ward & Wolf-Wendel, 2000); that in fact, community members can 

become co-educators (Kline et al., 2013; Ross, 2012; Worrall, 2007). 
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Typically in SL arrangements, faculty members mediate the student-community 

relationship (Bailey et al. 2015; Segrist, 2013; Williams & Falk, 2010) since they design 

the course outline (Flannery & Pragman, 2008; Steiner & Watson, 2006), guide students 

through their learning experience (Lester, 2015; Papamarcos, 2002; 2005) and ‘broker’ 

between students and community members (Kenworthy-U’Ren, 1999). Consequently, 

studies that explore university-community relationships tend to approach the topic from 

a campus perspective (Littlepage et al., 2012; Voss et al., 2015) - often subsuming 

faculty members and students in the same entity (Bringle et al., 2009) - rather than 

adopting a community perspective (Geller et al., 2016; Tyran et al., 2008; Srinivas et 

al., 2015).  

 

By adopting an embeddedness perspective, I propose a theoretical framework 

for analysing the nature and impact of dyadic relationships in SL. This theme aims at 

shedding more light on the relational interdependencies between students and 

community members without the impact of a mediating or brokering entity. It thus 

constitutes a ‘purer’ look at the dynamics of this dyadic relationship by including the 

perspectives of both parties into the empirical investigation. This theme enables faculty 

members to imagine ‘what if I was not there?’ - ‘how would students and community 

members enact their relationships?’; ‘What outcomes would they yield?’ and ‘What 

problems would they encounter?’  

 
Peer-to-Peer Relations 

In addition to student-community relations, I also study a relational perspective that so 

far has been widely neglected in the SL literature - peer-to-peer relationships and their 

impact on the learning process and experience. The theme resonates with an increasing 

popularity of team-based learning (Bailey et al., 2015; Flannery & Pragman, 2008; 

Geringer et al., 2009; Lastner et al., 2016; Papamarcos, 2005; Snell et al., 2015) and 

project teams (Kenworthy-U’Ren, 1999; Paparmarcos, 2002; 2005; Robinson et al., 

2010) in SL syllabi and findings that link team-related learning outcomes such as the 

ability to work collaboratively (Astin & Sax, 1998), communication (Tucker & 

McCarthy, 2001) and leadership skills (Lester, 2015; Leung et al., 2007) to SL 

engagements. Williams and Falk (2010: 22) for instance highlight that while students 
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appreciate working in a team towards a common goal, they may be unprepared to “deal 

with ambiguity that can be part of group experiences in the field.” Moreover, peers play 

an important role in each other’s reflection process (Hudson & Hunter, 2014), affecting 

learning dimensions such as self-efficacy (Sanders et al., 2016). 

 

Since SL is an experience-based pedagogy (Kolb, 1984), working in a team is an 

important determinant of their lived experiences. Although scholars acknowledge that 

peers can be important stakeholders (Bringle et al., 2009), research on peer-to-peer 

relations remain rare (as an exemption, Teymuroglu (2013) studied friendship networks 

in SL curricula).  

 

Integrating Student-Community and Peer-to-Peer Insights 

Based on the preceding review of the SL discourse, this research theme suggests that 

there is a need to explore the relationality of SL by studying the social intricacies 

between students and community members and among peers. If one assumes that SL is 

relational in nature, students’ lived experiences are necessarily affected by their SL 

relations. Recursively, relating with others is necessarily part of students’ learning 

experience. The review of the current literature reveals that faculty is regarded the 

mediating centre of any SL initiative. Their facilitation affects and misrepresents our 

understanding of the dynamics between students and community members and among 

peers. This thesis aims at exploring the relationality of SL by excluding faculty 

intervention and instead, by focussing on the immediate inter-personal relationship 

between students and community members and among peers. Consequently, this theme 

poses the research question: “How do inter-personal relationships influence service-

learning in the absence of faculty intervention?” Relational embeddedness has been 

presented as a promising theoretical framework for pursuing this research theme.  

 

2.3 Summary 
This section conceptualises service-learning (SL) as a socially embedded and 

experience-based pedagogy that develops the link between theory and practice through 

community engagement. It fosters learning outcomes for students and benefits for 
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community members. Considering the current discourse on the pedagogy, two research 

opportunities have been identified that will be further explored in this thesis.  

 

 The first theme (see section 2.1.4) builds on recent applications of the pedagogy 

in a business education context. The educational aims of business curricula have 

increasingly compelled SL scholars to design syllabi with a shifting balance towards 

service rather than classroom-based instruction. As a consequence, students gain greater 

autonomy in creating their own learning experience away from faculty and outside of a 

lecture room. Moreover, stakeholders other than faculty increase their influence on 

students’ experience. This trend towards service and student autonomy begs the 

question how students would enact SL if they were left to their own devices? What 

experiential basis would they create for themselves if they were being given full 

autonomy? Expanding on recent developments in the literature, this thesis studies a 

limit case of student autonomy in SL and pursues the question: How do students enact 

service-learning in the absence of faculty intervention? 

 

 The second theme (see section 2.2.4) builds on the notion that SL is a socially 

embedded pedagogy and that inter-personal relationships have an influence on students’ 

learning experience and personal development. SL relationships are typically studied as 

a triad consisting of faculty, students, and community beneficiaries. However, the 

preceding review reveals omissions with regarding to studying the relationality of SL. 

Scholars tend to subsume students and faculty members in the same unit and 

misrepresent the community perspective. Consequently, the dyadic relationship between 

students and community members remains under-explored. Moreover, despite an 

increasing adoption of team-based learning in a SL context, peer relations remain 

neglected. Building on these omissions, this thesis sets out to shed light on the 

relationality of SL by adopting a relational embeddedness perspective in order to 

explore the nature of student-community and peer-to-peer relations and their impact on 

students’ SL experience. Considering the first research theme, that is the increasing 

autonomy of students, the second research theme pursues the question: “How do inter-

personal relationships influence service-learning in the absence of faculty 

intervention?” 
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The subsequent chapter will outline the research design adopted in this thesis to 

explore the two explorative research questions.  
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3 Research Design 
Having outlined the theoretical discourse (see chapter 2) this thesis is situated in, this 

section will articulate the research design adopted in this thesis. The research design 

presented in this chapter is built on a subjective ontology (Alvesson, 1996; Bryman & 

Bell, 2011; O’Gorman & MacIntosh, 2015) and interpretivist epistemology (Collis & 

Hussey, 2003; Saunders et al., 2012). After delineating my philosophical assumptions 

and outlining the implications of my subjective-interpretivist position on my research 

inquiry, I will introduce “at-home ethnography” (Alvesson, 2009: 156), a type of 

organisational ethnography (e.g. Neyland, 2008; Van Maanen, 2011; Watson, 2011; 

Yanow et al., 2012; Ybema et al., 2009, as a participative and exploratory research 

approach to studying organisations through full immersion in the field. My research 

methods, observations (Barbour, 2008; Fetterman, 1998) and interviews (Lofland et al., 

2006), follow from my ethnographic approach. Once I have established how I collected 

my data, I will present a sensitizing framework that captures the shaping elements of my 

research enquiry and creation of empirical material (Alvesson & Kärreman, 2011). 

Subsequently, a five-stage thematic analysis framework (Braun & Clarke, 2006; 

Bryman, 2012; Guest et al., 2012) will be introduced as a flexible but systematic 

analytical approach. Granted that the confirmability of qualitative research is a sensitive 

topic (Guest et al., 2012), I will further discuss the activities employed in this thesis to 

ensure quality and credibility so that the reader can better assess the knowledge claims 

made in this thesis (Auerbach & Silverstein, 2003; Bryman & Bell, 2011; Lincoln & 

Guba, 1985). Figure 5 provides an overview of the elements of my research design, 

which will be presented in a vertical order. 
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Figure 5 - Research design - inspired by O'Gorman and MacIntosh' "Methods Map" (2015: 51) 

 
 

3.1 Research Paradigm 
The study of (social) phenomena is naturally guided by one’s own beliefs and 

assumptions about the world (Alvesson & Deetz, 2000; Creswell, 2013; Guba, 1990; 

Slife & Williams, 1995). My ontological (the study of reality) and epistemological (the 

study of knowledge) positions influence my interests, thinking, and the way in which I 

frame and design my research inquiry (Alvesson & Kärreman, 2011; Cunliffe, 2011; 

Huff, 2009). The “social sciences are in a state of theoretical fragmentation” (Dean et 

al., 2006: 1) to the extent that there is a plethora of philosophical positions social 

scientists draw from and the lines between them are rather blurry (Collis & Hussey, 

2003) and “there will always be an argument against any position you select” 

(O’Gorman & MacIntosh, 2015: 58). Good academic practice encourages me to 

facilitate the reader-author dialogue by addressing my research paradigm – which 

consists of a subjective ontology and interpretivist epistemology – and how it may 

impact my research in this section (Blumberg et al., 2011; Bowler, 2000; Creswell, 

2013; Duberley et al., 2012; Yanow & Schwartz-Shea, 2015). 

 



Research Design 

74 

On the contrary to an objective ontology - which assumes a reality that exists 

independent from our comprehension of it - subjectivity assumes that reality is socially 

constructed (Bryman, 2012) and mediated through people’s perceptions of it and their 

social interactions (Morgan & Smircich, 1980; O’Gorman & MacIntosh, 2015); in other 

words, actors form and are formed by (social) reality. According to a subjective 

perspective, there is not one reality but multiple interpretations of social realities 

(Creswell, 2013) since each individual experiences and perceives it differently based on 

the wider social, cultural and historical context s/he is embedded in (Alvesson and 

Sköldberg, 2009; Blumberg et al., 2011; Bryman & Bell, 2011; Cunliffe, 2008; 

Saunders et al., 2012). Consequently, an organisational research context is seen as a 

“social site” (Alvesson & Deetz, 2000: 33).  

 

The subjective ontology resonates with the interpretivist position in that social 

sciences do not reveal and articulate laws but trends and understandings (Alvesson, 

1996; Bryman & Bell, 2011; Creswell, 2013). Interpretivism recognizes that if actors 

form and are formed by (social) reality, the appropriate way to apprehend that reality is 

by studying people’s (subjective) interpretation of their experience of that reality 

(Bryman, 2012; Collis & Hussey, 2003; Neyland, 2008; O’Gorman & MacIntosh, 2015; 

Robson & McCartan, 2016). Interpretivists are critical towards adopting the positivist 

approach of studying the natural sciences to the study of social phenomena (Blackburn, 

2016; Bryman & Bell, 2011; Saunders et al., 2012). Consequently, scholars that 

subscribe to the principles of interpretivism do not aim to explain or measure but to 

“understand human behaviour from the participant’s own frame of reference” (Collis & 

Hussey, 2003: 53), through interpretation and by assigning meaning to what they 

observe and hear (Bryman, 2012; O’Gorman & MacIntosh, 2015; Yanow & Schwartz-

Shea, 2015). Instead of articulating universal laws, interpretivists embrace complexity, 

the relationships between social phenomena and uniqueness, which, Saunders et al. 

(2012) argue, makes it a suitable epistemology for much of organisational research.  

 

There are several implications of my philosophical choices - that is, a subjective 

ontology and an interpretivist epistemology – that will be briefly outlined in the 

remainder of this section. Firstly, in alignment with my interpretivist position I adopted 
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a qualitative research approach because this thesis aims at gaining a better 

understanding of relationships and meanings rather than articulating universal principles 

(Alvesson, 1996; Bryman & Bell, 2011; Creswell, 2013; Grbich, 2013; O’Gorman & 

MacIntosh, 2015; Yanow & Schwartz-Shea, 2015). As suggested by my research 

questions, I am interested in the relationship between SL and relationality and ‘how’ – 

rather than ‘what’ – students enact principles of SL.  

 

Secondly, my subjective-interpretivist research paradigm entails to “enter the 

social world of our research subjects and understand their world from their point of 

view” (Saunders et al., 2012: 137). To that end, interpretivists posit to reduce the 

distance between themselves and their participants by employing a more participative 

methodology that enables scholars to conduct research among the subjects (Alvesson & 

Deetz, 2000; Collis & Hussey, 2003; van der Waal, 2009). Moreover, social phenomena 

are produced in an on-going process through social interactions (Bryman, 2012; 

Saunders et al., 2012). Following that position, I adopt an ethnographic research 

approach that allows for a prolonged immersion and participation in the research 

context, for getting close to participants in order to observe how students enact learning 

and capture individuals’ perceptions of inter-personal relationships over a significant 

period of time (Fetterman, 1998; Neyland, 2008; Wolcott, 2008).  

 

Thirdly, my research paradigm proposes that there is no single reality but 

multiple accounts of it (Bryman & Bell, 2011) and that social reality can only be known 

through studying actors’ interpretations of their experience (Grbich, 2013; Saunders et 

al., 2012). These elements correspond with my research questions that focus on 

participants’ perceptions on their SL experience and how inter-personal relationships 

influenced that. In order to study the two leading research questions, I employed 

organisational ethnography because it is a rather flexible research approach that allows 

for the application of multiple methods (Wolcott, 1999; Watson, 2011; Ybema et al., 

2009). After all, employing multiple methods can help to enrich the diversity of the 

collected data and better encapsulate the richness and complexity of say, inter-personal 

relationships (Creswell, 2013; Ellingson, 2014). Accordingly, I employed the principal 

method of ethnography, i.e. observation (Barbour, 2008), to capture participants’ 
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activities and their perceptions as expressed in the field and further enriched my data 

collected with interviews (Lofland et al., 2006) to record their thoughts and perceptions 

on certain events. This mix of methods allowed me to get as close as possible to 

participants who may for instance be frustrated with somebody (as they revealed in an 

interview) but did not show their feeling in the field (since a seemingly amicable 

relationship was observed). 

 

 Fourthly, engaging with one’s own epistemology requires the researcher to 

consider the relationship between the researcher and participants (Alvesson & 

Kärreman, 2011; Blumberg et al., 2011). After all, reality is attached to the human mind 

and “what is researched cannot be unaffected by the process of the research” (Collis & 

Hussey, 2003: 53). Similarly, Neyland (2008) finds that research is the outcome of a 

researcher’s engagement with the social world. To be mindful of my positionality, my 

own biases, preconceptions and impact on the researched (O’Gorman & MacIntosh, 

2015), I adopted a reflexive approach to my data collection and analysis (Cunliffe & 

Jun, 2005; Hibbert et al., 2010a; Neyland, 2006; Yanow et al., 2012) as means of 

revealing the determinants of my own interpretations and constructing meaning 

(Cunliffe, 2003). The sensitizing framework (articulated in section 3.3.1) is an 

expression of my reflexive stance as it reveals to the reader the shaping elements of my 

analytical approach. 

 

Lastly, my philosophical stance and methodology inspired me to adopt an 

exploratory approach to analysing my data set that allowed for data to emerge (Bryman, 

2012; O’Gorman & MacIntosh, 2015). I thereby acknowledge that I cannot shed off 

theoretical preconceptions as expressed in my research questions during the data 

analysis phase (Barbour, 2001, 2008; Kacen and Chaitlin, 2006). Consequently, I 

employed thematic analysis (Braun & Clarke, 2006) as an analytical framework that 

aims at identifying patterns through interpretive coding and thematizing as means of 

articulating a coherent narrative (Guest et al., 2012). 
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 This section outlined my research paradigm and illustrated how my subjective-

interpretivist research paradigm affected my research design overall. The following 

section will elaborate on how data was collected. 

 

3.2 Data Collection 
Building on the previously outlined research paradigm, in this section I introduce my 

approach to collecting data, which is structured into two parts. I will firstly present the 

organisational research setting in which I collected data and secondly, I will outline my 

approach to organisational ethnography.  

 

3.2.1 Research Setting 

The organisational setting in which I collected my data was a Scottish student-led social 

enterprise called TownLife C.I.C. (hereafter referred to as “TownLife”). TownLife 

offers pro-bono consulting services (see appendix 1 for an overview of project 

collaborations) to local organisations, including charities, public institutions, not-for-

profit organisations, and small businesses. It is financed through grants and 

compensated for its work on a voluntary basis. Beneficiaries are encouraged to pay 

what they believe the service is worth to them but if they cannot afford to compensate 

TownLife, the service remains free-of-charge. The organisation was founded in 2013 by 

three students enrolled at the local university. In a legal sense, TownLife does not have 

any employees but ca. 30 students volunteer their time to the organisation per year. All 

volunteers are matriculated students at the local university, who do not receive 

academic credits for their participation. TownLife does not maintain legal or formal ties 

with the university but is an independent student-led social enterprise. The majority of 

volunteers are undergraduate students from all years of study and recruited from a 

variety of faculties, schools and subjects.  

 

 Legally, TownLife is organised as a Community Interest Company (“CIC”), an 

entity introduced by the British government for those (social) entrepreneurs that want to 

structure a business that aims at creating community benefit instead of purely private 

economic value (Bacq & Janssen, 2011; Defourny & Nyssens, 2010; Nicholls, 2006). It 
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is a legal requirement for CICs to articulate and subscribe to a social mission that 

benefits the wider community and demonstrate annually how it has pursued and 

achieved its aims. Moreover, the legal entity is characterised by an asset lock and a 

mandated reinvestment of profits to the benefit of the defined community purpose - a 

limited distribution of wealth to owners (CIC Regulator, 2017). TownLife’s mission is 

twofold: firstly, it is committed to improving ‘town and gown’ relations by fostering 

exchange and connections between University students and the local community 

through joint collaboration. Secondly, the organisation aims at enhancing volunteers’ 

personal development through training, advice and practical experience. It thus benefits 

students and community members alike. In nature, TownLife is a social enterprise that 

commits to pursuing social objectives (Austin et al., 2001; Choi and Majumdar, 2014; 

Lasprogata & Cotten, 2003; Mair et al., 2012) by offering ‘market-based activities’, i.e. 

student consulting services (Grimes et al., 2013; Mair et al., 2012; Neck et al., 2009; 

Tan et al., 2005; Zarah et al., 2009).  

 

 In accordance with the University’s semester calendar, TownLife operates on a 

semester-basis. Volunteers, in discussion with community partners, structure joint 

projects based on problems community organisations face. Projects thereby last no 

longer than one academic semester but can be followed up on with a project in the 

subsequent semester. Typically, volunteers manage three to four consulting projects per 

semester. Project briefs vary significantly with the requirements of each community 

client and include, among others, themes such as business development, market 

research, and community sustainability (see appendix 1 for an overview of projects). 

 

 With regards to the structure of the organisation, TownLife consists of two 

broader divisions (see figure 6 for an organisational overview). The first division 

encompasses the board and operations team. Board members are responsible for the 

overall wellbeing of the organisation, oversee all organisational activities, and consist of 

the legal directors. Members of the operations team take responsibility for conventional 

business functions including recruitment and education, relations, finance, legal, 

marketing and IT. While the first division covers the administrative side of the 

organisation, the second division encompasses all consulting teams that directly 
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collaborate with community beneficiaries on their jointly agreed upon project briefs. 

Each project team consists of at least one team leader and a number of consultants that 

varies with project requirements accordingly.   

 
Figure 6 - Organisational structure of TownLife C.I.C. 

 
 

In the subsequent section, I will outline my approach to organisational 

ethnography in and as a member of Playfair.  

 

3.2.2 At-Home Ethnography 

Ethnography is not based on a strict set of rules (Neyland, 2008) but rather proposes 

features that researchers adapt to their inquiry (Creswell, 2013). It is often mistaken for 

a method (Watson, 2011) but generally conceptualised in two ways: (1) as a way of 

doing research in the field (Brannan & Oultram, 2012; Bryman & Bell, 2011) and (2) 

the process of writing, which results in an ethnographic monograph (Agar, 2008; 

Creswell, 2013; Hirsch & Gellner, 2001). My approach to organisational ethnography 

resonates with the first conceptualisation of the term and I thereby acknowledge that not 

all ethnographic studies incorporate ‘textwork’ (Van Maanen, 2011) and result in a 

written monograph (Czarniawska, 2007). Instead, I applied certain features of 

ethnography such the immersion into the participants’ natural ‘habitat’ and 

acquaintance between participants and myself through observation, interviewing and 

interaction (Hirsch & Gellner, 2001; Watson, 2012; Ybema et al., 2009).  
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Many scholars just assume ‘participant as observer’ to be the conventional type 

of participation in organisational ethnography (e.g. Watson, 2011), whereby participant-

observers are typically outsiders to research participants and the organisational 

environment they want to immerse in (van der Waal, 2009). Since I was an active 

member (i.e. founding member and serving Director) of the organisation at the time of 

conducting my research, this ethnography is considered insider research (Brannick & 

Coughlan, 2007; Cotter & Cullen, 2015). On the contrary to a true stranger (Agar, 

2008), upon commencing my fieldwork, I already had a high degree of familiarity and 

closeness with the organisational context and the people within. As an “observing 

participant” (Alvesson, 2009: 156), “participation comes first, and observation second” 

(Järventie-Thesleff et al., 2016: 238) or put differently, research is “not the individual’s 

major preoccupation” (Alvesson, 2009: 156). This type of ethnography is referred to as 

“at-home” ethnography (Alvesson, 156) or “close-up” study (Alvesson, 2003: 167). 

According to Alvesson (2009: 156) “at-home” ethnography describes “study and a text 

in which the researcher-author describes a cultural setting to which s/he has a ‘natural 

access’ and in which s/he is an active participant, more or less on equal terms with other 

participants. The researcher works and lives in the setting.” Cotter and Cullen (2015) 

point out that the challenge for observing participants is to see things as a stranger 

(Agar, 2008) because at-home ethnography is expected to maintain a “more de-

personalized approach” (Järventie-Thesleff et al., 2016: 238) and focus on revealing the 

participants’ experience or the organisation’s culture rather than the researcher’s lived 

experiences. This however, requires a reflexive orientation (Alvesson & Sköldberg, 

2009), which, to Alvesson (2009), does not necessarily mean that ethnographers reveal 

their own personal perspective within the research design and setting, but that they 

adopt a “sufficiently self-conscious attitude” (Cotter & Cullen, 2015: 41) and engage 

critically with their own role(s) and positionality (Cunliffe, 2004). This type of 

‘immersed participant observation’ has been distinguished from auto-ethnography 

despite striking similarities such as the degree of familiarity with the setting and 

participants (Järventie-Thesless et al., 2016). However, on the contrary to auto-

ethnographers (Ellis, 2004), “observing participants” (Alvesson, 2009: 156) do not 

place their deeply personal feelings or lived experiences, in relation to the 

organisational setting, in the centre of their work but those of their participants 
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(Alvesson, 2003, 2009; Doloriert & Sambrook, 2012; Ellis & Bochner, 2000, 2006). 

The positionality of insider research is complex (Alvesson, 2003; Alvesson & 

Sköldberg, 2009) and offers opportunities and pitfalls that are addressed later in this 

section and in in appendices 7.3 and 7.5.  

 

 But what justified my using a “slow, expensive, subjective methodology like 

ethnography” (Neyland, 2008: 159)? Ethnography as an exploratory research approach 

enabled me to explore the complexities of students’ experiential basis and the richness 

of their relations’ social intricacies. It allowed for studying dyadic relationships 

holistically from both ends and appreciating multiple perspectives of what was 

considered reality by different participants (Hirsch & Gellner, 2001; Marcus, 1998; 

Yanow et al., 2012). I thereby relied on participants’ perceptions of the dynamics of 

their relationships, a critical feature associated with ethnography. Ethnographers rely on 

participants’ perceptions and their own observations to convert those into new 

understandings in relation to theoretical concepts (Fetterman, 1998; Van Maanen, 2001; 

Wolcott, 2008). Moreover, social embeddedness implies that the social context is an 

important determinant of actors’ activities and perceptions, which required me as a 

researcher to explore and account for the ‘natural habitat’ participants were immersed in 

(Watson, 2012). In order to study learning and relationality, I had to design a 

longitudinal study instead of acquiring a mere ‘snapshot’ (Langeley & Stensaker, 2012). 

That design allowed me to observe the stages students went through, from their initial 

motivation to actual learning outcomes, and enabled me to pursue emerging themes 

while I was in the field.  

 

Time in the Field 

There is no general rule as to how long researchers should remain in the field (Agar, 

2008). Czarniawska (2007) contends that theoretically, researchers could stay immersed 

indefinitely and still learn something new - so her general rule of thumb is: the longer 

the better. There appears to be a consensus however, that scholars can reach a point of 

saturation (Creswell, 2013) and that their learning curve declines due to an increasing 

granularity of focus and insight (Agar, 2008; Van Maanen, 1988). I entered the field in 

mid-September 2014 and stayed until the beginning of June 2015. Since TownLife 



Research Design 

82 

operated on a semester basis, I was able to cover two full project cycles during my time 

in the field.  

 

Participation 

An ethnographer’s degree of participation is a prominent point of debate in the literature 

(O’Neill, 2001; Walcott, 1999). In comparison to anthropological ethnography, 

organisational ethnographers tend to rely more on active participation (Moeran, 2009; 

Neyland, 2008; Watson, 2011; Van Maanen, 2001). Whereas anthropologists embrace 

strangeness and detachment (Agar, 2008), organisational scholars embrace more 

participative methods (Walcott, 1999; Watson, 2011) and find participation to 

encompass actions (talking, working, doing) and proactive perception (observing, 

listening, reading) (Ybema et al., 2009; Van Maanen, 2001).  

 

There is a consensus among organisational ethnographers that “living with and 

living like those who are studied” (Van Maanen, 1988: 2; also, Watson, 2011) is the 

ideal of ethnography. After all, the ethnographer is the ethnographer’s primary 

instrument (Brannan & Oultram, 2012; Hammersley & Atkinson, 1995; Wolcott, 1999) 

and thus relies on observations as the primary method for collecting data in the field 

(Yanow, 2012). However, in light of the developments in organisational ethnography, 

Van Maanen (2006) admits that ethnographers rarely employ just one method to study 

organisations. Accordingly, scholars praise interviews as a supplementary method 

(Fetterman, 1998; Hirsch & Gellner, 2002; Neyland, 2008) that yields accounts about 

how things are being perceived (Czarniawska, 2007).  

 

In accordance with the current state of scholarly debate, I employed 

observations and interviews to collect my data (Creswell, 2013; Fetterman, 1998). In 

addition, I also collected pieces of correspondence and documents as contextual 

artefacts (Prior, 2011).  

 

Observation 

Following the argument that “field notes are the brick and mortar of an ethnographic 

edifice” (Fetterman, 1998: 114; also, Barbour, 2008; Emerson et al., 2011; Lofland et 
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al., 2006), I kept detailed field notes about my observations. Based on the notion of 

triviality, “nothing should be assumed uninteresting” (Neyland, 2008: 18) so I took note 

of almost anything (Hirsch & Gellner, 2001), things I heard or overheard, descriptions 

of settings, events and people, formal and informal conversations (Emerson et al., 2011; 

de Laine, 2000; Lofland et al., 2006). I then sat down and converted those bullet points, 

jotted and scratch notes, and snippets of quotations into full field notes as soon as 

possible after the events observed (Bryman, 2012; Bailey, 1996) that ultimately made 

up my raw data set from observations (Emerson et al., 2011). Table 5 provides a 

breakdown of all the roles and number of people who participated in observed events.  

 
Table 5 - Breakdown of the number of participants according to their roles 

Role Number of Participants Nomenclature 
Board Member 7 BM1 – BM7 
Community Member 
(beneficiary) 

17 CM1 – CM17 

Community Member (partner) 16 P1 – P16 
Consultants 26 C1 – C26 
Operations Member 12 OP1 – OP12 
Team Leader 8 TL1  - TL8 
Total Number of Participants 86  
 

Field notes are a “more or less chronological log of what is happening to and in 

the setting” (Lofland et al., 2006: 112), which I distinguished from my reflexive diary 

that captured what was “happening […] in the observer” (Lofland et al., 2006: 112; 

also, Burgess, 1984; de Laine, 2000; Punch, 2012). Taking field notes served two 

purposes: Firstly, it was a memory tool (Borg, 2001) and secondly, it was part of the 

analytical and sensemaking process (Bailey, 1996). Field notes were a record of what I 

noticed in the field whereas I kept my reflections and thoughts about what I had noticed 

about myself and my role in my field diary (Browne, 2013; MacKenzie et al., 2013; 

Travers, 2011). In total, I collected 110 field notes (table 6 provides an aggregated 

overview, a full list can be found in appendix 4).  
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Table 6 - Breakdown of observational field notes 

Type of Event Number of Field 
Notes 

Meeting with members of the TownLife board and/or operations 
team only 27 

Meeting with team leaders and/or consultants of TownLife only  33 
Workshops within TownnLife cohort 11 
Meeting with community members (beneficiaries) 25 
Meeting with community members (partners) 14 

Total Number of Events 110  
(~83,500 written words) 

…of which I participated in 82 
…of which I silently observed 28 
 

Interviews 

In addition to observations, I also conducted semi-structured interviews in order to 

obtain participants’ perceptions on certain topics or themes (Lofland et al., 2006; 

Marshall & Rossman, 2010; Roulston, 2010; Willis, 2007). I treated interviews 

differently from informal conversations, which were unplanned, had no set (research) 

agenda and were recorded as field notes (Fetterman, 1998; Marshall & Rossman, 2010). 

Following my exploratory research design, semi-structured interviews gave me as the 

interviewer the flexibility to explore emerging topics further in that very moment 

(Blumberg et al., 2011; Rubin & Rubin, 1995). Accordingly, I primarily used open and 

semi-directed questions that gave the interview the character of a conversation rather 

than an interrogation (Bray, 2008; Bryman, 2012; Bryman & Bell, 2011; Flick, 2011). 

Before I conducted the first interview, I spent a few weeks in the field because I wanted 

to give participants the chance to get used to my role, hoping that they would be more 

inclined to share their thoughts with me (Neyland, 2008).   

 

 Moreover, this period allowed me to gather early observations I could build on 

and to create a list of questions and talking points for interviews. This aspect resonates 

with my approach to treat observational and interview data in an integrated manner. 

Interviews could serve as a way of clarifying observations or raising new facets I had 

not noticed or considered before in the field, whilst observations could in turn 
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contextualise interview accounts. Taken together, both methods enhanced the possibility 

of acquiring a rich and nuanced data set since they might reveal contradictions – people 

say one thing and do another (Agar, 2008) – and consider multiple perspectives (Van 

Maanen, 2011).  

 

Despite the fact that all interviews were recorded (Bray, 2008; Lofland et al., 

2006), I jotted down notes during interviews but only used those to keep track of the on-

going discussion and covered topics, knowing that I would have a full record of the 

conversation. In total, I interviewed 21 participants (see table 7 for a list of 

interviewees), equalling 16.5 hours or ~140,000 words of transcriptions, between 

October 2014 and June 2015. On average, interviews lasted 45 minutes.  

 
Table 7 - List of interviewees and their roles 

Interviewee Role 
BM1 Board Member 
BM2 Board Member 
BM3 Board Member 
BM4 Board Member 
C4 Consultant 
C7 Consultant 
C8 Consultant 
C9 Consultant 
C12 Consultant 
C14 Consultant 
C16  Consultant 
OP3 Operations Member 
P13 Partner 
P16 Partner 
TL1 Team Leader 
TL2 Team Leader 
TL3 Team Leader 
TL5 Team Leader 
TL6 Team Leader 
TL7 Team Leader 

 

Supplemental Materials: Correspondence and Documents 
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In addition to my field notes and interview transcriptions, I also collected pieces of 

correspondence and documents (see table 8 for a topical overview) as supplemental and 

contextual artefacts (Marshall & Rossman, 2010; Prior, 2011).  

 
Table 8 - Topical overview of collected documents and pieces of correspondence 

Topic Description Number 

Documents 
Blog Website blog posts written by members of 

TownLife 
13 

Funding Documents required for seizing external 
funding opportunities 

3 

Legal Statutory obligations and forms 5 
Minutes Meeting minutes composed by members 

of TownLife 
20 

Templates Various templates as provided by partners 3 
Recruiting Documents used in the recruiting process 7 
Relations Documents used in TownLife’s 

relationship management 
46 

Strategy Documents prepared by the board of 
TownLife 

22 

Total number of documents 119 
Correspondence/Emails 

Community Members 
(existing beneficiaries) 

Correspondence between members of 
TownLife and collaborating community 
members 

75 

Community members 
(prospective beneficiaries) 

Correspondence between members of 
TownLife and potential beneficiaries 

9 

Community Members 
(partner) 

Correspondence between members of 
TownLife and partnering community 
members 

58 

Human Resources Recruiting-related pieces of 
correspondence 

12 

Internal Correspondence regarding internal topics 
and issues other than HR 

20 

Total number of emails 182 
 

Though a rich source for gaining a better understanding of the organisational 

context, those physical materials “are not neutral, transparent reflections of 
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organisational or occupational life” (Atkinson & Coffey, 2011: 79) since they are 

designed with a purpose for a particular audience (Flick, 2011). Consequently, they 

were insufficient for successfully exploring my research questions in isolation (Prior, 

2011) but, as supplements, they helped me to acquaint myself with certain topics and 

relationships in the organisation. 

 

Reflexivity 

Scholars posit that researchers act within their own frame of reference and cannot free 

themselves of that during an academic inquiry (Calás & Smircich, 1999; Duberley et al., 

2012; Hammersley, 1992; Tietze 2012; Watson, 2011). This is a particularly valid 

concern for at-home ethnographers who need to manage their “insider bias” (Gioia et 

al., 2010: 8), as they “may be less able to liberate oneself from some taken for granted 

ideas” (Alvesson, 2003: 183). I was aware of that risk and tried to control for my 

subjectivity (Neyland, 2008) and impact on participants through adopting a reflexive 

research approach, which encouraged me to explore and reveal my values, beliefs and 

assumptions about my work, positionality and myself (Cunliffe & Jun, 2005; Van 

Maanen, 2011). The combination of at-home ethnography and reflexivity has also been 

referred to as “reflexive insider ethnography” (Cotter & Cullen, 2015: 41; also, Cotter, 

2012).  

 

Reflexivity is a disciplined cognitive process (Antonacopoulou, 2010; Alvesson 

et al., 2008; Hibbert et al., 2010a) that can be defined as an “unsettling of the basic 

assumptions, discourse and practices used in describing reality” (Pollner, 1991: 370). 

There are multiple reflexivities (Holland, 1999) whereby I engaged in an inward-

oriented, self-reflexive process that I deliberately opened up at times by discussing my 

position and thoughts with peers (Cunliffe & Jun, 2005; Cunliffe, 2009). Knowing that 

an entirely self-engaged reflexive process might affirm rather than reveal the boundaries 

of my held assumptions and beliefs (Antonacopoulou, 2010; Cunliffe, 2004), I exposed 

myself to my supervisors and peers to be critically but constructively challenged 

(Hibbert et al., 2010a). The engagement with my own frame of reference made me 

aware of how I affected my research setting and how it influenced me (see section 7.5. 

for an excerpt from the reflexive diary on this topic; Haynes, 2012; Alvesson & 
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Sköldberg, 2000). And in this particularly case, it enabled me to explore my role within 

the research context (Cunliffe & Jun, 2005) by engaging with the relationship between 

the roles (i.e. participant and observer) I simultaneously occupied in the field and how 

those affected the researched. The ‘sensitizing framework’ (articulated in section 3.3.1), 

which captures the shaping elements of my positionality, is an expression of my 

reflexive engagement. 

 

With regards to the inward-oriented process, I used a reflexive diary (section 7.5 

contains a brief summary of chief insights) to keep record of my experiences and 

feelings about my research and positionality and their implications on my work 

(Browne, 2013; Hubbard et al., 2001; Moser, 2008; Newbury, 2001; Punch, 2012) but 

also about ideas regarding my analytical process and sensemaking (Haynes, 2012; 

Ortlipp, 2008; Travers, 2011). Scholars contend that fieldwork and observational skills 

cannot be taught in a classroom but require practical experience and must be learned on 

the job (Hammersley & Atkinson, 1995; Dawson, 1997; Neyland, 2008; Van Maanen, 

2006, 2011). In a way, my field diary was also a record of my experience of learning 

ethnographic fieldwork on the job – capturing all the impressions, anxiety and self-

critique associated with that process (Browne, 2013; Hammersley & Atkinson, 1995; 

Pack, 2014). The following section will illustrate my reflexive engagement with my 

dual positionality. 

 

Positionality 

When I began my fieldwork, I knew that I had to tread lightly. Similar to a time 

traveller whose meddling in the past could cause unintended consequences in the future, 

I did not want to cause any harm through my research to the organisation or the people 

within and surrounding it. However, over the course of my research engagement, I 

became more aware of the duality of my role and, through reflexive engagement, grew 

conscious of my positionality and its implications. Even though I did not enter the field 

with an agenda to change the organisational and educational setting, I knew that my 

doing as a researcher and member of the organisation could just do that. This sub-

section has been written with the intent to demonstrate awareness and illustrate some of 

the implications I recognized during my engagement. 
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Given the gravity of my dual positionality in the field, I think it necessary to 

expand on my positionality and roles in the field. I was a founding member of 

TownLife and served as a legal executive Director at the time of my fieldwork. My role 

within the organisation was manifold. As a member of the board, I officially held an 

advisory role to the board but effectively helped the Heads of Operations overseeing 

and managing the Operations Team. Since I was the only Director registered with 

Companies House, I could be held liable for any wrongdoing so I took a natural interest 

in overseeing the organisation’s administrative activities related to the statutory 

obligations (e.g. bookkeeping, legal work, and preparing annual accounts). Moreover, 

as BM2 pointed out to me in his interview, I was “filing the gap” and became the 

“common factor” or liaison between the board members who oversaw different parts of 

the organisation and, in my opinion at the time, did not engage enough to effectively 

manage the organisation together. So I initiated conversations among the five of us to 

discuss matters related to the survival of the organisation. For example, the entire board 

had agreed that cohesion was a problem that we as a team needed to address (FN_047), 

so I arranged and facilitated meetings to give my fellow board members the space to 

define measures to improve the situation (see Appendix 7.8). Also, as a founding 

member, I wanted the organisation to survive beyond my term so I played an 

instrumental role in structuring a succession plan (see section 5.3).  

 

Upon commencing my fieldwork, I was aware that my organisational role 

entailed a degree of formal authority but I was conscious from the beginning not to 

exert too much influence but to enable the people around me. For instance, I did not pull 

rank and imposed my research on to the organisation and its cohort but I sought 

organisational approval for my research from the rest of the board, even though my 

fellow board members had no formal or legal authority; I was prepared to accept their 

judgment and walk away if it came to it. Luckily they accepted my proposal and 

allowed me to present my research to the cohort. Whether they did so as a favour to me 

or because they were genuinely intrigued by my proposal I cannot say, but they did 

have the opportunity to say ‘no’ and so did participants – I made that clear to the board 

and the rest of the cohort during my induction. I had to be sensible to the limits of my 
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research mandate and even though I, formally, had access to the entire organisation I 

stayed away from team meetings (and thus data collection opportunities) where board 

members and mentors were not invited to by team leaders. 

 

With my role as Director also came the formal authority to terminate volunteers’ 

memberships and the appointment of new board members. However, I never ended the 

relationship of a volunteer but limited my role to advising other board members and 

team leaders who thought about letting a particular student go. I delegated the ultimate 

responsibility and power to the direct ‘line managers’ because they interacted with their 

teams on a daily basis and I was convinced that it was part of their roles, despite it being 

an unpleasant learning experience or as BM4 expressed it in her interview, letting a 

member of the Operation Team go was one of her “most vivid” memories because it 

“was quite a difficult thing to come across”. Moreover, I did not keep sole control of 

appointing board members but embraced the students’ suggestion to install an election 

process instead. In my first semester in the organisation, I had appointed talented and 

promising students to the board; in the second semester, I counted the votes casted by 

the entire cohort for volunteering candidates. Also, I facilitated students’ autonomy in 

the sense that I delegated the appointment of new team leaders to the Heads of 

Consulting and the recruiting process of new members to the Heads of Operations and 

their team.  

 

Generally speaking, I was under the impression that students mainly regarded 

me as the Director of the organisation rather than a researcher. They seemed to take 

little interest in my study and rarely asked questions about it. That said participants 

seemed to be comfortable around me and opened up during their interviews. As the data 

in chapter 4 will show, students did not seem to hold back their feelings about their 

participation or about the people they interacted with. Moreover, I was under the 

impression that students knew that they could be honest with me and did not have to say 

what they thought I might want to hear. In her interview, TL5 for example mentioned to 

me that she thought TownLife had “become a joke in town” and that “get-togethers 

were falsely professional”. That said, after I had completed my fieldwork, she became 

part of the solution and got elected on to the board. But her assessment is not something 
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you would naturally share with a founding member of the organisation unless you felt 

comfortable. On another note, conversations and interviews with me appeared to be 

reflective exercises, at least for some of the students. BM2 for example mentioned 

during his interview that he had not thought about how his TownLife experience 

transferred into professional recruiting situations and took a moment to think about it.  

 

In summary, in considering my positionality: I was aware of the potential effects 

of my position on the organisation and its development; I sought to mitigate and dilute 

my direct influence where it was possible and responsible to do so; and I engaged with 

the data collection and analysis processes reflexively. Of course, as the preceding 

paragraphs have shown (and consistent with discussions of embeddedness), the 

organisation also influenced me (also, see Appendix 7.5) through my relationship and 

care for the collective and individuals, which reinforced the need for a reflexive 

approach. My positionality also entailed certain ethical considerations that will be 

addressed in the following sub-section. 

 

Ethical Considerations 

Ethical issues related to the research approach were considered carefully as part of the 

University’s ethical approval process. The ethical approval letter is attached to this 

thesis as Appendix 2. However, I would like to highlight in this sub-section certain 

measures taken to address those ethical concerns. 

 

Given my dual role as participant-researcher, I was aware that the personal 

dimension to my research was particularly relevant. After all, by the time I officially 

entered the field to conduct my research I had already built relationships and trust 

(Neyland, 2008) with participants and wanted to maintain those relationships after I had 

completed my fieldwork. In other words, I did not want to destroy any goodwill partly 

because I needed to continue working with the same people I observed and interviewed 

(Beech et al., 2009). Participants discussed their individual learning experience and 

perceptions of relational dynamics with me in confidence and I took certain measures to 

ensure that I did not break their trust (Alvesson, 2003) and avoided any fallout (Langley 

& Stensaker, 2012).  



Research Design 

92 

 

 Firstly, I sought permission from the four board members to conduct my 

ethnography in the organisation. Once I was granted organisational approval, I 

presented my request and research project to the entire cohort, briefed them on my 

research objectives and my activities, informed them about the implications of my 

research for their participation and their rights as members of the organisation and 

participants of my fieldwork, and answered a series of questions. In addition, I sought 

written consent for semi-structured interviews and verbal consent from participants (e.g. 

community members or students who joined later) who could not attend the formal 

induction. Secondly, in order to protect the identity of participants, I used a pseudonym 

(i.e. TownLife C.I.C.) to refer to the organisation, used role-specific codenames (see p. 

viii), employed generic project names (see Appendix 7.1.), and reduced the number of 

project references to a minimum, careful not to link direct quotations to a particular 

project. Moreover, I make no mention of the town the organisation is based in, so for 

the purpose of this study, participants only refer to it as ‘our town’. Thirdly, as an 

ethnographer I needed to act with “reflexive care” (Cotter & Cullen, 2015: 41), which 

entails that I did not include information in this thesis that I deemed too personal, 

unique, and sensitive for publication, since the focal participant might be able to find 

him- or herself in the text when reading it.  

 

 To conclude this section, table 9 summarises the main features of ethnography 

adopted in the previously outlined research approach.   

 
Table 9 - Research approach: features of organisational ethnography in this thesis 

Research Approach: this thesis uses organisational ethnography as a research approach 
in order to study (1) how students enact service-learning in the absence of faculty 
intervention and (2) how inter-personal relationships influence students’ experiential 
basis for learning. 
 
Feature of Organisational 
Ethnography 

Applied in This Thesis 

Organisational Context A student-led social enterprise called TownLife 
C.I.C., located in Scotland. Volunteers offer (student) 
consulting services and collaborate with local 
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organisations.  
Access & Time in the Field I immersed myself between September 2014 and 

June 2015, covering two full project cycles. I had full 
access to both divisions of the organisation and 
meetings with external stakeholders.  

Participation & Positionality ‘At-home’ ethnography and dual positionality; I was 
an active member and researcher at the same time.  

Employed Methods I relied on observations (more than 83,500 words in 
written field notes) and semi-structured interviews (n 
= 21; more than 140,000 words in transcriptions). 
Moreover, I collected 167 pieces of correspondence 
and 119 single documents as contextual artefacts.  

Attention & Triviality Field notes are extensive, as everything I observed 
and heard was deemed interesting. 

Reflexivity & Positionality I employed a reflexive approach to make myself 
aware of my frame of reference and positionality. 
Accordingly, I kept a field diary and discussed with 
supervisors and peers in order to critically engage for 
instance with the relationship between my two roles 
as a participant and researcher and the ethical 
considerations of my dual position. 

 

3.3 Data Analysis 
As a result of my ethnographic research inquiry, I collected a rich textual data set 

consisting of field notes and interview transcripts. This section is concerned with the 

question of how I approached the analysis of that data set. The first section introduces a 

‘sensitizing framework’, which captures the shaping elements and biases of my 

engagement with the data set. The subsequent section introduces thematic analysis as a 

processual framework. The last section summarises measures I employed to ensure 

quality and credibility of my knowledge claims.  

 

3.3.1 Sensitizing Framework 

In response to the critique that qualitative researchers shall demonstrate more 

transparency and rigor (Peräkylä & Ruusuvuori, 2011), I discuss in this section my 

assumptions, biases and filtering elements that influenced how I analysed and coded and 

thus created empirical material (Alvesson & Kärreman, 2011). It is appropriate for me 
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to focus on my coding work in this section (Basit, 2010), as it is the central component 

of any thematic analysis (Braun & Clarke, 2006; Clarke & Braun, 2013; Guest et al., 

2012; Lapadat, 2013). Similarly to Saldaña (2009: 15) who reflected that in “the 

beginning of my fieldwork career […] I coded anything and everything that was 

collected”, it was a learning curve for me too and – adhering to the principle of 

reflexivity (Cunliffe & Jun, 2005; Hibbert et al., 2010a) -required some critical 

engagement with my own work to gain awareness of and reveal the shaping elements of 

my coding work.  

 

 In this section I will articulate a sensitizing framework (see figure 7) that 

captures the assumptions underlying my coding efforts (Guest et al., 2012). The 

framework consists of four shaping elements that will be discussed in turn in the 

remainder of this section: (1) context and interests; (2) relevant theoretical framework 

and literature; (3) fieldwork and data collection; and (4) data analysis and emergent 

findings. All factors influenced my analytical and sensemaking work and therefore, the 

articulation of new concepts.  

 
Figure 7 - Sensitizing framework underlying this research design incl. the analytical approach of 
this thesis 
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3.3.1.1 Context & Interests 
This factor describes my worldview and held beliefs, personal interests and natural 

curiosity, lived experiences and peer involvement. Thematizing and coding have been 

described as subjective analytical activities that employ varying degrees of 

interpretation (Guest et al., 2012) suggesting that they rely on the researcher’s 

assessment, which may be biased based on the researcher’s assumptions about ontology 

and epistemology (Berger, 2015; Cunliffe, 2011; Huff, 2009). In the matter of 

transparency, it was important for me to clarify my research paradigm earlier (see 

section 3.1) so that the reader can understand where I am coming from and why I 

interpret matters in a particular way (Creswell, 2009; Duberley et al., 2012; Kacen & 

Chaitlin, 2006).  

 

 My personal interests and curiosity for my research topic compelled me to 

engage in my doctoral studies in the first place and continued to guide my research 

activities throughout my fieldwork and data analysis. I cannot rule out the possibility 

that my personal interest (for instance in individual learning) clouded my judgment and 

left other topics undetected (Alvesson & Kärreman, 2011; Blumberg et al., 2011). That 

said I did employ several checks and balances (see section 3.4) to review, correct or 

affirm my thinking.  

 

 Lived experiences also belonged to my sensitizing framework (Grbich, 2013). In 

the case of organisational ethnography, I think that my previous experience in an 

organisational context particularly guided my noticing the noteworthy (Berger, 2015). 

My previous experience in a professional for-profit organisational environment might 

arguably have sensitized my attention in a social entrepreneurial environment and my 

curiosity for why and how volunteers worked together.  

 

 The full extent of peer involvement will be discussed in section 3.4 but I deemed 

the organisational context of the University to be enabling in the sense that it allowed 

me to practice a high degree of peer involvement. Frequent feedback opportunities with 

my supervisors and wider faculty allowed for critical evaluation of my work and 

translated directly into my analysis – codes were consolidated or renamed while others 
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were added because of the constructive discussions I had with my peers (Armstrong et 

al., 1997).  

 

3.3.1.2 Literature 
I realize that my research activities were influenced by theoretical preconceptions 

articulated through my engagement with theory and the academic discourse. During my 

analysis I was, knowingly or unknowingly, susceptible to concepts and constructs 

prominent in the respective theory and literature strands and thus theoretical patterns in 

my data set (Barbour, 2001, 2008; Kacen & Chaitlin, 2006).  

 

My approach to how theory was used resonates with Watson (2012: 19) who 

contends that theory can be a “resource for guiding fieldwork” and “an outcome of the 

thinking process which is stimulated by the interplay in the researcher’s mind of theory 

and field experience.” My data analysis was inductive in the way that it was exploratory 

and allowed for emergence (Braun and Clarke, 2006; Hayes, 1997; Miles et al., 2014; 

Neyland, 2008; Strauss & Corbin, 1990; Wilson & MacLean, 2011). When qualitative 

researchers speak of a deductive or theory-led analytical approach, they often refer to 

the use of a pre-defined coding manual inspired by one’s previous reading of the 

literature (Crabtree & Miller, 1999; Creswell, 2013; Williams et al., 2004). While I did 

not use a pre-determined list of codes (Boyatzis, 1998; Fereday & Muir-Cochrane, 

2006), I acknowledge that my attention was guided by my research questions and 

preconceptions shaped by theory and the academic debates (Nicolini, 2011). 

Consequently, some of my codes (e.g. ‘relational nature’) clearly resonate with themes I 

know from my engagement with theory (MacQueen et al., 2008; Namey et al., 2008; 

Saldaña, 2009). Armstrong et al. (2006) illustrate that point by arguing that if several 

scholars analyse the same chunk of text, they are likely to identify different patterns.  

 

Being aware of your theoretical preconceptions, and consulting the literature 

where necessary (Nicolini, 2011), also ensured that my longitudinal engagement 

remained relevant to my research questions (Watson, 2012). After all, scholarly debates 

on theory are an inspiration for future theory development (Alvesson & Sköldberg, 

2009). Moreover, it was an opportunity for me to be reflexive because acknowledging 
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that I was not free from theoretical concepts (Yanow, 2012) urged me to think about the 

ways in which theory affected my ethnographic engagement. For example, my bias 

towards my two research questions compelled me to loosely analyse my data set with 

two different themes in mind: service-learning and relationality. Although open coding 

allowed for codes to emerge, these two research themes were best captured by two 

different data structures that corresponded with different coding strategies and thus data 

items. Instead of forcing a common frame and single coding regime on to the two 

primary foci of my research, the interaction with the respective literature sensitized me 

for the distinct nature of both themes. I recognized that I needed to treat the data 

corresponding with both themes differently by using different coding strategies 

(Saldaña, 2009). For instance, as highlighted in section 2.2, the relational embeddedness 

literature captures relationality in terms of characteristics, qualities and attributes (e.g. 

Hite, 2003), whereas SL has been defined as a process in section 2.1 (e.g. Kenworthy-

U’Ren, 2008; Papamarcos, 2002). Consequently, I predominantly used process coding 

to capture the active nature of student learning whereas I chiefly employed descriptive 

coding to analyse and label the social intricacies of inter-personal relationships. The 

unfolding and consequential character of the relational impact on actors’ lived 

experience was mainly captured through process coding. 

 

On another note, recognizing this influence on my data set constitutes a major 

difference to grounded theory. As an analytical framework, grounded theory possesses 

multiple nuances, which - in its purest form - requires researchers to cast off their 

theoretical preconceptions to allow data to naturally emerge from the data set (Charmaz, 

2002, 2006; Strauss & Corbin, 1990; Wilson and MacLean, 2011). I concur with critics 

that this is very difficult for researchers to achieve. A researcher’s frame of reference, 

including the articulation of research questions, is embedded in a disciplinary and 

cultural context (Barbour, 2001, 2008). In fact, more practical nuances of grounded 

theory appear to have striking similarities with thematic analysis (Braun & Clarke, 

2006).  
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3.3.1.3 Coding/Emergence 
Ethnographic research is flexible. Scholars contend that key themes (Hirsch & Gellner, 

2001), research questions (Wolcott, 2010) and unexpected perspectives (Langley and 

Stensaker, 2012) can emerge during fieldwork and scholars need to adapt to emergent 

findings. Van Maanen (2001: 253) describes this adaptability as an “intractable 

unpredictability associated with ethnographic studies.” In line with my exploratory 

analytical approach, I employed open coding (as opposed to coding off a coding 

manual), which allowed for codes and themes to emerge from the data and my 

interpretations of it (Van Maanen, 2011; Watson, 2012; Yanow, 2012). As a 

consequence my sensitizing framework expanded with every identified code and theme. 

Each new label represented a topic of interest that may have influenced my attention 

and shaped my thinking. In this section I will expand on the coding strategies employed 

in this thesis and elaborate as to why certain chunks of text were deemed noteworthy.  

 

 I primarily adopted three coding strategies: descriptive coding, in vivo coding 

and process coding. Descriptive coding has been identified by scholars as the prevalent 

technique when coding field notes (Miles et al., 2014; Miles & Huberman, 1994; 

Saldaña, 2003). According to that technique, labels allocated to passages of textual data 

speak to the perceived meaning or topic represented in the text rather than the literal 

content (Saldaña, 2009; Taylor et al., 2002; Tesch, 1990). Whenever direct quotes best 

described the meaning of a textual fragment, I employed in vivo coding (or verbatim 

coding) which refers to codes that are directly taken from the text (Corbin & Strauss, 

2008; Miles et al., 2014). This type of coding corresponds to my efforts to stay ‘close to 

the data’ as it “honors the participants’ voice” (Saldaña, 2009: 74). Process coding was 

used to capture activities and behaviour; typically processual codes consist of gerunds 

(Charmaz, 2002).  

 

 Although I was an active member of TownLife, my perception of what was 

interesting or significant was likely to differ from what participants deemed important. I 

thus relied on some indicators that represented significance. During the engagement 

with participants, verbal and non-verbal communication - including the participant’s 

demeanour, tonality, language, choice of words, length and frequency at which they 
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talked about events – could indicate significance. Situations in which students did not 

hide their emotions but openly expressed, among others, frustration, anger, excitement 

or pride, I typically interpreted as significant and usually resulted in codes associated 

with that emotion. Saldaña (2009) referred to that as ‘emotion coding’. In other 

instances, the choice of words could indicate importance. Particularly positive (e.g. 

TL6: “She was absolutely great at […]”) or negative language (e.g. TL5: “[…] was 

highly contradictory in a lot of information […]”), idioms (BM2: “I was absolutely over 

the moon […]”), and figures of speech (TL2: “We are carrying some dead weight.”) 

indicated noteworthiness. In those instances, I often used in vivo coding to conserve the 

essence of the data (Creswell, 2013). During my time in the field, some events recurred 

while others dragged on unresolved. Those events received a lot of attention from 

participants – and consequently me – as judged by how often and for how long and 

detailed they talked about it.  

 

 Surprising and unexpected events equally caught my attention as a researcher. I 

found situations in which participants reflected on their own or their group’s behaviour 

particularly intriguing. These reflections were sometimes triggered by a question or the 

discussion in an interview, by feedback students received in the field, or they emerged 

from participant’s own stream of consciousness. Similarly, I found instances in which 

participants revealed their values or beliefs interesting (Giele & Elder, 1998). Moreover, 

during my fieldwork conflicts and contradictions had become apparent in the heat of the 

moment. For example, when one project team discussed a team member’s continuous 

absence, they revealed their frustration and the negative impact on team morale and 

effectiveness. Inter-personal conflicts were particularly interesting and relevant to the 

topic of relationality because they spoke to the dynamics of a relationship and the 

effects those had on related parties and their overall SL experience. In addition, I came 

across topics that were surprising in that I had not considered them before and they had 

not been part of my frame of reference (Creswell, 2013). For instance, I was surprised 

to learn that students’ motivation evolved over time in that it shifted from a rather 

calculated, career-oriented motive to a vested interest into their own personal 

development and working together with their peers. 
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3.3.1.4 Fieldwork 
Adopting an ethnographic research approach lends particular importance to my 

positionality in the field and the methods I used to collect data. As outlined elsewhere 

(see section 7.3), the duality of my role as a researcher and organisational native offered 

some advantages and disadvantages (Alvesson, 2009; Tietze, 2012). By the time I 

began my data collection, I had already been familiar with the organisational design, its 

processes and many of its volunteers and stakeholders (Kacen & Chaitin, 2006; Padgett, 

2008). In other words, I already possessed knowledge that (external) participant-

observers would have needed to acquire over time in the field (Van Maanen, 2001). 

While this knowledge may have made me blind to certain events in the organisation due 

to a sense of closeness (Cloke et al., 2000; Daly, 1992), it also made me more 

susceptible to topics and nuances that may have been inaccessible to the ‘stranger’ 

(Cunliffe & Karunayake, 2013; Ybema et al., 2009).  

 

For example, I possessed background knowledge already upon my entry in the 

field. I knew when each volunteer had joined, whether they had been referred or not, 

what roles they occupied, what projects they had worked on, what subjects they studied 

and who they studied with, if they shared a room with any other volunteers, who they 

were friends with and what extra-curricular activities they engaged in. However, I 

cannot rule out that my degree of closeness encouraged volunteers to leave things 

unsaid because they deemed them obvious when talking to me (Berger, 2015; Daly, 

1992). This degree of immersion had an effect on my analysis and sensemaking to the 

extent that I noticed – and at times it was suggested by my supervisors - that my written 

argument presumed too much background knowledge from the reader. Put differently, I 

imbued textual data with meaning that may or may not have been implicit. 

Consequently, I had to pay attention to my own bias and ensure to ‘let the data speak’. 

 

The initial sensitizing framework is built on literature, my own philosophical 

position and clear methodological principles. In accordance with my reflexive stance, 

the framework was refined by multiple rounds of data interpretation and by challenges 

from others on my emerging constructions. The framework is presented here as a 

conscious effort to reveal to the reader the factors that influenced my analysis, hence to 
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increase transparency, and respond to the critique that challenges the validity and rigor 

of qualitative research. Each element influenced my analytical and sensemaking 

process; some factors were more immediate whereas others were quite subtle. But they 

all contributed to the emergence of new concepts and ultimately the narrative and 

argument I present in this thesis. 

 

3.3.2 Thematic Analysis – A Processual Framework 

As an organizational ethnographer, I faced the same issue many qualitative researchers 

are confronted with: my textual data was unstructured and not straightforward. 

Acknowledging the shaping elements of my analysis as laid out by the sensitizing 

framework, I adopted a thematic analysis approach - a flexible analytical framework 

that is not grounded in a specific epistemological tradition but uses coding and 

thematizing in one form or another as means of identifying and revealing patterns 

inherent in a qualitative data set (Aronson, 1994; Ayres, 2008; Braun & Clarke, 2006; 

Burnard et al., 2008; Clarke & Braun, 2013; Gavin, 2008; Guest et al., 2012; Lapadat, 

2013). Thematic analysis is typically described and presented as a multi-staged 

analytical process (Aronson, 1994; Braun and Clarke, 2006; Fereday & Muir-Cochrane, 

2006; Frith & Gleeson, 2004; Hayes, 1997). This processual view can be deceiving 

however because it suggests linearity and a sequential unfolding of stages, when in 

truth, a researcher’s analytical activities are messy and recursive (Ayres, 2008; Clarke 

& Braun, 2013). Nonetheless, a stage model helps to illustrate and discuss the essential 

features of the analytical process.  

 

 My own analytical process was inspired by Braun and Clarke’s stage model 

(2006; also, Howitt & Cramer, 2014). During my data collection and transcription work, 

I first familiarized myself with the data. In accordance with the previously presented 

sensitizing framework, I then coded the entire data set line by line, allocated each code 

to one of two research themes (i.e. service-learning and relationality) and thus 

composed ‘bottom-level coding’ lists for both themes. Building on these two lists, I 

then started building up a coding structure for each branch. I therefore developed 

themes through the aggregation of codes based on the notion of similarity. Those 

themes were further aggregated and eventually formed more complex coding structures 
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for each branch of the data set. As suggested by Braun & Clarke (2006) I then reviewed 

both coding structures, which encouraged me to review my thinking. In the last stage, I 

turned the two preliminary coding structures into a narrative. The writing was iterative 

as I went back and forth between my coding structure, research questions and related 

literature, which revealed incoherencies and further shaped my coding structures. This 

engagement ensured relevance of my narrative and ultimately yielded a final version of 

my coding structure. Figure 8 visualises the thematic analysis process I adopted in this 

thesis. In the remainder of this section, I will briefly discuss each process step in turn.  

 
Figure 8 - Thematic analysis process adopted in this thesis – stage model inspired by Braun & 
Clarke (2006) and Howitt & Cramer (2014) 

 
 

3.3.2.1 Familiarising With the Data Set 
As a researcher, I relied on my experience with the research context, participants and 

acquired data (Taylor et al., 2016). In that sense, my participation in the field and the 

activities associated with collecting data were ways of familiarising myself with my 

data set. While my field notes and interview transcripts preserved my collected data, I 

used a reflexive diary to gather and conserve possible interpretations and thoughts 

related to my sensemaking of what I observed and heard in the field throughout my 

participation (Haynes, 2012; Travers, 2011). It was particularly important for me to 

keep a continuous record of my thoughts because I started engaging with already 

acquired data while I was still immersed in the field (Nicolini, 2011). Moreover, I 
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transcribed all interviews myself and viewed it a way of engaging and hence 

familiarizing myself with the data set (Agar, 2008; Howitt & Cramer, 2014). 

 

3.3.2.2 Generating ‘Bottom Level’ Coding Lists 
In an initial stage of coding, I went through the entire data set, line by line, 

reconceptualised and labelled text fragments, single or multiple sentences or even entire 

paragraphs, whereby the newly applied label constituted the code (Miles et al., 2014). 

Each code depended on my own thinking and interpretation (Basit, 2003) and was 

chosen because to me, it seemed to best describe the information contained in the text in 

that moment (Creswell, 2013). As presented earlier, I thereby employed different 

coding strategies such a descriptive, process, emotion, and in vivo coding (Saldaña, 

2009).  

  

In accordance with ‘literature’ being a shaping element of my sensitizing 

framework (see section 3.3.1.2), I created 1,530 codes and allocated them to one of the 

two broader research themes, namely service-learning or relationality. All codes resided 

on the same (‘bottom’) level and had not been aggregated or consolidated at this point. 

My approach differed from other prevalent approaches (e.g. Barbour, 2008; Creswell, 

2013), whereby the researcher first identifies broad categories or themes and then builds 

and expands on those during the continuing analysis. Instead, I adopted the perspective 

that as opposed to a code, “a theme is an outcome of coding, categorization and analytic 

reflection” (Saldaña, 2009: 13). 

 

All codes were generated on paper (Kelle, 1997) and later entered into NVivo, a 

computer-assisted qualitative data analysis software. Although I was aware and capable 

of using NVivo’s analytical functions (e.g. word-tree maps etc.), I exclusively used the 

software as a data management tool for future consolidation purposes (Guest et al., 

2012; Seale, 2000). In comparison to other available software tools such as “MS Word”, 

I found the code-and-retrieve function – which allowed me to code and then retrieve 

text associated with any particular code across data sources – superior and more 

efficient to use (Bryman, 2012). The two-step process of producing codes on paper and 

then entering those into the software, allowed me to review my own work and confirm 
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or change initial codes. My process resonated with a widely held position that 

“qualitative analysis software does not do analysis for you” (Guest et al., 2012: 220; 

also, Barbour, 2008; Burnard, 2008) – as it was I who generated the codes and 

continued analysing the data, not the software.  

 

3.3.2.3 Building Up Themes and Coding Structures 

Building upon on the ‘bottom-level’ coding lists, I engaged in thematizing in order to 

generate coding structures for both research branches. “Themes can be seen as a coding 

of codings” (Howitt & Clarke, 2014: 383). Accordingly, I reviewed both codings lists 

and - judged by the topical or thematic similarity of codes - consolidated an array of 

similar codes to form aggregated themes, as depicted in figure 9 (Leininger, 1985).  

 
Figure 9 - Forming themes based on codes and original text - inspired by Howitt & Cramer 
(2014) 

 
 

Similarly to generating initial codes, I gave themes labels based on what I 

thought the contained array of similar codes represented (Creswell, 2013). The 

generation of themes did not result in a list of first level themes but actually yielded a 

coding structure consisting of several hierarchical levels. After the first round of 

thematizing, themes were further aggregated with the intention to build coding 

structures that best captured the two research branches respectively.  

 



Research Design 

105 

3.3.2.4 Reviewing Coding Structures 
Following Braun and Clarke’s (2006) recommendation, at this stage of the thematic 

analysis process, I reviewed both coding structures. Some themes were abandoned, split 

up into sub-themes, renamed and new themes were introduced to accommodate textual 

data that, after reviewing them again, did not actually fit into the theme they were 

initially allocated to. This stage accounted for the processual and iterative nature of 

thematic analysis and the notion of emergence (Miles et al., 2014). Since I could not 

code all textual data at once, some codes - the same was true for themes - were earlier 

introduced than others, not accounting for the fact that codes or themes that emerged 

later might actually be the better canvas for data that had been labelled earlier. Ayres 

(2008) contends that reviewing previous work enables the researcher to retain 

connections between decontextualized codes and the original source. Moreover, since I 

had already arrived at preliminary coding structures, a broader picture had already 

emerged. So it was plausible to review the single elements in light of that emerging 

narrative (Basit, 2003; Dey, 1993) 

 

3.3.2.5 Writing Up Findings and Narrative 
After the review, the emergent coding structures were not final yet but were finalized 

throughout my writing process. This stage encompassed my findings (see chapter 4) and 

discussion (see chapter 5). Articulating and writing a narrative was an iterative process 

for me that ultimately revealed where my narrative and line of argument needed 

strengthening (Feldman, 2004). Through a continuous engagement with my writing and 

my coding structure, my work gained clarity. Moreover, the writing process was another 

opportunity to check for relevance and viability with regards to the research questions 

(Aronson, 1994; Auerbach & Silverstein, 2003). The writing stage thus encapsulates my 

iterative engagement between my narrative, theory and coding structure. As a result, I 

built up the final coding structure of my thesis (see figure 10). 
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Figure 10 - Final coding structure 
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3.4 Quality & Credibility 
According to my philosophical stance, there is no objective or absolute truth but 

multiple accounts thereof, which are mediated through personal experience (Alvesson & 

Sköldberg, 2009). Moreover, analysing qualitative data necessarily involves 

interpretation based on the researcher’s subjectivity (Alvesson, 2003; Neyland, 2008). 

So what criteria can then be used to justify interpretive knowledge claims (Sandberg, 

2005)? There is a lively debate on activities qualitative and particularly interpretive 

researchers can employ to justify their knowledge claims arising from their research 

(Armstrong et al., 1997; Barbour, 2001, 2008; Barusch et al., 2011; Bryman & Bell, 

2011; Guest et al., 2012; Lincoln, 1995; Mays & Pope, 1995; Probst, 2015; Sandberg, 

2005; Trainor & Graue, 2014). Terms such as ‘validity’ or ‘reliability’ are closely 

intertwined with a positivistic tradition and thus problematic in an interpretive discourse 

(Sandberg, 2005).  

 

It has been noted earlier (see section 3.2.2) that I adopted a reflexive approach to 

my research inquiry that encouraged me to keep a reflexive diary to make my own 

biases and assumptions apparent and pursue my own aspiration to conduct good quality 

research (Gilgun, 2010). In the matter of transparency, I have also already revealed my 

ontological and epistemological assumptions (see section 3.1) and presented a 

sensitizing framework (see 3.3.1) that accounted for the shaping elements of my 

analytical and sensemaking process. In the remainder of this section, I will address two 

additional activities, namely prolonged engagement and peer involvement, employed in 

this thesis to ensure good quality research, credibility and transparency and to justify 

my knowledge claims (Bryman & Bell, 2011; Lincoln & Guba, 1985; Sandberg, 2005). 

 

3.4.1 Prolonged Engagement 

The ethnographic research design adopted in this thesis required me to spend a 

significant amount of time in the field in order to identify noteworthy events in the 

organisational context (Hirsch & Gellner, 2001; Watson, 2012; Ybema et al., 2009). 

Langley and Stensaker (2012: 152) explain that, “researchers learn along with the 

protagonists” and further contend that real-time research such as ethnography is 
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advantageous in the sense that neither the researcher nor the participations are biased by 

having knowledge of the outcomes. Building on the notion of immersion, a prolonged 

engagement allows researchers to build a trustworthy relationship with participants, 

learn about the organisational way of life, acquire the necessary knowledge to evaluate 

and interpret collected data (Fetterman, 1998), and identify “misinformation that stems 

from distortions introduced by the researcher or informants” (Creswell, 2013: 251). 

While I have already acknowledged the advantages and disadvantages of my 

positionality as researcher-insider (see sections 7.3 and 7.5), I argue here that due to my 

active participation and previous engagement with the organisation, I had a knowledge 

advantage compared to ‘strangers’ (Agar, 2008) and was in a good position to collect, 

analyse, and holistically assess the collected data not in spite but because of the duality 

of my role (Alvesson, 2009).  

 

3.4.2 Peer Involvement 

Adopting a reflexive approach encouraged me to engage with peers throughout my 

research process (Cunliffe & Jun, 2005; Cunliffe, 2009; Hibbert et al., 2010a). I had the 

opportunity to discuss my research design, coding and thematizing results on several 

occasions with fellow researchers, including to a great extent my supervisors who acted 

as ‘devil’s advocates’ (Lincoln & Guba, 1985). I presented and discussed different 

versions of my coding lists, coding structures and narrative outlines with them 

throughout the research process. I engaged with peers and faculty members in informal 

conversations and formal meetings, presented to the faculties of the School of 

Management at the University of St Andrews and the Business School at the University 

of Auckland, and presented my research at doctoral workshops and the British Academy 

of Management. Peers challenged my approach, reasoning and outcomes and thus 

encouraged me to review my efforts and act upon it. Holding peer briefings and 

discussing my work constituted an additional level of review to my self-enacted 

activities, and ultimately increased the confirmability of my research approach and 

results.  
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Summary 

Granted that the validity and confirmability of qualitative and interpretivist research is a 

sensitive topic (Bryman & Bell, 2011; Guest et al., 2012) I have illustrated a range of 

quality activities employed in this thesis throughout this chapter. Being aware of the 

implications of my epistemological position and thus, my personal influence on this 

inquiry, I adopted a reflexive approach to explore and reveal my own biases and 

preconceptions. Inspired by that approach, I articulated a sensitizing framework that 

captured the shaping elements of my research engagement. Furthermore, my systematic 

thematic analysis approach built upon the combination of observations and interviews 

and introduced stages of revision to check my own thinking and interpretation 

(Ellingson, 2014). Throughout my methodology, peers played an important role as they 

challenged my rationale and opened me up to new perspectives. Moreover, my 

prolonged engagement in the field enabled me to engage closely with participants and 

reduced the risk of drawing premature conclusions based on a snapshot of their 

experience.  

 

 After having outlined my research design in this chapter, the subsequent chapter 

will present my findings with regards to the two research themes of this thesis. 
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4 Findings 
As illustrated in figure 10 (section 3.3), the thematic analysis yielded a final coding 

structure that is characterised by two predominant themes: micro learning processes and 

relationality. These two themes resonate with my research questions respectively (see 

section 2.3) and constitute the pillars of students’ experiential basis for learning. This 

chapter presents my findings with regards to both themes. This chapter is structured into 

three parts: The first section focuses on students’ learning experience. Secondly, this 

chapter will present the findings regarding the relationality of students’ experience. 

Lastly, this chapter will end with a summary.  

 

4.1 Micro Service-Learning Processes 
This section provides a detailed description of the learning experience students gained 

through their participation at TownLife. Building on my observations in the field and 

conducted interviews with volunteers, my findings suggest that the student-led service-

learning process consisted of micro processes, which could be grouped into two 

categories – emergent and deliberate micro processes (see appendix 5 for an overview 

of the data structure and respective data items). Emergent micro processes contained 

unplanned experiential and developmental themes that unfolded as students enacted 

their positions and engaged with their work, peers, community members, and other 

stakeholders. Deliberate micro processes refer to intentionally employed elements such 

as structured and liminal learning. Each micro process is described in turn.  

 

4.1.1 Emergent Learning Processes 

Emergent micro processes were unintentional and unfolded as students engaged with 

their professional-like roles and the people around them. My analysis revealed five 

micro processes that were emergent in nature: Realizing the need to develop, 

familiarizing with roles, enacting roles, co-developing personal growth, and transferring 

learning experiences. They are presented in turn.  
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4.1.1.1 Realizing Need to Develop 
Through their participation in TownLife, their engagement with their respective 

professional roles and people around them, students were exposed to unknown tasks 

and areas of expertise, which caused volunteers to become aware of their own 

inexperience and need to develop personally. Though students possessed varying 

degrees of practical experience (that may be relevant to their assumed role) upon their 

joining, their engagement in TownLife was a novel experience for many of them; 

students had little or no preconceptions of what it meant to take on the role of a student 

consultant, operations or board member and work with both community members and 

peers on a structured and defined project brief. In the words of one student, they were 

“being dropped in the deep end” and tried to “keep above water” (BM2). 

 

 When joining the organisation and assuming a position, students acknowledged 

their knowledge gaps: “You don’t really know what you are doing when you start off” 

(TL8). Similarly, TL5 had no prior experience to draw from and expressed that she had 

“absolutely no idea because I was new to the organisation.” The following interview 

excerpt captures a team leader’s recollection of his team’s first couple of days after 

having received the project brief. The account illustrates how team members and team 

leader alike had no previous knowledge about what some would deem to be essential 

for aspiring consultants to know: 

 

“And I remember the start and the first weeks […] we were looking into what 

was a consulting report, what is a project… we were trying to find examples and 

stuff. We were all completely blank, including myself and I knew nothing more 

than the team.” (BM2) 

 

 But even those students who self-reportedly had relevant previous experience 

for their new position within TownLife quickly realized that the circumstances of their 

position might not allow for a direct translation of their experience into the novel 

context of TownLife but required them to adapt. TL2 for example had just come “off an 

internship” where he “saw people who manage client relationships”, when he assumed 

the role of team leader. He attempted to “cross apply [his previous observations] to 
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client management with TownLife; so initially I tried to do that […] and then I got the 

feeling that [CM10] didn't really care that much so I just eased off.”  

 

 When students first assumed and began to engage with their new professional-

like roles at TownLife, they quickly realised their inexperience. Even those students, 

who thought that their previous work experience could help them, realized that their 

knowledge did not necessarily apply to the new context they were now in. However, as 

the previous example of BM2’s team indicates, students knew that they needed to 

develop in order to succeed so they took action to familiarize themselves with their 

roles. The notion of familiarization is further explored in the following section.  

 

4.1.1.2 Familiarizing with Roles 
This self-realisation of personal shortcomings and need to adapt could cause unease and 

discomfort for the students since the novel experience was “completely out of 

everyone's comfort zone” (TL3). However, volunteers did not appear discouraged by 

that. While TL3 perceived his team to be “just ready for the challenge”, TL6 sounded 

excited about the opportunity to learn: “At the beginning I felt a bit lost […] this 

experience was totally new for me, which was great because not only was I learning the 

client interaction skills but also how to do a media strategy (sic).” This eagerness 

translated into different ways of familiarization.  

 

When left to their own devices in a novel situation, students relied on their 

intuition or gut feeling. When she first assumed her role as team leader, TL5 seemed to 

be discomforted by the realization that “it was hard to help people know what they were 

doing when I didn't know what I was doing.” When she tried “to keep people 

motivated”, TL5 “just felt that if [she] came up with a weekly plan of things to look into 

and have people start research, that would come together as we went” (emphasis added). 

BM2 explained that he “had to think on my feet” and remembered that he was “just 

learning on the go”, which retrospectively felt “very valuable in the end” and was a 

“massive learning experience.” 
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On the contrary to TL5, who assumed a leadership position right after being 

recruited, C14 was a two-term consultant before he moved into a leadership position. 

Out of that position he explained in his interview: “The main thing I wanted to instil in 

my team was a sense of responsibility because I know how much I enjoyed that 

particularly in the first semester.” His statement suggests that he could base his decision 

on his previous experience of working as a consultant with another team leader.    
 

 Similar to BM2 and his team who started “looking into what was a consulting 

report, what is a project” when they first got together as a team, other students too 

performed secondary research individually or as a team as a way of becoming more 

familiar with their new role or the matter at hand. C16 for example recalled that she had 

to “learn how to lead meetings” so she and her team researched “creative ideas and then 

come together” to discuss. 

 

 If their engagement with secondary research left questions unanswered, students 

explored other means of acquiring information. They leaned on people who they 

thought might know more than them and had a conversation in order to learn about a 

specific topic. For example, when asked to conduct a media strategy for a community 

member, the team reached out to several organisations in the same sector to learn from 

their experience and draw conclusions for their own task:  

 

“We were looking at what challenges they had regarding the implementation of 

their campaign strategy and also the effectiveness of the different tools they 

were using […] By calling them and asking […] we could find out […] which 

ones were successful and which ones weren't.” (TL6) 

 

 In addition to consulting external informants, students also sought advice from 

more experienced peers. Team leaders, mentors and fellow team members offered 

support in becoming more familiar with a topic or task. For instance, TL6 shared that he 

“can only praise TL7’s leadership!” He had “never done this kind of consulting work 

before […] meeting with clients, how to ask the questions” but TL7 “was great in sort 

of mentoring me through that process.”  
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 The same team leader recalled that in instances, in which his peers did not know 

how to perform a certain task, the entire team would perform a given task collectively, 

thus providing guidance to each other: “If someone wasn't sure how to do what they 

were supposed to do, we would do it with them and take them through it step-by-step 

[…] so that they learn.” (TL6) 

 

 Volunteers further employed observing and shadowing of more experienced 

peers as means of becoming more familiar with a new role. OP3 for example seemed to 

be comforted by the fact that BM5 “took the lead” in a meeting with potential sponsors, 

which gave her the opportunity “to see what sort of questions I should be asking” – 

“otherwise, that would have been a lot for a first ever meeting (chuckles)” (OP3).  

 

Students did not appear to be discouraged by realizing their inexperience and 

knowledge gaps. Although the new role could seem daunting, students appeared excited 

and eager to learn. They employed several techniques to familiarize themselves with the 

unknown and thereby strongly relied on peer support. Previous examples showed that 

participants relied on their intuition and acted upon previous relevant experience. In 

addition, students acquired knowledge through individual or collective secondary 

research, conversations with external informants, peer advice and mentoring, 

conducting tasks in a group, and observing more experienced peers. At this stage of 

their engagement, students acquired a level of knowledge about and familiarity with 

their role that enabled them to begin to enact their roles, as discussed below.   

 

4.1.1.3 Enacting Roles 
“I learned a great deal through trial and error” (C14). This statement stands 

representative of the idea previous micro processes already hinted at: students learned 

through experience. An important element of experiencing what it meant to manage a 

social enterprise, facilitate internal processes, lead teams or advise community members 

was for students to actually enact such roles. In other words, they needed to perform the 
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activities and tasks and assume the responsibilities associated with occupying the role of 

board or operations members, team leader or consultant.  

 

As opposed to solving case studies or writing exams in a lecture room, students 

provided an actual service to community organisations and seemed appreciative of the 

“real world experience it provides” (BM3). The following interview excerpt echoes that 

appreciation and confirms that real world experience meant leaving the classroom, 

which required action and interaction:  

 

“Here it’s more about having a real world issue that you know nothing about and 

that you have to understand. And the way you understand it is not by reading a 

text book, it’s by speaking with a lot of people, doing research, […] to look into 

different things, asking your team about what they think about the issue and 

that’s something you don’t get in school projects at all.” (TL1) 

  

Another student confirmed: “It [TownLife] provides a learning opportunity for 

working with people because ultimately everything stems from that - are you working 

with a client or are you working with an internal member” (BM3). These accounts 

suggest that experienced-based learning meant engaging with the problem at hand and 

the people around you.  

 

And yet, although seemingly all students in TownLife performed certain 

activities and assumed responsibilities, their learning experience was unique; not just 

because of their individuality but also because of the roles they enacted. BM3 suggested 

that although “we are all trying to […] get the same things out of it […] we are just 

doing it from a slightly different standpoint.” BM3 and his co-leader BM4 had 

previously been members of the operations team but were now “adopting a leadership 

role where our job is to lead and theirs [operations members] is to do with their aspect 

of their work” (BM3). To BM3, “it's all about learning, so we are learning a different 

skill and maybe one day they will move into our role and we will move elsewhere.” 

Following his argument, the roles students enacted seemed to influence their learning 

experience.  
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 This micro process sheds light on the practical experience students acquired 

through the every-day activities and responsibilities associated with enacting different 

roles within TownLife. Though student learning was unique to every individual student, 

from the analysis can be inferred that there were similar sets of experiences students 

gained during their enactment of the same role. This section first sheds light on enacting 

the role of members of the operations team, including board members; secondly, themes 

associated with enacting the role of a team leader will be presented; lastly, this section 

illuminates the experience of consultants.  

 

Board & Operations Members: “Make everything run smoothly!” 

Members of the operations team and board understood themselves as facilitators of the 

organisation; they “make everything run smoothly […] and make the whole of 

TownLife function” (OP3). The operations team ensured functionality of the cohort by 

performing conventional activities typically associated with running an enterprise such 

as managing the business’s finances, handling the legal statutory obligations and IT 

infrastructure, designing training sessions and workshops, acquiring projects, marketing 

the organisation on and off campus, and recruiting new members (examples can be 

found in section 7.7).  

 

 Board members were perceived to “help people reach their potential” and 

“empowering people to develop their interests, skillsets and prepare for beginning their 

careers” (TL1). This became evident when TL2 and TL7 (acting as consultants at the 

time) escalated their feeling about being misused and intellectually not stimulated to 

BM5 (FN_098), who in turn got in touch with CM5 and explained that, students “are all 

engaged in our organisation because they want to help the community and learn. I am 

under the impression that they might see the latter slightly neglected at the moment” 

(Correspondence_61: email from BM5 to CM5 regarding the scope of work).  

 

Though all of these activities differentiated their roles from others in the 

organisation, it was their focus on the organisation in its entirety rather than single 

community projects or smaller project teams that seemed to be the defining 
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characteristic of what it meant to enact roles of the board and operations team. BM5 for 

instance “would like to trade places” with consultants “for them to see how difficult it is 

to run an organisation of 30 people that are all students for one, from different years and 

different levels of maturity, academic schedules, and everybody is volunteering - it is 

not that easy especially when it comes to cohesion and bringing the entire cohort 

together.” 
 

 Over the course of my field engagement, facilitating cohort cohesion was a 

prominent struggle, which prevented board members from fulfilling their prime 

responsibility, namely “empowering people to develop their interests, skillsets and 

prepare for beginning their careers” (TL1). Through conversations with members of the 

cohort and elements of informal learning such as action learning sets (internally referred 

to as ‘internal consulting roundtables’) moderated by external facilitators, the operations 

team tried to reveal the issues underlying the divide across the organisation. One issue 

crystallized to be a major source of such perception: a perceived isolation and 

separation on different levels of the organisation. The following board members 

highlights that such separation exists on different levels - individual, team, and 

departments: 

 

“So it started off as a very niche thing, TownLife, where it was a small and 

cohesive cohort where we all worked together and it seemed to be a connection 

between […] consulting and operations side of the business. That disappeared 

last semester […] and they both became isolated and I think people were feeling 

a little bit of individual isolation as much they were in their teams as well.” 

(BM3) 

 

 From discussions observed at an ‘internal consulting roundtable’, consultants 

confirmed the premise of the board member’s question; as individuals, they indeed felt 

isolated from the organisation: They did not see how they contributed to the bigger 

picture, to the vision of the organisation; […] they, as student consultants, felt 

disconnected from the rest of the organisation (FN_061). In addition to a heartfelt 

isolation from the cohort, there also seemed to be little interaction between teams. C4 
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confirmed that even when two teams worked with the same beneficiary she “didn't get a 

chance to get to know the other part of the ‘Development Initiative’ […] I didn't really 

know them”, implying that there was little or no interaction between the two student 

teams.  

  

This separation further extended onto a departmental level. The division 

between the operations and consulting teams was a predominant and sensitive issue 

within the organisation that evoked strong feelings and language. The discourse of this 

dispute revealed accusations from both parts of the organisation. While members of the 

operations team felt that consultants did not show appreciation for their work – which 

was perceived as arrogance and ignorance stemming from a false sense of superiority – 

consultants felt left out and ‘belittled’ by the operations team which made decisions 

over their heads without consultation, as illustrated by the following two statements 

from both, operations and consulting members:  

 

Operations: “I think the consultants don't realise, they can be a bit like ‘we are 

consultants and you are operations’, ‘we are the important people here and you 

are just in the background’, ‘your task isn't as difficult as ours’, ‘your task isn't 

as demanding as ours’ - so there is definitely separation! I really don't think that 

they appreciate everything that goes on in operations.” (OP3) 

 

Consulting: “For example the concept of buzzMeetings on Tuesday nights 

really frustrated me because there was no contact made between operations and 

consulting teams, it was just a case of ‘we are setting this now, so you are going 

to have to deal with it’. […] It felt like you were being, I don't want to say 

belittled because that seems a bit harsh, but I was quite angry; […] you haven't 

even been consulted.” (C14) 

 

 Once the underlying issue of multi-level separation had been identified, 

members of the operations team and board have articulated a range of responses 

(examples can be found in appendix 7): installing a consulting representative 

(mediation), board elections rather than appointments (democratisation), personal 
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operations updates (transparency), collective cohort meetings (collectivity) and opening 

up decision-making processes (participation). As the example of C14 shows, who 

expressed his concerns regarding the communication of the buzzMeetings in the 

previous statement, those measures seemed rather fruitful:  

 

“I definitely think that was a good idea to have a liaison between consulting 

teams and can play a part in operations as well. The buzzMeetings I wasn't 

entirely convinced of them at first but having been to one, I really enjoyed the 

fact that operations were having a meeting at the same time as we were; it was 

good because it sort of felt like that we are sort of the same now.” (C14) 

 

  Dealing with cohort cohesion was a learning opportunity for members of the 

operations team and board in the realms of organisation and people management. To 

BM3, trying to unite the cohort was a “great part of the learning experience; nothing can 

be done from the textbook, therefore go and do something like TownLife and learn 

about it that way.” There seemed to be some transfer in that he felt that his experience 

was “almost exactly what they are telling you in the textbook […] it is about 

understanding the people and what they want.” But on the contrary to what he thought 

he had heard in the classroom, “it is not quite as simple as ‘we are going to empower 

you’.” 

 

Enacting their roles as operations and board members allowed students to take 

responsibility for a range of (administrative) activities but primarily concerned them 

with facilitating the cohort and ensuring its functionality. The focus on the organisation 

as a whole differentiated the enactment of the roles of board or operations members 

from enacting the roles of team leader and consultant. An important struggle associated 

with facilitating the cohort appeared to be cohort cohesion. Through conversations with 

members of the cohort and problem identification, students revealed the multi-level 

tensions underlying the lack of cohort cohesion and launched a range of mechanisms as 

a remedy. This section shows that students believed their enactment to be the reason for 

their learning experience. They could draw connections between theory and practice 
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and acknowledged that their practical experience of enacting their role yielded learning 

outcomes with regards to facilitating groups of people within an organisational context.  

 
Team Leaders: Managing Project Teams 

Team leaders performed a wide array of activities in a relatively short period of time 

and bore great responsibility towards different stakeholders such as team members, 

community members, and the organisation itself. The crown seemed to weigh heavily 

on them as “being team leader is getting to you” (TL3) and the role is “on the back of 

your mind all the time” (TL7). This effect on their conscience and feelings could stem 

from the responsibility they bore, after all “you feel solely responsible for the entire 

thing” (TL2), carried “the pressure of pleasing a client” (BM3), and tried to “balance 

the interests of clients and TownLife members” (TL1). Team leaders acknowledged for 

instance that how they presented themselves affected how people perceived TownLife 

as an organisation: “I would say that one of my biggest concerns was for my team to 

understand that TownLife was a massive experience […] at no point did I want to step 

off the gas” (TL3). 

 

 Especially newly appointed team leaders felt pressure to show no weakness. 

They believed that as the head of a team you were the “source of knowledge and 

authority” (TL1). “As a team leader”, TL6 explained, “you have to give an example that 

you are there for them and that they can rely on you, so you don't want to show that you 

are not aware in every step of the way.” As mentioned earlier, the responsibility team 

leaders bore differentiated their role from consultants. TL3 reflected upon his time as 

consultant and concluded that, “I never really had to worry about the big picture; […] 

we had our mind towards the project but we never had to really worry about where the 

project was headed; whereas now […] you have to know the inside out of it or there is 

never this comfort […] because you are leading it.” (TL3) 

 

 This section sheds light on what it meant for team leaders to know the ‘inside 

out’ of a project. There were two common aspects related to enacting the role of a team 

leader: firstly, managing a project and secondly, managing a team. While the former 

was mainly associated with managing a team’s project efforts, the latter refers to 
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managing inter-personal relationships among team members. I acknowledge that due to 

their relational nature, both themes are naturally entangled and separated here merely 

for the purpose of thematic deliberation. 
 

Enacting the role of team leader entailed supervising and coordinating project-

related efforts. TL7 reflected on her time as consultant under the leadership of one of 

her peers and concluded that coordination efforts include “making sure that we [the 

team] are on top of our game; […] organising all of us, […] organising client meetings, 

[and] communicating […] to the client.” Her account also suggests that team leaders 

were the main liaison for community members. And while student-community 

relationships are explored in depth in section 4.2, it shall be noted here that due to their 

position as gatekeeper between the two parties, team leaders relayed information 

between the project team and community members. They also filtered what information 

and which parts of the community relationship they shared with their team. TL3 for 

instance self-reportedly had trouble getting hold of a community member but although 

“it was frustrating […] I didn't let that translate into my team members; not that I have 

been trying to shield them from the frustration but I tried not to show it.” (TL3) 

 

Due to their position as liaison, team leaders tended to have a better overview of 

the project and its context, which equipped them well to structure a team’s efforts. C8 

reported that though “it was us generating the goals”, “there was also always [TL7’s] 

supervision and she had the last say. […] She knew more about the project in the sense 

that she was the one who would get in touch with the client; I'd say that she had more 

ideas of what the next step should be than us but then we always had room to discuss 

it.” (C8) 

 

Her position gave TL7 an information edge, which enabled her to structure the 

team’s progress and make “sure that projects are carried out to a high standard” (TL1). 

As supervisors this required team leaders to “facilitate and put people into different 

responsibilities that everyone knows what their task is and feel responsible for 

something” (TL8). All in all, it was a team leader’s “responsibility to keep the team on 

track” (TL3).   
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In addition to facilitating a team’s project-related efforts, enacting the role of 

team leader required students to manage a team of individuals with different 

personalities, backgrounds, and skills, as illustrated by BM1: “As team leader I think I 

developed some leadership skills and team management skills in terms of dealing with 

different types of personalities and skill sets in the team.” His account suggests that as 

team leader, managing inter-relationships amongst team members was an important 

learning experience and part of the job description.  

 

TL8 observed that team effectiveness could be obstructed by tensions between 

members so that it was important to manage those conflicts, “overcome problems”, 

facilitate team cohesion and “keep good relationships with people despite difficult 

times”. She was also required to “to motivate” if members “don’t really do their jobs.” 

Though peer-to-peer relationships are explored in greater detail in section 4.2, it shall be 

noted here that teams were sensitive to an even distribution of work. Although TL8 

acknowledged, that “there are always people who do less and others who do more 

work”, members who did not pull their weight could cause tensions among peers and 

team leaders were tasked to “deal with team members who were not completing their 

tasks on time” (C14). Team leaders tended to mediate between team members in these 

occasions. When she had to deal with “one team member, who didn't really show up to 

meetings and didn't really do his work”, TL8 tried “talking to him about what's wrong 

[…] and trying to understand rather than complain […] and solve the problem now 

rather than say ‘you have to do it now’.” 

 

TL5 added that, “especially at the beginning […] people don't feel comfortable 

to say what they want to say because they feel that they will be judged”. So in order for 

her team to work effectively, she had to create a supportive and friendly atmosphere by 

instilling a sense of collectivity among team members and making “sure that everybody 

knows that we are working together and that it is a team effort and not a solo project.” 

For that to work she needed to ensure that members felt “comfortable to say your ideas 

[…] to feel open and that we are all friendly.” 
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 Team leaders managed their project team as a sub-entity of TownLife and 

“managing each of these teams effectively is crucial to managing the organisation 

effectively” (C14). As such, team leaders acted as gatekeepers and represented their 

team’s interests in discussions with the operations team and mentors. It became clear in 

a conversation with mentors that team leaders felt protective of their teams and were 

concerned about their productivity. For example, they advocated for mentors to stay 

away from meetings because their attendance “feels more imposing” (TL7) and caused 

“draught - nobody wanted to speak […] because […] it made people really self-

conscious of their ideas” (TL5).  

 

 Managing a team meant facilitating a group of people with diverse backgrounds 

and skill sets and their inter-relationships. This section shows that enacting the role of 

team leader required students to take responsibility for the team’s cohesion, member’s 

motivation, and to manage tensions. Moreover, as liaisons between their team and the 

rest of the organisation, they represented their team’s interests in an organisational 

context. Students seem to value the experience as it taught them leadership skills.   

 

Assuming the role of team leader entailed managing a project and the project 

team. The responsibility for ensuring that the project was successful lay with team 

leaders who were placed in a wider relational context. They liaised with community 

members and represented their teams’ interests within the organisation. As gatekeepers, 

they tended to have an information advantage over their team members, which equipped 

them well for facilitating and guiding the project work. Moreover, they needed to 

manage a team’s cohesion, motivation and tensions. Although the position was 

associated with bearing great responsibility, students appreciated the experience as an 

opportunity to develop personally. 

  

Consultants: Solving Problems 
Facilitated by team leaders, student consultants aimed at solving a problem posed to 

them by community members. This project work was a “team effort and not a solo 

project” (TL6) so it was natural for team members to work and relate with peers. 

Personally, C12 felt that he had an obligation to contribute to his team: “Mostly I think 
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my role as a team member was obviously to make sure that the team worked smoothly 

by contributing what was expected of me and not to hold anything up and contribute 

with my ideas and make sure that I do my part.” (C12) 

 

Whereas section 4.2 explores in great depth how peers interacted with each other 

in a team context and how their relating influenced the service-learning process, this 

section focuses on what enacting the role of a consultant meant in terms of engaging in 

project-related activities and, to varying degrees, supporting the team leader in his or 

her efforts to manage the project team. 

 
Ultimately, under the umbrella of a project, student consultants aimed at solving 

a problem or issue community members faced. Enacting the role of consultant meant to 

pursue that objective and encompassed four project-related activities: surfacing 

underlying issues, collecting data, analysing gathered data, and reporting results. Each 

activity is discussed in turn.  

 

 Typically, community members approached students with a problem they faced 

and articulated the issue in the way they understood it. However, students sometimes 

redefined the original scope and purpose of the project throughout the collaboration. 

The following anecdote for instance suggests that consultants were left with the 

objective to identify ways to raise money for a charity. Soon after they had begun to 

work on the problem, C7 raised concerns that their community partners could indeed be 

one step ahead of themselves because they had not yet articulated the purpose of their 

charity: “You can't fundraise as a charity until you have a role to play. […] We need to 

know how they are going to engage with the community because that would determine 

how they are going to raise money.” C7 and his peers surfaced the underlying issue, a 

determinant of the original problem the beneficiary presented. Consequently, C7 

remarked: “I guess the problem is that they don't even see how it holds together. […] 

That's why we had to go a step back with what we're doing with them.”  

 

In tackling a problem, consultants collected data for two reasons, firstly, to get a 

better understanding of the topic and its context and secondly, to work towards a 
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solution of the problem. In one instance, consultants were asked to “develop […] a 

business plan for a [social enterprise], figure out what other things the shop should do, 

what time it would be open, what it should sell” (TL2). Across the board, consultants 

employed different methods of data collection: they talked to their community partners, 

performed secondary research, surveyed certain populations, observed behaviours, and 

interviewed informants. Some of those methods had been employed by the team, as 

illustrated by TL2: “And we did a combination of data collection on actual observations 

on individuals […] trying to assess the sentiment of the market by surveying students 

and locals and asking them what they thought about coffee.” Identifying and getting in 

touch with the right informants appeared to be a challenge however, as one consultant 

described, his research entailed “[…] basically forensics, trying to find out ways of 

contacting people […] to get contacts that aren't generic info@bla.com emails and real 

people’s phone numbers” (C12). 

 

Once data had been collected, consultants engaged with it by analysing the data 

as a means of sensemaking. One team leader described the analysis as “calculating 

different correlations and forming different categories from the data” (TL7). The 

following account confirms that analysing data seemed to be understood as identifying 

relationships and building categories across the data set, and he provided an example 

from the ‘Social Enterprise’ project of what these correlations could be: “We found 

some pretty cool relationships […] that it doesn’t matter what the drink costs but what 

the current price of lunch is, despite the fact that nobody buys lunches in coffee shops” 

(TL1). Once the relationships had been revealed, TL1 added, “a lot of it was graphing 

data points”.  

 

The conclusions and insights resulting from the data collection and analysis 

were ultimately reported back to the community member, so visualising or ‘graphing’ 

information was essential. Consultants typically wrote up their results in a project report 

and presented them in a personal meeting to community members. C7 remarked, 

“putting together the report as arduous as it is, is actually quite fun; it is a pretty unique 

process”. Consultants tended to collaborate in this activity, as illustrated by the 

following consultant: “And then in the end when we wrote the report, I was the person 
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responsible for the introduction and methodology; that was decided democratically […] 

and we all worked very closely together in actually writing the report” (C4). Following 

the report writing, students also presented their results in person in front of the 

community partner. The following field note illustrates how community members 

perceived presentations:  

 

When asked about the media project team, CM14 said, “they worked very hard 

on it” and gave a “great presentation” that was “very professional”. The team 

had told them some “hard truths” […] and these suggestions “we’ve taken it on 

board” (FN_102). 

 

In addition to contributing directly to a team’s project work, some consultants 

were more involved than others in supporting the team leader in managing the project 

and team. Although they did not formally possess team leadership, those members 

tended to adopt leadership responsibilities by facilitating the team’s project work, and 

contributing to the team’s overall cohesion.   

 

In interviews, team leaders reported of consultants who - out of their own 

volition - supported them in their structuring and coordinating efforts. TL2 for example 

mentioned C7 who “is more willing to tell people what to do”, which kept team 

members on their toes and seemingly relieved the team leader from his responsibilities 

who admitted: “[…] then I don't have to feel like I’m always telling […] because you 

can only tell them that so many times” (TL2). Similarly, TL7 mentioned, “a lot of 

structuring work had actually been done solely by TL3 (who was a consultant under her 

leadership at the time) […] by his own choice”. Though she acknowledged, that “you 

could say that is something the team leader should be doing”, she accepted the support 

as it relieved her of her workload: “[…] why not, I do less work.” Both supportive 

consultants had not been asked to enact leadership but did so proactively. TL1 

remembered that during his time as a consultant, “I took with some members of the 

team substantial ownership of the project […] and that kind of maybe skewed the 

leadership position from TL8 to us.” “Because of this”, TL1 explained, his “transition 

from consultant to team leader […] wasn’t such a huge jump.”  
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There were situations however, in which consultants seemingly had no choice 

but to step up because of the needs or shortcomings of their formal team leader. C14 for 

instance explained that he felt that TL1 had “lost a bit of confidence as a team leader” 

and was looking for reassurance as he always “asked me for my opinion”, which 

“sometimes it felt like he was spreading responsibility.” In the end, the “quite enjoyed 

being a coordinator for the team” but was put in that situation involuntarily because he 

did not “think TL1 was confident enough in his own abilities.” 

 

In addition to facilitating a team’s project work, consultants could also enact 

leadership in that they contributed to team leaders’ responsibility of managing the team 

rather than the project. During his time as a consultant under TL8’s leadership, TL2 

reflected, “I feel like I was also the social alternative to TL8; TL8 was providing 

leadership on the project management site, I was assisting in helping the guys that were 

younger to figure out what their role within the organisation… kind of facilitating our 

social interactions.” He seemed to have taken responsibility for his team’s cohesion by 

offering guidance to his peers.  

 

Within the relational context of a team, consultants aimed at solving a problem 

faced by their community partners. Consultants enacted their role through their project-

related efforts of surfacing the issue, collecting as well as analysing the data, and 

reporting their results. In some situations, consultants expanded their responsibility and 

enacted leadership by adopting responsibilities usually associated with their team 

leaders. In these instances, consultants facilitated their team’s project-related efforts by 

structuring their work, reminding peers of their responsibilities, and facilitating team 

cohesion.  

 

Summary 

This micro process provides insights into the learning experience of students at 

TownLife by shedding light on the activities and responsibilities students performed 

and bore when enacting an organisational role. Depending on the position students 

enacted, their experience and learning outcomes differed as each role entailed different 
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responsibilities and tasks. Generally speaking, board and operations members were 

concerned with the smooth functioning of the organisation as a whole; team leaders 

managed projects and their project teams; and consultants aimed at solving a problem 

posed to them by community organisations.  

 

4.1.1.4 Co-Developing Personal Growth 
“I'd say it's no understatement to say that TownLife has been pretty huge in my 

development in the last year” (TL3). This interview excerpt stands representative of 

similar statements that suggest that students developed and grew personally through 

their participation at TownLife. This section sheds light on three major themes of 

personal growth. Firstly, students demonstrated enhanced confidence levels. Secondly, 

whilst enacting roles, students applied and developed a range of skills. Lastly, due the 

students’ engagement with beneficiaries, their organisations, and the issues they faced, 

students demonstrated an enhanced understanding of organisational and social issues. 

Though the relationality of students’ experience will be further explored in section 4.2, 

this section hints at the relational nature of these three development themes; all three 

themes have in common that they were predominantly co-developed, meaning they are 

in part the result of interactions with peers and community members. The three 

outcomes are presented in turn.  

 

Developing Confidence 
TownLife was seen to be a “confidence builder” (C16), which generally refers to a shift 

in students’ mind-set and self-perception. Through the engagement with their role and 

interaction with others, students increased their self-awareness, developed competence, 

and heightened their confidence levels.  

 

Students explained that they perceived a heightened sense of awareness; because 

their participation had a “direct consequence” (TL3) on peers and community members, 

it felt real – you were “part of a real company rather than school committees” (BM3) – 

which made you feel “more committed to what you are doing and […] more aware of 

what you are doing” (TL3).  



Findings 

 
 

129 

 

The student-community relationship in particular appeared to have an influence 

on students’ confidence development. TL1 for instance acknowledged a discomforting 

competence gap between him and community members at the outset of their 

relationship:  

 

“There were situations, which were kind of uncomfortable because they knew 

more than us. There were some points where we were not sure about what we 

were saying. And they knew what they were saying. This discrepancy didn’t 

really feel good.”  

 

CM14 picked up on that insecurity when she referred to the students as “leery”. 

However, she seemed to be generally appreciative of their situation: “it’s life”, she said 

in a conversation, and continued that they just needed to go through the process 

(FN_102). However, towards the end of their collaboration there appeared to be a shift 

in students’ self-perception. The following account suggests that over the course of their 

relationship, students improved their understanding of organisational issues and were 

able to close the initial competence gap; they moved from receiving information to 

providing community members with novel insights, which appeared to be worthy 

enough for them to take note of. The team leader’s attitude in the following statement is 

anything but insecure; in fact he seemed excited and pleased: 

 

“It was the first meeting they requested […] it was very urgent also. […] And 

basically I thought that it was going to be a disaster […] But it turned out to be 

(smiles) an awesome meeting. […] Our research turned out to be useful, very 

useful for them! […] The fact that they were listening to what I was just saying 

and noting things down, that was better than the compliments they gave me. […] 

This means that our project actually matters to them and that they’re learning 

from us now and that we are not learning from them.” (TL1) 

 

 His recollection illustrates enhanced levels of competence and confidence and 

his perception of the situation was echoed by community members. In the same 
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meeting, CM14 exclaimed: “That’s why we need you; we did not know how to 

articulate the problem […] you must feel that you’re swimming but you’re not, you’re 

focussing” (FN_060). 

 

 Receiving positive feedback or commendation from community members, 

fuelled students’ enthusiasm and confidence in their ability to enact their role. After 

they had delivered their final presentation, C14 for example reflected that there was a 

“general team feeling […] because it was the first project”, the entire team felt reassured 

that “we can do this!” He felt that it “was really satisfying to follow something through 

to completion and prove ourselves that we could do it; […] it gave us the confidence to 

go on. […] Every semester I think I'm getting more and more confident in my abilities 

as a consultant.” 

 

Though C14 felt that he had grown more confident in his abilities overall, some 

of his peers highlighted their enhanced confidence in applying a specific skill after they 

had honed it in real-life situations. BM1 for example thought that he had “gotten better 

at speaking publicly to whatever size of group it is and I've become more comfortable 

with it through […] our presentation skills session and the final client presentation.”  

 

 The anecdotes in this section suggest that students developed confidence 

through experience, the application of skills, feedback and commendation. The 

preceding description hints at the importance of student-community relations for 

students’ development and the involvement of community members in co-developing 

personal growth. Students demonstrated an increased sense of self-awareness, 

heightened competence and enhanced confidence in their ability to enact a role or to 

apply specific skills.  

 

Developing Skills 
There “are skills that can only be honed through experience” (C14). This account stands 

in line with examples in the preceding section that illustrate how through the application 

of skills, students became more confident in their abilities. This section demonstrates 

that throughout their engagement students were required to apply and develop a wide 
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range of skills. As illustrated in figure 11 there were four major categories of skills 

developed by students. At this point I shall merely provide brief illustrations of the 

nature of each group of skills (section 7.9 provides examples for each skill), which are 

presented in turn. 

 
Figure 11 – Aggregation of developed skills 

 
 

 Consulting skills were associated with working community projects and were 

hence primarily developed by consultants and team leaders. The foundation of every 

project was a social and/or organisational issue, which community members faced. 

Students had to analyse and understand the underlying problem, which was not always 

exactly what community members had told them at first. TL5 for example explained 

that her team “can’t come up with the fundraising idea” for their community partners 

because of an unclear branding of the charity and lack of trust among the community. 

The team “decided that first, before fundraising, they need to push their brand and 

[define] who they are and have an initial project of where their money is going because 

no one will trust them, the fund, without knowing what they are really doing.” Instead 

of designing a fundraising plan, which is what the organisation had asked for, students 

“don’t feel like [fundraising] is really key for them at this point in their development.” 

(TL5) 
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 Furthermore, students reported to have improved their communication skills. 

Through interacting with peers, community members and external stakeholders in a 

professional environment, students learned for instance to communicate effectively. 

C14 thought that, “TownLife has made me more articulate. […] I wouldn't sort of beat 

around the point like I used to do. […] I know what I want to say and I can say it now.” 

Another skill some students developed was how to handle criticism. BM3 for example 

talked to me in a reflective manner about developing the ability to listen to and act upon 

criticism more effectively. “I'm almost taking pride for taking criticism”, he told me in 

an interview, “because there is no better way for self-improvement”. He proved on 

several occasions that he was inspired by the question “how do I go about fixing it and 

do something about it” and that he in fact could “take it, process it and do something 

about it” (BM3) without taking personal offence. As a member of BM3’s team, OP3 

observed that he did actually make a change to his leadership style upon his peers’ 

feedback and “I felt that everyone got more out of” the team meetings, OP3 confirmed.  

 

Managing skills were demonstrated on different levels, for instance with 

regards to TownLife as a business, individual projects, teams, or smaller entities such as 

meetings. Although all members worked collaboratively in teams, team leaders were 

hierarchically in a good position to enhance their managerial capacity since it was their 

formal responsibility to supervise and manage a diverse group of people and workflows. 

The following account illustrates how TL5 learned to manage her team by relating with 

individual members:  

 

“I've definitely learned a lot about working with other people and manage 

people to make progress. […] It's never easy but I find it very interesting. It's 

been a learning process of how to relate to different people and be able to 

understand who they are and how to best motivate them individually, that's been 

a learning process.” (TL5) 

 

The theme organising skills encompassed, among other skills, teamworking and 

personal organisational skills. TL7 highlights the importance of peer relations in her 

experience as a consultant and team leader when she explained that she “learnt to take 
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responsibility and I learned to work in a team.” She expanded on that by saying that this 

was possible because they had worked together over “an extended period of time so you 

start building relationships with your team”, which she thought was “another 

steppingstone where you learn your unspoken divides and boundaries (sic).” Students 

also developed a better sense of their role within a team as suggested by TL3 who now 

knew “where I stand” in a team. C4 found that she “learned something about how I 

work in a team, what sort of team member I am”. Part of that experience was learning 

“to take responsibility” (C7) in a team environment. On another note, BM1 thought that 

his personal organisation and time management skills had improved through his 

participation, which had “been a good test in terms of forcing me to become more 

organised with my responsibilities academically and for TownLife and then for other 

extra-curriculars as well. So I've become in general more organised in my day-to-day 

life and more forward thinking.” C9 agreed that his engagement developed “other skills 

such as time management and has made me more organised as well.” He elaborated that 

he became “more disciplined in my work” and realized that all the “things being piled 

on you […] can actually be done” with a “more structured framework.”  

 

 Students developed a range of abilities through experience or the application of 

skills in a real-world environment. Each skill category (i.e. consulting, communicating, 

managing, and organising) encompasses a number of skills. Many of those were applied 

and developed through interacting with stakeholders such as peers or community 

partners. 

 

Understanding Social & Organisational Issues 
Through the enactment of roles, students improved their understanding of social and 

organisational issues. The collaboration with community members allowed students to 

engage with both wider issues of the local community and challenges community 

organisations faced. Internally, students had the opportunity be “part of a professional 

setup” (P16) and to contribute to running a student enterprise while externally, they 

engaged with representatives from community organisations. This engagement 

enhanced their understanding of social issues and their ability to better grasp the 

construct of organisations, their management and the issues surrounding them.  
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Depending on the nature of a project brief, project objectives could be focused 

on the community organisation itself or relate to the wellbeing of the wider community. 

While some projects were concerned with strategic business planning, the survival or 

effectiveness of a small business, others concerned local charities or not-for-profit 

organisations and thus more often than not the local community overall. For instance, in 

their work with charities, students helped to rebrand an organisation that offered support 

to people who suffered from drug misuse. In their first meeting, OP11 and BM5 met 

with CM16 who represented the organisation. After listening to the project proposal, 

OP11 explained that this project seemed to be a good fit because TownLife was a social 

enterprise after all and students wanted to help the community (FN_108). In their 

collaboration with a public education provider, student consultants helped to design an 

outreach programme with local businesses to create “positive destinations” (FN_077 – 

citing CM6) for struggling and “disadvantaged students” (FN_078 – citing BM2). In 

another project, students were asked to contribute to the design of a community-wide 

waste management solution. CM15 (FN_102) praised the students’ ability “to cope with 

the complexity of the project.” Students appreciated the opportunities of getting 

involved in the local community in that way, to “contribute positively” (TL3), to give 

back and help to the community they live in – or as C12 put it: “[…] to make an impact 

on things that are real and [our local town].”  

 

Engaging with the community and its troubles on that level enhanced students’ 

community-orientation. Even after completing their project, students demonstrated 

mindfulness for voluntary and charitable agency. BM2 for example learned to care 

about the community. He explained that before the project, his motivation was “more 

ruthlessly CV”. After completing his first project, he continued to support CM1 in her 

efforts to turn around her pro-bono media organisation and successfully founded a 

branch of Enactus, a social enterprise, in his last year of study where he and his peers 

structured projects to empower community members (FN_033).  

 

When students enacted the roles of board or operations members, they engaged 

with several organisational functions and issues such as such as finance, marketing, and 
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human resources. This exposure appeared to offer insights into how organisations 

function. C19 for instance liked the fact that she got a good understanding of the 

organisation she worked for and really understood the processes and ins and outs 

(FN_107).  

 

Particularly participants in a managerial role (i.e. board members and team 

leaders), who were “actively involved in the running and managing an organisation” 

(C14), seemed to be in a position to improve their understanding of organisations and 

their issues. After his prolonged participation as board member, BM3 reflected in the 

following interview excerpt on his own actions with regards to the perceived separation 

on different levels (see section 4.1.1.3 for details): 

 

 “If I had to summarise it in one statement it would be ‘to know who you are 

working with’ - because as much as there is excitement about […] being part of 

a real company rather than school committees, […] don't over-formalise it; 

because TownLife wasn't founded on suits and ties it was founded on the 

passion for helping the community and getting some experience out of it. So I 

think we just over-formalised it; by doing so we just distanced them from us 

really.” (BM3) 

 

 His account demonstrates learning through enacting his role as board member. 

He gained a better understanding of TownLife as an organisation and student 

consultancy. The essence of his reflection seemed to be a clearer principle 

understanding that organisations are made up of people and relationships that determine 

the character of an organisation. It seems that because he understood TownLife as a 

business rather than a student organisation, he approached his role in a rather 

professional and formal manner, which appeared to be out of synch with members’ 

wider perception of the organisation and ultimately increased the distance between him 

and his peers.  

 

Other members confirmed that through their participation, they shaped their 

principle understanding of what organisations are and how they function. It is 
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noteworthy that students had a tendency to describe organisations along the following 

lines: “I have learned that above all people are at the centre of organisations. People are 

ultimately responsible for both the failures and the successes of organisations” (TL1). 

Similarly C14 argues: “As an organisation is made up of a number of teams which 

ultimately all work towards similar objectives, managing each of these teams effectively 

is crucial to managing the organisation effectively” (C14). Both accounts resonate with 

BM3’s basic understanding that TownLife as an organisation was made up of people 

and that managing the organisation meant managing people and their relationships.  

 

In addition to gaining a better understanding of their own organisation, 

volunteers also acquired in-depth insights into community organisations. During their 

collaboration, community members seemed rather willing to provide students with 

information about their organisations and the issues they faced; to such an extent that 

students seemed to be overwhelmed by the amount and richness of information they 

received at the beginning of their project work. TL7 for example recalled that, “it’s too 

much”, she needed some time to digest and “filter out what's relevant and what is not.” 

Through their conversations with community members and engagement with their 

project work, students gained insights into different facets of organisational design such 

as an organisation’s mission or purpose, structure, resources, customer base, marketing 

efforts, services and competitive landscape (see appendix 12 for an overview and 

references). 

 

 For example, during their kick-off meeting (FN_011), CM11 and CM12 talked 

to the students about their internal resources, namely their use of volunteers. While 

CM12 explained that they had not yet capitalized on their volunteers’ expertise, CM11 

mentioned that they could increase the number of volunteers in order to free up 

financial resources that could be reinvested in the venture. In that particular project, 

students were asked to explore options to increase the beneficiary’s return. Exchanges 

like these illustrate the richness of information students received from community 

members so that they could gain an understanding of the situation.  
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 In addition to receiving information about the organisation as such, students also 

gained insights into the issues community organisations faced – after all, they were 

supposed to help community members solve those issues. As projects unfolded, 

students’ understanding improved. For example, in their collaboration with CM1, BM2 

explained that his team identified “three really broad problem areas and you cannot look 

at just one without looking at the others.” These three entangled problems underlying 

the organisation’s survival were human resources (“it was just her”), profitability 

(“she’d lost 200 grand in the last 10 years”) and marketing (“her advertising rates, she 

wanted to have a better idea of them”). In their final presentation, the team addressed all 

three issues and, in each pillar, revealed the implications for the others, as it was “hard 

to do one without the others” (BM2).  

 

Through the enactment of their roles and interaction with community members, 

students were able to enhance their understanding of social and organisational issues. 

Internally, operations and board members were better able to grasp what it meant to run 

an organisation and to better conceptualise what constitutes an organisation. The 

examples delivered in this section illustrate that some of the students who were tasked 

with managing TownLife as an organisation or a team within it, acquired a principle 

understanding of organisations, namely that organisations were made up of people and 

their relationships. Externally, through their collaboration with community members, 

students gained insights into social issues prevalent in the local community and 

organisational issues community partners faced. 

 

Summary 

The findings suggest that through their practical experience of enacting professional-

like roles and through interacting with others, students grew personally in that they 

developed confidence, honed a wide range of skills (i.e. consulting, communication, 

organising and managing skills), and enhanced their understanding of social and 

organisational issues. Through their prolonged and successful enactment of a role, 

students gained confidence in their abilities to perform that role. Feedback from 

community members and peers could thereby have a positive effect on their confidence 

levels. The data further indicated a recursive relationship between confidence levels and 
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the application of skills. Furthermore, through their engagement with TownLife as an 

organisation and collaboration with community organisations, students developed a 

better understanding of organisational issues. As the subsequent section will show, the 

utility of some of these developmental outcomes is not limited to the boundaries of their 

participation at TownLife but could be applied to other contexts. 

 

4.1.1.5 Transferring Learning Experiences 
Students reported that they were able to transfer and capitalise on their learning 

experience in different contexts outside of TownLife. Specifically, they perceived their 

experience to be supplemental to their academic curriculum and self-reportedly 

benefited from their voluntary engagement with TownLife in recruiting situations and 

even professional placements such as internship, which indicates an enhancement of 

their employability.  Both areas are explored in turn in this section.  

 

Supplementing Academic Curriculum 
TownLife was seen to be an opportunity to gain “practical experience” while living on 

campus, which as mentioned by P13 was “not easy”, so he thought that TownLife was a 

“valuable addition to professional development in the University” because it gave 

students “the chance to get experience you can’t get in many places.” TL3 agreed with 

P16 when he said that his participation enabled him to gather “practical experience at 

University, which I was feeling I wasn’t getting anywhere else.” Due to TownLife’s 

nature as a “well-simulated work environment” (P16) students valued the proximity to 

real-world problems and general applicability of their experience. Although TownLife 

was not formally affiliated with any academic curriculum, students perceived it to 

supplement their academic studies. Some students contended that the skill development 

facilitated through their participation at TownLife should be closer associated with their 

academic development. OP3 for example explained that, “I definitely think I'm learning 

and I enjoy doing something that is so unique, something that should be […] close to 

uni because I need all those skills post uni” (OP3). According to her, TownLife 

supplemented the academic curriculum in that it honed skills that she expected to rely 

on after graduation.  
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On another note, C9 saw a more direct connection between his participation and 

academic performance. He believed that TownLife had “been a good way to apply 

many of the soft skills […] for instance report writing and communicating a large 

amount of information”, which were transferrable because they were “required to doing 

your degree” and he found it “good to know that you can actually apply that […] in a 

different setting.” 

  

During his interview, BM3 found himself wondering: “How do I apply my 

studies? They are so purely academic!” His sentiment was echoed by other students 

who saw TownLife as a practical setting for applying and testing theory. The following 

examples illustrate how students drew connections between theoretical content and their 

practical experience in the field. BM3 for example left the lecture room in disbelief 

about the theoretical concept of ‘management by delegation’, thinking “that is the 

silliest thing I've ever heard; ‘oh yeah, you've just given me the whole report to write, 

brilliant, that's great because I've never written a report!’” However, in his position as 

board member, he was surprised to learn that “empowerment and delegation” had 

indeed merit and he had to admit: “People do get excited because you are giving them 

some responsibility.” Similarly, TL1 reflected that, “TownLife is a unique organization 

because it closely conforms to a stakeholder model of management”. As a consequence, 

he had to adopt a certain management style and “learned to balance the interests of 

clients and TownLife members”. In his daily activities, he “tried to focus on the areas 

where the two coincide.” C14 contented that “observing the management of changes 

within TownLife was also a very useful learning experience for me.” He expanded on 

that statement by providing an example whereby he contributed to the “creation of the 

role as a linker between the operations and consulting divisions”, which was a “very 

valuable opportunity for me to put forward proposals for a key change.” 

 

Enhancing Employability 

In addition to their academic life, students also explained that their experience would 

help them in their professional career and improved their employability. C14 argued 

that, “TownLife’s greatest attribute, in my opinion, is the emphasis that it places on 



Findings 

 
 

140 

teaching its members valuable career skills in a relaxed setting.” For him personally, his 

“leadership experience provided a useful insight to the major responsibilities that I 

would have in a management position.” Building on that notion, there were several 

ways in which students seemed to benefit from their experience with regards to their 

professional development.  

 

Firstly, students seemed to use their practical experience as a compass, to 

determine whether their interest in a certain professional area was truly genuine. BM4 

for example “had some suspicions that I wanted to go into” human resource 

management but “TownLife made that more concrete”. After she had been in charge of 

recruiting and education at TownLife, she “anchored my module choices and internship 

applications towards that [discipline]. Before I was sort applying for internships in 

everything and anything but now I’m sort of gearing my CV towards going into HR” 

(BM4).  

 

 As the example of TL5 illustrates, this could also go the other way in that 

enacting a role showed students where their true interests lay. After being a team leader 

for two project cycles, TL5 discovered that “consulting is not something I'm interested 

in” but she realized from that experience that that she was more interested in project 

management and managing people (TL5 moved into a managerial position on the board 

after her second project cycle). Generally speaking, for students who were “not 100% 

sure what [they] wanted to do next”, TownLife was an opportunity to “explore” (C16).   

 

At TownLife, students were responsible for designing and carrying out a 

recruitment process and de facto, enacted the role of a recruiter. BM3 argued that this 

experience “has been a massive asset more so than expected” because “we actually saw 

what the people in those assessment centres might be looking for, we got into the minds 

of people at McKinsey and looked at their recruitment. That was […] a big learning 

experience.”  

 

Students also reported to benefit from their practical experience in professional 

recruitment processes more concretely. C14 for example explained that “I have become 
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a lot more confident in team situations, particularly I have noticed the difference in 

assessment centres for companies; a lot of the skills gained from TownLife have been 

put to great use in these environments”. Not only was he able to carry heightened 

confidence levels into assessment centres but, “as soon as you mentioned TownLife 

[…] employers snap it up, they love the aspect of it.” The ability to perform better in 

professional assessment situations was also echoed by other students. TL3 for instance 

argued that through his participation, he had become more self-aware of his role in team 

situations, which he put to good use in assessment centres: “I think in that situation … 

because I have worked in a team before, I know where I stand and how it is that I can 

positively contribute rather than make sure that my ideas are out there. […] I think it's 

the balance that I have learned from TownLife.”  

 

 C14’s suggestion that the experience was intriguing to recruiters resonated with 

other students’ experience. Listing TownLife as proof of gained practical experience on 

résumés appeared to raise recruiters’ curiosity and served the purpose of an icebreaker. 

For example, TL8 confirmed that when a recruiter “saw that I was working on a  

project” he asked her to “tell me any of your recommendations; […] he was really 

excited about it. It's a really good way to start off an interview.”  

 

Some students (at the time of the data collection, not all had a chance to move 

on to professional placements) even reported that they benefited from their experience 

during internships – beyond assessment situations. BM1 for instance explained that, 

“there were a couple of smaller projects throughout the internship […] I kind of took on 

more of a leadership role within the team [of interns].” Moreover, he reflected that he 

“was just a little bit more comfortable than some of the other interns in terms of 

standing up and presenting in a more professional report style presentation to whoever 

was there and that came up quite often.” This example suggests that not only was he 

capable of taking on a leadership role but he also felt more confident in his abilities. 

Similarly, OP3 compared her “work experience at the end of the first year” to “how it 

just was over the (summer) break in asset management” and realized that she was “more 

confident.” In addition to getting older and maturing (“I am sure that is me getting older 

and being at uni […]”), she thought “that is something TownLife has helped me with as 
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well […] because I sit down with someone face-to-face and discuss things and know 

how to be in different situations.” As a member of the Relations team, she had to 

manage relationships with partners and beneficiaries of TownLife.  

 

Summary 
This section illustrates that the micro process of transferring learning experience into 

different contexts helped students to value their experience and engagement at 

TownLife. Students reported that they were able to utilise their learning experience in 

an academic and professional environment, suggesting that it supplemented their 

academic studies and enhanced their employability. With regards to the former, this 

section suggests that TownLife honed skills that complemented students’ academic 

education and prepared them for a life after graduation. Moreover, students seemed to 

be able to use transferrable skills (e.g. report writing) in both contexts. Through their 

practical engagement, students also drew connections between theory and practice. 

With regards to volunteers’ employability, students made it obvious that their on-the-

job experience helped them with their career orientation. Furthermore, they felt 

prepared and confident in recruiting situations and benefited from having TownLife on 

their résumé, as it appeared to be a point of differentiation that intrigued recruiters. 

Some students were even able to transfer their experience into internships where they 

found that they were more comfortable than other interns in taking on leadership 

positions and speaking publicly in a professional setting.  

 

4.1.1.6 Summary 
Emergent micro processes were unintentional and unfolded as students engaged with 

their professional-like roles and interacted with the people around them. Building on the 

notion that learning and personal development could be achieved through experience 

and thus, through enacting roles, the data suggests that students’ experience was tightly 

intertwined with the role they occupied (and the activities and responsibilities associated 

with that role) in the organisational context of TownLife. But the micro processes also 

illustrate that students did not enact their roles and develop personally in a vacuum but a 
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social context through interacting with the people around them, including community 

members and peers.  

 

When students first assumed a new role, they realized their inexperience and 

knowledge gaps and need to develop before they could successfully enact their 

organisational role. This realisation encouraged them to familiarize themselves with 

their roles through a number of techniques. The process of familiarization enabled 

students to enact their role. They grew personally in that they improved their confidence 

levels, honed skills, and gained a better understanding of social and organisational 

issues. Students further valued their experience through a process of transferring their 

learning experience into different contexts, namely the academic curriculum and 

professional recruiting situations and placements. The subsequent section illustrates that 

students’ emergent learning experience was complemented by deliberate micro 

processes.  

 

4.1.2 Deliberate Learning Processes 

While the foregoing micro processes were emergent and unintended, students 

intentionally employed structured and liminal micro processes to facilitate student 

learning. These four micro processes strongly relied on peer engagement and 

complemented the previous elements of students’ learning experience at TownLife.  

 

4.1.2.1 Structured Learning Processes 
Training and mentoring represent two structured learning processes that were part of 

TownLife as an educational context and elements of informal learning and peer 

engagement. Training captures the design, provision of training sessions and the 

participation in such events. Mentoring refers to the interactions between intentionally 

allocated mentors (typically senior members of the board) and their mentees (usually a 

team leader and his/her members). 
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Training 

In addition to the emergent techniques of familiarization, students also had the 

opportunity to seek support within the organisation in the form of training. Those 

trainings represented informal learning since they were voluntary, did neither entail 

formal evaluation nor the opportunity to earn academic credits, and were detached from 

a formal syllabus. Members of the operations team designed and offered workshops to 

the cohort in order to convey specific knowledge and cultivate certain skills. BM3 (at a 

time when he was a member of the ‘Recruiting and Education’ team) for instance was 

involved in organising a workshop and recalled that, “we actually designed the case 

study […] and developed our own answers to it. […] That was a big learning experience 

when we designed that training session.” In some cases, members of the operations 

team commissioned training to and worked together with external speakers who then 

designed and facilitated trainings for the cohort. These were not members of faculty but 

professional coaches from institutions such as the University’s Centre for Academic, 

Professional and Organisational Development or representatives from professional 

service providers such as the Scottish Institute for Enterprise or 

PricewaterhouseCoopers.  

 

For example, P6 was an external facilitator on several occasions and as such 

designed and facilitated, among others, the previously mentioned ‘internal consulting 

roundtables’ (see section 4.1.1.3), which actively encouraged peer feedback and 

reflection (see also section 4.1.2.2). Based on peer discussions held in the context of 

those ‘action learning sets’, board members discovered the issues underlying the cohort-

wide lack of cohesion. In her interview, P6 elaborated on her considerations for that 

workshop design. She explained that she based her outline on the role requirements of 

the students and intended to provide them with the tools necessary to perform their roles 

well: “I know that part of the approach of TownLife is professionalism and dealing with 

external clients. […] For me it is all about giving the students a professional edge.” Her 

preparation demonstrated consideration and planning. Based on that understanding of 

the purpose of students’ engagement in TownLife, she chose the skills she intended to 

hone through the workshop: “I think squarely in the professional skills side; so the 
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particular skills we would be looking at are team working, project management, 

leadership” (P6). 

 

 In addition to those who actually contributed to the design and execution of 

trainings, participating students confirmed that workshops were indeed helpful in 

improving a particular skill and supporting their personal growth. For example, TL3 

remarked that, “the project management training we had was pretty helpful.” In 

addition to teaching skills, trainings also seemed to enhance students’ self-awareness. 

The following consultant highlighted that a workshop on team working urged her to 

consider her abilities as a member of a team and sharpened her self-awareness with 

regards to her personal role within a team: “We learned about the different stages of the 

team. […] I distinctly remember how we had to say what we were good at or what we 

thought it was important in the team. […] I think I definitely learned something about 

how I work in a team, what sort of team member I am” (C4). According to the same 

student, the workshops further served as a team exercise that heightened their 

motivation and facilitated team cohesion: “It was a fun bonding experience, doing 

something for the team, having a good time with it.”  

 

Another student confirmed that for him the bonding experience through the 

workshop went beyond the confines of his team onto the cohort as a whole: “Yes! The 

training was actually my first step into team building with the rest of TownLife” (TL3). 

He continued to explain that attending a workshop supplemented his orientation within 

the organisation and familiarisation with his role as consultant; it prepared him for 

certain parts of the role he had been asked to enact: “ [The workshop] definitely helped 

with some aspects of what we were expected to do in the project, report writing, 

presentation… I've done a lot of public speaking before, it was still good as a refresher 

but I think the report writing was helpful” (TL3). 

 

The process of training entailed the design, facilitation, and participation in 

group exercises such as case study workshops. It was based on the principle of peer 

support since students actually designed or commissioned sessions to the benefit of their 

peers. Those members of the operations team who were involved in organising and 
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executing workshops perceived that to be a learning experience in itself. Moreover, 

students benefited from their participation. In some cases, members of the operations 

team commissioned trainings to external facilitators who then designed and delivered 

trainings to the cohort. Trainings supplemented students’ familiarization process in that 

they helped to prepare students for certain tasks associated with enacting specific roles 

and because these occasions facilitated teams’ cohesion. Moreover, the process of 

training aided students in their personal growth by facilitating their skill development 

and cultivating their self-awareness. Trainings can be seen as a process of informal 

learning that did not require formal evaluation but put an emphasis on peer sharing and 

participant design.  

 

Mentoring 

Every project team was allocated a mentor, a senior student who had a seat on the 

board. Mentors took different approaches – some were more hands-on than others – but 

their common purpose was to ultimately enable individual and group learning by 

helping students successfully enact their roles. This section shows that through 

knowledge sharing, advising, and providing guidance and feedback, mentors ultimately 

influenced their peers’ personal growth. Mentors tended to be approachable and made 

themselves available when need be, as the following mentee suggests: “Just having that 

sort of person who you can go to… and he [BM6] was really good for that, he always 

had enough time, he made time if you needed it” (BM4). 

  

Since students had little or no prior experience they tended to familiarize 

themselves with the roles they wanted to enact by employing various mechanisms (see 

section 4.1.1.2). During that micro process students relied on their mentors for guidance 

and support. In his transition from consultant to team leader, TL2 had conversations 

with BM2 and BM7 about what it meant to be a team leader and he acquired some 

pointers on “how should we do this, how to coordinate the team”, which he felt was 

“pretty nice in terms of … that made the transition a little bit easier.” Though he 

received some guidance, he admitted that it was not enough in order to fully prepare 

him for the job. It was the experience of actually enacting the role that showed him the 
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reality of leading a team: “I think there is a lot more responsibility, a lot more obligation 

you have that I did not feel before.”  

 

 Mentors continued to offer guidance as students enacted their roles. They 

provided a safety net, an extra set of eyes, for their mentees by reassuring and 

confirming their approach to a task or responsibility. TL7 for example remarked that 

she found BM6’s support to be reassuring, as he gave “us the confidence initially, 

providing us with the confidence what we were doing was valuable, is right, it's not 

absolute rubbish […] that the way we were talking to the clients and everything is fine, 

we are not crossing any limits (sic).” His mentorship gave TL7 a direction and 

strengthened her confidence development.  

 

 As the previous example suggests, students turned to their mentors in times of 

insecurity, doubt or discomfort associated with enacting their roles. Formally, mentors 

were also an escalation level for teams and team leaders in particular. TL1 for example 

approached his mentors to escalate a situation with C2 who had a poor record of 

attendance and quality of work. “I didn’t really know how to deal with this. […] So I 

just went to BM1 and BM5 […] (who) made it clear that if I’m not willing to give her 

work, that was kind of the deciding factor.” The mentors offered advice, prompted him 

to reflect and aided his decision-making, which ultimately directed his role enactment. 

After talking to the focal consultant, TL1 and C2 agreed to terminate the relationship 

prematurely.  

 

 Moreover, mentors reviewed and provided feedback on how mentees coped with 

and performed certain tasks, individually or as a team. This feedback affected how 

mentees enacted their roles and ultimately, as the following example shows, it 

influenced how they were being perceived by third parties. TL3 recalled that BM1 was 

“really helpful” as “he gave us good feedback on how we carried ourselves during the 

presentation; and I think because of that our client actually appreciated what we did.” 

 

The knowledge shared by mentors was not restricted to their experience of 

enacting a particular role; they also enhanced students’ employability through sharing 
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the experience they gained on the job market, as confirmed by TL7: “Also in terms of 

general advice, we spoke a lot [with BM3] about internship interviews and 

applications.” These conversations supported mentees in becoming better acquainted 

with and forming their expectations about corporate application processes. Specifically, 

TL7 recalled that BM6 talked to her and her peers about “how to approach case studies 

in interviews and how to go about applications and things they look for in interviews. 

[…] I think we were all going to apply for internships… so something we needed.” 

 

Mentoring refers to the interactions between mentors and mentees. Volunteers at 

TownLife employed peer mentoring as a way of facilitating students’ familiarization 

with their new roles and continual enactment of that role. Mentors shared their 

knowledge, provided guidance, offered reassurance and provided feedback.  

 

Summary 

The processes of training and mentoring were intentionally employed by volunteers to 

facilitate the enactment of roles and student learning. They represent elements of 

informal learning in a student-led educational context that was otherwise detached from 

a specific academic syllabus. Students created and delivered their own trainings or 

collaborated with external facilitators to design and host workshops. Those external 

speakers were not members of faculty but professional coaches or representatives from 

service providers. Students perceived the process of training to be beneficial in that it 

taught them how to design and deliver workshops, supplemented their familiarization 

with roles, prepared them for their role enactment, and facilitated their own self-

awareness and teams’ bonding process. Moreover, trainings encouraged peer feedback 

and reflection. Mentoring, as a deliberate process, relied on inter-personal interactions 

between mentors and mentees. Mentors acted as a safety net and escalation level to their 

mentees as they provided guidance, advice and feedback. In doing so, they helped 

students settle into their roles, influenced how mentees enacted their roles, offered 

reassurance when mentees felt insecure about how to perform a task or fulfil a 

responsibility, facilitated their mentees’ skill development, and aided them in 

developing their employability.  
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4.1.2.2 Liminal Learning Processes 
This section presents blended micro processes that possessed deliberate and emergent 

characteristics. There were two such processes: reorienting and peer sharing and 

reflecting. Reorienting captures the evolution of students’ motives throughout their 

engagement in TownLife and speaks to the question of what caused students to be 

engaged in the first place and why they maintained their commitment over, in some 

cases, several semesters. Although students’ individual reflection upon their experience 

has already been mentioned throughout earlier micro processes (particularly with 

respect to students’ personal growth), in this section I focus more on the relationship 

between peer feedback and reflection.  

 

Reorienting 

Given that participation in TownLife was voluntary, yielded neither financial 

compensation nor academic credit, but yet put a strain on students’ time management, it 

is significant to explore students’ motivation. This section sheds light on students’ 

motives to join the organisation in the first place, to continue their engagement, and 

how those evolved. 

 

Upon joining the organisation, students reported, among other reasons, to have 

an interest in contributing to the local town as a community or as C4 put it: “[…] you 

are always involved with the community and it's kind of nice to be part of that in that 

way”. Moreover, TownLife was regarded an avenue for personal development. For 

instance, participants joined because they wanted to develop software skills such as 

Excel – “[…] would be quite useful given that I have absolutely no experience in using 

Excel” (C12) – or to improve their public speaking skills: “I wanted to work on my 

presentation skills because I wasn't really comfortable with talking in public in 

English.” (C8) 

 

Despite a diversity of motives, students seemed to be motivated by their desire 

to gain practical experience in order to accomplish two things. Firstly, they were curious 

about the profession of a consultant and wanted to gain insights in order to decide 

whether this might be a viable career path or not, as illustrated by the following 
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statement: “I am still interested in doing consulting after [graduation] so I wanted to 

experience it the first time […] just to see if I like it or if I should orientate myself 

towards it in the future” (C9). Secondly, a majority of students intended to strengthen 

their professional profile and thus, acquire qualifications required on a competitive 

graduate and internship job market. The case of BM1 illustrates how rational and 

calculated that decision was for him: “Once I decided that I wanted to apply for 

consulting jobs I realised that I didn't really have relevant experience to talk about, so I 

saw it [TownLife] as a way to have an extra curricular that was also relevant to the jobs 

I was applying for and I could get some experience through that” (BM1). Another 

student added that “TownLife is a thing that really differentiates me from a number of 

candidates” (TL1), thus offering him a competitive advantage.  

 

 In other words, students seemed to make a very deliberate decision when joining 

TownLife. Though this prevalent motivation of enhancing one’s own employability 

understandably never faded in its entirety, students’ reordered their motives as new 

factors emerged and became equally if not more important. Though already an 

important reason for some students to join in the first place, participants increasingly 

began to appreciate and utilise the learning and personal development opportunities 

offered by their engagement - they reoriented themselves and seemingly began to work 

for themselves rather than for their CV. This self-reflection of a team leader embodies 

that reorientation:  

 

“The basis for my motivation to join TownLife was my CV; that changed a lot over 

the course, that's a sticking point for me. I really shouldn't have seen it as a CV sort 

of channel and more as a way to develop as a person. I think I came in with the 

wrong attitude and I think that changed as I was evolving through the process.” 

(TL6) 

 

 Similarly, BM2 reflected that his motivation had “definitely shifted more 

towards […] more caring actually about the skills and what I’m learning and not purely 

how it sounds on my CV.” In addition to a perceived responsibility towards their own 

development, students also developed a sense of loyalty towards their peers and the 
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purpose of the organisation. Just as peers became friends and volunteers submerged into 

teamwork and the wider organisation – “now I’m sort of like submerged in it, I 

wouldn’t consider leaving” (BM4) - members of the cohort acquired a vested interest in 

their own development, the forged social relationships, and their attachment and sense 

of duty to the organisation. The following account illuminates a motivational shift from 

a more opportunistic attitude towards a sense of loyalty towards peers: 

 

“The way I look at TownLife has changed; when I came in, I said that I wanted to 

get the best that I could out of TownLife and at this point I feel TownLife can be a 

lot bigger than just that and I didn't see potential in TownLife being a sustainable 

thing. […] I feel like the people that you meet are really like-minded and […] made 

it a social avenue, so I have a lot of friends at TownLife now (sic).” (TL3) 

  

Even TL2 who, after almost two years with the organisation, reckoned that his 

initial motivation to collect professional credits for his résumé was sufficiently satisfied 

– “would I want to do it next year when I don't have to put it on my CV anymore?” – 

seemed to think that his motivation transformed into a sense of duty and ownership for 

success and sustainability of the organisation as a whole: “The fact is, I have been there 

from the beginning and it would be nice to make sure that when I leave, we can have it 

in the best position where I could have left it in; I think that that would have been my 

main motivation for staying on” (TL2). 

 

 Students’ motives aligned well with the purpose of the organisation that they 

instilled in it. When asked what the purpose of TownLife was, students explained to me 

that it had “two goals, one would be to promote student learning and the second one to 

give something back to [our town] and contribute to the town’s development” (TL6). 

With regards to the former, volunteers continued to explain that their engagement in 

TownLife was “all about learning” (BM3) and a “steppingstone for students in [our 

town] […] who want in return experience” (TL3). External stakeholders too perceived 

TownLife to fulfil an educational function. CM10 for example thought that TownLife 

was a “platform to develop skills” (FN_103) and P16 added that students “are basically 
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thrown into quite a well-simulated work environment; and they develop all the skills 

you would expect in that way.”  

 

With regards to the second purpose, the findings suggest that TownLife enabled 

students to contribute to the “town’s development” (TL6) and gave students the “chance 

to engage with […] the real-world surroundings in [our town] […] to make an impact 

on things that are real” (C12). TL5 referred to the second purpose as a “town and gown 

thing, being able to integrate the students with the community” and C14 confirmed that 

students could have an impact on the community because “if the [Education] project 

goes well we are going to have changed so many kids’ lives, really just to help the 

community.” Stakeholders such as P13 recognized a “local focus” in the students’ work 

and a “general theme of local improvement.” He found that the “fact that TownLife has 

managed to establish itself as a credible organisation, doing useful work for local 

businesses […] is very much impressive” because “it’s such a small town, the 

University dominates too much here that I think some businesses […] get a little bit 

tired of students running everything in the town.” P16 added that TownLife acted as a 

mediator that maintained “a flow between the two”, namely town and gown.  

 

Throughout their engagement, students reoriented as their motives for staying 

engaged evolved. While students joined TownLife for a variety of reasons including 

community involvement and skill development, a majority of students seemed to be 

initially motivated by their desire to gain practical experience in order to learn more 

about consulting as a profession and deliberately strengthen their professional profile to 

increase their chances in a competitive job market. However, over the course of their 

participation, new motives emerged and their motivation shifted as they developed a 

vested interest and sense of loyalty towards their own personal development, peer 

relations, and attachment to the organisation itself. The reorientation towards their 

personal development aligned well with the purpose of the organisation, which was to 

enhance student learning and contribute to the town. Taken together, students’ 

reorientation and the purpose of the organisation constituted intent to learn and to 

develop the local community.  
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Peer Sharing and Reflecting 

During my time in the field, providing and receiving feedback was a ubiquitous theme. 

Facilitators of meetings emphasised at the outset and during meetings the importance of 

feedback and members of the cohort proactively requested it from their peers and 

supervisors. For example, in a project debrief session I observed, C16 asked her team 

leader TL3 for written feedback (FN_107). Generally speaking, students seemed to 

appreciate feedback as a learning opportunity, a constructive process that helped them 

to improve and refocus. When asked about BM3’s display of handling criticism in the 

internal consulting roundtable training, BM5 remarked that “it’s been brutal at times, it 

must have been quite a revelation for him. I was quire surprised to see that he didn’t 

take any offence whatsoever.” To BM3, “there is no better way for self-improvement” 

than that sort of “honest” and “a little bit brutal” feedback. 

 

Listening to how others perceived you appeared to be a steppingstone to 

learning, which was typically mediated by reflection. On an individual level, reflection 

could be a deliberate internal process within one’s mind or triggered by group situations 

and discussions. But members at TownLife also engaged in group reflection, as 

illustrated by C10: “During the meetings we did reflect on what we did and how to 

move forward and we had our problems obviously and we did share it with everyone 

else […] and we build from there as a team.” 

 

The following anecdote captures an action learning set, and illustrates reflection 

triggered by peer feedback. In a roundtable discussion with rotating internal consulting 

teams, BM3 acted as the owner of a problem and posed the issue to his internal 

consultants. The problem at hand was the lack of cohesion he perceived in the 

operations team. After the consultants (TL8, C7 and C10) had asked a couple of 

questions, they described the problem in their words. They explained that it sounded to 

them as if operations team meetings had the format of a “tutorial” with “not much 

opportunity” for team members to contribute. In their view, BM3 acted as the “lecturer” 

who stood in the front of the room and structured the meeting with a PowerPoint 

presentation, which seemed “controlling”. People were “working for you”, they said. 
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The decision-making and goal-definition processes sounded “top-down” to them. 

(FN_061 – citing TL8, C7 and C10) 
 

 The rules of the exercise required BM3 to remain silent during the feedback 

session - he was forced to listen without an opportunity to explain or defend himself. 

What he initially presented as a team issue (lack of cohesion), the consultants quickly 

made about him and his approach to leadership. After the second set of consultants, he 

exclaimed: “Man, I’m glad I came to this session!” He explained that he appreciated the 

open dialogue and now knew what to do. He did not feel offended by the open critique. 

On the contrary, it opened his eyes as it allowed him to reflect on his leadership 

(FN_061). But BM3 did not stop at an inward-oriented reflection process. On the 

contrary, he made his experience explicit (“I took it and I made sure that it was all 

written down.”) and shared his insights with his fellow team leader (“We (he and BM4) 

obviously discussed it afterwards and tried to form a new strategy based on their 

criticism.”) whom he shared responsibility with. Together they intended to change their 

behaviour accordingly by working on ways to better integrate their team and hence, 

enhance their team’s cohesion: 

 

“I find that was the really rewarding thing because you knew what you were 

doing, it was having a direct benefit on who you were working with and that's 

exactly what they wanted, the closest we can provide it to them - within reason - 

the better off we would be as a group.” (BM3 – referring to BM4) 

 

In the foregoing example, BM3 indicated that peer feedback led him to reflect 

upon his role as leader of the operations team and thus, to think about his leadership 

skills. The following anecdote confirms that peer feedback could indeed prompt 

members to reflect upon how they enacted their roles. TL1 explained that “especially 

because of the feedback I received from my team, I realise now that things I thought 

don’t matter, along the lines of culture or whether people are enjoying themselves really 

[…] are actually important for how people feel in the project.” His example further 

suggests that students’ reflection could enhance students’ personal development because 

it improved their awareness and critical thinking: “That is definitely another skill that I 
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have learned - to think about these things and to think about people’s commitments and 

put yourself in their position and at the same time to be able to delegate, to not be scared 

to delegate.” (TL1) 

 

Students engaged in individual reflection, which could be triggered by peer 

feedback, and group reflection. Peer feedback was at times deliberate in the sense that 

students actively requested it or because students shared it intentionally. However, 

reflection was also emergent in the sense that BM3 and TL1 for example did not 

anticipate reaching those conclusions or insights when they first talked to their peers. 

Peer feedback triggered an inward-oriented reflection process, which in turn led to an 

adjustment of how they enacted their role and how they thought about the problem.  

 

Summary 
Liminal micro processes possessed emergent and deliberate characteristics. With 

regards to the process of reorienting, it was deliberate in the sense that students joined 

the organisation intentionally with a well-considered set of reasons but those motives 

evolved throughout their engagement and shifted towards a growing sense of loyalty 

towards their peers, their own personal development, and a vested interest in the 

organisation. Peer sharing and reflecting could be deliberate to the extent that feedback 

was intentionally requested or shared. The inward-oriented process of reflection 

however was emergent and could lead to new insights and learning outcomes. 

 

4.1.3 Summary 

TownLife offered students the opportunity to acquire real-life experience in a social 

enterprise by providing pro-bono consulting services to community organisations. But 

as shown in this section, students’ engagement was less an entrepreneurial than a 

learning experience that consisted of emergent and deliberate micro learning processes. 

Emergent micro processes were unintentional and unfolded as students engaged with 

their professional role and the people around them. Deliberate micro processes illustrate 

that students intentionally employed structured and liminal micro processes to facilitate 

student learning.  
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 The emergent micro processes show that students’ typically joined TownLife 

with little or no relevant previous experience. When confronted with their new roles and 

responsibilities, students realized their own knowledge gaps and needed to adapt to the 

situation. In order to effectively enact their roles, students familiarized themselves with 

their new position through various mechanisms. While some relied on their intuition, 

others acted upon experience. Moreover, it was common for students to conduct 

research on the tasks and responsibilities associated with their roles. Students also 

sought advice from more senior peers and external informants and observed more 

experienced students as means of familiarization. Enacting professional-like roles - 

including that of a board member, operations team member, team leader and consultant 

– was a central component of students’ learning experience. It illustrates that students’ 

experiential basis for learning was tightly intertwined with the role they enacted since 

every position entailed different activities, tasks, responsibilities, and people students 

engaged with. Students grew personally through their engagement in that they were able 

to increase their level of confidence and self-awareness, hone certain skills, and enhance 

their understanding of social and organisational issues. This theme already hints at the 

notion of relationality (further explored in section 4.2), since these developmental and 

learning outcomes were chiefly co-developed by interacting with peers and community 

members. Moreover, students demonstrated the ability to transfer their learning 

experience into a different context. Specifically, their engagement at TownLife 

supplemented their academic studies and improved their employability on a competitive 

job and internship market.  

 

 Deliberate micro processes consisted of structured and liminal learning. Students 

intentionally relied on peer engagement in order to facilitate student learning. Members 

of the operations team for example designed and hosted or commissioned trainings for 

the cohort, which aimed at providing students with knowledge or honing skills students 

required for an effective role enactment. These trainings represented elements of 

informal learning since they required no examination and were detached from any 

formal syllabus. Another element of peer engagement was student mentoring. Senior 

members of the cohort offered guidance, advice and reassurance to their mentees and 
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helped them with their role enactment. The liminal learning theme of peer sharing and 

reflecting resonates with a ubiquitous theme across TownLife, namely feedback. 

Students asked for and received feedback from students, which could result in group-

mediated or inward-oriented reflection. Reorienting illustrates how students’ motives to 

join in the first place and to remain engaged evolved over the course of their 

engagement. The findings reveal that students, among other reasons, primarily joined 

TownLife to enhance and shape their professional profile. However, over time they 

grew attached to the organisation and their peers and came to see TownLife as an 

opportunity to personally develop.  

 

The findings regarding the emergent and deliberate micro processes already hint 

at the role inter-personal relationships played in students’ learning experience. The 

subsequent section will shed light on the relationality of TownLife by exploring the 

nature and impact of community and peer relations.  

 

4.2 Relationality 
This chapter expands on the emergent insight that students’ experiential basis for 

learning at TownLife was embedded in a social context and hence, influenced by inter-

personal relationships. The final coding structure suggests that relationality consists of 

two themes: relational nature and relational impact. Due to conceptual link between the 

two themes, the data items illustrating relational impact will be continuously woven into 

the description of relational nature. Subsequently, the impact of student-community and 

peer-to-peer relations on students’ learning experience, will then be briefly summarised.  

 

4.2.1 Relational Nature 

This section describes how students and community members and peers regarded each 

other and how they worked together. As suggested by the preceding exploration of 

student learning, inter-personal relationships had the ability to affect students’ 

experiential basis and ultimately, learning outcomes. Gaining a better understanding of 

the nature of their relationships helps to explore how inter-personal relationships 

influenced students’ experiential basis for learning. Following from the final coding 
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structure visualised in section 3.3, appendix 13 illustrates the thematic aggregation of 

relational nature and provides illustrative data items respectively.  

 

 The findings suggest that inter-personal relationships exhibited characteristics 

associated with two predominant states, namely equality and imbalance. While the 

former describes the (perceived) state of being equal in terms of how people regarded 

one another and worked together, the latter captures the (perceived) disharmony in 

inter-personal relationships. It is not my intention to oversimplify the complexity of 

inter-personal relationship by insinuating that focal relationships were exclusively 

characterised by equality or imbalance. Naturally, any dyadic relationship was found to 

possess traits associated with both equality and imbalance. However, inter-personal 

relationships studied in this empirical context were perceived to strongly tend towards 

one or the other. This section intends to provide an aggregate characterisation of the two 

natural states of student-community and peer-to-peer relations.  

 

4.2.1.1 Student-Community Relations 
Students and community members formally engaged in a contractor-vendor or advisee-

advisor relationship, which might raise presumptions but ultimately says little about 

how they actually regarded each other and interacted. This section describes what 

constituted a student-community relationship based on either an equal footing or 

disharmony. 

 

Equality  

This component is based on the notion that both parties engaged with each other as 

equals. It is inspired by statements such as, “we are like partners” (TL1) who engaged in 

a mutually beneficial relationship. Equality as a component of relational nature between 

students and community members consisted of three attributes: humanizing, reciprocity, 

and convenience - each is presented in turn.  
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Humanizing 

Despite the contractual engagement, which suggests the primary constitution to be a 

rather formal working relationship, students and community members alike showed and 

reported behaviours, traits and feelings that imbued their collaboration with human and 

social qualities. Their relationship thus went beyond an arm’s-length relationship and 

instead, was characterised by sympathy and affection for each other.  

 

 Students and community members alike were generally respectful in the way 

they interacted with each other; both showed due regard for the other party. They 

usually adhered to common courtesies, for instance they did not interrupt each other 

during meetings, paid attention to what others were saying, kept eye contact and shook 

hands. Members of such relationship appeared comfortable in their relationship. They 

joked and laughed and seemed at ease at meetings for instance when a community 

member sat down on a sofa across a wooden table from the students with no shoes on 

and a leg up on the couch (FN_005). In interviews, students talked about those 

“friendly” (BM1), “lovely […] and nice discussions” (C4) and highlighted how 

community members “didn’t put any pressure on us” (BM1), which made them feel 

“relaxed” and “chilled” (BM1).  

 

This impression got even stronger in moments where both parties seemed to 

genuinely socialise. Occasionally community members, who were often owner-

managers, invited student teams into their homes for tea and thus blended their working 

relationship with their personal lives (e.g. FN_102). It seemed almost natural for them 

to share personal details and talk about their hobbies. For example, CM10 and TL2 

discovered that they shared a passion for surfing, which eased up their dialogue and 

caused plenty of laughter (FN_005). At times, community members invited students out 

to dinner, which CM1 even “paid for and she forced us all to have ice cream at the end” 

which was “quite nice”, TL8 remembered.  

 

Community members deemed their students to be sufficiently trustworthy to 

share with them confidential information and to act on their behalf with external parties. 

In an early meeting with CM15, she looked at TL7 and her team and said that 
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everything that had been said in that meeting would need to be treated confidentially. 

TL7 reassured her that “nothing’s going to go out.” In that meeting she explained to the 

students her organisation’s strategy and the ways in which they intended to win against 

their political opponents in order to secure a win of a vote in town (FN_023). It was 

necessary for her to explain that to the students so that they could learn about the 

organisation she represented and the problem at hand; or put differently, students 

needed the information to enact their roles and solve the problem CM15 had approached 

them with. Moreover, community members asked students to interact with stakeholders 

such as local merchants, authorities or residents in their stead. For example, after having 

agreed on the way forward, i.e. conducting a survey, CM13 confirmed, “you would 

have to go as if you were part of [us]” (FN_012). But students seemed to have engaged 

well with stakeholders. CM14 remarked that one stakeholder she had referred them to 

was “quite impressed” with the students’ professionalism (FN_102).  

 

Ultimately, the collaboration between students and community members 

contributed to the “strengthening of [our town] town relations; […] it’s been cool to talk 

to them and meet with them, it’s like a little window into town life” (C7). This 

statement indicates that C7 learned something about the local community through his 

collaboration with community members.  

 

Their relationship even became empathetic. Community members were 

understanding of the volunteers’ situation and offered reassurance and encouragement – 

traits that have earlier been associated with mentors. During a mid-term review CM14 

seemed to sense that students struggled with the complexity of the project and 

encouraged them to keep going: “You must feel that you’re swimming but you’re not, 

you’re focusing” (FN_060). But empathy went beyond words and was also expressed in 

the form of gestures. BM2 for instance described CM1 to be “quite cautious […] of us 

students and what we could offer. […] Then over time it took the appreciative path of 

getting closer and in the end she gave us hugs, which at the start we thought was the last 

thing that could ever happen.” (BM2) 
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 In summary, this description shows that students and community members could 

move beyond a mere instrumental working relationship and exhibit humanizing 

qualities. They respected each other, socialised and were seemingly at ease in each 

other’s company. Both parties trusted and even demonstrated empathy towards each 

other.  

 

Reciprocity 

The attribute ‘reciprocity’ describes the practice of exchanging and sharing between the 

two parties for mutual benefit and thus refers to the mutual commitment of both 

students and community members.  

 

 In an equal relationship, students and community members shared a certain 

attitude of commitment. Students for example were praised by community members for 

their professionalism, which encompassed qualities such as reliability, objectivity, hard 

working, adaptability and client-orientation. In a project debrief, CM14 mentioned that 

she had been disappointed by other student projects before, particularly their 

presentations. She was impressed however with the quality of her consulting team’s 

work and remarked that “it was a great presentation” and “very professional” (FN_102). 

CM10 remarked that he did not think that students were presenting the results; the 

presenters were “confident and well-researched” (FN_103). CM15 admitted, “we 

thought it was a very simple project, maybe it wasn’t” and commended the students’ 

ability to cope with the complexity of the project and the new directions it took 

(FN_102).  

 

Equally, community members matched students’ engagement with excitement, 

which could take various forms. One student for instance linked idea generation to 

excitement: “They are very excited! They have lots of ideas. I was so surprised about 

how many ideas they have” (TL5). Another consultant pointed out, that community 

members remained committed to their project and demonstrated “a genuine passion to 

see it through and obviously they are still seeing it through this point in time” (C14). In 

other words, their mutual engagement contributed to a lasting interest of theirs.  
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This attitude translated into an exchange of value creation. Community members 

for example contributed more than a sense of excitement to the relationship. They 

provided students with the project brief and thus empowered volunteers to engage with 

a community issue in the first place; after all, without community members there would 

be no beneficiary to provide a service for. Moreover, they enabled students to 

successfully familiarize with and enact their roles by voluntarily providing help in the 

form of guidance, feedback, information, and resources. For instance, a mentor 

observed how “helpful” CM10 was as he “supported them [students] in any problems” 

(BM2). Students highlighted the importance of “constructive feedback” (C9) from 

community members; they acted as facilitators and helped to keep consulting teams on 

track, as TL6 illuminated: “CM15 was on board all the time and if she spotted 

something that we were doing, that she didn't like, she would sort of guide us.”  

 

Students enjoyed working with community members. After the final 

presentation to their team of beneficiaries, TL5 gave testimony to their collaboration: 

“You guys have been amazing to working with!” (FN_106). Positive relations with 

community members seemed to exhilarate students and thus had an effect on students’ 

motivation, as illustrated by TL5: “They [team members] have really been enjoying 

going to the client meetings, love meeting with the clients.”  

 

Community members’ appreciation and gratitude for students’ work served the 

purpose of positive reinforcement and “was a big part of the rewarding factor” (BM2). 

In fact, the following interview excerpt suggests that generating value for community 

members was satisfying for students: 

 

“The main thing was that our research turned out to be useful, very useful for 

them! […] I mean in the moment when they started taking notes to what I was 

saying […] that was better than the compliments they gave me. […] This means 

that they’re learning from us now.” (TL1) 
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Similarly, after discussing interim results with their beneficiaries, BM5, the 

mentor of the team, described the effect commendation by community members could 

have on students: 

 

“The client was just over the moon about the results. And you could see it in 

their [students’] eyes, how happy they were about the appreciation they had just 

received - because the clients were so generous in commending them and giving 

them compliments and it was just fantastic to see in their faces.” (BM5) 

 

Feedback from community members positively influenced students’ 

development and confidence levels. For example, students’ self-esteem experienced a 

boost after finishing a project, as illustrated in the following statement: “Really just 

again, it was the confirmation that we could do this. Every semester I think I'm getting 

more and more confidence in my abilities as a consultant” (C14). Completing a project 

successfully evoked a “sense of accomplishment” (C9) and pride: “We were really 

proud of our results” (TL8). Students worked as a team and were proud of their 

accomplishments as a group. It was therefore unsurprising that they felt sorry that their 

community engagement had come to an end: “We were all sad it was over and we all 

met up and we were like ‘oh no, we are not going to work together again’” (TL8).  

 

In exchange, students provided support to community members. They facilitated 

a community’s decision making by being proactive. A consultant realized that his team 

had “gotten to a point where we have multiple ideas […] but we can't really proceed any 

further until we know what is relevant and they are going to do” (C7). Finding out what 

the community members were going to do was not that easy however because the 

beneficiaries would “jump on different ideas” (TL5), as C7’s team leader confirmed. 

“We are trying to basically give them the information” (C7) to help them reach a 

consensus and make a decision.  

 

 Moreover, community members were satisfied with the results students 

presented. “We grabbed your ideas and ran with it”, CM9 told the student consultants in 

excitement after their project debrief and added: “We hope to continue working with 
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you in the future” (FN_106). Similarly, while CM14 declared that they would “follow 

the structure you put together”, CM15 exclaimed that the findings were a “revelation” 

(FN_102). These examples suggest that students seemed to have been able to meet their 

project objectives and thereby inspired community members with the outcomes of their 

work – that it was a success, which compelled community members to wanting to 

continue their relationship beyond a single project cycle.  

 

Community members illuminated further the role students played. Consultants 

provided a “fresh perspective” and an “extra set of eyes” (FN_102 – citing CM14) with 

which they “formalized the thinking” and helped community members to “focus on 

doing this” (FN_106 – citing CM9). The notion of focussing was particularly important 

for CM2 who explained that she did not have the time to reflect on her business 

development and their was nobody internally she could delegate it to (FN_105). To her, 

students created a framework to engage in a structured discussion. In another project, 

CM14 admitted, “we did not know how to articulate the problem”, but CM15 was glad 

that “you help us build the argument and context” for a community-wide waste 

management solution. Moreover, CM14 was “delighted with the report” because they 

had picked up on negative aspects of their work and confronted them with “hard truths” 

(CM14; FN_102). The results of the project were later presented to an audience of 

experts and residents, or an “elevated group” and “huge players”, as CM14 referred to 

the audience. But she told me later, that students were “at the top of their game” 

(FN_106). In summary, students were critical friends that inspired and helped 

community members broaden their understanding. Also, as pointed out by P16, students 

were a more affordable alternative to “professional consultants that would cost them 

[community members] thousands and thousands of pounds.”  

 

This section suggests that an equal relationship stood on the principle of 

reciprocity. The attitude of both students and community members exposed a sense of 

eagerness and excitement, which translated into an exchange of value creation. 

Community members aided students’ role enactment for instance by providing them 

with a project brief, relevant resources, and by offering guidance. Moreover, their 

gratitude and commendation supported students’ confidence development and had a 
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positive effect on their motivation. In exchange, the results students arrived at created 

value for the beneficiaries. Students were affordable but critical friends that offered a 

fresh perspective, formalized an issue, and told community members hard truths about 

their dealing with an organisational or community issue.  

 

Convenience 

The attribute ‘convenience’ captures factors that contributed to the two parties’ ability 

to collaborate with little effort or difficulty, including clarity, proximity and extent.  

 

 Students highlighted on numerous occasions how significant clarity was for their 

role enactment. Community members who were decisive, straightforward, and able to 

clearly articulate their expectations did not leave their students guessing as to what it 

was they wanted but instead gave their work a direction. In that light, TL6 noted about 

CM15: “She was absolutely great at making clear what tasks we had to perform and 

what was expected.” This notion of clarity was echoed by C14 who stressed how useful 

clear and decisive answers were for his team: “All the questions we were putting to 

them we got very, very straight answers and very, very clear answers, that is a project 

team is extremely useful. […] The ideas we were putting forward to them … we were 

getting a clear yes or a clear no.”  

 

  But this sense of clarity seemed to get lost once a liaison, such as the team 

leader, exclusively connected community members and student consultants. 

Accordingly, students highlighted how important it was for all team members to “have a 

face attached” (BM2) to community members and the project because otherwise, clarity 

got clouded. TL8 for instance reflected that before her entire team had met personally 

with CM3, her team members “couldn't really understand because they didn't know 

CM3. […] Once they met her it was much easier for them to understand where I was 

coming from and what she is looking for.” As a mentor for another project, BM2 

confirmed that “having heard it directly from the client” added a degree of proximity to 

the relationship and made it easier for students to enact their roles; which in this case 

involved solving a “real world issue” (TL1).  
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 Having met with the community member increased students’ understanding of a 

beneficiary’s expectations and facilitated their perceived sense of nearness towards 

them but it was no guarantee for a smooth collaboration over the course of a project. 

The ability to meet and actually spend time together, i.e. the extent of their relationship, 

was a significant quality. Students praised community members for making themselves 

available to the team, as illustrated in the following interview excerpt: “They were 

really helpful whenever we had any questions that we wanted to ask them or when we 

wanted to meet up with them, they were always ready” (TL3). Students reflected that, 

“it was a much closer relationship because […] we had three client meetings in three 

weeks […] so the communication was really good” (TL3). In other words, frequency 

reduced personal distance and facilitated students’ role enactment. A regular exchange 

between the two parties clearly gave students the necessary guidance to approach the 

issue they faced and the confidence to solve the problem, as suggested by the following 

account: 

 

“Absolutely! I think the fact that we had meetings regularly sort of helped to 

structure the project in a way. […] The input along the way allowed us to 

modify the end product; so I think yeah, it gave us more confidence in the sense 

that we were doing the right thing we knew what we had to change.” (TL6) 

 

 In summary, face-to-face meetings, direct interactions and frequent exchange 

were key ingredients for a seemingly effortless collaboration between students and 

community members. If the relationship was solely coordinated by a liaison, 

information and understanding seemed to get lost on the way. All participating students 

needed to have a chance to directly interact and connect with community members at 

some point in order to benefit from the facilitating effects a personal exchange had on 

them personally and their engagement.  

 

Summary 

The relational nature found in equal relationships or partnerships was multi-dimensional 

and encompassed attributes including humanizing, reciprocity, and convenience. 

Students and community members went beyond their formal advisor-advisee 
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arrangement and began to blend their professional and social engagement. The quality 

of their relationship was characterised by comfort and closeness. They began to 

socialize, interact and communicate more informally. They grew closer and became 

more comfortable with each other. They trusted and respected each other and even 

showed empathy for their partners. They were motivated and excited about their 

engagement and committed their collaboration. Both parties equally contributed to their 

mutual engagement and their collaboration and interacted with little effort. Whereas 

community members received new insights and inspiration regarding the problem at 

hand, students’ confidence levels experienced a boost from the commendation and 

appreciation they received from their community partners. Relationships on an equal 

footing allowed students to appreciate the community experience. Frequent direct 

interactions and face-to-face meetings facilitated their relationship, generated clarity 

and led to the exchange of functional utility and enhanced levels of self-esteem.  

 

 

Imbalance 
On the contrary to equality, imbalance describes the disparity or lack of harmony, 

perceived by one or both parties, in terms of how students and community members 

regarded each other and worked together. This component of relational nature consists 

of three 1st order concepts: superiority, dissonance, and discontent - each is described in 

turn.  

 

Superiority 

The attribute ‘superiority’ is based on the perception of at least one party that the 

relationship did not stand on an equal footing. It captures activities, traits and feelings 

associated with the state of being superior over the other party.  

 

 Before students first engaged with community members, who were mostly 

owners of small businesses or organisations, they had a certain image of what business 

owners were like. C9 for instance believed them to be “those crazy genius people” but 

this picture somewhat cleared up after having engaged with them. She acknowledged 

later that they were “exactly like us” but had “more experience”. This notion of 
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seniority was further echoed by other students who felt less competent when they 

interacted with community members. It was discomforting for TL1 to realize that “they 

knew more than us” and while there were “points where we were not sure about what 

we were saying […] they knew what they were saying. This discrepancy didn’t really 

feel good.”  

 

 The distance between the two was enforced by community members who 

enacted certain boundaries. As approval gates and the ultimate beneficiaries of the 

students’ work, community members set ground rules for their mutual engagement; to 

some degree, they dictated the terms of their engagement. For instance, while CM10 did 

not want to repeat himself in one meeting because he was “conscious of the time” 

(FN_015), CM14 even timed her availability for TL1 and his team in a meeting. When 

she told the team “you have an hour”, TL1 looked at his watch (FN_029). Community 

members not only restricted access to their own time but also to organizational 

resources and their network. Whereas TL5 for example complained about not getting 

access to the results of a survey conducted by CM11 and CM12, C8 remembered, “we 

were not allowed to get in touch with other business owners that were not part of the 

[community organisation]”.  

 

 When community members enacted, consciously or not, their superior position 

over students, students could feel insecure. Realizing this competence gap between him 

and his community beneficiaries, TL1 felt “kind of uncomfortable”. In another instance, 

TL5 remembered that the team leader she teamed up with “was quiet […] and seemed a 

bit daunted” after their kick-off meeting (FN_002). Community members sensed those 

feelings. CM14 for instance perceived students as being “frightened to tell us” negative 

outcomes of their research (FN_102). 

 

 Especially in situations where students perceived a lack of harmony, volunteers 

seemed to distance themselves from community members and became more 

independent. BM1 for instance reflected about his community member’s relaxed 

approach to the project that though “it was nice we didn't have that pressure […] it was 

a bit of a challenge then that we had to hold ourselves to a higher standard than he 
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[CM17] did and […] make sure that we didn't get lured into laziness from his approach 

to it.” Other students too claimed more independence especially when students sensed a 

certain distance between community members and them: “Our relationship was kind of 

distant with the client. […] I didn’t see her [CM3] that much” (TL1). Consequently, 

students made decisions “off our own back” (C14), went “with our own gut on what we 

wanted to do” (TL5), and “just kept him [CM11] updated” (C7). Becoming more 

independent from that relationship sometimes went hand in hand with students’ 

becoming overly self-confident or even arrogant. TL1 for instance began to think about 

his community member “as not really knowing what she’s doing” to the point where 

“during the first meeting we already kind of discredited” her business idea without 

having looked into the business plan in detail.  

 

 Relationships between students and community members could be characterized 

by superiority and inferiority. Students sometimes felt less experienced and competent 

when interacting with community members – who enacted boundaries between the two 

by enforcing certain ground rules and restricting access to their time, network and 

organisational resources. The discrepancy between the two parties, may it be grounded 

in a competence gap or unachievable scope, could instil students with concerns and 

insecurity. In situations where students perceived an imbalance in their commitment to 

their engagement, they distanced themselves from community members and began to 

act more independently, based on their own judgment. This distance could lead to an 

overly confident attitude towards their community partners.  

 

Dissonance 

Dissonance captures behaviours and traits that contributed to a perceived lack of 

harmony between students and community members and disparity between their 

expectations. This distance could develop over time. When asked about his mentees’ 

relationship with their community members, a mentor reflected: “The first meeting I 

thought was fine. And then obviously it’s deteriorated. […] Looking back you see all 

the signs” (BM2). His account suggests a regression of their relationship. 
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This regression might have been grounded in actors’ unwillingness to cooperate. 

Students pointed out that community members’ unwillingness to commit to their 

engagement fuelled discontent on their part. TL5 for instance explained that CM12 held 

on to a survey, which they thought they needed to complete their assignment, but was 

not willing to share it: “He [CM11] does not give us much” (FN_065). The team’s 

mentor observed that the team “couldn’t have predicted how tricky” it was going to be; 

“the real climax was in the last few weeks where they had given them nothing.” (BM2).  

 

 Similarly, some community members did not come through on their promises, 

which impaired students’ motivation. TL1 remembered how they “were asking her 

[CM3] about the cost data to see whether her idea would be viable. […] Yeah, and she 

didn’t give us any data, ever.” His teammate C14 added: “It did frustrate the team […] 

because I particularly felt like we did all this work and we weren’t getting the 

documents we need in order to complete the process.” It appears that community 

members’ behaviour did have a negative affect on the students’ emotions and 

motivation. Moreover, unresponsiveness or uncooperative behaviour could constrain 

students in their role enactment since they depended on community members to share 

information and resources with them to effectively assist them and to learn about a 

community member’s problem and project.   

 

Dissonance between the two parties could further be grounded in their 

miscommunication. People’s responsiveness or lack thereof caused some serious 

irritation and diminish students’ motivation as illustrated in the following statement:  

 

“TL5 was pretty frustrated with the client because they weren't particularly good 

at responding to emails. We also needed some financial data that was delayed 

significantly. […] Well, he just never responded to our emails even when he did, 

it was very brief and he didn't really answer the questions.” (C12) 

 

 Another element that could manifest dissonance between the two parties was a 

lack of clarity, particularly with respect to community members’ expectations about the 

project scope. Sometimes community members were “going into so many different 
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directions and they have so many different ideas, they can't sit down into one” (TL5). 

Students also complained about “very unstructured” (TL8) community members, a 

“vague scope” (TL7), “unclear” expectations (BM1), scopes that “changed halfway 

through” (C12) and project briefs that were “narrowed” (C14). Some community 

members were even “highly contradictory in a lot of information”, which compelled 

students to do “what we felt was more plausible” (TL5) instead of reaching a consensus.  

 

A lack of clarity could increase the distance between students and community 

members. In some cases, community members had set unfeasible goals, which could 

impair students’ motivation and ability to enact their roles. TL5 for example remarked 

that, “the scope […] he (CM11) knew that he had set an impossible project.” Other 

students were concerned about seemingly unachievable project scopes as suggested by 

C9: “When you heard about the goal, you immediately thought, ‘oh, that doesn't sound 

very feasible at all’.” TL2 too was worried that his team might not be capable of 

achieving the goal to design a marketing plan that would have a genuine effect on the 

amount their beneficiary’s customers (FN_004).  

 

 Although the relationship between students and community members may have 

been off to a good start, distance between the two parties could increase as the quality 

regressed over time. Dissonance between the two was fuelled by people’s (perceived) 

unwillingness to cooperate and their lack of responsiveness. Vague or even 

contradicting ideas, and unclear expectations about the scope of the project caused 

irritation amongst students and contributed to a harmful and dysfunctional relationship. 

 

Discontent 

Partly because of the notion of superiority and the dissonance between the two did 

students and community members convey discontent about their engagement; 

disillusion and disappointment could even lead to the (premature) termination of the 

relationship.  

 

Community members provided students with critical feedback on their 

performance and voiced their dissatisfaction with the students’ work. CM15 for instance 
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frowned in meetings when students had not pursued her earlier suggestions (FN_029). 

CM10 too fed back to the students that they had not listened to him properly in the 

beginning and consequently presented him with ideas he deemed partly to be unoriginal 

(FN_103). Students showed reflection and awareness of their own shortcomings and 

admitted that they stayed behind even their own expectations. After having heard from 

CM10 that he was dissatisfied with parts of the project, TL8 reflected: “We weren't 

really proud of what we have achieved. […] We know we could have done a better job 

and we were happy it is over.” These example show that both parties were at times 

disillusioned with what they had achieved and dissatisfied with their own or somebody 

else’s behaviour or performance.  

 

Discontent was also grounded in people’s disappointment and frustration 

because of unfulfilled hopes or expectations. Students were disappointment when 

community members did not value their results. They had hoped for them to take on 

board some of their recommendations but when CM3 for instance did not follow up on 

the students’ findings, TL8 seemed upset: “She didn't take on our recommendations 

because she moved away. That was kind of a shame […] ‘oh yeah, that's what I want, 

some market research and then present it to me, ok now I take it and I’m gone’.”  

 

Students’ frustration was closely intertwined with the feasibility of the project 

scope and the community members’ behaviour. TL5 explained that “it was frustrating” 

to work with CM11 because he had set “unachievable goals”. It was later discovered 

that the team had been asked to conduct research the community members had already 

done at some point so that it seemed unavoidable for the team’s results to partly overlap 

with the community’s earlier activities. TL5 mentioned that she had “specifically asked 

them [CM11 and CM12] probably five times if it was something he [CM11] looked into 

and he said no” and yet during the final presentation, CM11 confronted TL5 with 

statements such as “this is something we have already looked into”. TL5 was 

disappointed in part because “if CM11 had given us the information at our presentation, 

at the beginning, it would have been a completely different project” and thus a possibly 

more enjoyable and rewarding learning experience.  
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TL5 and her team eventually decided that there was “not much more we can do” 

but to “tie things up now” (FN_066). They ended the community engagement and thus 

removed part of their basis for learning. While other peers were still collaborating with 

their community members, TL5 and her team did not get the chance to fully enact their 

roles. One of the deciding factors for TL5 to prematurely wrap-up the project and end 

the relationship was because their community members “wanted to take advantage of 

[…] students; to have us promote the [organisation] for them”. Her explanation suggests 

the misuse of student consultants, which was something students did not tolerate as it 

deprived students of their service engagement and thus an essential part of their learning 

experience. Instead they escalated situations in which they felt misused, underutilized 

and unstimulated to their mentors. For example, TL2 and TL7 shared their 

disappointment and concerns about the shift of project scope driven by the community 

member. They explained that the new scope did not make use of their capabilities and 

their opportunity to learn was hijacked (FN_098). TL1 too pointed out that CM3 “saw 

us as free labour” and did not appreciate “the intellectual value that we bring.” Similarly 

project proposals from former community members who wanted to work together with 

students again were rejected because those proposals seemed like outsourcing and had 

students “work for free” (FN_047 – citing BM1).  

 

The attribute ‘discontent’ shows that both students and community members 

could be dissatisfied with the behaviour of the other party. This feeling stemmed from 

the realization that a party stayed behind their expectations and that the engagement did 

not fulfil all they had hoped for. Students felt disappointed and frustrated when 

community members did not do right by them or seemingly tried to misuse their 

commitment by having them do work they did not agree to. This feeling could lead to 

the premature termination of the project and relationship – and thus the removal of a 

part of students’ experiential basis for learning. 

 

Summary 

Relationships between community members and students revealed traces of imbalance, 

a state of disparity or lack of harmony, perceived by at least one party, in terms of how 

students and community members regarded each other and worked together. This 
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imbalance might stem from the relational positionality of the two parties. Due to their 

level of experience or competence one actor could be perceived as superior by the other. 

This in turn fuelled insecurity and concern. Especially in situations where community 

members were perceived as being less committed to the cause, students distanced 

themselves from their relationship and acted with increasing independence. An 

imbalanced commitment was grounded in actors’ unwillingness to cooperate or 

communicate. Simultaneously, community members expressed their dissatisfaction 

when students stayed behind their expectations and delivered work that did not fulfil 

their expectations. Similarly, a lack of commitment and clarity with regards to 

community members’ expectations about the goal of the project were common reasons 

for students’ irritation, disappointment, and frustration. If students sensed that they were 

being misused or underutilized, they even wrapped up their work early and ended the 

relationship prematurely. Imbalance was the root cause for disharmony among students 

and community members, which could jeopardize their project and relationship, and 

thus, the basis for students’ learning experience.  

  

4.2.1.2 Peer-to-Peer Relations 
All volunteers at TownLife were students at the local university. It is therefore not 

surprising that they also understood themselves as members of the wider student body. 

When new recruits joined TownLife they could possibly have already been friends with 

or knew (of) existing members and fellow members through their private and student 

life - via class, extra-curricular activities, university accommodation, academic families4 

or other social circles. Once they participated in TownLife and became members of the 

cohort and team, they expanded their social interactions with peers as they began 

working with each other.  

 

The data set speaks to students’ professional engagement within the boundaries 

of TownLife and to their social interactions outside of the organisation. In other words, 

students’ relationality consisted of a duality in that their inter-personal relationships 
                                                
4 At the University of St Andrews, younger students are “adopted” by more senior peers 
(i.e. their academic parents). These social groups resemble structures of a family (with 
parents, children, siblings, cousins etc.) and are thus referred to as academic families. 
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were professionally and socially intertwined. As this section will illustrate, this duality 

had an influence on the nature of their relationships and their learning experience. 

Similarly to student-community relations however, the nature of peer relations took two 

chief states, namely equality and imbalance (see appendix 13 for a structural overview 

and illustrative data items). Both components are discussed in turn. 

 

Equality 

The component ‘equality’ is inspired by accounts that describe TownLife as a “social 

venue” (sic) where “like-minded” people meet and build friendships that could “last for 

a long time” (TL3). “The hardest bit for me when deciding whether to continue or not… 

I did not want to leave because of the people”, C4 explained to me in an interview. Her 

account stands representative of the relational nature students experienced through 

socialising and working with peers. Equality consists of four attributes: amity, 

connectedness, cohesion and commitment.  

 

Amity 

Interacting with peers in an organisational environment could have a positive effect on 

students’ personal lives, as interactions with peers at work (TownLife) transcended 

professional boundaries and translated into students’ personal lives. The notion of 

TownLife being a “social venue” (sic), as earlier described by TL3, refers to the 

opportunity of forging new and strengthening existing relationships. Though all 

members were recruited from the same University, they had different social, cultural 

and academic backgrounds. They were part of the same student population but 

socialized in different circles. BM1 for instance led a “pretty collected group of 

personalities and I think outside of TownLife none of us had really crossed-pathed in 

various social circles.” 

 

Although BM1 believed that the “team was really the only common ground we 

had”, other students showed that peers had more things in common. They shared for 

example similar career ambitions. Considering students’ prevalent motivation to 

strengthen their professional profile, students offered each other support by sharing their 

experiences and preparing together for recruitment situations. In that sense, peers 
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worked together on improving their employability and ability to transfer their learning 

experience into a professional recruiting setting. For instance, more senior members 

such as BM2 “spoke a lot […] about internships, LinkedIn profiles, interviews for job 

applications” (TL7) and thus shared their experience with younger members and 

advised them in application topics. BM3 observed that peers even started “endorsing 

each other on LinkedIn”, which might make a difference in applications, he explained 

(FN_020). The notion of relating with “like-minded people” (TL3) who understood 

what it meant to enter a competitive graduate job market is further reflected in students’ 

active support. Across teams, peers got together outside of their organisational 

engagement and “did some case practices together for the interviews” (TL8). After all 

TownLife offered the opportunity to “forge relationships for your professional life later 

on” (TL8).  

 

Connected through their membership and shared ambitions, students’ social 

interactions could transcend organisational boundaries and have positive knock-on 

effects on their personal lives. At the start of the semester volunteers often found 

themselves in teams of strangers. Over time, by working and socialising together, those 

strangers could become colleagues and even friends, which positively contributed to 

students’ vested interest in their participation. OP3 for example told me in her interview 

she got “along well with OP6, we’ve become friends through TownLife.” Similarly, 

C12 noted that the relationships with his peers “went beyond just colleagues; it's sort of 

genuine friendships. So that was kind of special.” While C4 had grown attached to her 

peers and “did not want to leave because of the people; […] I kind of wanted to 

continue working” (she had to leave due to a challenging academic schedule in her last 

year of study), C12 too seemed to feel enriched as he sensed a “motivation and personal 

connection to what we're doing because of these people and now my friends.” His 

account suggests that peer relations became a motivational factor for students to 

continue their engagement.  

 

Just as new friendships were forged, acquaintances that already existed upon 

joining TownLife could be intensified. Prior to their participation in TownLife some 

students were acquainted but did not refer to each other as friends. However, their 
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mutual engagement encouraged peers to interact casually more with peers outside of 

TownLife. The small-town context certainly facilitated an increase in leisurely 

interactions, or as C12 put it: “This being [our town] you bump into people all the time. 

[…] You inevitably talk about TownLife […] even if you bump into people from other 

teams.” Furthermore, OP3 explained, “I would chat to her [OP10] more now […] she is 

in my classes.” Due to the overlap of social and professional interactions, OP3 

“developed friendships with, especially TL5 and C4 but that is also because classes 

would overlap.”  

 

Other members joined the organization as friends and “enhanced” (C9) their 

relationship. C9 for example reported that he “got to know TL1 a lot better […] because 

we met more constantly” and “actually there’s been an increase in social interaction, for 

non-TownLife reasons, as well; just for fun […] as friends.” C9 explained that he found 

their friendship to be unusual “because I'm a fourth year and he is a second year and 

ordinarily […] we wouldn't interact too much on a social level with first and second 

years.” Their example demonstrates that due to their participation in TownLife, they 

defied social boundaries (of the student body) and enhanced their personal relationship.  

 

C12 appeared to be correct in calling this level of amity “special” because it was 

not the norm. Many peer relations were rather distant or as TL6 described them: “[…] 

it’s really professional at the moment. We sort of have our discussions and have got 

acquainted around them but haven’t really moved beyond that. […] It feels like a work 

environment.”  

 

 It can be concluded that amity as an attribute of rather equal peer relations 

describes that due to their participation, a shared set of aspirations, and mutual 

interactions at TownLife, peers forged new relationships, intensified and enhanced 

existing relations. 

 

Connectedness 

Relating with peers at and outside of work clearly had an effect on how students enacted 

their roles as it seemingly made teamwork overall more productive and enjoyable, as 
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suggested by C14: “The reason we were so effective was the extensive social contact 

that we had. […] I really enjoyed the social aspect of it. […] We had sort of both sides 

of it, the professional and the social relationship as well.” The same sentiment was 

echoed by TL2, though he made it even clearer that friendly relations were a pre-

requisite for productivity: “At the end of the day, you will not work unless you like the 

people you work with.”  

 

Data analysis revealed two significant factors that bred productivity through 

facilitating the workflow and flow of information: firstly, peers’ professional lives 

within TownLife were embedded in their social lives. Given the small-town context, 

peers were seemingly well connected outside of TownLife because they saw each other 

in class and shared social circles. Secondly, joining a team of strangers could be 

discomforting; students appeared self-conscious, cautious or scared even to make 

mistakes or reveal weaknesses. Relating with peers on a social level put them at ease 

with one another and made them feel more comfortable, which in turn increased their 

effectiveness and working experience.  

 

With regards to peers’ connectedness, team members utilised casual interactions 

outside of work to make decisions and progress on their project tasks. Their social 

encounters closed communication gaps and encouraged a better flow of information as 

they updated one another on their progress. For example, TL3 explained that he and his 

team leader “already had an informal relationship outside TownLife” so they “never 

really had any communication gap per se […] because we did all of the same classes.” 

TL6 added that although the team held “structured team meetings”, “most of the things 

[…] got done […] outside of those meetings.” He expanded: “I think me and TL7 

chatting in class for a couple of minutes […] those were the most constructive things. 

[…] The discussion took place outside.” These examples suggest that in spite of holding 

team meetings, progress and decisions were facilitated through constructive 

conversations outside of the organisational sphere.  

 

 TL3 further suggested that team members who did not share social space were 

likely to stick to their formal communication channels and thus lost the opportunity to 
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benefit from informal conversations that could advance their work: “TL6 and C8 whom 

I was acquainted with but not friends with at the time, we used our more official 

channels.” C8 confirmed that official channels were “about formalising what we said, 

nothing was decided on Trello (a web-based project management tool), everything was 

decided […] face-to-face. […] If there was something we didn't say during a meeting 

we would catch each other up before or after a lecture.” These examples illustrate how 

students’ professional engagement was embedded in their personal lives - working 

relationships were simultaneously personal relationships; peers’ connectedness 

facilitated their productivity.  

 

The preceding accounts already hint at the importance of comfort. Being at ease 

with one another in a work context was important for students’ productivity. TL5 

realized that when students worked with strangers they hesitantly asked for help and 

reluctantly admitted that they had problems with a task. “Especially at the beginning 

[…] people don't feel comfortable to say what they want to say because they feel that 

they will be judged.” An atmosphere in which students were afraid to ask questions or 

for help appeared to be particularly toxic early in students’ engagement when they 

relied on peers to familiarize themselves with their roles. Moreover, it would likely 

prevent students from seeking and providing peer feedback. More generally, it seemed 

to impair a team’s performance. Other members confirmed that having personal 

relationships with peers put members at ease to the extent that they felt comfortable 

enough to ask for help in order to complete a task without having to fear judgment:  

 

“This team was different […] because we were all friends. I think that really 

helped because I felt that I could ask [...] for help if I needed; it wasn't like a work 

environment where you didn't want to show that you didn't know something, I 

was really free to get help from everyone.” (TL6) 

 

 A member of the same team added that their friendship created a safe space that 

was free from judgment and encouraged a constructive and supportive atmosphere: “I 

was very comfortable […] sometimes it is easier to open up and tell your ideas if you 

were in front of people that you know and that you know will tolerate them” (C8). This 
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level of familiarity and tolerance seemed to enhance a team’s effectiveness as it created 

a constructive debate culture and enabled students to see “each other's points of view… 

I think that was very good just challenge each other's ideas” (C8). 

 

Connectedness describes how students’ intertwined professional and personal 

relationships could enhance their professional engagement. On a personal level, 

students tended to be well connected and used their casual encounters to facilitate their 

work-related communication flows, decision-making, and work progress. Furthermore, 

having personal relationships with peers encouraged students to feel comfortable with 

opening themselves up, sharing their opinions and exposing their knowledge gaps and 

weaknesses in front of their team members – which in turn, facilitated their individual 

and team performance.  

 

Cohesion 

“We had a good balance of the fun side and camaraderie”, BM2 reflected his group’s 

teamwork. Camaraderie or closeness was a theme echoed by other students, too; it is 

characterized by a range of elements or qualities. Teams were cohesive in that members 

of a group “were all working for the team and […] cared about stuff” (TL7); or put 

differently: “It is a team effort and not a solo project” (TL5).  

 

Groups described as cohesive were democratic in the sense that they embraced 

plurality, a “rich diversity” (P16), and collective decision-making. BM1 for instance 

mentioned that his group worked “well together […] everyone brought something 

different to the table in terms of skills and also personality.” Members acknowledged 

that their teamwork was “very much a community thing […] not very formal or 

imposed, it is a communal effort” (TL5). To some, a sense of democracy stemmed from 

“flat” structures where “no one really had overarching responsibility” but where 

members had individual ownership or “agency” over the work “we […] assigned 

ourselves” (TL2).  

 

 The word camaraderie implies a sense of solidarity. Members of a cohesive team 

supported and encouraged one another; they had each other’s backs. Team leaders in 
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particular observed how team members helped each other out. It has been mentioned 

earlier for instance that students depended on their peers (e.g. in the form of group 

work, peer advice or shadowing) to familiarize themselves with their new roles. To 

illustrate the notion of solidarity further, when C26 had to excuse himself for a longer 

period of time from the team for family reasons, the team leader discussed with the 

team how “his tasks could be reallocated amongst the team and if they were willing to 

take on a bit of more work - and they were, so we redistributed responsibilities” (BM1). 

Solidarity seemed to be particularly important when students were confronted with new 

situations that could be daunting. C4 for example had to personally survey a range of 

local business owners and thought that “at first, it was really scary!” They had 

eventually decided that “C14 and I, we went to some of them together […] [because] 

C9 told us about bad experiences he got (sic), so we did it together” (C4). The solidarity 

among the team members made the task less intimidating and mitigated her fears, which 

enabled the consultants to enact their roles more effectively.  

 

 As earlier suggested by BM2, cohesive teams maintained a “good balance”, also 

with respect to the “fun side”. Students reported that they “enjoy working together” 

(TL7), suggesting that collegiality had an influence on students’ motivation. TL7 for 

instance hoped for her team members to interact as “friends and colleagues at the same 

time” in an atmosphere that was “not […] too professional but rather very friendly.” Or 

as TL2 put it: “Yeah, it is definitely a cool thing when you have a group of people who 

were doing something productive […] but also they can do it as friends.” According to 

TL6 maintaining friendly relations meant “meetings could last three hours but it would 

be one hour of work and then two hours we would talk among ourselves about stuff.” 

Those prolonged conversations apparently gave students the room to develop “some 

kind of group identity; […] we were having a lot of fun in our meetings and it was 

really nice!” (TL1) 

 

 Qualities such as collectivity, democracy, and balance were also expressed in 

how openly teams communicated. The debate culture was described as constructive and 

openly democratic, which created a room where no judgment was passed and members 

were willing to “compromise” (C16). “It was nice to be on the same footing as everyone 
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else and be able to talk about the pros and cons of ideas”, C16 described her team’s 

communication, suggesting that the meeting atmosphere was creative. “People are 

challenging each other's view […] but, yeah, it's constructive on the whole”, C9 

explained and added that “there is confrontation” but they “come to a conclusion.” 

Similarly, TL6 recalled one team meeting: “It took us an hour and a half to come to a 

consensus, but we did.” The same sentiment was echoed by TL2 who described the 

debate culture in a previous group as “democratic” and meant that “there were no 

barriers” – it was acceptable for the team to challenge their leader and to say: “No, TL8, 

I don’t think we should do that” (TL2). Team leaders facilitated the dialogue and 

acknowledged that “this is not a boss-them situation” (BM2). TL7, previously a 

consultant under BM2’s leadership, attested that “there was always a tone of ‘what do 

you guys’ think in his voice, which is very difficult to mimic […] that really puts the 

team in the comfort zone, in coming up with their own ideas.”  

 

 Cohesion describes qualities of democracy, solidarity and openness among 

members of a group. Although students brought different perspectives to the table, they 

acted as a collective. Their sense of closeness was facilitated by the group’s balance 

between teamwork and socializing. In a constructive and openly democratic team 

environment, all members had the opportunity to participate and voice their opinions. If 

individual members could not pull their weight, peers had their comrades’ backs.  

  

Commitment 

Previous themes such as collectivity are echoed and specified in this attribute, which 

captures a sense of commitment shared by team members. “Given that TownLife is a 

voluntary project […] and people feel that, ‘oh, I'm not getting paid for this’… in my 

opinion if you sign up for it, then you sign up for it, and you need to deliver”, C9 said 

about voluntary participation.  

 

This sentiment seemed to be shared in teams characterized by equality. 

Individually, TL3 for instance acknowledged: “I also have to make sure that I'm 

positively contributing to the team.” Collectively, TL7 observed that although “it was 

voluntary, everyone was quite committed.” Students’ initial excitement –  “I was 
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absolutely over the moon, really excited” (BM2) – translated into dedication: “Oh, 

100%! […] I think they are very dedicated. […] Everyone comes in quite excited about 

what we are doing”, TL5 said for instance about her team. Students felt guilty for not 

meeting internal deadlines set by their mentors and, as volunteers, they sacrifice their 

free time, as acknowledged by BM3: “[…] you are sacrificing aspects out of social life. 

[…] I sacrificed my studies; […] in a healthy way that you had so much drive for it and 

motivation to get involved that you found time for TownLife.” 

 

 This intensity or dedication to their own participation and their team was 

particularly preserved in groups that were able to balance out each member’s 

contribution – where everybody contributed his or her fair share. Students put an 

emphasis on the importance of having a sense of responsibility and an evenly 

distributed workload. While C14 explained that what he “wanted to instil in my team 

was a sense of responsibility”, TL8 expanded that she “tried to facilitate and put people 

into different responsibilities that everyone knows what their task is and feel responsible 

for something.” Members of teams that seemed to have that ingrained sense of 

responsibility reported that they “all shared the workload equally” (TL3) and tried to 

“divide them into even tasks in terms of workload” (C8). What happened if teams did 

not share the workload evenly is discussed in section 4.2.1.2. 

 

 C7 explained that to him, “working in a group of people […] means to be 

accountable to a group […] to have other people accountable to you, your success.” 

Teams tried to keeping track of what team members “had done and hold them 

accountable to their work” (C7) through various measures such as using a particular 

project management software, which according to C7, facilitated their work “like notes 

of responsibility” that tracked individual tasks for everyone to see. In addition to clearly 

allocated responsibilities and notes thereof, teams also utilized meeting routines. TL7 

reflected on her previous team leader’s routine, which seemed to be based on peer 

scrutiny: 

 

 “But initially he started the whole going around the table thing so he put 

everyone on the spot, so you had to have something to say because […] it really 
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shows that you haven't done anything before the meeting and you haven't done 

anything for the team.” (TL7) 

 

 Particularly in a voluntary environment, mutuality is important to the members 

involved. Students sacrificed their leisure time and social activities in order to 

participate in TownLife and expected themselves, as well as their team members, to 

contribute equally to their teamwork. Distributing tasks evenly among members of a 

team was important for everyone to develop a sense of responsibility and be 

accountable to their peers. Accountability was enforced through different measures in 

order to ensure that all members of a team committed.  
 

Summary 
The intertwined nature of students’ social and teamworking engagement is clearly 

demonstrated in the dimension of equality. In that way, TownLife became a place to 

socialize with peers. Working together and sharing similar career ambitions meant that 

students were spending more time with like-minded peers, which enabled them to forge 

new and strengthen existing acquaintances and friendships. In other words, their 

professional engagement transcended organisational boundaries and moved quickly into 

a social sphere. Simultaneously, socializing with peers made teamwork seemingly more 

productive and enjoyable. Because of their interactions within and outside of the 

organisation, students were well connected and utilised their interactions in both spaces 

to make progress on their teamwork. Students reported that there was almost no 

communication gap between them because of the amount of casual interactions outside 

of TownLife and structured (team) meetings within TownLife. Working with peers they 

also knew socially put them at ease and made them feel more comfortable with sharing 

their opinion and exposing potential weaknesses. Within the confines of a team, 

equality took the form of cohesion and camaraderie. Teams that possessed those 

attributes were particularly democratic and participative. Students supported each other 

and felt a sense of agency for their share of responsibilities. Also, they shared a sense of 

commitment and accountability to the group and its cause. Students seemed dedicated to 

the extent that they sacrificed parts of their social lives for their teamwork.  
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Imbalance 

This section sheds light on how the relational nature among peers could turn sour, 

become dysfunctional, and lack harmony when students worked together and engaged 

with each other in an organisational and professional environment. This theme 

encompasses the 1st order concepts reluctance, estrangement, disparity and separation - 

each is illuminated in turn. 

 

Reluctance 

When students joined TownLife, their existing (personal) relationships extended into a 

new (organisational) context. While previous examples suggest that this could be 

enriching for the people involved, it could also lead to reluctance as the quality of 

members’ social relations translated into the organisational context, which could 

constrain people’s relationships. Based on preconceptions, that is what students knew or 

believed to know about peers - due to past interactions or what members had heard 

about their peers - they could be prejudiced and cautious in approaching a team 

member. BM2 for instance admitted:  

 

“I’ve been a bit apprehensive with BM4 at the start because I’ve heard things, so 

I had an unfairly sort of… I didn’t have a negative but a wary approach at the 

start. […] The things haven’t come true. And on a personal level she’s been 

good and good to work with.” (BM2) 

 

Though it seemed that they were able to establish a good working relationship, 

the rumours he had heard about his fellow board member compelled him to approach 

her reluctantly at the outset of their engagement. Other relationships however appeared 

irreparable upon students’ entry into the organisation, which could cause tensions. 

Because of what she knew personally about a fellow consultant, TL7 did not want to 

work with him: “When I got to know that C6 was recruited […] I was praying ‘please 

not on my team, please not on my team’ […] because I know him from outside of 

TownLife. […] He signs up for stuff but never does the work, he signs up for his CV.” 

Furthermore, she anticipated that she would have changed her behaviour as team leader 

as a consequence of him being on her team: “So I just did not want to do with that […] I 



Findings 

 
 

186 

would have to be harsh with him, which would rub off outside.” In other words, she 

believed that the quality of their (dyadic) relationship would not only have affected their 

own professional engagement but potentially other relationships around her.  

 

 Social constraints could also be independent from individual relationships but 

ingrained in students’ social circles. In that light, social customs and conventions, 

existing in the student community, translated into the organizational setting. Seniority – 

determined by the year of study – seemed to constrain people’s relationships and 

teamwork. TL2 for instance expressed his frustration with the “dichotomy between the 

personalities in his team”, which seemed to stem from “some superiority complex or 

‘they are younger than me, how do they increase my utility’” - a mindset that, in his 

opinion, was “preventing good social cohesion”. He noted that younger members were 

reluctant to contribute, as they remained quiet, thereby restricting their learning 

experience. It did not seem to matter that younger and older students had the same 

organisational experience because almost all of the members in this particular team 

joined the organisation in the same semester. Similarly, TL8 remarked that team leaders 

were “automatically more respected” by younger (sub-honour) students, confirming that 

social boundaries inherent in the student community indeed translated into the 

organisational sphere. If “you don’t have that respect in that team yet” (BM3), team 

leaders were likely to be constrained in enacting their role.  

 

 Reluctance also speaks to students’ hesitation to socially engage with their 

peers. TL2 remarked that “some people are just way too closed off and don't use the 

project as a way to make new friends.” Those people, he felt, probably “didn't get 

anything out of this; ‘I didn't make friends, we didn't meet’ […] why would I want to do 

that again other than to put on the CV.” He questioned his more distanced team 

members’ motivation to continue their participation.  

 

The duality of relating was further manifested in the fact that having personal 

relations with peers you work with could make it harder to maintain friendships. TL2 

for instance managed a team of peers he called his friends but who lacked motivation 

and commitment in their team situation – they were not completing their tasks. When a 
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fellow team leader asked him why he did not escalate the problem to his mentors, he 

explained that they were his friends; he was reluctant because he did not want tensions 

to arise that could jeopardize or constrain their friendship (FN_013). Similar to TL2, 

who was clearly constrained in his tasks and abilities as a team leader in a team of 

friends, BM4 felt irritated when she needed to follow his functional responsibilities and 

dismiss a student she knew well and shared past interactions with: “We actually ended 

up having to let OP10 go. […] That was probably the most vivid memory I have, that 

situation, because […] that was quite a difficult thing to come across.” While BM4 did 

actually live up to the responsibilities of her role, TL2 was constrained in fully enacting 

his leadership role because he failed to sanction team members who did not pull their 

weight.  

 

 The dimension of ‘reluctance’ suggests that peers’ professional relationships 

were constrained because of past interactions and what they knew about their peers. 

Their shared history made students opinionated and apprehensive in interacting with 

them in an organisational setting. Since students shared the same social circles and were 

part of the wider student body, social customs translated into the organizational context, 

which could prevent social cohesion in a group. The notion of superiority or hierarchy 

was prevalent. Team leaders were constrained in their role especially if they needed to 

lead friends or acquaintances, whose relationships they did not want to jeopardize.  

 

Estrangement 

Maintaining existing personal relationships in a professional environment could be 

challenging. When students knew each other only from socialising, working together in 

a team could reveal new personality characteristics; those could be surprising or 

perceived to be abrasive, which caused alienation or estrangement as a person’s 

perception of said acquaintance or friend changes. The following example shows how a 

consultant worked together with a friend who happened to be her appointed team leader. 

Their relational quality thus shifted as one of them assumed a hierarchically superior 

position over the other in a shared professional context. C8 explained, “I have 

discovered a side of TL7 that I didn't know. She can be very bossy and that is not 

something I appreciate.” Her language suggests that she was personally upset by her 
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(befriended) team leader’s behaviour towards her; she seemed alienated if not degraded 

from being a friend to a subordinate: “I understand for a team leader if I give the people 

tasks and stuff but […] there was too much bossiness when it was not necessary – […] I 

was used to being her friend and her equal.”  

 

 In the same vein, BM3 told me that when he met OP8 one night “she said, when 

[…] we were just socialising, […] ‘oh no, you are my boss!’” This comment seemed to 

startle him (“it was a weird feeling”) because “OP8 and I are actually in the same 

academic family, same age, and we have seen each other in many different 

environments, and I don't like that being to her.” This anecdote shows that 

organizational relations could translate into personal relationships; at least for OP8 their 

relational nature had changed, which alienated BM3 – “I don't want it to be that way.” 

 

 Neither BM3 nor C8 confronted their peers with their concerns and alienation. 

BM3 admitted, “I obviously don't give her a lecture back” and C8 responded to my 

question whether she had talked to her friend about her impressions: “At the end, 

jokingly, but I don't think it will change anything.” Maybe they were cautious to 

separate between their organisational engagement and their personal relationship, as 

suggested by OP3 who said that she consciously tried not to let her frustration with her 

team members translate into their personal relationship; she attempted “to be in the most 

positive way possible, so personal-wise that there wasn't any tension.” 

 

Relating with peers professionally could impact students’ perceptions of their 

personal relationships with friends or acquaintances - and thus transcend organisational 

boundaries into personal lives. This seemed to be particularly true when students did not 

engage as equals (anymore) but when the balance of their personal relationship shifted, 

for instance through a hierarchical position within TownLife. However, instead of 

communicating the new abrasive and frustrating characteristics they discovered in their 

peers, students kept their feelings to themselves and attempted to separate between 

professional and personal relations in order to avoid tension and backlash.  
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Disparity 

Team members who disengaged from their group or demonstrated an unreliable work 

ethic could create disparity amongst peers and ultimately restrict team performance. 

Students’ unreliability took the form of a poor attendance record or subpar performance. 

Team members complained about a high fluctuation and others being late or even 

missing meetings. With regards to the latter, TL8 for instance remarked: “I think the 

problem was also that people were joining and leaving and we had one team member 

who was never there; […] we weren't really a fully functioning team […] it wasn't very 

cohesive.” This behaviour was further facilitated by more general time constrains 

stemming from students’ academic and social lives; for example their academic 

commitments, extra-curricular activities, or job search.  

 

But even if peers did attend team meetings, some still did no work, delivered 

dissatisfactory work quality or missed deadlines, which clearly constrained group 

performance. Judging the work of his peers, BM3 commented: “And that came a little 

bit from the failings of the operations team - our sponsorship pack took four months to 

produce, obscene really! I must admit, looking at it, it is four pages, it is far from stellar; 

[…] it was sub-par considering it’s been four months” (BM3). As observed by C7, a 

lack of commitment was encouraged by a lack of accountability and authority:  

 

“I think the main problem though was that we didn't take very good meeting 

minutes. […] When it came to not finishing work people weren't held 

accountable directly from TL2 […] if they missed a meeting they weren't told 

off for it. I think that was a little problematic.”  

 

In her interview, OP3 did not hold back her frustration with her peers’ work 

ethic: “In the work situation it was just down frustrating. I would arrange a meeting and 

all of them would show up not having done anything and be proud of the fact that they 

are o-n-l-y 15 minutes late (sic).” But holding back her true feelings seemed to nurture 

doubts about her motivation to continue her participation: “I don't know what I get out 

of this, I've been on time, I've done my work… so, how would you describe that? It was 
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frustrating for me!” As a consequence of her peers’ behaviour, OP3 did not seem to 

fully appreciate her learning experience.  

  

The behaviour of those “problem people” (BM2) manifested an imbalance 

amongst team members’ commitment and contribution. Members complained about 

peers who “didn’t have much to contribute to the team” (TL1). Their work ethic, or lack 

thereof, nurtured the perception of carrying “dead weight” (TL2) and legitimized bad 

behaviour. In reference to the former, TL2 observed: “We felt like if he is not in the 

meetings there is a missing hole so then everyone thinks they are picking up the slack 

for someone. […] We are carrying some dead weight.” With regards to the latter, TL8 

found that “if there was one person who never shows up other people think ‘oh, I don't 

have to show up and have to do my work”; TL2 confirmed that “once someone 

normalises behaviour then everyone gets to do it.” 

 

 The dissonance so created in groups was exacerbated by miscommunication. In 

meetings, students seemed disengaged, unresponsive, and silent; they later talked about 

the dominance of peers and angst. TL2 for instance observed in his group that a “very 

dominating presence […] makes quieter people even quieter and the louder people even 

louder.” Dominance or superiority seemed to facilitate a hostile atmosphere, as the 

following statement suggests: “As I went to more meetings, the more irritated I got that 

I am being spoken to rather than speaking with me; […] I knew that there was angst not 

just from me” (OP3). Such an atmosphere possibly prohibited openness and thus 

restricted peer feedback. 

 

Unintentionally, mentors restricted teams in their role enactment and 

performance with their mere presence. Team leaders advocated against having mentors 

sitting in team meetings because, according to TL5, they caused “draught - nobody 

wanted to speak; I think it was just an air of judgment really; not that there was any real 

judgment there, it was more a feeling of ‘I don't know what to say […] I shouldn't be 

saying things that are stupid’; I think it made people really self-conscious of their 

ideas.” However, excluding mentors from team meetings meant that mentors too were 

constrained in enacting their roles.  
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  Students’ disengagement from group work and their work ethic could manifest 

an imbalance amongst peers. Due to peers’ poor record of attendance and their lack of 

performance, team members perceived an uneven level of contribution; they were self-

reportedly carrying ‘dead weight’. This behaviour was facilitated by general time 

constraints, a lack of accountability and authority; it created dissonance amongst team 

members, which expressed itself in the form of miscommunication.  

 

Separation 

Dissonance amongst group members could lead to a separation among them. Team 

members who did not contribute as much as others distanced themselves from the group 

and even got excluded. In one instance, a team leader admitted that he was “excluding 

her [C2] from the team in a way” (TL1) by giving her work though he “wasn’t counting 

on the fact that she was going to do anything.” As a consequence, C2 did not enact her 

role as a student consultant in the same way her peers did. Other students were 

disillusioned by their teamwork experience. When confronted with the question how he 

was going to deal with members, who did not pull their weight, TL2 seemed resigned 

and resorted rather pragmatically to a ‘last-man-standing mentality’: “I will probably 

work with the people who will be able to work”; he added that if nobody did the work, 

he would just do it (FN_013). After completing the project, TL8 (at that time same a 

consultant in a rather disparate group) admitted that she and her peers were relieved that 

it was over: “Oh, it’s over, puh, done!” This example shows that peer separation 

impaired students’ motivation and their overall learning experience.  

 

 TL2 expressed his disappointment with his team even more bluntly, as 

illustrated in his interview excerpt: “It was definitely not the feeling, ‘oh, I really 

enjoyed working with my team the semester, I'm really looking forward to doing it 

again’, because if I was put in the same kind of team as I was at this year…” He did not 

answer his hypothetical statement but his sentiment sounded disappointed. OP3 agreed 

that, “it is not fun; why put yourself through having to pick people up all the time, that 

should be part of the role, that everyone's as keen as one another to get a job done. So 

that was frustrating.” Her frustration was clearly grounded in her peers’ lack of 
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commitment and her having to pick up the slack. Similarly, BM3 acknowledged that “it 

hurts your motivation obviously when you are working and they are not.”  

 

 Dissonance, stemming from an imbalance between peers’ commitment and 

contribution, could disturb a team’s harmony and drive team members apart. The divide 

could take the form of social exclusion or emotional separation. Students were 

disillusioned by their teamwork experience and grew discontent about their peers’ work 

ethic.  

 

Summary 
The intertwined nature of peers’ personal and professional lives could be obstructive if 

peers perceived a one-sided or mutual imbalance of their relational nature or 

commitment to their professional engagement. When students extended their personal 

relations into the organisational context, they also transferred their personal knowledge 

about peers into that new setting. That knowledge could constrain them in their 

teamwork to the extent that they approached each other apprehensively or simply did 

not want to work together. Due to the fact that all participants were members of the 

wider student body, existing social norms also translated into the organisational 

environment. Perceptions of student seniority for instance could torpedo peer relations. 

Maintaining friendships in the workplace seemed difficult because students did not 

want to jeopardize their friendships due to imbalances in their teamwork. Students tried 

to distinguish between personal and professional relations but their relational nature 

sometimes changed nonetheless; particularly when they discovered new and abrasive 

personality traits in friends, peers felt alienated as they did not engage on eye level any 

longer. A dissonance based on peers’ disengagement from or imbalanced commitment 

to the team led to a lack of cohesion among members of a team. Facilitated by a lack of 

accountability, students who did not attend team meetings or did not pull their weight 

were perceived to be ‘dead weight’ to the group. Their behaviour was perceived to be 

contagious in that it legitimized bad behaviour. Dissonance could quickly result in 

separation. Students were disillusioned about their engagement if peers did not commit 

the same as they did, which in turn fuelled discontent, disappointment and frustration. 
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Due to their behaviour peers distanced themselves from a group but could also be 

excluded from their peers.  

 

4.2.2 Relational Impact 

The preceding descriptions of the nature of student-community and peer-to-peer 

relationships have illustrated how students’ learning experience was embedded in a 

social context and thus influenced by the quality, exchange, and governance of inter-

personal relationships. Due to the intertwined connection between relational nature and 

impact, the data illustrating the effects inter-personal relationships had on student 

learning have been woven into the description of relational nature (section 4.2.1) and in 

the presentation of the SL micro processes (section 4.1). This section will tie those 

findings together and sharpen the contours of relational impact on students’ learning 

experience.    

 

It is argued here that student-community and peer-to-peer relationships could 

both have an enabling and constraining effect on students’ learning experience (see 

appendix 14 for a thematic aggregation of relational impact illustrative data items). In 

other words, inter-personal relationships could have a ‘light’ and a ‘dark side’. Building 

on the previous reports of relational impact contained in the descriptions of micro 

learning processes and relational nature, this section first summarises student-

community relations before it reviews peer-to-peer relations.  

 

4.2.2.1 Student-Community Relations 

Drawn on the data examples provided throughout the preceding descriptions, this 

section briefly summarises the enabling and constraining effects inter-personal 

relationships between students and community members could have.  

 

Enabling Effects 

Community members had an empowering influence on students’ experiential basis. 

Beneficiaries were a necessary condition for students to enact a professional-like role 

(enacting roles) in the first place. As described in reciprocity, they provided students 
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with  project briefs and relevant resources that enabled students to effectively solve 

community or organisational problems. This exchange of information granted students a 

glimpse into town life and further allowed them to engage with and learn about social 

issues and the community organisation (co-developing growth). Moreover, according to 

the attribute superiority, interacting with community members could be a way for 

students to recognize their own knowledge gaps and thus areas for development 

(realizing need to develop).  

 

The attributes convenience and humanizing illustrate that friendly, responsive 

and decisive community members that interacted and communicated frequently with 

students and were clear about their expectations, facilitated students’ role enactment 

and enabled them to effectively perform their roles (enacting roles). Moreover, in 

relationships of equal footing, the notion of reciprocity suggests that community 

members could move beyond their role as beneficiaries and supplement students’ 

mentoring efforts. Students reported that community members provided them with 

guidance, advice, encouragement, and reassurance (behaviours also associated with 

student mentors), which enabled them to familiarize with their roles (familiarizing with 

roles). The attributes reciprocity and dissonance reveal that community members also 

occasionally provided students with feedback, which could take the form of 

commendation or critique. While openly expressed gratitude had a rewarding effect on 

students’ motivation to continue their engagement (reorienting), critical feedback could 

prompt students to reflect (reflecting) on their individual or team’s performance. 

Furthermore, appraisal served the function of positive reinforcement and facilitated the 

development of confidence (co-developing personal growth). Overall, as humanizing 

illustrates, equal and friendly relationships with community members were perceived by 

students as rewarding and enjoyable (reorienting). 

 

Constraining Effects 
It follows from the notion of imbalance that the relationship between students and 

community members could be constraining. Community members could prohibit 

students from enacting their roles. As illustrated by the attribute of discontent, students 

could feel misused by their community partners, who arguably prohibited them from 



Findings 

 
 

195 

enacting their roles as students had envisioned them. The same attribute raises the 

notion of an early termination of a collaboration, which deprived students of their 

service engagement and opportunity to learn (co-developing personal growth). Student 

learning was further prohibited by uncommitted community members who, according to 

the attribute dissonance, in some instances did not share relevant information about the 

organisational or community problem with students, which prohibited them from 

learning about certain issues. Dissonance further suggests that some community 

members had seemingly lost interest in the collaboration and did not provide students 

with feedback, which prohibited their ability to reflect (reflecting).  

 

 Students were also impaired in their ability to enact their roles (enacting roles) 

when community members used their seemingly superior position to strictly restrict 

access to their time, relevant information, and necessary resources. As suggested by the 

notion of dissonance, an unwillingness to commit to the collaboration or communicate 

frequently had an equally constraining effect on students’ role enactment. The 

imbalanced nature of the relationship also harmed students’ motivation (reorienting). 

Superiority illustrates that the knowledge gap, which students perceived to exist 

between them and community members could be daunting and uncomfortable. 

Moreover, dissonance between both parties – for instance based on an uneven level of 

commitment or shifting scope - could cause frustration and ultimately even result in the 

premature termination of the collaboration.  

 

4.2.2.2 Peer-to-Peer Relations 
Building on the previous example exhibited in the descriptions of micro learning 

processes and relational nature, this section summarises the enabling and constraining 

impact peer-to-peer relations could have on students’ learning experience.  

 
Enabling Effects 

In the educational context of TownLife, peer engagement was a necessary condition of 

student engagement because there were only group projects. Consequently peers 

empowered one another in enacting and experiencing professional-like roles (enacting 
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roles). Moreover, certain skills could only be honed by interacting with others (co-

developing personal growth). Teamworking and communication skills for example 

were typically developed in a group environment. Also, it would be difficult for a team 

leader to apply and practice managerial skills without a team or a project to manage. 

Likewise, mentors could hardly enact their roles without a mentee (mentoring). Peers 

determined the learning context so much so that some consultants seized the 

opportunity to enact a leadership role when their formal team leaders gave them room to 

do so or failed to perform their own role (enacting roles). The student cohort relied on 

members of the operations team to design or commission trainings they could benefit 

from (training). Some students relied on peer sharing to trigger a group-based or 

inward-oriented reflection process that could foster learning (peer sharing and 

reflecting).  

  

During students’ familiarization phase (familiarizing with roles), the attributes 

of connectedness and cohesion suggest that peers helped them settle into their new 

positions for instance by offering advice or by conducting a task together. Mentors in 

particular supervised students and offered guidance for those who needed it. However, 

connectedness points out that students seemed more likely to ask for assistance if peers 

were friendly with each other or even had a personal relationship. Equal peer relations 

appeared to have a strong facilitating effect on students’ role enactment (enacting 

roles). According to the description of connectedness, frequent interactions within the 

organisational space and outside ensured a constant flow of communication and thus 

prevent gaps from occurring. Casual interactions outside of TownLife were used to 

make decisions and progress on their project work. Moreover, cohesion and 

commitment raise the notions of clear agency and evenly shared responsibilities, 

suggesting that students could rely on their peers to fulfil their responsibilities (as they 

were held accountable if they did not) and their solidarity in times of need.  

 

With regards to deliberate micro processes, amity suggests that peers grew loyal 

to each other and partly wanted to continue their engagement (reorienting) because of 

their peer relations. More generally, cohesion and commitment illustrate that students 

found their participation more rewarding if they maintained amicable relations with 
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their peers; so much so that they were willing to sacrifice significant portions of their 

leisure time. Peer relations that stood on an equal footing were characterised by 

connectedness and cohesion, which entails that students were comfortable being around 

each other and accepted a plurality of opinion. Both contributed to an open debate 

atmosphere, which facilitated the exchange of feedback and critique (peer sharing and 

reflecting).  

 

According to the notion of amity students shared similar career ambitions and 

supported each other in achieving their career ambitions, which enhanced their overall 

employability (transferring learning experience). Specifically, more experienced 

students shared their insights from professional placements and their previous recruiting 

experience with younger students. Moreover, peers practiced together for assessment 

centres and endorsed each other in career networks.  

 

Constraining Effects 

Similar to community members, students too were in a position to prohibit their peers 

from gaining valuable experience. For example, as suggested by the notion of 

separation, some students got excluded from their teamwork (usually because of their 

unreliable behaviour) and were thus deprived of their learning basis (co-developing 

growth). Mentors for instance were sometimes asked not to attend certain team 

meetings (enacting roles) because team leader were afraid that it might intimidate their 

members and impair their workflow. Others decided not to follow through on their 

responsibility; e.g. team leaders did not sanction their peers because they did not want 

to put their friendship in jeopardy. In both cases, students were prevented from 

experiencing certain elements of the professional-like role because of peer relations. 

According to disparity and reluctance, the dialogue among team members appeared to 

be particularly sensitive to imbalance. Open peer feedback was unlikely to be 

exchanged (peer sharing and reflecting) if students refrained from speaking because 

they felt angst in the room or if younger students felt that they could not speak up 

against more senior peers.  
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 Imbalanced peer relations could further impair students’ role enactment 

(enacting roles) to the extent that students were sometimes reluctant to work with each 

other due to preconceptions or a lack of previous personal interactions. Reluctance also 

referred to impaired familiarization efforts and a dysfunctional feedback process (peer 

sharing and reflecting) because students were hesitant to seek help from others if they 

felt timid or if team relations were tense (familiarizing with roles). As illustrated by 

disparity, unreliable work behaviour of only a few members was a prominent reason for 

students to feel constrained in their experience because the team’s workflow was 

impaired (enacting roles), which could exacerbate a team’s imbalance. If students did 

not do their work, peers had to cover for them, which typically produced sub-quality 

work because of an imbalanced work distribution.  

 

The attributes of disparity and separation highlight that a lack of commitment 

and reliability harmed students’ motivation (reorienting) as some students ended their 

participation dissatisfied. Students talked openly about their frustrations and 

disappointment with peers, who did not pull their weight and thus created extra work 

for the rest of the team. Some even doubted that they wanted to continue their 

engagement. But even working with friends could be disillusioning, as illustrated by the 

notion of estrangement. Working with peers could alter their relationship because 

students discovered new abrasive characteristics. This realisation harmed their 

motivation (reorienting) and they refrained from providing open feedback (peer sharing 

and reflecting) because they did not want to further damage their personal relationship.  

 

4.2.2.3 Summary 

The preceding outline of relational impact draws on the data items used in the 

description of the micro SL processes and relational nature. This section clearly 

highlights in what ways student-community and peer-to-peer relations influenced the 

individual elements of students’ micro SL processes. It shows that both dyadic 

relationships had the ability to enable and constrain student learning. To summarise the 

preceding description of relational impact, figure 12 visualizes and clearly illustrates 
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how both relationships empower, facilitate, prohibit and impair students’ learning 

experience, meaning the emergent and deliberate micro learning processes. 
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Figure 12 - The enabling and constraining impact of student-community and peer-to-peer relations on students' emergent and deliberate learning 



Findings 

 

201 201 

4.2.3 Summary 

The notion of relationality illustrates that students’ experiential basis is socially 

embedded and influenced by inter-personal relationships, in particular student-

community and peer-to-peer relations. Relationality consists of the nature of 

relationships and their impact on student learning, here conceptualised as the micro 

processes articulated in the previous section 4.1. Relational nature captures how 

students and community members and peers regard each other and interact with each 

other; it sheds light on the qualities, exchange, and governance of relationships. The 

findings suggest that both inter-personal relationships can be described as equal or 

imbalanced. Equal relationships are characterised by attributes such as amity, cohesion, 

ease, mutuality, and reciprocity whereas imbalance encompasses traits such as 

estrangement, dissonance, discontent, reluctance, separation and superiority. 

Furthermore, it has been suggested that there is a correlation between the nature of 

relationships and their impact on students’ learning experience. To be specific, the state 

of equality appears to correspond with enabling effects whereas an imbalanced 

relationship seems to constrain students’ learning potential. This illustrates that inter-

personal relationships at TownLife possess a ‘light’ and ‘dark’ side, meaning that they 

can enhance, empower and facilitate student learning or restrict, prohibit and impair that 

experience.  
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5 Discussion 
This chapter will articulate a response to the two leading research questions of this 

thesis (section 2.3). By connecting the findings (chapter 4) to the scholarly debates on 

SL (section 2.1) and relational embeddedness (section 2.2) I will be able to draw 

conclusions as to how the empirical insights of this thesis advance our understanding of 

theory. This chapter is structured into four parts: Firstly, it will discuss students’ 

learning experience and the principles of SL that volunteers at TownLife enacted in the 

absence of faculty intervention. Secondly, this chapter will explore the relationality of 

this limit case of SL by discussing the findings regarding student-community and peer-

to-peer relationships. Thirdly, I will offer implications for educational practice. 

Emergent opportunities for further research will be outlined in the last section of this 

chapter.   

 

5.1 Enacting Service-Learning in the Absence of Faculty Intervention 
Student volunteers at TownLife used a combination of emergent and deliberate micro 

processes to enact a limit case of SL in the absence of faculty intervention. As presented 

in section 4.1, these dimensions are made up of several themes that manifest the 

experiential basis of student learning, which is further influenced by inter-personal 

relationships as discussed in the subsequent section 5.2. This section links these two 

micro processes to the wider academic debate and clarifies how their respective themes 

and concepts speak to theory in more abstract terms. Firstly, this section will discuss 

how emergent micro learning processes are embedded in the wider theoretical context 

and the theoretical constructs the findings resonate with. Likewise, deliberate micro 

processes will be discussed in the same respect. Lastly, this section will combine the 

insights of both micro processes and discuss how this limit case of autonomous SL 

furthers our understanding of SL.  
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5.1.1 Emergent Learning: Enactment, Locality and Outcomes 

As described in section 4.1.1, students’ experiential basis partly consisted of five 

emergent micro learning processes that were unplanned and unfolded as students 

engaged with their professional-like roles and the people around them. The micro 

processes realizing need to develop, familiarizing with roles and enacting roles (see 

sections 4.1.1.1 through 4.1.1.3) resonate with the notion of enactment and posit that 

students’ lived experience was tightly intertwined with the professional-like roles – the 

activities, tasks and responsibilities associated with each role - students occupied. The 

remaining two emergent micro processes, namely co-developing personal growth and 

transferring learning experiences (see sections 4.1.1.4 and 4.1.1.5 for a detailed 

description and 5.1.1.3 for a discussion), speak to the evolving learning and 

developmental outcomes. Emergent learning speaks to wider theoretical constructs 

discussed in the SL literature, including the (i) role of enactment, (ii) the locality of 

learning, and (iii) the effectiveness of this limit case of SL as defined by student 

learning and developmental outcomes. These conceptual links contribute to the 

character of this limit case and are discussed in the remainder of this section.  

 

5.1.1.1 The Role of Enactment 

Emergent learning reveals the notion of enactment and suggests that student learning 

was tightly intertwined with occupying and enacting professional-like roles. As 

captured by the micro processes realizing need to develop, familiarizing with roles and 

enacting roles, students at TownLife were required to assume and enact certain 

organisational and professional-like roles, including that of a board member, operations 

member, student consultant, and team leader.  

 

Role enactment as a form of emergent learning resonates strongly with the claim 

that SL enables students to gain critical real-world experience (Butin, 2003; Godfrey et 

al., 2005; Kenworthy-U’Ren, 1999; Yorio & Ye, 2012). Moreover, enactment stands 

opposite to an historical approach of management education, which has been described 

by Van de Ven and Johnson (2006: 805) as a “‘trickle-down’ view of the knowledge 

supply chain: knowledge is created and tested by academic researchers, taught to 
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students by instructors, adopted and diffused by consultants, and practiced by 

practitioners.” As pointed out by Fairfield (2010), if that logic was applied to SL, 

students would receive academic content from educators before they set out and applied 

it in the field. These emergent micro processes exemplify an alternative approach that 

allows for more interaction between knowledge and practice (Kenworthy-U’Ren, 2005; 

Van de Ven & Johnson, 2006) and encourages students to experiment with theoretical 

concepts in a practical application. Consequently, this approach allows for a process of 

trial and error before students find a resolution and build expertise (Dachner & Polin, 

2016), which shows them the limitations of those theoretical concepts and inspires them 

to adapt (Fairfield, 2010). This alternative approach embodies the promise that critics of 

conventional management education see in SL, namely an opportunity for students to 

develop personally, academically and professionally (Conklin, 2012; Furutan, 2014; 

Hart, 2015; Kenworthy-U’Ren & Peterson, 2005; Lester, 2015; Lester et al., 2005). 

 

In the description of enacting roles, students themselves acknowledged that they 

learned through trial and error and report how they applied academic content in practice 

(see section 4.1.1). Conceptually, the emergent micro processes realizing need to 

develop and familiarizing with roles, can be viewed as a ‘trial period’ in which students, 

confronted with the reality of enacting professional-like roles, discovered their 

knowledge gaps and employed various mechanisms in order to get used to their new 

role, which enabled them to begin to enact those positions. In the light of their 

shortcomings and errors, they experienced discomfort and needed to adapt. Such a 

period was necessary in part because, similar to the participants in McCord et al.’s 

(2015) study, members of TownLife had little or no significant job experience.  

 

Due to the service-oriented nature of the pedagogy (Godfrey et al., 2005), 

enactment is a central component of SL but it has rarely been made explicit in the 

literature (see Fairfield (2010) for an exception). According to Morton and Troppe 

(1996: 21-22), in SL, “experience is the foundation for learning; and various forms of 

community service are employed as the experiential basis.” The authors highlight the 

prominence of community service as a definitional element of SL but in the light of the 

findings of this thesis, their conceptualisation fails to make enactment an explicit 
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nuance of students’ experiential basis. It is argued here that community service 

necessarily requires the enactment of a professional-like role; put differently, it is 

through enacting such a role that students provide a community service and ultimately 

create value for members of the community.  

 

The effects of that distinction between enactment and community service 

become apparent in the way certain studies, concerned with exploring the effectiveness 

of SL, have been designed. Studies that do not explicitly acknowledge the notion of 

enactment may underappreciate the link between in-role experience and learning. For 

example, Astin and Sax (1998) conducted an influential study about the effectiveness of 

SL. Granted that quantitative researchers grapple with the limitations of large-scale 

studies, the authors already account for a comprehensive number of variables, including 

the location of service (e.g. church, hospital, community centre) and type of service 

(e.g. education, human needs, environment). Both categories however describe the 

notion of community service rather than enactment. As demonstrated earlier in this 

thesis, despite the fact that all students participated in the same organisation, their 

experience and learning outcomes varied in accordance with their roles. Student 

consultants for instance were more likely to improve their report writing and problem 

solving skills than operations members, who instead had the opportunity to enhance 

their recruiting and workshop design skills. Also, while team leaders developed their 

team and project management skills, board members learned more about organisational 

management. A service-oriented label such as ‘student consulting’ would not account 

for the diversity of roles students occupied. With regards to the previously mentioned 

study the word “hospital” might evoke in a reader’s mind associations such as nursing 

but, especially in business and management education, could also mean administrative 

work. Instead, in-role descriptors such as “nurse”, “physical therapist” or “managerial 

assistant” might have better captured the activities, tasks and responsibilities associated 

with students’ engagement. That said, it is not my intent to reduce the value of said 

study but it is used here merely to illustrate the distinctive character of enactment and its 

implications on academic practice.  

 



Discussion 
 

 

 

206 206 

The notion of enactment highlights an important nuance of students’ experiential 

basis and it clarifies the link between students’ experience and their learning outcomes. 

I find that earlier research implicitly resonates with the notion of enactment without 

making it explicit. When designing a SL curriculum, educators necessarily need to 

identify an appropriate service engagement in the community that offers the best fit for 

achieving the programme’s educational objectives (Gujarathi & McQuade, 2002). 

Those placements require students to occupy a certain role in a community organisation, 

including: (pro-bono) business consultants (Kenworthy-U’Ren, 1999; Papamarcos, 

2002; 2005) with a focus on, for instance, strategy (Simola, 2009) or supply chain 

management (Schoenherr, 2016); entrepreneurs (McCrea, 2010; McCord et al., 2015); 

community developers (Brower, 2011); financial advisors (Dahlquist, 1998); HR 

specialists (Madsen, 2004; Madsen & Turnbull; 2006); marketing advisors (Geringer et 

al., 2009; Godfrey, 1999); members of a non-profit governing body (Bruni-Bossio & 

Willness, 2016; Purdy & Lawless, 2012); project managers (Brown, 2000); social 

workers (Giles & Eyler, 1994; Seider et al., 2011); (tax) accountants (Godfrey, 1999; 

Gujarathi & McQuade, 2002); and tutors (Lopez, 2009; McGoldrick et al., 2000).  

 

The previous examples all have in common that students are required to enact at 

least one role that contributes to their experiential basis for learning. In most cases 

however, students occupy more than one position at a time, including that of 

‘employees’ (McCord et al., 2015) and team members (Simola, 2009). The case of 

TownLife confirms the multi-dimensionality of enacting roles and illustrates the 

complexity of students’ in-role experience. Volunteers at TownLife were, more 

generally, members of the organisation, members of work groups (e.g. operations team) 

or project teams, and enacted at least one professional-like role (e.g. student consultant). 

Moreover, board members - and in some cases also team leaders - enacted the role of 

mentors and occasionally, consultants stepped up to enact a leadership capacity. While 

certain learning outcomes may be explicit to their professional-like role (e.g. board 

members learning about organisational management), skills such as teamworking were 

more generic. 

 

 



Discussion 
 

 

 

207 207 

Summary 

Emergent learning as found at TownLife, a limit case of SL, raises the notion of 

enactment as an important component of students’ experiential basis for learning. 

Although enactment can be found as an implicit assumption in much of the academic 

literature, by not making the notion explicit, scholars underappreciate the significance 

of in-role experience as a principal determinant of student learning and development. As 

a consequence studies can misrepresent students’ experiential basis and define it by the 

location of learning or the nature of the service organisation rather than the role students 

are required to enact. Moreover, the findings of this thesis confirm earlier assertions that 

students tend to occupy more than one role and that the complexity of their enactment 

contributes to their experiential basis for learning.  

 

5.1.1.2 Learning Beyond the Classroom 

Students at TownLife did not enact their roles as part of a simulation or case study in a 

formal educational setting (Ross, 2012) but instead engaged with real-world community 

problems (Williams & Falk, 2010) outside of the classroom. To be more specific, 

students enacted their roles and interacted with stakeholders in an organisational and 

community space.  

 

 Community engagement is a differentiating feature between ELT and SL. Just 

like many elective SL programmes (Deely, 2010; DiPadova-Stocks, 2005; Howard, 

1998; Morton & Troppe, 1996), students at TownLife volunteered their time to 

collaborating with members of the local community. Their devotion to community 

engagement was manifested in TownLife’s purpose, students’ motivation and their 

service provision. As earlier illustrated in the findings (see section 4.1.2.2), students 

instilled the organisational canvas with a twofold mission that partly focussed on 

enhancing the development of the local community. Moreover, as one component of 

their motivational mix, students reported to have joined TownLife because they saw it 

as an opportunity to give back to the community they live in. The collaboration with 

community members also showed that students engaged with community issues and 

provided a valuable service to their beneficiaries.  
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 The literature illustrates that there are different ways of structuring students’ 

community engagement and service delivery. More commonly, students individually 

volunteer for an existing community organisation that is typically a not-for-profit or 

charitable organisation (Seider et al., 2011). With an increasing adoption of SL 

principles in business education, scholars have also employed group work (Papamarcos, 

2002) and the principles of team-based learning (Bailey et al., 2015) as a way of 

providing a community service. Those groups could for instance provide student 

consulting services to local beneficiaries (Kenworthy-U’Ren, 1999; Simola, 2009). In 

some existing syllabi, students are required to build more complex organisational 

structures to organise their community engagement. While Fairfield (2010) asks the 

entire class to informally create an organisational hierarchy of at least three levels to 

serve one community project, McCord et al. (2015) go one step further by asking their 

students to found a legal entity to formalize their community service. Each option has 

merit and pursues different educational goals but recent applications tip the balance 

between learning and service towards service and thus more time outside of the 

classroom (Godfrey et al., 2005).  

 

 As suggested by the brief description of TownLife (see section 3.2.1) and the 

micro process enacting roles, this limit case of SL resonates with more recent 

applications (e.g. Fairfield, 2010; McCord et al., 2015) of the pedagogy in business 

education. Students incorporated a social enterprise and created an organisational 

structure with clearly defined roles in order to frame their engagement with community 

issues and provision of consulting services to local beneficiaries. While some SL 

scholars have highlighted the potential of students collaborating with social enterprises 

(e.g. Jacoby, 2015; Litzky et al., 2010), others have asked students to found an 

organisational entity (e.g. Robinson et al., 2010) – combining the two in the way the 

TownLife cohort has done it, appears to be a novelty in the body of literature (see 

section 5.3 for a discussion of practical implications). The social enterprise can thereby 

be seen as a manifestation of students’ commitment to community engagement and 

solving social problems. Moreover, by enacting a social enterprise and collaborating 

with small (for-profit) businesses - in addition to, more traditionally, not-for-profit 
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organisations and charities (Geringer et al., 2009) – the findings support earlier 

advancements that highlight the potential of working with small businesses (Lastner et 

al., 2016; Simola, 2009). At any rate, through their volunteering for an organisation and 

collaborating with community members, students created an educational framework that 

situated emergent and deliberate learning processes in an organisational and community 

space.  

 

Detachment from Syllabi and Intent to Learn 

Scholars acknowledge that all SL syllabi, to varying degrees (Godfrey et al., 2005; 

Jacoby, 2015), take learning outside of the classroom (Conway et al., 2009; Hart, 2015; 

Jacoby et al., 1996). What many community engagement alternatives presented in the 

debate have in common is the deliberate integration of service with a formal syllabus 

(Brower, 2011; Novak et al, 2007). According to that model students attend the same 

class to receive academic content from a member of faculty (Lester, 2015; Steiner & 

Watson, 2006) and to varying degrees (Godfrey et al., 2005; Jacoby, 2015) engage with 

the community through the provision of a service (Williams & Falk, 2010). The 

promise of this integrative approach is that the course content gains deeper meaning 

through experiencing a real-world setting and simultaneously, the service experience is 

contextualized by theoretical knowledge (Wickersham et al., 2016). In that way, syllabi 

value an important definitional element of the pedagogy, namely that they promote the 

link between theory and practice (Howard, 1998).  

 

Without careful consideration, one might argue that TownLife does not adhere 

to the link between theory and practice (Brower, 2011) because it is detached from the 

University in three ways: (1) Legally, students have incorporated an independent legal 

entity that is entirely owned, directed and operated by the students who volunteer for it; 

(2) formally, the emergent and deliberate learning processes are not integrated into a 

specific syllabus or curriculum; (3) informally, students’ learning experience in 

TownLife is unmediated, as it does not rely on faculty intervention.  

 

However, this limit case of SL raises the point that that ensuring the link 

between theory and practice does not necessarily require course integration. Instead, the 
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learning context students enacted at TownLife resonates loosely with other co-curricular 

and optional SL initiatives (Andrews, 2007; Jacoby, 2015; Simola, 2009; Yorio & Ye, 

2012) that, more generally, “link community service with academic experience” 

(Angelidis, 2004: 32). The term ‘academic experience’ is understood here as honouring 

the learning element of the pedagogy, that is to structure a programme that has a “clear 

educational purpose to the engagement” (Papamarcos, 2002: 32; also, Bringle and 

Hatcher, 1999).  

 

The example of TownLife speaks to both elements of that definition – i.e. 

community service and academic experience. With regards to the former, it has been 

established earlier that students were devoted to community engagement (see section 

4.1.2.2) and provided valuable services to members of the local community (section 

4.2.2.1). Regarding the latter, participants’ experience was ‘academic’ in two ways: 

Firstly, since all members of the organisation were matriculated at the local university, 

their experience was influenced by their academic studies overall; secondly, this thesis 

raises the notion of intent, which posits that students perceived their participation as an 

educational experience and used TownLife as an opportunity to learn. According to the 

deliberate micro process reorienting (see section 4.1.2.2), some students saw TownLife 

as a way to personal growth before they joined, whereas others developed that 

developmental motive over the course of their participation. Furthermore, intent refers 

to the manifestation of the educational purpose in form of the organisational mission. 

Reorienting further suggests that students imbued the organisation with a twofold 

mission – that is to improve student development and help the local community - which 

echoes Angelidis’s (2004) combination of community service and academic experience. 

Board members were perceived as guardians of that mission since members perceived it 

to be their primary responsibility to help students reach their potential. Choosing the 

C.I.C. as the legal entity further substantiated that intent since it requires the articulation 

and pursuit of a social mission. Typically, defining educational objectives is associated 

with faculty members (Steiner & Watson, 2006) who design and ensure the 

effectiveness of the course (Flannery & Pragman, 2008). This limit case of student 

autonomy suggests that students can set an educational agenda individually and for a 

group of participants more broadly.  
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The findings regarding the articulation of educational goals are different from 

those discussed in the literature. For example, scholars suggest that students begin their 

participation with different sets of expectations regarding their potential learning 

outcomes (Astin & Sax, 1998). Similarly, some students at TownLife wanted to 

enhance their presentation skills, while other aimed at improving their analytical skills. 

However, in faculty-mediated SL courses (Steiner & Watson, 2006), the academic goals 

in particular are defined and set to be the same for all participants. Moreover, faculty 

members typically help students make connections between their practical experience 

and theoretical content (Stoecker, 2014). As illustrated by the emergent micro process 

transferring learning experience and the theme supplementing academic curriculum 

(see section 4.1.1.5), students at TownLife successfully linked their practical experience 

to theory that they perceived to be relevant to them individually, their role and 

theoretical background. While one volunteer drew connections between the theory of 

organisational management and his experience as a board member, another student 

noticed a link between the theories of change management. In other words, because 

their overall experience was contextualised by their academic studies, students made 

those connections in a decentralised manner, based on their individual roles and 

background, even in the absence of faculty intervention. These findings resonate with 

earlier insights that students who volunteer for SL courses tend to have more significant 

learning results (Yorio & Ye, 2012). The case delivers evidence to calm critics that are 

concerned that service-oriented SL programmes might jeopardize the link between 

theory and practice (Kolenko et al., 1996). Students at TownLife had intent – they set 

their own personal educational goals and drew links between theory and practice. They 

were motivated to grow personally and even imbued their organisational canvas with 

the same intent. 

 

Summary 

Building upon recent adaptations of SL in business and management education that are 

geared towards high levels of service compared to learning, TownLife offers a limit 

case of SL that does not rely on formal course integration but stands on emergent and 

deliberate learning outside of the classroom. Emergent micro processes illustrate that 
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students enacted professional-like roles and engaged with community members and 

their issues in an organisational and community space – that in fact, TownLife was 

legally, formally and informally detached from a formal academic syllabus. Deliberate 

micro processes - in particular reorienting - raise the notion of intent, which asserts that, 

in the absence of faculty intervention, students articulated and pursued educational 

objectives and thus preserved the link between theory and practice. This intent was 

further manifested in the organisational canvas and chosen legal entity. However, the 

emergent micro process transferring learning experience shows that due to the formal 

disassociation from a formal syllabus, students drew connections between theory and 

their practical experience in a more decentralised manner; while their experience was 

contextualised by their wider academic studies, since not all students attended the same 

class and were thus not exposed to the same academic content. 

 

5.1.1.3 Student Learning and Development 
McEwen (1996) points out that HEIs primarily implement SL initiatives because of 

their potential to foster student learning and development. It is therefore unsurprising 

that student learning and developmental outcomes have been studied quite extensively 

(e.g. Astin & Sax, 1998; Hébert & Hauf, 2015; Yorio & Ye, 2012) as they speak to the 

effectiveness of any given SL syllabus and manifest the legitimacy of the pedagogy as a 

whole. This section discusses the findings of the emergent micro processes co-

developing personal growth (see section 4.1.1.4) and transferring learning experience 

(see section 4.1.1.5) as means of exploring the effectiveness of this limit case of SL.  

 

Co-Developing Personal Growth 
The micro process co-developing personal growth suggests that students’ learning and 

developmental outcomes can be structured into three concepts: (i) developing 

confidence, (ii) developing skills and (iii) understanding organisational and social 

issues.  

 

(i) With regards to the concept of ‘developing confidence’, the findings of this 

thesis largely confirm earlier research. Similar to the participants in a study conducted 
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by Neive de Figueiredo and Mauri (2012), members of the TownLife cohort became 

more self-aware of their own position and actions. Moreover, this thesis confirms that 

students can become more knowledgeable (He & Prater, 2014) and competent in 

enacting their roles (Bringle & Steinberg, 2010; Fairfield, 2010). Moreover, students at 

TownLife exhibited greater levels of confidence in enacting their roles (Astin & Sax, 

1998; Primavera, 1999) and applying certain skills such as speaking in public (Tucker 

& McCarthy, 2001).  

 

(ii) The concept of ‘developing skills’ suggests that students at TownLife 

applied and developed a range of skills (see appendix 9) that can be grouped into four 

categories: consulting, managing, communicating and organising skills. Consulting 

skills, as discovered in this thesis, confirm earlier research findings that show that 

students develop their analytical (Kearney, 2004) and problem-solving skills (Yorio & 

Ye, 2012) and better deal with solution complexity (Hébert & Hauf, 2015). Moreover, 

as noted earlier by Bringle and Steinberg (2010), students improved their research 

skills. Managing skills were primarily developed by students who enacted a leadership 

role and were responsible for managing a group of people (Kruger et al., 2015). 

Managing skills (e.g. managing a business or team) found in this thesis thus strongly 

correspond with earlier findings that attribute the development of managerial (McCord 

et al., 2015; Yorio & Ye, 2012) and leadership skills (Astin & Sax, 1998; Kearney, 

2004; Hébert & Hauf, 2015; Leung et al., 2006) to students who participated in SL 

syllabi. Moreover, this thesis confirms the development of project management skills 

(Brown, 2000) and students’ ability to adapt to a changing setting (Govekar & Rishi, 

2007). Similar to the discoveries of this thesis, previous research further suggests that 

SL initiatives improve students’ communication skills including writing, listening, 

public speaking, and oral communication skills (Bringle & Steinberg, 2010; Bruni-

Bossio & Willness, 2016; Kearney, 2004; Leung et al., 2006; Tucker & McCarthy, 

2001; Tucker et al., 1998; Vogelsang & Astin, 2000). However, the literature does not 

seem to account for one communicating skill, namely handling criticism. As suggested 

in my findings (see section 4.1.1.4), some students reported that they learned how to 

take criticism constructively and act upon on. With regards to the last skill category, 

organising skills, previous research has also found that students improved their ability 
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to work collaboratively (Astin & Sax, 1998; Leung et al., 2006; Milano, 2005) and 

manage their work and time management skills (Hébert & Hauf, 2015). Two skills 

discovered in this thesis, namely designing a workshop and recruiting, appear to be 

specific to the roles some members of the operations team enacted as they go beyond 

the findings of the literature.  

 

(iii) The third developmental concept identified in this thesis refers to students’ 

‘understanding of organisational and social issues’. Traditionally SL syllabi had a 

strong focus on promoting a better understanding of social issues and enhancing 

students’ civic responsibility (Bringle & Steinberg, 2010; Geringer et al., 2009; 

Levesque-Bristol et al., 2010). However, scholars contend that students’ practical 

experience is contextualised by the theoretical content taught in associated modules 

(Giles et al., 1991) and that students demonstrate the ability to draw connections 

between the two (Hébert & Hauf, 2015). With the increasing number of SL adaptations 

in a business and management context, the course context shifted from a primary focus 

on social issues (Porter et al., 2008; Sabbaghi et al., 2013; Sheffield, 2015) to including 

organisational issues (Angelidis et al., 2004; Crutsinger, et al., 2004; Kenworthy-

U’Ren, 1999; Milano, 2005; Mungaray et al., 2007). Together with the course content, 

the educational objectives of SL changed.  

 

For some time, the overall tone of the scholarly debate carried the notion of 

exclusivity, meaning that one SL course cannot achieve both. However, the findings of 

this thesis stand in the light of recent evidence that demonstrates that SL can indeed 

promote both a better understanding of social and organisational issues (Srinivas et al., 

2015). Students at TownLife gained a better understanding of organisational issues 

through enacting their organisational function within TownLife (McCord et al., 2015; 

Fairfield 2010) and through working on projects with community organisations 

(Kenworthy-U’Ren, 1999). Although their SL experience is largely service-oriented 

(Godfrey et al., 2005), the evidence suggests that students were able to draw 

connections between their practical experience and their academic studies (Hébert & 

Hauf, 2015) in for instance management (Simola, 2009) and organisational theory 

(Fairfield, 2010). In addition to learning about organisational issues such as strategic 
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planning, organisational management and recruiting, students also learned about human 

issues such as drug abuse, education and waste management. As highlighted by scholars 

before (Fisher, 1996; Roschelle, 2000), some students developed a community 

orientation that lasted beyond their temporary community engagement at TownLife.  

 

Transferring Learning Experience 

The emergent micro process transferring learning experience (4.1.1.5) encompasses the 

two concepts ‘supplementing academic curriculum and ‘enhancing employability’. At 

the centre of this micro process are findings that describe how students transferred their 

experience into a different context and made use of it outside of the confines of their 

engagement. The findings loosely resonate with research that focuses on how students 

use their SL experience after completing a course (e.g. Dumas, 2002; Kenworthy-

U’Ren, 1999; Kline et al., 2007; Pless et al., 2011). Despite TownLife’s formal 

detachment from an integrated syllabus and lecture, the findings suggest that students’ 

SL experience supplemented their academic studies in different ways. Students noticed 

that they could cross-apply their skills. One student for example explained that handling 

large amounts of data was required in both his studies and at TownLife. And while 

scholars acknowledge that SL can improve students’ organising skills (Hébert & Hauf, 

2015), the SL literature does not appear to recognize the transferability of those into 

students’ wider academic studies, as pointed out by members of TownLife. Moreover, 

as noted before, students were able to draw connections between their practical 

experience and academic content. This finding is particularly important because the 

ability to draw a link between theory and practice is a definitional element of SL 

(Godfrey et al., 2005; Wickersham et al., 2016) and critics of service-oriented SL 

syllabi (e.g. Howard, 1998; Kolenko et al., 1996) expressed concerns that students 

might just ‘do’ or ‘act’ and forget about the theoretical implications of their experience. 

 

Participants also gave voice to claims in the literature that this participatory 

pedagogy could make business and management education more relevant to practice 

(Furutan, 2014; Hart, 2015) in that they recognized TownLife to provide them with 

experience and skills they deemed necessary for their professional careers but that were 

not taught in school. Students thus confirmed earlier research that found that SL 
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programmes could provide students with profession-related knowledge and skills (Gray 

et al, 2000; Lester et al., 2005). The notion of ‘enhancing employability’ echoes 

Dahlquist’s (1998: 77) assertion that SL syllabi served “as a transition from classroom 

to the workplace.” Other scholars such as McCrea et al. (2010) have also noticed the 

pedagogy’s potential to enhance students’ marketability and specifically marketed their 

experience-based curriculum to students as an opportunity to build their employability. 

There are some suggestions in the SL literature as to how participants of SL syllabi 

make use of their experience to improve their employability and career development 

(Conway et al., 2009). For example, as confirmed by findings in this thesis, students 

have been found to see their experience as a differentiation point on a competitive job 

market and list it in their résumés (Flannery & Pragman, 2008; Papamarcos, 2005). 

However, my findings expand on the notion of differentiation and suggest that not just 

students but also professional recruiters were complimentary of and curious about 

students’ practical experience at TownLife. Students felt that it gave them an advantage 

in job interviews. As it has been mentioned before, students at TownLife enhanced their 

confidence levels (Celio et al., 2011; Giles, 2014) and became more self-aware (Yorio 

& Ye, 2012). However, the findings add to the SL discourse that students were also able 

to transfer that confidence into professional placements and recruiting situations. 

Students reported that, compared to their peers, they were more confident in a 

professional organisational environment and quite aware of their role in a team of 

strangers. In addition, those members of the operations team, who enacted the roles of 

recruiters, reported that they could better understand how professional recruiters thought 

and felt that this gave them an edge in situations where they were being assessed. 

Lastly, my findings further confirm the notion that the SL experience helped students 

with their career orientation (Astin et al., 2000; Dahlquist, 1998; Kline et al., 2013). 

 

Summary 
The two emergent micro processes discussed here demonstrate the learning and 

development outcomes students achieved from their participation in this limit case of 

SL. The discussion reveals that the findings are largely confirmatory of existing 

research in that students were able to enhance their confidence levels and develop a 

range of skills. This thesis adds to the literature that the students improved their ability 
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to better handle criticism, organise workshops, and effectively organise and perform a 

recruiting process. Moreover, the case of TownLife represents a rare account to the 

extent that students were able to better understand social and organisational issues. 

Despite TownLife’s detachment from a formal syllabus, students perceived their 

engagement as an opportunity to supplement their academic studies. This aspect is 

particularly noteworthy since critics of service-oriented initiatives expressed concerns 

that students’ ability to draw a connection between theory and their practical experience 

might be jeopardized. The findings also add on to earlier assertions that SL engagement 

can enhance students’ employability. It is argued in this section that students were able 

to transfer their heightened sense of confidence and self-awareness into a professional 

and recruiting setting and benefit from their experience because it was perceived as a 

differentiating factor – by students and recruiters. Overall, this section speaks to the 

effectiveness of this limit case of SL and adds to the legitimacy of the approach.  

 

5.1.2 Deliberate Learning: Substituting Faculty and Peer Engagement 

In addition to emergent micro processes, members of TownLife also intentionally 

employed structured and liminal micro processes to facilitate student learning. 

Deliberate learning can be seen as an expression of students’ intent to use TownLife as 

an opportunity to learn and to pursue educational goals (see section 5.1.1.2). These 

micro processes illustrate that TownLife was not just about enacting or ‘doing’ 

(Kolenko et al., 1996) but that students genuinely combined their community 

engagement with their ‘academic experience’ (Angelidis, 2004). Since students 

designed their educational context in the absence of faculty intervention, this result may 

be surprising to critics of service-oriented curricula (e.g. Delano-Oriaran et al., 2015); 

but the findings suggest that students deliberately used modes of informal learning (e.g. 

training) to supplement their practical experience and thus facilitate their personal 

development.  

 

It has been established before (see section 5.1.1.2) that TownLife was legally, 

formally, and informally detached from university. However, participants were 

matriculated students at the local university and although their service engagement at 
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TownLife was not an integrated component of their academic curriculum, they 

evidently drew connections between their practical experience and course content (see 

section 4.1.1.5). In other words, their embeddedness in wider academic studies arguably 

affected their SL experience in TownLife. It is therefore conceivable that, even in the 

absence of faculty intervention, they enacted structured and liminal micro processes as a 

consequence and expression of their overall academic experience.  

 

Typically SL programmes are designed by faculty members who match the 

service engagement with course objectives (Steiner & Watson, 2006). Educators are 

responsible for ensuring the effectiveness of the syllabus and ultimately for the 

curriculum’s success (Flanner & Pragman, 2008). As owners of the course, faculty 

members assume certain responsibilities. This thesis suggests that in the absence of 

faculty intervention, certain functions – namely, defining educational goals, liaising 

with community members, providing tutelage and mentoring, offering theoretical 

content, and aiding students’ reflection – can be retained and performed by somebody 

other than educators. The structured micro processes training and mentoring, and the 

liminal micro processes reorienting and peer sharing and reflecting shed light on how 

students at TownLife autonomously retained those functions in the absence of faculty 

intervention and substituted educators to varying extent. 

 

Educators are typically charged with defining the goals of a course (Steiner & 

Watson, 2006). The notions of intent and educational objectives have been discussed 

earlier (see section 5.1.1.2) and suggest that according to the concept reorienting and 

notion of intent, students substituted educators in that they defined their own 

educational goals for their engagement at TownLife – as manifested in students’ 

motivational mix, mission of the organisation, choice of legal entity, and the 

responsibilities of board members.  

 

Moreover, as the ‘hub of the wheel’ (Kenworthy-U’Ren, 1999), the literature 

attributes the role of liaising with community members to faculty members, who are 

supposed to collect and discuss service briefs and assess their feasibility with regards to 

the content and goals of the course (Lester, 2015; Papamarcos, 2002, 2005; Schoenherr, 
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2016; Stoecker, 2014). Faculty and community members are supposed to communicate 

and meet frequently to negotiate and agree on a project scope all three parties benefit 

from (Brower, 2011; Tinkler et al., 2014). The findings of this thesis (see section 

4.1.1.3) suggest however that students solely liaised with community members 

throughout the engagement, which manifests a major difference between the literature 

and this limit case of SL. It suggests that students can equally contribute to managing 

the logistics of a SL initiative (Jacoby, 2015). While members of the operations team 

initiated the contact with community members, team leaders continued to negotiate the 

scope of work, manage the relationship with the team’s beneficiaries, and explain the 

project brief to their team members. Liaising with and managing community 

relationship was part of students’ role enactment (see section 4.1.1).  

 

Providing mentoring and tutelage to students is another responsibility SL 

scholars ascribe to educators. According to that perspective, faculty members manage 

students’ expectations about their engagement (Kenworthy-U’Ren & Peterson, 2005) 

and explain to participants their responsibilities associated with working in a group and 

actual beneficiaries (Bailey et al., 2015; Papamarcos, 2002; Segrist, 2013; Williams & 

Falk, 2010). The structured micro process mentoring (see section 4.1.2.1) suggests that 

more senior students helped younger students during their familiarization phase to grow 

into their role and to effectively enact their position. In that capacity, student mentors 

shared their knowledge, offered guidance and reassurance, and provided their mentees 

with feedback. Although teams were assigned an official mentor, students sometimes 

perceived their team leaders to enact that role and provide tutelage. Considering these 

findings, the case of TownLife raises the notion of peer mentoring as an effective 

alternative to faculty coaching. It could even be argued that – granted that the SL 

syllabus lasts beyond one semester and actually retains senior participants (Delano-

Oriaran et al., 2015) - peers are better equipped to offer guidance on their peers’ 

community engagement because faculty members typically need to (centrally) oversee a 

big group of students and are not involved in actually providing the service. As the 

example of TownLife suggests, peer mentoring can be structured in a decentralised 

manner - and thus alleviate faculty members from a portion of an already time-

consuming programme (Stewart et al., 2012) - which helps mentees and provides 
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mentors with an additional learning experience (Marshall et al., 2015; Parker et al., 

2008).  

 

On the contrary to this limit case of SL, it has been argued in the literature that 

students’ service engagement should be integrated with an academic curriculum and 

classroom instructions (Brower, 2011; Howard 1998; Novak et al., 2007). Proponents of 

course integration assert that this setup will enable students to connect theory to their 

practical experience and vice versa (Wickersham et al., 2016). It has already been 

demonstrated that students at TownLife were indeed able to link their practical 

experience to theoretical content (Bringle et al., 2009) they engaged with as part of their 

wider academic studies (see sections 4.1.1.5 and 5.1.1.3). However, the structured micro 

process of training further suggests that students supplemented participants’ practical 

experience with a mixture of peer-designed workshops and facilitated group work as a 

way of providing students with knowledge relevant to their service engagement and role 

enactment. Instead of faculty members (Flannery & Pragman, 2008), members of the 

operations team designed and held, or commissioned training sessions for members of 

the TownLife cohort. When external help was required, students did not depend on 

University faculty but professional coaches and career professionals. These courses 

were designed to convey specific knowledge (e.g. about project management or 

leadership) or hone skills (e.g. teamworking) students would need to enact their roles 

more effectively. In the way it was used by students at TownLife, training represents 

informal learning with a particular focus on peer-design and participant involvement. 

Arguably, these training sessions took place in an immediate (i.e. workshop design and 

meeting room) and wider learning environment (i.e. students’ academic studies) but 

they were informal in the sense that they were not integrated into course-based learning 

and not subject to assessment (Caza & Brower, 2015). While students did not acquire 

academic credits for their participation (as highlighted in reorienting) meaning that 

academic achievement (Delano-Oriaran et al., 2015; Stoecker & Tryon, 2009) was not a 

motive for students to join, SL scholars continue their debate about the right 

examination methodology (Astin et al., 2000; Hébert & Hauf, 2015; Papamarcos, 2002; 

Shay, 2008; Simons & Cleary, 2005).  
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Another point of substitution refers to feedback and reflection. According to the 

literature, SL provides an opportunity for reflecting on students’ lived experiences in 

order to deepen their understanding and internalizing their experience (Salimbene et al., 

2005), which can have an effect on students’ thoughts and behaviour (Hatcher & 

Bringle, 1997). Faculty members have been found to aid students’ reflection process 

about their experience and theoretical content (Eyler & Giles, 1999; Mabry, 1998; 

Csikszentmihalyi, 2005). The micro process of peer sharing and reflecting (see section 

4.1.2.2) suggests that students substituted faculty members to the extent that they 

individually reflected, often prompted by peer feedback, on their experience and 

behaviour and employed group reflection as a way of unveiling the cause of a problem 

and deciding on the way forward. The findings of this thesis join in with recent support 

for the potential of peer-led reflection in SL curricula (Hudson & Hunter, 2014). This 

micro process further confirms that this limit case of SL meets an important definitional 

element of SL, namely examination (Kolb, 1984). Reflecting is seen by SL scholars as 

an important mode of transforming experience into learning (Brower, 2011; Cavanaugh 

et al., 2015; Conway et al., 2009). The evidence suggests that students were indeed able 

to engage in both an inward-oriented and group process of reflection and put their 

insights into action.  

 

Summary 
Deliberate learning processes represent the second component of how students enacted 

SL in the absence of faculty intervention. Structured and liminal learning processes are 

an expression of students’ academic experience, meaning that their impressions from 

their wider academic studies arguably had an influence on their design of TownLife as 

an educational context. In order to facilitate their learning experience, they employed 

informal learning in the form of peer-designed and participatory trainings, relied on 

peer-led reflection, and made use of peer mentoring. In light of the scholarly debate, 

deliberate learning, as enacted by TownLife, suggests that students were able to 

substitute functions typically associated with faculty members. Reorienting raises the 

notion of intent and suggests that students defined their own educational goals. 

Moreover, the description of students’ role enactment illustrates that, in the absence of 

faculty intervention, students liaised with community members. This thesis further 
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illustrates the potential of peer mentoring as an effective way to ease younger students 

into their service engagement. Furthermore, the findings provide additional support for 

the use of peer reflection in SL and show that course-based instructions were partly 

offset by participant-designed trainings.  

 

5.1.3 Conclusion: Autonomous ‘service-learning’ 

The preceding discussion has shown that, in the absence of faculty intervention, 

students at TownLife enacted a limit case of SL that stands on a mix of emergent and 

deliberate learning. These micro processes resonate with a range of concepts of the 

pedagogy, which manifest a student-led and more autonomous type of SL: role 

enactment, locality of learning, intent and educational purpose, learning and 

development outcomes, peer mentoring and reflection, participant design and informal 

learning.  

 

 Conceptually, this type of SL cannot be placed on the existing spectrum of SL 

applications in business and management education articulated by Godfrey et al. (2005). 

This typology distinguishes three types of SL with varying degrees of service: service-

Learning (little ‘s’, big ’L’), Service-Learning (big ‘S’, big ‘L’) and Service-learning 

(big ‘S’, little ‘l’). While all three types in this spectrum assume some degree and form 

of faculty intervention (Delano-Oriaran et al., 2015; Jacoby, 2015), TownLife 

represents a limit case of student autonomy. It is argued that this case manifests an 

extension of the typology by adding ‘service-learning’ (little ‘s’, little ‘l’) to it. Table 10 

provides an overview of the spectrum and defines each type along a number of 

categories identified in the literature and the discussion of this thesis.  
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Table 10 - The continuum of SL (own design) 

 
service-Learning 
(little ‘s’, big ‘L’) 

 
(Godfrey et al., 2005) 

Service-Learning 
(big ‘S’, big ‘L’) 

 
(Godfrey et al., 2005) 

Service-learning 
(big ‘S’, little ‘l’) 

 
(Godfrey et al., 2005) 

service-learning  
(little ‘s’, little ‘l’) 

Primary Locality 
of Learning Classroom Balanced Community 

organisation 

Service & 
community 
organisation 

Degree of Student 
Autonomy Dependent Balanced Largely 

independent 
Fully  

Autonomous 

Role of Faculty Knowledge 
Provider 

Knowledge 
Facilitator 

Knowledge 
Enabler Removed 

Involvement of 
Stakeholders Faculty-Centric 

Partnership with 
Community 

Members 

Community 
Members as co-

educators 

Peer and 
community 
engagement 

Educational 
Purpose 
 

Discrete service 
experience to 

apply select course 
concepts 

 
(Godfrey et al.,  

2005: 311) 

Service experience 
is central to course 
and applies several 

key course 
concepts 

(Godfrey et al.,  
2005: 311) 

Extensive but 
directed field 

study to reinforce 
key curricular 

concepts 
 

(Godfrey et al.,  
2005: 311) 

Mix of emergent 
and deliberate 

learning to enact 
professional-like 
roles in order to 

promote personal 
growth 

 

 The subsequent discussion will focus on the comparison between service-

learning (‘s-l’) and Godfrey et al.’s (2005) notion of Service-learning (‘S-l’), since this 

type of SL is conceptually the closest to the limit case presented here. S-l captures a 

number of recent adaptions of the pedagogy that put an increasing emphasis on service 

(e.g. Lastner et al., 2016; Simola, 2009), which has an influence on the primary locality 

of learning. If the balance tips towards service rather than learning, students spend more 

time outside of the classroom and in community organisations (Conklin, 2012; Pawson, 

2016). As the preceding discussion of emergent learning at TownLife has revealed, 

students created a service organisation, a legal and hierarchical canvas (Fairfield, 2010), 

to deliver their pro-bono consulting services (Papamarcos, 2002; Robinson et al., 2010) 

to community beneficiaries. They enacted their roles and interacted with community 

members as well as peers in said organisational space and in community organisations. 

Both types of SL thus move the primary location of learning outside of the classroom 

(Godfrey, 1999) into the community space. The distinction between these two types lies 

within the use of a service organisation. While the enactment of organisational 
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structures appears to be a requirement in the absence of faculty intervention and thus s-l, 

examples of utilising an organisational canvas are still the exception (e.g. Fairfield, 

2010; McCord et al., 2015) in S-l syllabi.  

 

 Whether faculty members intervene or not, if participants spend more time 

outside of a classroom, students’ experiential basis is increasingly created away from 

faculty members; consequently, students are in a position to co-create their own 

learning experience and consume knowledge that goes beyond course content (Rhee, 

2003; Saltmarsh, 2005), which grants them a sense of ownership in defining their 

experience (Morgan & Streb, 2001). On the contrary to s-l, participants in S-l courses 

are largely independent but still guided by faculty members who design the syllabus 

(Steiner & Watson, 2006), define the course objectives (Papamarcos, 2005) and aid 

students’ reflection efforts (Kolenko et al., 1996). However, a greater emphasis on 

service and student autonomy influences the role faculty members assume. Since 

educators must grant students more autonomy (Saltmarsh, 2005), they have been found 

to move from being knowledge providers to being knowledge enablers (Holmqvist et 

al., 2012; Meierhofer et al., 2013; Robinson et al., 2010; Stein & Schmalzbauer, 2012) 

and, for instance, let students “choose their project and make decisions on 

implementation details” (Delano-Oriaran et al., 2015: 203). Students at TownLife on the 

other hand were fully autonomous in enacting their roles and created their own 

educational environment. The discussion of emergent and deliberate micro processes 

has raised the notion of intent and illustrates that students defined their own educational 

objectives. Important functions typically performed by faculty members were absorbed 

by students. 

 

 This thesis has shown that the substitution of faculty is closely intertwined with 

the involvement of stakeholders. Although the literature acknowledges an increasing 

popularity of team-based approaches to SL (e.g. Bailey et al., 2015; Lastner et al., 2016) 

and project teams (e.g. Robinson et al., 2010) the role of peers in SL remains 

underexplored. The discussion of deliberate micro processes in TownLife has illustrated 

the potential of peer engagement: including peer mentoring, peer reflection and peer-

designed informal learning. These concepts contributed to students’ learning experience 
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in this limit case of autonomous SL and appear to be integral parts of the educational 

setup of this limit case of s-l. And although the potential of peer coaching (Marshall et 

al., 2015) and peer reflection (Hudson & Hunter, 2014) has been recognized, it can be 

inferred from the thin body of literature on these topics in the context of SL that – 

despite the potential of peer engagement - they are not deemed vital to S-l. The 

literature does however recognize the potency of community members, who can act as 

co-educators (Kline et al., 2013) to students in the field - which is particularly important 

in service-oriented syllabi where the influence of faculty members fades (Jacoby et al., 

1996). This thesis will later discuss (see section 5.2) the important role community 

members play in students’ SL experience (see section 4.2 for a detailed description of 

the findings).  

 

 Godfrey et al (2005) argue that all types of SL on their spectrum serve a 

different educational purpose. Their notion of S-l relies on significant but directed 

service engagement to reinforce key curricular concepts. Autonomous s-l on the other 

hand uses a mix of emergent and deliberate learning to enact professional-like roles in 

order to promote students’ personal growth. Purpose further refers to the effectiveness 

(Yorio & Ye, 2012) of any given SL course. This thesis has sufficiently demonstrated 

(see section 5.1.1.3) the developmental and learning outcomes students’ developed 

through their participation in this limit case of SL.  

 

 In conclusion, students enacted SL in the absence of faculty intervention in that 

they employed a blend of emergent and deliberate micro learning processes. It has been 

argued in this section that this limit case of student-led or autonomous SL manifests a 

conceptual extension to the SL typology in business and management education as 

defined by Godfrey et al. (2005). Following from the preceding discussion, this new 

type, referred to as (autonomous) ‘service-learning’, takes learning outside of the 

classroom and into a student-led service organisation and community space. Due to the 

absence of faculty intervention, students are fully autonomous in enacting their roles 

and creating their lived experiences. They deliberately employ peer engagement and 

participant-designed informal learning in order to facilitate students’ personal growth.  
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5.2 Relationality  
This section will connect the findings regarding the second research question - how 

inter-personal relationships influenced students’ SL experience - to the current scholarly 

debate. The SL literature acknowledges that participants of SL syllabi are embedded in 

webs of social relations (Bringle et al., 2009; Bruening et al., 2015; Clayton et al., 2010) 

and scholars underline the importance of dyadic relationships (Cruz & Giles, 2000) and 

related concepts such as reciprocity (d’Arlach et al., 2009; Dostillo et al., 2012; Sandy 

& Holland, 2006). The scholarly debate regarding the relationality of SL typically 

revolves around the relational triad consisting of faculty members, community partners 

and students (Jacoby, 2015). However, as argued in the preceding section, educators did 

neither design this limit case of SL nor intervene, so that this thesis is concerned with 

student-community and peer-to-peer relations in the absence of faculty mediation. 

Jacoby et al. (1996) point out that during students’ field engagement, or in situations of 

greater student autonomy, stakeholders other than faculty members influence students’ 

SL experience. The findings of this thesis build on assertions like this and respond to a 

call in the literature for a further exploration of the effects inter-personal relationships 

have on SL (e.g. Celio et al., 2011; Delano-Oriaran et al., 2015). The SL literature 

provides limited empirical insight into the benefits (e.g. Stuhlmiller & Torchard, 2015) 

and pitfalls (e.g. DiPadova-Stocks & Brown, 2006) of relationships in SL and the 

debate is further restricted by the lack of a theoretical framework (Bringle & Steiner, 

2010; Cruz & Giles, 2000). This thesis combines the empirical results of the SL 

discourse with a relational embeddedness (Granovetter, 1992; Moran, 2005) perspective 

to contextualise the findings regarding the impact of student-community and peer-to-

peer relations.  

 

According to the findings (section 4.2) of this limit case of autonomous SL, 

student-community and peer-to-peer relations both had an enabling and constraining 

effect on SL. The data analysis has further revealed that there is a connection between 

the impact and nature of inter-personal relationships (Hite, 2003), suggesting that the 

nature (i.e. quality, exchange dynamics and governance) of a relationship determines 

the type of influence a relationship can exert on students’ SL experience. Relationships 

have been found to tend towards one of two states, namely equality or imbalance. 
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Whereas equal relationships appeared more likely to have an enabling effect, 

imbalanced relationships seemed to constrain students’ learning opportunities. 

 

 As suggested by the relational embeddedness literature (Hite, 2005), the 

conceptual relationship between impact and nature reveals the richness and multi-

dimensionality of inter-personal relationships in SL. The relational heterogeneity (Hite, 

2003) found in this thesis finds an expression in the identification of four relationship 

profiles (visualised in figure 13) that follow from the relationality (i.e. the combination 

of relational impact and nature) and inter-personal relationship explored in this thesis 

(i.e. student-community or peer-to-peer). This section will first discuss the profiles of 

enabling equality before it sheds light on constraining imbalance.  

 
Figure 13 - Relationality profiles 

 
 

5.2.1 Student-Community: Equal Partnership 

SL scholars contend that, ideally, students and community members interact on equal 

footing (Melamed & Simpson, 2016) and become partners (Jacoby, 2015; Srinivas et 

al., 2015; Voss et al., 2015). According to the findings (see section 4.2.1.1), students 

and community members were indeed able to engage in a relationship that empowered 

and facilitated students’ SL experience and exhibited traits such as humanizing, 
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reciprocity, and convenience, which together resonate with the notion of a partnership 

(Jacoby, 2015). 

 

 The attribute of humanizing illustrates the importance of human qualities in a 

debate that can become too focused on rather instrumental principles that ensure the 

functioning of the pedagogy (Hidayat et al., 2009). The attribute raises a notion that has 

not been mentioned by the SL literature but is considered an indicator of relational 

embeddedness, namely socializing or personal involvement (De Burca et al., 2001). The 

evidence shows that students and community members got to know each other 

personally by sharing personal details (Jack, 2005; Powell, 2005) and for example by 

going to dinner together. Related to that aspect is the finding that community members 

grew empathetic towards students, which was expressed verbally and in the form of 

gestures (e.g. patting the arm, hugs). Empathy as a form of affect (Krackhardt, 1992; 

Uzzi, 1999) and speaks the degree of closeness. This thesis also finds that equal 

relationships were governed by respect (Jack, 2005; Kline et al., 2013) and trust (Aral & 

Walker, 2014; Ozdemir et al., 2016) - both are considered relational forms of 

governance (Uzzi, 1996) that can have an enabling effect on the exchange of resources 

(Chang, 2009; Ozdemir et al., 2016; Zhang, 2010). For example, community members 

trusted students with sensitive and confidential information (Hansen, 1999; Uzzi & 

Lancaster, 2003) that were relevant to learn about the organisation and underlying issue. 

Moreover, they referred students to members of their wider network and occasionally 

even asked students to represent them in the local community. Community members 

thereby transferred their goodwill or reputational capital residing in external 

relationships on to students (Battilana & Casciaro, 2012; Zaheer & Bell, 2005), which 

speaks to the strength of the relationship (Levin & Cross, 2004). For example, in the 

case of the ‘Waste Solutions’ project, granting students access to the beneficiary’s wider 

network enabled volunteers to build expand their community connections (Bruening et 

al., 2015) and acquire new information (Jack, 2005), which was necessary to conduct a 

stakeholder analysis in order to capture the status quo of the community issue and 

ultimately enhanced the team’s performance (Reagans et al., 2004; Rulke & 

Galaskiewicz, 2000).  
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 The second attribute, reciprocity, has both been recognized as a requirement for 

effective SL relationships (Dostillo et al., 2012; Jacoby et al., 2003; Richards & Novak, 

2012) and a quality of embedded relationships (Granovetter, 1985; Plickert et al., 2007; 

Uzzi, 1999). This attribute resonates with the notion of mutuality (Bonner et al., 2005; 

SKilton-Sylvester & Erwin, 2000) and equal commitment of both parties (Barden & 

Mitchell, 2007; Chang, 2009; Delano-Oriaran et al., 2015; Hidayat et al., 2009). 

Students at TownLife were perceived by community members to be reliable (Uzzi, 

1999), adaptable (Bonner et al., 2005) and professional (Purdy & Lawless, 2012). They 

created benefits for community members in several ways (Geller et al., 2016; 

Leiderman et al., 2003). For example, students met the objectives set in the project brief 

and thus generated value for the beneficiaries partly by building organisational capacity 

(Gray et al., 2000; Lastner et al., 2016; Purdy & Lawless, 2012), meaning that the 

results of their work enabled community members to make an informed decision and 

better engage with their own customers (Porter et al., 2008; Sandy & Holland, 2006) 

and in some cases generated greater visibility across the community (Littlepage et al., 

2012). Community members explained that they appreciated the fresh perspective 

students offered (Gray et al., 2000; Simola, 2009) and that they had learned something 

new (Driscoll et al., 1996). As ‘critical friends’, students confronted community 

members with negative and positive results (Snell et al., 2015), which beneficiaries 

explicitly appreciated. Moreover, community members pointed out that the 

collaboration enabled them to focus and formalize their thinking. The notion of 

focussing contributes a new nuance to the literature and is relevant especially for 

smaller organisations where business owners operate in a resource-constrained 

environment (Tryon et al., 2008) and have nobody to delegate their work to. In those 

situations, students offered alleviation and support at an affordable price (McCrea, 

2010).  

 

 Students even exceeded their beneficiary’s expectations. The embeddedness 

literature contends that the motivation to go beyond arranged deliverables stems from a 

higher degree of trust (Hite & Hesterley, 2001) and non-opportunistic behaviour 

(Morgan & Hunt, 1994; Uzzi, 1997), both traits are attributed to embedded relationships 

(Uzzi, 1996). Community members on the other hand approached the collaboration with 
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excitement and passion, which had a positive effect on students’ motivation. Moreover, 

as expected in close relationships (Granovetter, 1983; Hansen, 1999; Moran, 2005; 

Podolny, 2001), they were very willing to share information, organisational documents 

and resources (Worrall, 2007) relevant to understanding and solving the underlying 

problem. Granting students insights into their organisation and problems they and the 

community face could be considered a pre-requisite for students to effectively enact 

their roles.  

 

 The findings also suggest that community members went beyond just sharing 

information as they enacted traits associated with mentoring (Marshall et al., 2015; 

Parker et al., 2008) such as providing guidance, advice, reassurance and encouragement. 

These findings support the assertion that community members can become co-educators 

during the process of their collaboration (Kline et al., 2013). While Purdy and Lawless 

(2012) envision a formal appointment of mentors, community members in this thesis 

did not sign up to be mentors. However, throughout their collaboration, they enacted a 

mentoring capacity (Kline et al., 2013) and facilitated students’ familiarization efforts, 

enactment of roles, and they had an enabling effect on volunteers’ motivation. The latter 

became apparent when students had completed their project and received positive 

feedback or commendation from their community members (Pless et al., 2011), which 

was satisfying (Carson & Domangue, 2013), nurtured a sense of pride and positively 

reinforced their confidence development. This thesis provides evidence that in addition 

to faculty members (McCarthy & Tucker, 2002), community members too can 

positively influence students’ motivation to continue their engagement.  

 

 The third attribute associated with an equal partnership is convenience. Related 

findings illustrate the importance of personal contact, constant communication, and 

clear expectations. Students made it clear that even though the team leader acted as the 

liaison between the team and beneficiaries, all students needed to directly engage with 

the community members to grasp and be able to relate to the project brief. Granted that 

group projects become more common in SL syllabi (e.g. Bailey et al., 2015; Snell et al., 

2015), these findings clarify that all students need exposure and proximity (Smith & 

Stevens, 2010) to community members, thus confirming earlier assertions that 
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community members are required to spend a significant amount of time with students 

(Stoecker & Tryon, 2009; Srinivas et al., 2015). In that sense, community members do 

not only grant access to information and documents but also their time. Students noted 

that a frequent exchange with community members increased their sense of closeness 

(Granovetter, 1983; De Burca et al., 2001; Levin & Cross, 2004) and improved their 

role enactment and confidence to be able to solve the issue because they could 

frequently check their progress with community members who offered guidance if they 

were off track (Marshall et al., 2015). These insights relate to the wider topic of 

communications. As liaisons between project teams and community members, team 

leaders in particular noticed the facilitating effects of clear expectations and smooth 

communication, which reduced uncertainty (Kraatz, 1998) and enabled students to enact 

their roles more effectively. These findings confirm earlier assertions that smooth 

communications are a requirement for effective SL relationships (Delano-Oriaran et al., 

2015; Gilbert et al., 2009; Hidayat et al., 2009). 

 

Summary 

In summary, equal partnership confirms earlier assertions that community members are 

a pre-requisite for SL (Sandy & Holland, 2006). They empowered students to gather 

real-life experience (Williams & Falk, 2010) in the first place, through the engagement 

with organisational or wider community issues (Gugerty & Swezey, 1996) and 

enactment of professional-like roles. Moreover, they enabled students to immerse 

themselves into the town life and build wider connections with members of the local 

community. Community members facilitated students’ familiarization efforts, role 

enactment and confidence development. This thesis also raises the notion that they 

enhanced students’ motivation. These effects were determined by the nature of their 

relationship. While the profile of an equal partnership confirms earlier findings that 

community members and students must become partners to successfully enact SL, the 

application of the relational embeddedness framework illuminates the meaning of that 

term. With regards to the quality of the relationship, the findings underline the 

importance of human qualities and add the notions of personal involvement and 

empathy, as descriptors of a close relationship between students and community 

members, to the SL discourse. The studied relationships also exhibited qualities such as 
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reciprocity, mutuality and frequency. Volunteers made it clear that they needed to 

engage directly with community members (proximity) in order to fully grasp the project 

brief. This insight is particularly relevant for the increasing use of teams in SL and the 

potential appointment of liaisons. Findings also resonate with the notion of conduit or 

exchange dynamics. Community members have been found to be willing to share 

sensitive and confidential information and organisational documents. They also 

volunteered details about their personal lives. Furthermore, they made themselves 

available and granted students access to their network. The findings also confirm that 

community members enacted traits of mentoring (e.g. providing guidance) and 

underline the importance of clarity and smooth communications. Students and 

community members employed relational forms of governance including respect and 

trust. From an embeddedness perspective, partnership as it is understood here in and in 

the SL literature, is an expression of an embedded relationship that has an enabling 

effect on students’ SL experience.  

 

5.2.2 Peer-to-Peer: Cohesive Amity 

The findings (see section 4.2.1.2) regarding peer-to-peer relationships confirm that 

fellow students are indeed important stakeholders in a SL syllabus context (Bringle et 

al., 2009). Cohesive amity speaks to the empowering and facilitating influence peers 

can have on their fellow students’ SL experience and highlights four attributes in 

relation to the equal nature of their relationship: amity, connectedness, cohesion, and 

commitment. 

 

 The concept of amity illustrates that students’ professional engagement at 

TownLife can have an effect on their personal lives. Members of TownLife shared 

similar career ambitions that bound them together and gave the individual student the 

impression that s/he was in a group of like-minded people. This type of personal 

involvement (De Burca et al., 2001; Nahapiet & Ghoshal, 1998) for example 

encouraged senior students to share their professional experience with younger students 

and inspired students to endorse one another in career networks; they enhanced each 

other’s employability and some students were convinced that TownLife gave them the 
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opportunity to build a lasting career network (Bruening et al., 2015). While the data set 

cannot speak to the lasting duration of students’ relationships, it did reveal that 

volunteers’ forged new friendships and that students, who had already shared past 

interactions (Nahapiet & Ghoshal, 1998) upon joining TownLife, were able to intensify 

their acquaintances and deepen their friendships. In addition to their interactions outside 

of TownLife, volunteers saw and interacted with each other more frequently 

(Granovetter, 1985) due to their joint engagement at TownLife. Their relationship 

intensified not least because of the time spent together but also because of the shared 

personal information (Hite, 2003). The findings suggest that students developed a 

degree of attachment and loyalty (Larson & Starr, 1993) towards their peers that has not 

been addressed in the SL literature. In fact, students influenced peers’ motivation to 

continue their engagement. TownLife is a rare example of a long-lasting programme 

that gave both community members and students the opportunity to remain engaged for 

more than one semester (Stoecker & Tryon, 2009). That is to say that the literature 

might have focussed on the influence of educators on students’ motivation (McCarthy 

& Tucker, 2002) because typically syllabi do not account for students’ return to the 

programme.  

 

 Peer relations that fall into the category of cohesive amity exhibited a high 

degree of connectedness. The findings resonate with traits such as frequency (De Burca 

et al., 2001; Levin & Cross, 2004) and intensity (Provan & Lemaire, 2015). The 

findings suggest that students interacted frequently at TownLife and within their social 

and academic context, which lend their relationship a level of intensity that had an 

effect on the team’s overall effectiveness. Team members were able to prevent 

communication gaps from opening up as they continued project-related discussions and 

made decisions even when they interacted in a social space. Their personal relationship 

positively influenced their role enactment as it reduced uncertainty (Kraatz, 1998), 

coordination efforts (Ellwardt et al., 2012b), and instead increased the team’s 

productivity. Moreover, knowing peers personally (Hite, 2003; Jack, 2005) created a 

sense of comfort and increased trustworthiness (Chang, 2009; Chua et al., 2008). The 

findings suggest that being at ease in a team environment was a necessary condition for 

students to engage in an open dialogue and constructive feedback (Larson, 1992). It 



Discussion 
 

 

 

234 234 

empowered students in their support of their peers’ reflection efforts (Banks, 2010; 

Marshall et al., 2015; Weiler et al., 2013). Students were more willing to share their 

opinions and open up in front of the group and ask for help or advice partly because 

personal knowledge reduced the risk (Granovetter, 1983) of being vulnerable and 

exposed. Comfort facilitated students’ familiarization efforts, role enactment and a 

group’s idea generation (Alonso et al., 2015).  

 

 Cohesion is an attribute that has been associated with relationally embedded 

working relationships (Chang, 2009). The findings illustrate that a sense of camaraderie 

and solidarity (Nahapiet & Ghoshal, 1998; Seibert et al., 2001) ensured a team’s 

effectiveness. For example, students did not complain but covered for their peers when 

they had reason not to complete their tasks; which also illustrates that personal 

relationships facilitated the cooperation among peers (Ellwardt et al., 2012b). The 

notion of solidarity further included group learning (Morrison, 2002). If a student was 

not familiar or unable to conduct a task alone, team members conducted the task 

together, which facilitated their familiarization with the new role and increased self-

efficacy (Siciliano, 2016) in order to enact the role effectively. Cohesion is also 

associated with democratic principles. Team relations characterised by cohesive amity 

showed signs of trust (Chua et al., 2008) and embraced plurality and diversity. As 

argued earlier, they maintained a constructive debate culture that was compromise-

oriented but could survive disagreement and challenging your peers’ ideas. These 

findings appear to oppose Fransen et al. (2016) who found that people engaged in 

trustworthy relationships do not challenge group members’ ideas anymore.  

 

 In the relational embeddedness literature, scholars have attributed commitment 

to embedded relationships (Barden & Mitchell, 2007; Chang, 2009). Hidayat et al. 

(2009) have identified commitment as trait required to enact an effective student-

community in SL. The findings demonstrate that this notion extends to peer-to-peer 

relations. Although students have been found to approach their service engagement with 

excitement, teams used accountability measures such as peer scrutiny, as a form of 

social sanctions (Dobbin, 2004; Polidoro et al., 2011), to enforce a shared sense of 

expectations regarding students’ behaviour (Granovetter, 2005). Students expected from 
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their peers a shared sense of duty and responsibility; after all, they all volunteered parts 

of their leisure time and social life for their participation and therefore expected mutual 

commitment. The findings suggest that students distributed clear responsibilities and 

ownership as a reference point to hold peers accountable, ensure their commitment and 

ultimately the team’s effectiveness.  

 

Summary 
Peers can be considered a pre-requisite for certain learning outcomes in a SL 

environment (see section 5.1.1.3). It is hard to imagine how students’ developed their 

ability to work collaboratively (Astin & Sax, 1998), leadership skills (Lester, 2015), and 

communication skills (Tucker & McCarthy, 2001) such as handling criticism without 

the interactions with peers. Due to the nature of their work, peers could influence the 

overall enactment of roles by enabling a team’s overall effectiveness and idea 

generation. Moreover, peers were in a position to facilitate students’ reflecting efforts, 

transferral of experience into a professional setting, and their familiarization with their 

new roles. The findings also underline that students affected each other’s motivation to 

remain engaged. Cohesive amity reveals that the empowering and facilitating influence 

on students’ SL experience was determined by the nature of the relationship among 

peers. Drawing on the relational embeddedness literature, it is argued in this section that 

equal relationships among peers enact a range of attributes that resonate with personally 

embedded relationships. The quality of peer relations can be characterized by traits such 

as cohesion, commitment, frequency, intensity, personal involvement, and solidarity. 

Students were personally involved and even became friends. This degree of 

involvement made students feel more comfortable in a group environment and 

influenced their communications, idea generation, and reflection efforts. They were 

more inclined to exchange information about their professional experience, seek advice 

and help, and use the relationships with peers as a conduit for endorsement and an 

opportunity to build a valuable network of like-minded people. The relationship was 

generally governed by trust and loyalty but students also relied on peer scrutiny to hold 

volunteers accountable and ensure the team’s effectiveness. Due to the scarcity of 

empirical insights into peer relations in the SL discourse, this discussion relies on a 

relational embeddedness framework to contextualize the findings and highlight the 
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importance of peer relations for students’ SL experience in this limit case. Granted that 

group assignments become more popular among SL educators, this relational profile 

reveals the underlying dynamics of the group and illustrates the significant but enabling 

effects students can have on their peers’ SL experience.  

 

5.2.3 Student-Community: Frustrating Dissonance 

Where there is imbalance between the two parties, students and community members 

are embedded in a relationship that is characterised by superiority, dissonance, and 

discontent. While neither students nor community members openly projected negative 

feelings such as dislike (Rambaran et al., 2015) toward the other (Labianca and Brass 

2006; Labianca, 2014), imbalanced student-community relationships appeared 

dysfunctional and could evoke a set of liabilities (Marineau et al., 2016) such as 

constraining student learning (Ellis et al., 1997) and role enactment (Labianca & Brass, 

2006) and impairing students’ motivation (Venkataramani et al., 2013).  

 

 The notion of superiority asserts that one party felt or was perceived to be 

superior to the other. For example, students have been found to feel inferior to the 

experience and competence of community members, which could evoke a feeling of 

discomfort and showed students’ where their knowledge gaps lay and where they 

needed to improve. There were other instances however, in which students’ appeared 

arrogant (Carson & Demangue, 2013) as they discredited and questioned the 

competence of their beneficiaries (Chua et al., 2008).  

 

 Community members also used their position to enact certain boundaries with 

regards to their time, organisational resources, and access to their wider network, which 

could make students feel insecure. Since community members are considered a pre-

requisite (Sandy & Holland, 2006) for SL, students rely on them to commit to their 

collaboration. But while those restrictions could be reasonable without jeopardizing the 

students’ role enactment, the findings suggest they could also turn into a seeming 

unwillingness to cooperate. Dissonance occurred when one party did not live up to the 

agreed upon responsibilities (Delano-Oriaran et al., 2015) but violated its commitment 
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(Hidayat et al., 2009). Community members have been found to be unresponsive and 

unwilling to share information and resources relevant to the students’ work. Moreover, 

they sometimes did not follow through on their word they had given. While earlier 

findings (Delano-Oriaran et al., 2015) acknowledge the possibility of such as a 

discouraging scenario, little has been said in the SL literature about the consequences. If 

community members were not willing to share information, they imposed external 

constraints on the students’ work (Levesque-Bristol et al., 2010) and they prohibited 

students from effectively enacting their roles and thus from learning about social and 

organisational issues. In other words, this behaviour impaired individual learning 

(Gerbasi et al., 2015; Marineau et al., 2016; Sparrowe et al., 2001) and team 

performance (Baldwin et al., 1997). Moreover, uncooperative behaviour could evoke 

negative feelings (Johnson et al., 2015; Methot et al., 2016) such as disappointment and 

frustration and thus impair students’ motivation (Venkataramani et al., 2013).  

 

Delano-Oriaran et al. (2015) assert that mutual expectations between students 

and community members must be clear from the beginning of the SL engagement. 

Related to the notion of clarity is compatibility (Hidayat et al., 2009), meaning the 

feasibility of a project brief – a sensitive topic for students. In some cases, the scope of 

work was not feasible from the start and only gained clarity over the course of the 

collaboration. In other cases, the relationship started off well and both parties had 

agreed on a project scope before they commenced their collaboration. However, the 

findings offer support for the evolution of relationships (Jack, 2010) in that they 

deteriorated over time (An & Schramski, 2015) partly because community members 

changed or deviated from the scope. While those deviations could easily be corrected in 

some cases, others were more severe and constituted, in the eyes of the students, a 

misuse of their capabilities and time. Delano-Oriaran et al. (2015) describe the notion of 

misuse as confusing SL with volunteerism in that community members might assign 

tasks that are of no relevance to the students’ personal development and academic 

experience. On a related note, scholars contend that students’ learning experience is 

determined by how stimulating and challenging an assignment is (Eyler & Giles, 1999; 

Mabry, 1998; Csikszentmihalyi, 2005). Students at TownLife confirm that in the case of 

misuse, they felt like free labour, exploited and not intellectually stimulated, which 
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constitutes a violation against their competence (Levesque-Bristol et al., 2010), harmed 

their motivation (Rafaeli et al., 2012) and ultimately impaired their SL experience and 

personal development (Ellis et al., 1997). A lack of clarity or misuse could cause 

students to grow more distant from community members. In those instances volunteers 

became more independent as they did not seek to compromise but followed their gut 

instincts and what they felt was right. In other words, they avoided the contact with 

community members (Labianca & Brass, 2006) and in part excluded them from the 

project work (O’Connor & Gladstone, 2015), which prohibited students from gaining 

valuable experience and degraded their engagement to mere group work rather than 

service-learning. In more dramatic instances of misuse, total silence or withholding, 

students felt compelled to prematurely terminate the relationship (Papamarcos, 2002). 

The termination of the collaboration marked the end of their engagement and deprived 

students of the opportunity to gain SL experience and learn.  

 

Both attributes dissonance and discontent point to the importance of 

communication. The findings illustrate that community members could be rather 

unresponsive and even contradict themselves in the information they provided students. 

In one case, they even withheld information, that students deemed vital to their project, 

until the end of the project, which left the students in frustration. Either way, 

miscommunication and a lack of communication (Birdsall, 2005) could undermine 

trustworthiness (Chua et al., 2008). These insights constitute the negative argument for 

the importance of good communication (Gilbert et al., 2009) and adherence to both 

parties’ commitment (Hidayat et al., 2009) in SL relationships. Related to 

communication is feedback. Whereas some students were disappointed if they did not 

receive feedback from seemingly uninterested community members, other students saw 

themselves supported in their self-critique. In principle, it can be considered a positive 

event that community members shared their critique with students. However, in 

situations where students were upset about their group’s performance, critical feedback 

seemed to reinforce a sense of disillusion and disappointment. The critique reveals that 

working with students was not always straightforward for community members. They 

disclosed that the coordination effort was higher than they had originally expected 

(Srinivas et al., 2015; Tryon et al., 2008). Others were slightly disappointed by lack of 
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originality, suggesting that students stayed behind their beneficiaries’ expectations 

(Delano-Oriaran et al., 2015). One community member remarked that students did not 

listen properly and thus did not meet their expectations.  

 

On a more positive note, the findings offer support for the assertion that zeal and 

striving at work makes people less susceptible to de-energizing relationships (Gerbasi et 

al., 2015). For example, when students interacted with a community member who they 

felt was too relaxed, they held themselves to a higher standard and therefore protected 

themselves from a potential strain on their team’s effectiveness.  

 

Summary 

Within the scarce literature on SL relationships, scholars largely focus on student and 

community outcomes and the effectiveness of SL; pitfalls are hinted at (Delano-Oriaran 

et al., 2015; DiPadova-Stocks, 2005; Stoecker & Tryon, 2009) but rarely studied. 

Drawing on the relational embeddedness literature, this thesis provides a rich empirical 

account of the negative influence of dysfunctional student-community relationship on 

students’ SL experience. Negative relations have the ability to prohibit students’ from 

gaining valuable experience and insights into organisational and social issues. In the 

more dramatic cases, the experiential basis can be totally revoked in that relationships 

are prematurely terminated. Moreover, frustrating dissonance illustrates that negative 

student-community relations can impair students’ learning possibilities and a team’s 

effectiveness by constraining their role enactment and harm their motivation. These 

effects are influenced by the nature of the relationship. The imbalance of the 

relationship is expressed in superiority, dissonance and discontent. The quality of the 

relationship is characterized by arrogance, avoidance, distance, exclusion, a lack of 

clarity, and superiority. Students and community members violate against their 

commitment and do not communicate effectively. Instead, the findings illustrate that in 

response to community members’ lack of clarity or attempt to misuse students, 

volunteers distance themselves, show signs of avoidance, and exclude community 

members from their work. The relationship becomes a conduit for negative feelings 

such as disappointment and frustration. Moreover, the exchange dynamics are impaired 

by an unwillingness to share, withholding of information, and miscommunication. 
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Relationships described as frustrating dissonance are governed by doubt, distrust and 

boundaries, which undermine trustworthiness. Frustrating dissonance highlights the 

importance of a clear project scope and makes a negative case for clarity, smooth 

communications, and transparency.  

 

5.2.4 Peer-to-Peer: Alienating Disharmony 

SL scholars recognize that students may be unprepared to deal with the ambiguity of 

group exercises during community engagement (Williams & Falk, 2010) and despite 

that concern, peer relations in SL remain under-explored. This section sets out to 

discuss the connection between constraining effects and an imbalanced nature of peer-

to-peer relations as found in this limit case of SL (see section 4.2.1.2).  

 

 The attribute reluctance suggests that tensions in a group setting could arise 

because of students’ preconceptions about their peers, which were based on past 

interactions (Nahapiet & Ghoshal, 1998) or gossip (Ellwardt et al., 2012a). The analysis 

reveals that while some students were apprehensive with certain peers, others strictly 

avoided (Labianca & Brass, 2006) working with certain individuals because they 

expected tensions to arise between them that could negatively affect the team’s 

cohesion (de Jong et al., 2014) and effectiveness (Mohammed & Angell, 2004). Social 

cohesion among team members was also restricted by customs such as seniority. The 

effectiveness of some teams was constrained because older students showed behaviour 

of incivility and disrespect (Porath et al., 2015) to younger students by not engaging 

with them on an equal footing. This behaviour, in turn, challenged the younger students’ 

sense of belongingness (Ellwardt et al., 2012b) and restricted their role enactment since 

they developed a tendency to be passive in their behaviour. Reluctance also refers to 

students’ concern that they could jeopardize their friendships (Zhang, 2010) throughout 

their engagement. For example, team leaders hesitated to sanction team members they 

were friends with for their disengaged behaviour in order to avoid conflict. This finding 

resonates with earlier assertions that friendships at work entail maintenance costs 

(Methot et al., 2016; Johnson et al., 2015). Reluctance in that sense legitimized negative 

behaviour in a group setting. A related finding illustrates that working with friends 
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could be rather time-consuming and distracting (Johnson et al., 2015; Methot et al., 

2016). Team meetings for example lasted longer because students spent time talking 

about social topics and drifted off topic. This finding resonates with the notion of over-

embeddedness (Uzzi, 1997).  

 

 Estrangement refers to the overlap of personal and professional relationships. 

The findings suggest that students noticed new personality characteristics in their 

friends they had not noticed before outside of a professional environment. The 

discovery of negative traits such as bossiness could be alienating and change the 

perception of their friendship (Zhang, 2010). This had an effect on students’ role 

enactment because students tried to separate between their personal and professional 

engagement, which was arguably draining and distracting (Gerbasi et al., 2015; Porath 

et al., 2008).  

 

 The attribute of disparity refers to the violation of volunteers’ commitment and 

responsibilities. Some teams suffered from students with a poor attendance record, flaky 

behaviour and subpar performance. Their behaviour disrupted a team’s communication, 

work progress (Lyons & Scott, 2010; Sparrowe et al., 2001), effectiveness (Marineau et 

al., 2016; Labianca and Brass, 2006) and performance (Baldwin et al., 1997; 

Mohammed & Angell, 2004). Students highlighted that they were frustrated with such 

behaviour, which confirms assertions that de-energizing relationships could negatively 

affect a person’s motivation (Labianca & Brass, 2006; Porath et al., 2008; Rafaeli et al., 

2012). Although this disruptive behaviour was a distraction for all members, it was 

particularly draining (Gerbasi et al., 2015; Porath et al., 2008) for team leaders who 

tried to go after those team members and accommodate for them. Students pointed out 

that negative behaviour, if not sanctioned, was contagious as it legitimized slacking off. 

Moreover, if students stayed away from team meetings, social cohesion was prevented 

(de Jong et al., 2014), which restricted people in their role enactment because the 

remaining members had to suddenly cover for their peers and got distracted from their 

own tasks (Labianca & Brass, 2006). It can be argued that disruptive students exploited 

their peers’ trust (Uzzi, 1997) because if they were not sanctioned, they would still be 

able to state their participation on a résumé while their peers did all the work.  
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Disparity also refers to miscommunication among peers. In teams, students 

appeared disengaged, silent and unresponsive. Students explained that some students 

were so dominant that they intimidated others who felt angst. This hostile environment 

and acts of incivility (Porath et al., 2015) destroyed trust (Chua et al., 2008; Langfred, 

2007), prohibit cohesion (de Jong et al., 2014) and prevented people from developing a 

vested interest in the organisation they never really grew attached to (Venkataramani et 

al., 2013). Ultimately, disparity suggests that students’ experiential basis for learning 

was significantly impaired by the behaviour of irresponsible and uncommitted peers 

(Ellis et al., 1997).  

 

 Separation raises the notion of social exclusion (O’Connor & Gladstone, 2015) 

as motivated students tried to physically and emotionally separate themselves from the 

disruptive behaviour of peers. Mentors for example were excluded from certain team 

meetings because their presence was perceived to constrain a group’s flow of 

communication and idea generation (Lyons & Scott, 2010; Sparrowe et al., 2001). Their 

exclusion forced them to adapt in order to fulfil their role differently. Other examples 

illustrate that team leaders lost their trust (Chua et al., 2008) in uncommitted peers and 

stopped giving them tasks to do. Ultimately, those students ended their engagement and 

thus lost their opportunity to learn. Students who were part of a team that was 

characterized by alienating dissonance were relieved when their engagement came to an 

end, which illustrates the hit their motivation had taken throughout the engagement 

(Rafaeli et al., 2012).   

 

Summary 
Granted that SL educators increasingly use team-based assignments in SL (e.g. Lastner 

et al., 2016) the discussion of peer-to-peer relations on their influence on students’ SL 

experience is timely. Alienating disharmony extends the discussion on pitfalls (Delano-

Oriaran et al., 2015) in SL arrangements by highlighting the ambiguity (Williams & 

Falk, 2010) and downside of imbalanced peer relations. The discussion illustrates that 

educators ought not underestimate the negative effects imbalanced groups can have on 

students’ SL experience. Disharmony among team members can prevent team members 
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from developing cohesion, a vested interest in the organisation, and keep peers from 

making certain learning experiences. Moreover, irresponsible students have been found 

to impair team communication, workflow and ultimately effectiveness. Furthermore, 

individuals are constrained in their role enactment and task performance through the 

negative influence of uncommitted and flaky students and report lower levels of 

motivation and frustration - some are even challenged in their sense of belongingness 

and wonder why they should continue. As the relational embeddedness framework 

suggests, these constraints in students’ SL experience are determined by the nature of 

peer relations. Alienating disharmony stands on imbalanced student relations. The 

quality of their relationships is clouded by the disengagement, and lack of commitment 

from individual students that are de-energizing and distracting for the rest of the team. 

Students are hesitant with each other and even try to avoid the contact with some. 

Ultimately, flaky students can be excluded from the group and might even terminate 

their participation. Due to their teamwork students can feel estranged from their friends 

because they have noticed new abrasive traits or because their dynamics have changed. 

The findings further suggest that friendships can be burden since they require additional 

maintenance and can be a distraction in the organisational space. Peer relations thus 

become de-energizing and a conduit for gossip, incivility, negative feelings such as 

frustration, and tension more generally. Disharmony is further manifested in 

miscommunication; students are silent and withdrawn from discussions, which is toxic 

for cohesion and peer feedback. The governance mechanisms look like an antithesis to 

‘cohesive amity’. Their interactions are governed by preconceptions and students have 

been found to students distrust one another and to be disrespectful to each other. Some 

even exploit the trust of their peers.  

 

5.2.5 Conclusion 

The preceding discussion of the relationality of this limit case of SL responds to a gap 

in the literature and recurring calls to further explore that topic (e.g. Clayton et al., 

2010; Delano-Oriaran et al., 2015; Kenworthy-U’Ren, 2008; McMillan & Stanton, 

2014; Srinivas et al., 2015; Stoecker & Tryon, 2009). Empirically, this thesis offers a 

rich exploration of unmediated student-community and peer-to-peer relationships. In 
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response to the second research question of this thesis, the relational profiles discussed 

in this section show that student-community and peer-to-peer relations can both have an 

enabling and constraining effect on students’ SL experience. Generally speaking, these 

findings confirm and shed light on the assertion that in situations of greater autonomy, 

stakeholders other than faculty members can have a significant impact on students’ 

learning experience (Jacoby et al, 1996).  

 

 SL scholars have lamented the absence of a theoretical framework in earlier 

studies of relationality (Bringle & Steinberg, 2010; Cruz & Giles, 2000). In response, 

this thesis offers a relational embeddedness framework (e.g. Moran, 2005) for studying 

inter-personal relationships in SL. The findings confirm a recursive connection between 

the impact and nature of inter-personal relationships (Hite, 2003; 2005) and thus 

contribute to the SL discourse by offering an explanation as to where the impact of 

relationships originates. It is argued here that the effects on students’ SL experience are 

determined by the nature of the relationship and that those effects can reinforce that 

state. For example, the lack of commitment from peers can impair a team’s work 

progress and, in turn, cause frustration among team members, who feel betrayed and do 

not trust this member any longer. Frustration and reduced levels of trust could reinforce 

the negativity in the relationship through alienation or estrangement.  

  

 This section introduced four relationship profiles that encapsulate the 

heterogeneity of inter-personal relationships (Hite, 2003) by capturing the impact and 

nature of inter-personal relationships studied in this thesis. These profiles are the 

aggregate of insights resulting from the study of several dyadic relationships. That is to 

say that dyadic relationships tended towards one profile or the other but did rarely 

exhibit all attributes or effects presented in the findings and subsequent discussion. Put 

differently, inter-personal relationships were complex (Hite, 2005) in the sense that they 

could for instance exhibit a great number of attributes associated with equality and yet 

occasionally display notions of imbalance, without tarnishing the overall character or 

perception of the relationship. For example, community members perceived their 

experience to be overwhelmingly positive despite the fact that it put a bigger strain on 

their resources than they had expected. In another case, an imbalanced relationship was 
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ended prematurely and despite the conflict throughout the engagement, community 

members seemed quite pleased with the results of students’ work after the presentation. 

In order to pay tribute to that level of heterogeneity, the visualisation of the matrix has 

been adapted in figure 14. 

 
Figure 14 - The complexity of relationality profiles 

 
 

 This thesis clearly positions student-community and peer-to-peer relationships to 

be significant determinants of students’ overall SL experience. The adoption of a 

relational embeddedness framework reconceptualises the findings to the extent that 

students’ SL experience was embedded in positive and negative relationships (Borgatti 

et al., 2009; Day et al., 2013). Positive or equal relationships had an enabling effect on 

students’ engagement whereas negative or imbalanced relationships constrained them. 

SL scholars acknowledge potential pitfalls of SL (e.g. Delano-Oriaran et al., 2015; 

DiPadova-Stocks, 2005) but are more concerned with the advantages of student-

community (e.g. Suthlmiller & Torchard, 2015) and peer-to-peer relations (Sanders et 

al., 2016). The four identified relationship profiles expand both avenues of inquiry. But 

since the empirical evidence regarding constraining imbalance in the SL discourse is 

significantly thinner than existing insights into enabling equality, the identification of 

constraining effects provides a particularly rich addition to the scarcity of earlier 
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research that is concerned with the disadvantages in student-community (e.g. Gray et 

al., 2000) and peer-to-peer relations (e.g. Williams & Falk, 2010). Moreover, the four 

relationship profiles contribute a timely empirical account to a revived debate on the 

enabling and constraining influence of inter-personal relationships in the relational 

embeddedness literature (Everett & Borgatti, 2014; Labianca, 2014; Labianca & Brass, 

2006).  

 

The adoption of a relational embeddedness framework gives SL scholars the 

tools to effectively investigate relationality. The discovery of relational nature as a 

source of impact (Hite, 2003) advances the debate on relationality in SL – which tends 

to be focussed on effects (Stoecker & Tryon, 2009) and not their origin – and highlights 

the importance of relationship management and the significance of partnerships 

(Jacoby, 2015). The discussion of the four relationship profiles identified in this limit 

case of SL, confirm the multi-dimensionality of relational embeddedness (Hite, 2003). 

The attributes associated with each profile resonate with the three dimensions (i.e. 

quality, conduit and governance) of the relational embeddedness framework proposed 

earlier (see section 2.2) and thus confirm the relational embeddedness (Hite, 2005; 

Moran, 2005) of the student-community and peer-to-peer relations. The relationship 

profiles resonate with qualities and indicators from embedded relationships such as, 

among others, frequency (Granovetter, 1983; Levin & Cross, 2004), personal 

involvement (De Burca et al., 2001; Nahapiet & Ghoshal, 1998) and cohesion (Chang, 

2009) in the case of enabling equality and avoidance (Labianca & Brass, 2006), 

incivility (Porath et al., 2015) and social exclusion (O’Connor & Gladstone, 2015) in 

the case of constraining imbalance. Moreover, the profiles confirm principles of 

effective SL relationships such as mutuality (Skilton-Sylvester & Erwin, 2000), 

partnership (Srinivas et al., 2015) and reciprocity (Dostillo et al., 2012) and further 

support the role of the three C’s (i.e. communication, commitment and compatibility) in 

community relations (Hidayat et al., 2009).  

  

 All in all, the discussion about the relationality of this limit case of SL highlights 

the relational nature of SL and supports the assertion earlier (chapter 2) that SL is a 

socially embedded pedagogy. The discussion further reveals the complexity and 
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richness of inter-personal relationships in SL and suggests that educators need to care 

about and management relationships in SL.  

 

5.3 Implications for Educational Practice 
The previous discussion reveals that TownLife represents a limit case of SL that stands 

on principles of student autonomy, role enactment, an intent to grow personally, and 

relationality (for instance in the form of community co-education and peer 

engagement). This section presents some implications for educational practice that 

follow from the question what students and faculty members should do if they wanted 

to create a similar autonomous SL programme. Practical implications exist in the areas 

of organisational design, relationships, and peer engagement.  

 

Organisational Design 

Whether students decide to provide pro-bono consulting services (Kenworthy-U’Ren, 

1999; Simola, 2009) or a different service to community beneficiaries, it is argued here 

(see section 5.1.3) that the enactment of a service organisation (Robinson et al., 2010) 

and hierarchical structure (Fairfield, 2010) are integral elements of autonomous SL. 

Furthermore, the example of TownLife encourages students and faculty members to go 

beyond the enactment of an organisational structure and instead to found a legal entity 

that formalises and manifests the mission of the SL initiative, fosters the creation of a 

lasting programme, facilitates the engagement with community members and 

volunteering students alike, and provides certain learning outcomes.  

 

Set Up a Legal Entity 

Depending on the country the new autonomous SL initiative would be set up in there 

will be different legal entities to choose from. Given the not-for-profit nature of 

TownLife’s community engagement, founders of the organisation were inspired by the 

choices other volunteer-based organisations have made. They chose to erect a 

Community Interest Company (CIC) partly because it could be operated as a business 

but required owners to aim at creating community benefit instead of purely private 

economic value (Nicholls, 2006). In the United Kingdom, this legal entity is often 
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chosen by social entrepreneurs (Bacq & Janssen, 2011; Defourny & Nyssens, 2010). 

The CIC requires its founders and directors to articulate a social mission and to 

demonstrate annually - in the form of a CIC report, which needs to be submitted to 

Companies House - how the organisation pursued and achieved its social aims 

throughout the year (CIC Regulator, 2017). It provided a legal framework for the 

manifestation of TownLife’s dual mission, namely to enhance student learning and help 

the local community. Moreover, future generations of directors would be bound to that 

mission and could not easily turn TownLife into a for-profit consultancy, which is a risk 

the founders of TownLife acknowledged.  

 

Build a Lasting Organisational Structure 

Stoecker and Tryon (2009) interviewed community members on a larger scale and 

found that they predominantly lamented the short-term nature of SL engagements. Even 

if SL syllabi rely on the enactment of formal (McCord et al., 2015) or informal 

(Fairfield, 2010) organisational structures, SL syllabi typically last for one semester 

since they are tied to a specific academic course (Papamarcos, 2002); students move on 

after that (Godfrey et al., 2005) and the course might not be offered until the beginning 

of a new academic year. This limits the potential of building lasting partnerships with 

community members (Jacoby, 2015; Stoecker & Tryon, 2009). On the contrary to 

course-integrated programmes, co-curricular and optional (autonomous or not) SL 

programmes have the opportunity to respond to that critique. The founding of a legal 

entity can supplement the effort of building a sustainable SL programme. Although 

TownLife operated on a semester-basis too, the longevity and continuity of the 

organisation enabled students to structure (back-to-back) community projects that lasted 

for two project cycles or more – whereby the follow-up project was based on the 

outcomes of the preceding project. 

 

Plan the Succession 

An issue related to the survival of the organisation is succession planning. Students who 

oversee an autonomous SL programme need to plan their succession. The case of 

TownLife offers a rollover succession for inspiration. The CIC legally required at least 

one member on the board of directors but the students composed a board that consisted 
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of executive and non-executive directors. The former were active members of TownLife 

whereas the latter might already have graduated but remained on the board for one year 

and still offered their support if executive members had questions for instance regarding 

statutory obligations such as taxation. Each year non-executive directors resigned their 

post and executive members became non-executive while new executive members 

would be elected into that position to succeed them. If educators were to adopt this type 

of legal entity to SL syllabi, it is conceivable that educators could support the longevity 

of the organisation by taking a seat on the board.  

 

Account for Practical Concerns 

Having a legal structure in place also helps with practical concerns such as membership, 

liability, and confidentiality issues. TownLife offers an example of how students and 

educators could design an autonomous SL course even if the university’s legal 

framework did not account for or cover co-curricular community engagement 

initiatives. Due to the lack of affiliation, members of TownLife could not legally engage 

with community members in the capacity of students of the university. Instead they 

were considered volunteers that participated under the provisions of a volunteering 

agreement that was designed by members of the operation team and which each 

participant had to sign before they commenced their engagement. The only members of 

TownLife that were legally registered with Companies House were directors. But even 

if the university offered its support, liability issues (e.g. what happens if volunteers get 

hurt while acting on behalf of the SL programme?) remain a concern educators need to 

resolve (Holmqvist et al., 2012). Students at TownLife addressed the issue of liability 

by acquiring respective insurance coverage (Kenworthy-U’Ren, 2008). In their 

collaboration with community members, students came in possession of confidential 

information and organisational documents (Worral, 2007). At TownLife, issues of 

confidentiality were resolved by the means of general terms and conditions and a non-

disclosure clause in their contractual agreement. 

 

Allow for Internal Mobility 

The example of TownLife illustrates that requiring students to enact an organisational 

structure and operate under a legal framework fosters certain learning outcomes. The 
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advantage of choosing a social enterprise as a legal canvas for SL initiatives is that it 

combines the tradition of SL, namely civic responsibility, with learning about and 

applying organisational and business principles. Conceptually, TownLife committed to 

pursuing social objectives (Austin et al., 2001; Choi & Majumdar, 2014; Dees, 2001; 

Lasprogata & Cotton, 2003; Mair et al., 2012) by offering “market-based activities” 

(Mair et al., 2009: 427), namely student consulting services (Grimes et al., 2013; Mair 

et al., 2012; Neck et al., 2009; Tan et al., 2005; Zaheer et al., 2009). Owners of 

autonomous SL programmes should account for internal mobility, which enables 

students to diversify their experience. For example, students at TownLife had the 

opportunity to apply for a new position each year. Some students stayed with TownLife 

for more than a three years in which they occupied several positions. For example, BM3 

was recruited as a member of the operations team before he was elected to the board. 

TL1 was a two-term team leader and then moved on to the board before he graduated. 

The organisational structure offered upward-mobility, new opportunities to learn, and 

an incentive for experienced students to stay on. As mentioned before, building a lasting 

organisation requires senior students for a successful succession. However, TownLife 

also offered more senior students the opportunity to take a step back and move from a 

demanding and time-consuming role such as team leader into that of a consultant. TL8 

for example wanted to remain engaged in her last year of study and decided to move 

into the role of a consultant.  

 

Relationships 
The previous exploration of the relationality of ‘service-learning’ advance our 

understanding of the benefits and constraints inter-personal relationships can have on 

students’ experiential basis. These findings caution educators to carefully manage peer 

and community relations.  

 

Restrict Access 

The findings suggest that imbalance among peer-to-peer relationships stemmed partly 

from a lack of commitment of a few individuals that could disrupt a team’s work and 

impair other students’ motivation. Students and faculty members who intend to design 

an autonomous SL programme need to make sure, upon their entry into the 
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organisation, that students are motivated and actually have the availability and time 

(besides their academic studies) and academic track record to commit to this optional, 

co-curricular engagement. After all, the participation put a strain on all members’ 

schedules (Stewart et al., 2012). At TownLife, students tried to prevent imbalance from 

happening in that they restricted access (Papamarcos, 2005) to the programme by 

enacting a recruiting process that consisted of a written application, group work on a 

case study, and individual interviews. According to the students, motivation and 

availability were deemed more important in applicants than previous experience and 

credentials. The example suggests that the involvement of existing members of 

TownLife in the recruiting and screening process of new members already facilitated 

personal interactions between junior and senior members; an attempt to prevent 

boundaries from being erected.  

 

Support Team Leaders 

In team-based SL programmes, team leaders occupy an important role as they manage 

the project and the team (see section 4.1.1.3). The importance of their role is even 

further elevated in the absence of faculty members because they substitute functions 

typically performed by educators (e.g. providing tutelage and liaising with community 

members). The findings suggest that team leaders felt a pressure to show no weakness 

and that their responsibilities weighted heavily on them. The example of TownLife 

shows that managing a group of volunteering students is not a straightforward task and 

if team leaders failed to live up to their responsibilities, the performance and motivation 

of an entire team could be constrained. In autonomous SL, team leaders need to be 

selected wisely and supported during their engagement. At TownLife, students could 

express an interest in becoming team leader, which compelled board members - who 

supervised the appointment of team leaders - to speak with the candidates personally 

and interview previous team members and team leaders of theirs in order to come to a 

decision. Once team leaders were appointed into their roles, they benefited from the 

knowledge exchange with their mentors and other team leaders. Moreover, they had the 

opportunity to escalate problems to the board, which helped them with hard decision 

such as letting a volunteer go.  
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Build Community Partnerships 

With regards to student-community relations, autonomous SL suggests that students – 

instead of faculty members - liaise with community members. However, this thesis 

echoes previous recommendations for building effective community partnerships. For 

example, students and community members need to meet frequently to get to know each 

other and to negotiate the scope of work (Brower, 2011; Tinkler et al., 2014). As 

illustrated by the findings of this thesis, the scope of a project was a sensitive topic that, 

if a party deviated from the scope, could lead to a sense of being misused, 

disappointment and frustration. Consequently, students and community members should 

try to assess the compatibility (Hidayat et al., 2009) of the project proposal and mission 

of the student-led initiative. While it is difficult to evaluate a community member’s 

commitment to the collaboration at the beginning of a project (Curwood et al., 2011), 

students need to gain an understanding of a community member’s intention and 

expectations. Similarly, students need to educate community members on their 

expectations, especially with regards to the dual mission and their intent to grow 

personally. The findings confirm that frequent interactions during the collaboration 

facilitate smooth communication (Delano-Oriaran et al., 2015), mutuality (Jacoby, 

2015), and community co-education  (Kline et al., 2013). Furthermore, the enactment of 

lasting organisational structures appears to benefit the development of lasting 

partnerships (Clayton et al., 2010; Stoecker & Tryon, 2009) rather than transaction-

based relationships (Enos & Morton, 2003; Uzzi, 1996). The longevity of the SL 

initiative enabled students and community members to collaborate for more than one 

semester (Stoecker & Tryon, 2009).  

 

Peer Engagement 
As a student-led initiative and limit case of autonomous SL, TownLife illustrates to 

faculty members how students could potentially enact principles of SL if they were not 

there. As such, this thesis enables faculty members to reflect on their own role and 

involvement in SL programmes. Insights from the discussion of enactment (see section 

5.1) illustrate that students learn and develop based on the activities and responsibilities 

associated with their roles. Peer engagement means that educators will need to transfer 

some of their responsibilities on to the students. However, the activities outlined below 
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will not only aid students’ role enactment and personal development, but they also 

relieve faculty members from their time-consuming responsibilities as owners of the 

course (Govekar & Rishi, 2007; McCrea, 2010). 

 

Let Students Co-Manage the Logistics 

Most importantly, the findings support earlier research (e.g. Robinson et al., 2010) that 

underlines the potential of student and peer engagement in SL – even in less 

autonomous types of SL (Godfrey et al., 2005). The findings suggest that community 

members could involve students in managing the logistics of a SL course (Jacoby, 

2015). For instance, educators should feel encouraged to rely on students to identify and 

assess project opportunities (Boland, 2014; Conklin, 2012) and to liaise with 

community members. Educators should certainly facilitate the building of community 

partnerships for example by accompanying students to early community conversations 

to ensure that certain provisions of the university are met; however, the findings 

illustrate that student-community relationships benefit from an early personal 

involvement, proximity, and frequent exchange.  

 

Rely on Peer Engagement 

The findings illustrate that students at TownLife successfully substituted functions 

typically performed by faculty members, including: providing tutelage to peers, helping 

peers familiarize with their roles, offering feedback, and aiding peers’ reflection efforts. 

These insights should inspire educators to employ concepts such as peer mentoring 

(Marshall et al., 2015) and peer reflecting (Hudson & Hunter, 2014) in their SL 

programmes. Student mentoring will require educators to retain senior participants and 

encourage them to stay on, for instance, as mentioned earlier, by offering upward 

mobility or positioning mentoring as a development opportunity for students. Educators 

could then assign mentors to student teams and install them as the “go-to person” for 

leaders and members of a group. Participants and mentors alike would then have the 

opportunity to escalate matters to the faculty member if necessary. With regards to peer 

reflection, informal trainings such as the internal consulting roundtable used by 

TownLife suggest that it can be sufficient for faculty members to act as enablers or 
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facilitators (Holmqvist et al., 2012; Meierhofer et al., 2013) by providing a framework 

in which students can provide each other with feedback or engage in group reflection.  

 

5.4 Future Research 
My research opens up several avenues for further research that relate to the discussions 

revolving around the two research themes of this thesis, namely the enactment of SL 

and its relationality. With regards to the first, that is the enactment of SL in the absence 

of faculty intervention, the introduction of autonomous ‘service-learning’ as an addition 

to the continuum of SL application (Godfrey et al., 2005) in business education will 

require additional testing and verification. It is acknowledged here that one empirical 

account alone can only stimulate discussion but not sufficiently substantiate the 

concept’s legitimacy. Although this thesis provides a comprehensive investigation into 

the inner-workings of this limit case of autonomous ‘service-learning’ and articulates 

both its theoretical footing and its merit for educational practice, SL scholars will need 

to determine whether this type of SL pushes the conceptual boundaries of the pedagogy 

too far and education professional will need to decide if it will find a place in their 

pedagogical toolbox.   

 

A more specific stream of research refers to the emergent micro process 

transferring learning experience, which suggests that students seemed to benefit from 

their experience beyond the boundaries of their engagement at TownLife. Paired with 

the notion of an enhanced employability, students were evidently able to apply their 

experience in a recruiting and professional work setting. Personally, it would be 

possible for me to follow up with alumni of the programme and explore in what ways 

they might have benefitted from their SL experience post graduation. More broadly, this 

empirical account contributes to a rather thin body of literature (e.g. Pless et al., 2011) 

that deals with the lasting effects of students’ SL experience post graduation and aims to 

inspire researchers to explore this topic, that relates to the effectiveness of the 

pedagogy, further. Similarly, it would be interesting to follow up with community 

members to investigate the lasting effects of their collaboration regarding their attitude 

towards student engagement and benefits for their community organisation. 
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 With regards to the second research theme, namely the relationality of ‘service-

learning’, this thesis employs a relational embeddedness (Granovetter, 1992; Moran, 

2005) perspective to explore the impact of inter-personal relationships on students’ SL 

experience. The results suggest that student-community and peer-to-peer relations had 

an enabling and constraining effect on students’ experiential basis. Although this thesis 

provides a rich account on both effects, particularly the ‘dark side’ of SL relationships 

require additional exploration (Delano-Oriaran et al., 2015; Stoecker & Tryon, 2009) in 

order to illustrate to practitioners the potential pitfalls of the pedagogy and to show 

ways how to prevent them.  

 

Moreover, it has been argued in this thesis that much empirical exploration of 

the relationality of SL lacks a theoretical perspective. Consequently, this thesis provides 

a potent case for the explanatory powers of the theoretical framework and can be seen 

as an encouragement to further test the feasibility of the theories of embeddedness 

(Granovetter, 1985) to gain deeper insights into this topic. The distinction between the 

relational nature and impact (Hite, 2003) appears to be promising in studying the 

connection between the social intricacies of a relationship and thus the causality of 

relational impact. As this thesis assumes the absence of faculty intervention, it seems 

plausible to apply an embeddedness perspective in future studies to shed light on the 

relationality of the SL triad: student-faculty-community. 

 

A last research opportunity refers to the structural embeddedness (Feld, 1997; 

Habinek et al., 2015) of inter-personal relationships in SL. Although the data set did not 

sufficiently speak to the topology and structural composition of participants’ networks 

to justify the adoption of a structural embeddedness perspective, the findings principally 

suggest that student-community and peer-to-peer relationships were in fact structurally 

embedded. The duality of students’ structural embeddedness, that is their membership 

in TownLife as an organisation and sense of belongingness to the wider student body 

and its social circles, might be of particular interest to further investigation. The 

application of such perspective, with its conceptual relatives such as social networks 

(Granovetter, 2017), could extent our understanding of why certain effects occur and, in 
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combination with relational embeddedness (Habinek et al., 2015), potentially constitute 

a comprehensive theoretical framework for the relationality of SL. 
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6 Conclusion 
This thesis is embedded in a broader debate about the promise, effectiveness, and 

principles of SL in business and management education. Building on that stream of 

literature, two research themes have been identified. The first builds on recent, more 

service-oriented, applications of the pedagogy and problematizes the link between 

student autonomy and faculty intervention in SL syllabi. It pursues the question: How 

do students enact service-learning in the absence of faculty intervention? The second 

research theme responds to a call in the literature for a better understanding of the 

relationality of the pedagogy and the impact stakeholders can have on students’ 

experiential basis for learning. The corresponding research question is: How do inter-

personal relationships influence SL in the absence of faculty intervention? The two 

research themes are interrelated to the extent that, in the case of student autonomy, 

stakeholders other than faculty members have been found to exert greater influence on 

students’ learning experience. Since SL scholars have lamented the absence of a 

theoretical perspective for studying the relationality of the pedagogy from the discourse, 

relational embeddedness has been adopted in this thesis as a promising framework.  

 

 In pursuit of these two research questions, I conducted ‘at-home’ ethnography at 

a student-led social enterprise in Scotland, called TownLife C.I.C., which offered 

volunteers an educational context based on the principles of SL. Members of the 

organisation offered pro-bono consulting services to local charities, not-for-profit 

organisations and small businesses. Although all volunteers were matriculated students 

at the local university, the organisation was not formally associated with the University. 

I employed participatory methods including observations and interviews for my data 

collection. Moreover, given the duality of my role as an insider and researcher, I 

adopted a reflexive approach to my inquiry and thus accounted for my biases. The data 

analysis and sensemaking process were based on a thematic analytical approach.  

 

  The data analysis revealed that students enacted a limit case of autonomous SL 

that stood on a blend of emergent and deliberate learning micro processes. This type of 
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SL cannot be placed on a prominent typology of the pedagogy offered by Godfrey et al. 

(2005) so it is argued in this thesis that the example of TownLife constitutes a 

conceptual extension of the spectrum, referred to as ‘service-learning’. The two types of 

micro learning processes enacted by the students resonates with the conceptual debate 

on the principles of SL in business education. Emergent learning suggests that enacting 

is an important determinant and a more accurate descriptor of students’ experiential 

basis for learning than the notion of community engagement. Furthermore, emergent 

learning illustrates that ‘service-learning’ is formally detached from classroom 

instruction but takes place in an organisational and community space. However, it raises 

the notion of intent and argues that even in the absence of faculty intervention, students 

are able to define and pursue their own educational objectives without jeopardizing the 

link between theory and practice. This new type of SL gains legitimacy through the 

exploration of the effectiveness of this limit case of student autonomy. In addition to 

confirming a range of previous findings regarding students’ learning and developmental 

outcomes, ‘service-learning’ has also been found here to enhance students’ 

understanding of both organisational and social issues through their engagement with 

their own enterprise, the community organisation, and wider community issues. 

Moreover, the findings suggest that students were able to use their experience to 

supplement their academic studies and enhance their own employability.  

 

 The micro processes associated with deliberate learning can be seen as an 

expression of students’ intent to pursue educational goals as they combined community 

engagement with students’ academic experience. This type of learning reveals that 

students were able to substitute a range of functions typically associated with faculty 

members. In this case of autonomy, students relied on peer mentoring and reflecting, 

participant design and informal learning to facilitate student learning. Taken together, 

emergent and deliberate learning constitute this novel type of SL, which differs from 

other types of the pedagogy in that: The primary locality of learning lies in an 

organisational and community space; faculty members are removed; students 

autonomously create their own learning experience; and peer and community 

engagement are integral parts of students learning experience.   
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 Due to the absence of faculty intervention, this limit case of SL allowed for a 

pure and unmediated look at student-community and peer-to-peer relations. In principle, 

this thesis supports an earlier assertion that in the case of greater student autonomy, 

stakeholders other than faculty members exert significant influence on students’ 

experience. The adoption of relational embeddedness as a potent theoretical perspective 

reveals that inter-personal relationships can have an enabling or constraining effect on 

students’ learning experience and personal growth. Moreover, the findings confirm a 

conceptual link between the impact and nature of relationally embedded relationships 

and thus introduce the nature of relationships as a determinant of impact to the SL 

literature. Defined by three dimensions (quality, conduit, and governance), the two 

relationships can be characterised by equality or imbalance. Enabling effects are 

associated with equal relationships whereas a constraining influence corresponds with 

imbalanced relationships. Put differently: According to a relational embeddedness 

perspective, students’ SL experience is embedded in positive or equal relationships that 

primarily exert an enabling influence, or negative, respectively imbalanced relationship 

that can be constraining to students’ personal growth. These findings expand on a scarce 

body of literature regarding the benefits and pitfalls of both relationships in SL and 

contribute to a recently revived debate on the creative and damaging effects of inter-

personal relationships in the embeddedness literature.  

 

 In addition to these conceptual contributions, this thesis also offers implications 

for educational practice in three areas: organisational design, relationships, and the role 

of faculty. As a social enterprise, TownLife illustrates how a SL initiative can combine 

business principles with the pursuit of a social mission. This case further demonstrates 

how a lasting organisation and succession planning can be enacted in order to ensure the 

survival of the programme beyond one term. This organisational design also had the 

benefit of mobility and the diversity of experience. The longevity of the organisation 

enabled students and community members to develop lasting partnerships for mutual 

benefit. Since TownLife was a co-curricular and voluntary engagement, students’ 

recruiting practices show how students tried to prevent imbalance from happening by 

recruiting committed and motivation students. Moreover, these findings enable faculty 

members to envision how students would enact principles of SL if they were left to their 
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own devices. This limit case if an opportunity to reflect on the role of faculty in SL 

programmes and to contemplate the benefits of peer engagement and student 

involvement in administrative, educational and logistical matters of the syllabus.  

 

Naturally, this research inquiry has some limitations. For example, due to my 

dual positionality as insider-researcher (Alvesson, 2003; Neyland, 2008), there were 

some restrictions on my data collection. As described in the excerpt of my field diary 

(section 7.5), my organisational role had an impact on my research activities. For 

instance, two team leaders explained that the attendance of mentors in their team 

meetings impaired the conversation among members. As a member of the board, this 

concern was extended to me so as a consequence I was excluded from those meetings 

and thus deprived of the opportunity to observe and gain insight in their work.  

 

 A related aspect concerns my restrictions on interviewing community members. 

Following the call in the literature (e.g. Geller et al., 2016; Srinivas, 2015) I was 

determined to capture the perspective of community members. And while I had the 

privilege of meeting with 17 community beneficiaries and 16 community partners and 

observe 25 meetings (including project de-briefs and feedback discussions) with the 

former and 14 with the latter respectively, there were reasons that kept me from 

conducting semi-structured interviews with them. Whereas those community members 

whom students arguably had an imbalanced relationship with did not consent to 

participate in academic interviews, I made a judgment call not to put an additional strain 

on those relationships that could best be characterised as equal for two reasons. Firstly, 

students had met with those community members fairly frequently over the course of 

the semester and I was satisfied with the amount of detail I could capture in those 

meetings, especially because they had the opportunity to express their opinion during 

project feedback conversations and de-briefs and, in my opinion, did so quite openly. 

Secondly, community members expressed in those meetings that they did not expect the 

collaboration to be that time-consuming as it ended up being, so I decided not to take up 

any more of their time. Semi-structured interviews would potentially have revealed 

additional insights, but my supervisors and other members of faculty (during annual 
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review presentations and written submissions) gave me the impression that the richness 

of my data set was quite satisfactory.  

 

Another limitation regards my exiting fieldwork. Organisational ethnographers 

understand that the right time to exit fieldwork is up to the researcher and largely 

random (Van Maanen, 2011). I saw four reasons for leaving the field in June 2015. 

Firstly, I exited the field when students left town for the summer break and TownLife 

paused its project activities. If I had wanted to continue my fieldwork, I would have 

needed to wait until September, for when the cohort was physically back in town. But 

even then I would have needed to commit myself to the end of December in order to 

cover an additional full project cycle. I felt that the boundaries of my doctoral studies 

prevented me from doing that. Secondly, I noticed that I might had indeed hit a 

saturation point when I realized that the average amount of field notes I took began to 

decline. Thirdly, before I left the field I presented the extent of my data set to members 

of the School of Management in May 2015 and I received supportive feedback that 

from an external perspective, the data set appeared satisfactory for the purpose of my 

doctoral studies. Lastly, due to my continuous iterative engagement with my data set, I 

decided that, by the time I left the field, I already had something interesting to say about 

my research questions. Naturally however, if I had spent more time in the field I 

probably would have gained new and deeper insight.  



Appendix 

262 

7 Appendix 
 

7.1 Pro-Bono Consulting Projects: An Overview 
The following table provides a brief overview of projects that were recently completed, 

currently under way, in discussion, or in the planning phase during my field 

engagement. 

 

Appendix 1 - Pro-Bono Consulting Projects: An Overview 

Project Reference Brief Description 

Accommodation A local accommodation provider engaged students to 
conduct competitor research, benchmark her pricing, and 
based on the results design a new pricing strategy. 

Book A charitable local library engaged students to conduct 
market research on the use of merchandise and its 
website.  

Castle Managers of a castle run as a charity approached students 
to discuss a market research project that aimed at 
identifying ways to restructure part of the property for 
tourism.  

Charity Two local charities had recently merged in order to help 
people who suffered from drug abuse more effectively. 
The resulting charity collaborated with TownLife to 
design an internal communication strategy to smoothen 
the merger of both organisational cultures.  

Development Initiative A collective of local businesses needed support with their 
marketing campaign to win an election about the launch 
of a local development initiative. 

Economic Index Students designed an internal project to create an 
economic index for the local town as a way of marketing 
TownLife’s capabilities and broadening its audience.   

Education Students collaborated with a local education provider to 
design a local outreach programme with the aim of 
creating positive destinations for pupils after graduation.  

Foundation The owners of a recently founded charitable foundation 
engaged TownLife to define its value proposition and 
design a fundraising strategy.  
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Media An owner-run media outlet looked to students from 
TownLife to analyse her current business situation, define 
measures to improve her effectiveness, and secure her 
succession. 

Medical Students helped a local medical professional with her 
marketing efforts. They were tasked to segment the 
market and to design a marketing strategy and 
implementation plan.  

Process Confronted with the lack of cohesion, the board of 
TownLife engaged students who had to terminate a 
project with an external client to investigate the internal 
lack of cohesion and advise the board on how to improve 
internal processes and enhance the exchange between 
different parts of the organisation. 

Recreation A local not-for-profit recreation provider sought help 
from TownLife to better attract visitors and use existing 
resources more efficiently. 

Social Enterprise Students supported a local social entrepreneur with his 
market research and business planning in order to 
effectively compete for funding. 

Tourism A regional tourism agency collaborated with the students 
in order to design an annual reporting platform for 
measuring its online marketing activities and 
effectiveness. 

Waste Solutions The team helped a collective of local businesses with 
their efforts to define the status quo of the town’s waste 
management and its issues and to think of solutions on 
how to better organise it.   
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7.3 Dual Positionality – At-Home Ethnography 
The developments in organisational ethnography towards greater participation illustrate 

that ethnography in in fact a continuum (see Appendix 3) with varying degrees of 

involvement and participation (Brannan & Oultram, 2012; Yanow, et al., 2012). 

Adopting “at-home ethnography” (Alvesson, 2009: 156) as my positionality in this 

thesis offered opportunities but was not without ambiguity and pitfalls (Alvesson, 

2003).  

 

Appendix 3 - Degree of participation - adapted and modified from Bryman & Bell 

(2011) by building on Agar (2008), Alvesson (2009) and Adler & Adler (1987) 

 
 

 Participant-observers, who are typically outsiders to the organisational 

environment they want to immerse in (van der Waal, 2009), have been found to grow 

(dangerously) familiar with the setting over the course of their fieldwork and might thus 

lose their naiveté and curiosity for the interesting banality and triviality of the 

organisational setting (Hirsch & Gellner, 2001; Neyland, 2008; Van Maanen, 2011). 

When I entered the field, I had already acquired a degree of familiarity and closeness 

with the organisational context and the people within. I went into the field knowing that 

what Agar (2008) labelled ‘professional strangeness’ was not possible for me to achieve  

– I was no stranger. It would be foolish of me to think that this situation was not a 

mixed blessing. 

 

On the one had, I did not require me time to “learn the ropes” of the 

organisation’s every-day life (Watson, 2011: 209), since I already had a good 

understanding of the organisational processes and inter-personal relationships. In fact, 

taking on the role as an ethnographer, I also had to articulate what I had already tacitly 

known about the organisational setting (Alvesson, 2003). I was in a position to pick up 



Appendix 

266 

on nuances in my observations and interviews earlier in the process than other 

researchers might have. On the other hand, it was obviously a serious concern of mine 

that I might had been too attached and close to the context; that I might had gotten 

distracted by my organisational responsibilities or lost my academic curiosity more 

quickly than participant-observers. In response, and due to the organisation’s operating 

on a semester-basis, I left the field for a few weeks during semester break to gain some 

physical and mental distance from the field (Tietze, 2012).  

 

7.4 Full List of Field Notes 
 

Appendix 4 - Full List of Field Notes 

FN_No Title 

FN_001 Meeting 1 with Legal Team 
FN_002 Kick-Off: Waste Solutions 
FN_003 Board Meeting 1 
FN_004 Medical Team Meeting 1 
FN_005 Kick-Off: Medical 
FN_006 TownLife Induction Workshop 1 
FN_007 Informal Gathering 
FN_008 Meeting with Finance Team 
FN_009 Medical Team Meeting 2 
FN_010 Team Leader: Development Initiative 
FN_011 Kick-Off: Recreation 
FN_012 Meeting with Development Initiative 
FN_013 Team Leader Meeting 1 
FN_014 Medical Team Meeting 3 
FN_015 Medical Update Meeting 1 
FN_016 Meeting with BM3 
FN_017 Operations Team Meeting 1 
FN_018 Conversation 1 with P10 
FN_019 Conversation with P2 
FN_020 Operations Team Meeting 2 
FN_021 Medical Team Meeting 4 
FN_022 Media Team Meeting 1 
FN_023 Kick-Off: Media Project 
FN_024 Media Team Meeting 2 
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FN_025 Waste Solutions Team Meeting 1 
FN_026 Workshop with P16 
FN_027 Meeting 1 with P7 
FN_028 Waste Solutions Team Meeting 2 
FN_029 Waste Solutions Update Meeting 1 
FN_030 Operations Team Meeting 3 
FN_031 Medical Team Meeting 5 
FN_032 Medical Team Meeting 6 
FN_033 Conversation with BM2 
FN_034 OP: Case Study Design Session 
FN_035 Conversation with TL1 
FN_036 Waste Solutions Team Meeting 3 
FN_037 Termination of C2 
FN_038 Medical Team Meeting 7 
FN_039 Conversation with C5 
FN_040 Waste Solutions Meeting with P17 
FN_041 Enterprise Week: BM6 keynote speech 
FN_042 Kick-Off: Education 
FN_043 Meeting 2 with P7 2 
FN_044 Media Team Meeting 3 
FN_045 Career Centre Event with Bain & Co. 
FN_046 Meeting 3 with P7 
FN_047 Board Meeting 2 
FN_048 Meeting 2 with Legal Team 
FN_049 OP: Workshop Design Session 
FN_050 Medical Team Meeting 8 
FN_051 External Case Study Workshop 1 
FN_052 Conversation with TL7 
FN_053 Medical Team Meeting 9 
FN_054 Operations Team Meeting 4 
FN_055 Operations Team Meeting 5 
FN_056 Media Team Meeting 4 
FN_057 Conversation 2 with P10 

FN_058 
Presentation of BM4 and BM5 to Enhancement Themes 
Fund 

FN_059 Conversation with P11 
FN_060 Waste Solutions Update Meeting 2 
FN_061 Internal Consulting Roundtable with P16 
FN_062 Conversation with TL1 
FN_063 Meeting with P8 
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FN_064 Conversation with P16 
FN_065 Meeting with Recreation Team Leader  
FN_066 Team Leader Meeting 2 
FN_067 Medical Update Meeting 2 
FN_068 Conversation with TL2 
FN_069 Board Meeting 3 
FN_070 Operations Team Meeting 6 
FN_071 Media Team Meeting 5 
FN_072 Medical Team Meeting 10 
FN_073 Meeting with external counsel 
FN_074 Board Meeting 4 
FN_075 Operations Team Meeting 7 
FN_076 Waste Solutions Team Meeting 4 
FN_077 Education Update Meeting 1 
FN_078 Education Team Meeting 1 
FN_079 Workshop with P8 
FN_080 TownLife Induction Workshop 2 
FN_081 Kick-Off: Foundation 
FN_082 Board Meeting 5 
FN_083 Board Meeting 6 
FN_084 Conversation with OP5 
FN_085 Kick-Off: Book 
FN_086 Kick-Off: Economic Index 
FN_087 Meeting 1 with Relations Team 
FN_088 Education Update Meeting 2 
FN_089 buzzMeeting 1 (cohort) 
FN_090 Meeting 3 with Legal Team 
FN_091 buzzMeeting 2 (cohort) 
FN_092 Board Meeting 7 
FN_093 Book Update Meeting 1 
FN_094 Meeting 2 with Relations Team 
FN_095 buzzMeeting 3 (cohort) 
FN_096 Introduction: Castle Project 
FN_097 Workshop with P6 
FN_098 Education Team Meeting 2 
FN_099 External Case Study Workshop 2 
FN_100 Education Team Meeting 3 
FN_101 Meeting 4 with Relations Team 
FN_102 Feedback: Development Initiative 
FN_103 Feedback: Medical 
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FN_104 Economic Index Update Meeting 
FN_105 Kick-Off: Accommodation 
FN_106 Presentation: Foundation Project 
FN_107 Feedback: Process Project 
FN_108 Kick-Off: Charity 
FN_109 Internal "station" Workshop 
FN_110 Board Meeting 8 

 

7.5 Reflexive Diary 
Drawing on my reflexive diary, there were some surprising self-discoveries with 

regards to the duality of my positionality in the field, some of which I would like to 

reiterate here. Overall, due to the intertwined nature of my roles as researcher and 

insider, it was unsurprising that both roles would affect each other, that is 1) my 

research mandate had an impact on my role as member of the organisation and 2) my 

organisational role had an impact on my research. Generally speaking, I was under the 

impression that participants primarily perceived me in my role as Director – if they had 

any reservations about my research, they did not reveal those to me personally and I did 

not sense them during meetings.  

 

Knowing that the quality and breadth of my data set relied on my own 

observational efforts, I increased my involvement in the organisation by attending more 

meetings than I usually would have. Once I was in a meeting, I could rarely remain 

silent since I was asked task-related questions or for my opinion as Director. As a result 

of my increased involvement, I had more face-time with members of the cohort and had 

gotten to know them better professionally and personally. Simultaneously, although I 

felt better informed, my workload and time commitment to performing organisational 

tasks equally increased; not least because the perception of my role as Director seemed 

to shift towards that of a liaison between the two divisions of TownLife. I must had 

appeared to be more available to team leaders who approached me with their questions 

instead of the two Heads of Consulting. At the same time, it was pointed out to me that I 

had become the mediator among the members of the executive board. On another note, 

the conversations and interviews I had with members of the organisation seemed to 

shape my analysis and understanding of the relational underpinnings of the 
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organisation. As a Director, I felt privileged that have that level of information and 

degree of insight.  

 

That said my organisational role also affected my research mandate. In a team 

leaders’ meeting, facilitated by the two consulting mentors, several team leaders pointed 

out to their mentors that they should not attend their team meetings but rather meet with 

team leaders separately if they had a need to discuss things because consultants felt 

intimidated by their presence, which torpedoed the effectiveness of their meetings. This 

request was extended by some team leaders to me as Director. As a consequence, I was 

excluded from individual team meetings not because of my role as a researcher but 

because of my role as a supervisor, which prevented me from collecting data in some 

instances. In addition, I could not cast off my organisational role during interviews. 

Especially during the first couple of semi-structured interviewees I intentionally tried to 

remain detached and ‘scientific’ but it seemed inauthentic to me. I had learned to 

embrace and use my organisational knowledge so that interviews were still semi-

structured - as they roughly followed the talking points I had prepared for each 

interview - but had the feel of a conversation to it where interviewees had sporadically 

asked my opinion. 

 

I am convinced that my positionality yielded a differentiated and rich data set 

that captures the complexities of the organisation and the relations that underpin it and I 

believe my dual role, the insider knowledge and established relationships, to be the 

reason for that.  
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7.6 Data Structure: Micro Learning Processes 
Appendix 5 - Data Structure: Micro Learning Processes 

1st Order Concepts 2nd Order  
Themes 

Aggregate 
Dimensions 

Acknowledging Inexperience 
TL8 about her inexperience as team leader: “In the beginning we didn't really… I mean, 
obviously you don't really know what you are doing when you start off because as a team 
leader you are like ‘oh, wow consultancy project, what do you do?’” (TL8) 
 

Realizing Need  
to Develop 

 
In light of their own 

shortcomings, 
students realized the 
need to develop in 

order to successfully 
enact  

their roles. 

Emergent 
Learning 
Processes 

 
Emergent 
learning 

processes were 
unintentional 
and unfolded 
as students 

engaged with 
their 

professional-
like roles and 

the people 
around them. 

Adapting 
TL2 about managing the relationship with CM10: “I don't know what the optimal number 
of contacts with your client is. I just came off an internship […] [where] I saw people who 
manage client relationships. […] So then I didn't know if that should cross apply to client 
management with TownLife; so initially I tried to do that […] and then I got the feeling 
that [CM10] didn't really care that much so I just eased off.” (TL2) 
 
Relying on Gut Feeling 
BM2 on defining his role as a mentor: “I shaped [my role] independently […] so therefore I 
felt free to shape mine however I felt.” (BM2) 
 

Familiarizing  
with Roles 

 
Students employed 
different techniques 

to familiarize 
themselves with 

their organisational 
roles. 

Acting Upon Experience 
C12 on his matchmaking activities: “From experience because my internship last summer I 
was mostly trying to find contact as well; so the usual formula is sent an email, follow-up 
phone call if possible after two days, three days, make them realise that you actually exist 
because they usually don't read your email because it's generic; and then phone call you 
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make them read the email and then you see where that gets you.” (C12) 
 
Conducting Research 
BM3 was tasked with designing a handbook: “BM3 further explained that he had begun 
working on the handbook and updating the calendar. He even researched corporate 
handbooks for inspiration. He told us that he wanted to wait with issuing the handbook 
because he did not want to ‘formalise it right away’.” (FN_082 – citing BM3) 
 
Seeking Advice 
BM4 on designing her first case study training: “It was completely new to us. First there 
was confusion over that what it was we had to do so we really had to talk to BM6 to get an 
idea on that. […] And having his input on the case study night was invaluable.” (BM4) 
 
Shadowing 
OP3 on her first meeting with a partner (P9): “BM5 took the lead and I was able to see 
what sort of questions I should be asking. […] [It] was nice to have BM5 take the lead 
because otherwise that would have been a lot for a first ever meeting (chuckles).” (OP3) 
 
Board and Operations Members: “Make everything run smoothly.” 
OP3 on the role of the operations team: “Make everything run smoothly. […] The 
consultants have their role and you leave them to do that but operations and does 
everything behind it, the other parts to make the whole of TownLife function.” (OP3) 
 

Enacting  
Roles 

 
A volunteer’s 

learning experience 
was tightly linked to 

enacting 
professional-like 

Team Leaders: Managing Project Teams 
TL7 about the role of BM2 as her former team leader: “He [BM2] did a lot in terms of well 
firstly making sure that we are on top of our game and then was organising things we did 
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together, organising the meetings, organising all of us in general, organising client 
meetings, communicating things to the client or anything that needed to be communicated 
to the client or questions asked to the client and BM2 would do that. Also in terms of 
making sure that we were prepared for some of the meetings, that we prepare the write-ups 
for the client meeting.” (TL7) 
 

roles within the 
organisational 

context of TownLife. 

Consultants: Solving Problems 
On their way out of a team meeting, TL1 and BM5 talk about the underlying problem of 
their waste management project: ‘On the way out, TL1 approached BM5 and said that the 
thought BM5 was right with the analysis of the situation; they did face an awareness 
problem and it was their task to tell the client. He mentioned that he thought the client 
underestimated the problem and the complexity of a solution, not to speak of the 
implementation of such solution.’ (FN_055) 
 
Developing Confidence 
C14 on his heightened confidence: “Obviously I wasn't at the final presentation […] but the 
clients were so so impressed with what we’d handed them. Really just again, it was the 
confirmation that we could do this. Every semester I think I'm getting more and more 
confidence in my abilities as a consultant.” 
 

Co-Developing  
Personal Growth 

 
Through enacting 

their roles and 
engaging with the 

people around them, 
students developed 

personally. 

Developing Skills 
BM3 on learning to handle criticism constructively: “I'm almost taking pride for taking 
criticism because I like to think that I can take it, process it and do something about it. […] 
The biggest learning experience of the TownLife so far was that transition phase from 
working in recruitment to becoming a board member and the problems we encountered 
along the long way and taking it on the chin, not quitting but realigning what we are doing 
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to work better the semester.” (BM3) 
 
Understanding Organisational Issues 
TL1 on learning to manage an organisation: “I have learned that above all people are at the 
centre of organisations. People are ultimately responsible for both the failures and the 
successes of organisations.” (TL1) 
 
Supplementing Academic Curriculum 
OP3 on the purpose of TownLife: “I would definitely say helping the community but also 
developing students, it is definitely a two-way, dual role. […] You develop skills that you 
don't necessarily get in the classroom. […] I definitely think I'm learning and I enjoy doing 
something that is so unique, something that should be on a roll close to uni because I need 
all those skills post uni.” (OP3) 
 

Transferring  
Learning 

Experiences 
 

Students seemed to 
be able to utilise 

their learning 
experience outside 
of the confines of 

TownLife. 

Enhancing Employability 
C14 about utilising his skills in recruiting situations: “I definitely think I have become a lot 
more confident in team situations, particularly I have noticed the difference in assessment 
centres for companies; a lot of the skills gained from TownLife have been put to great use 
in these environments. I've got a 100% success rate at interviews and that's with big 
companies as well.” (C14) 
 
Training 
C4 remembers a group training session: “We learned about the different stages of the team. 
[…] Yeah, I think that was actually a good experience. I distinctly remember how we had 
to say what we were good at or what we thought was important in the team. […] It was a 
fun bonding experience, doing something for the team, having a good time with it.” (C4) 

 
Structured  

Learning Processes 
 
 

Deliberate  
Learning 
Processes 

 
Deliberate 
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 Students 
intentionally used 

elements of informal 
learning and peer 

engagement to 
facilitate their 

learning experience. 

learning 
processes were 
intentionally 

used by 
students to 
facilitate or 
constitute 
student 

learning. 

Mentoring 
BM4 on her relationship with her mentor BM6: “I think it was quite crucial then because 
we were still so uncertain about a lot of things and just having someone say, ‘why worrying 
about it’; just like the reassurance that we most definitely needed. […] But just having that 
sort of person who you can go to… and he was really good for that […] he made time if 
you needed it.” (BM4) 
 
Reorienting 
BM2 about his evolving motives for staying engaged: “It’s definitely shifted more towards 
skills and caring about the community rather than… before it was more ruthlessly CV. […] 
much like my other priorities have shifted over time more to […] caring less about the 
money […| and more caring actually about the skills and what I’m learning and not purely 
how it sounds on my CV.” (BM2) 
 

Liminal  
Learning Processes 

 
Liminal learning 
referred to partly 

deliberate and partly 
emergent processes 

that  
constituted learning. 

Peer Sharing & Reflecting 
TL1 about his inner reflection prompted by peer feedback: “I think that especially because 
of the feedback I received from my team, I realise now that things I thought that don’t 
matter along the lines of culture or whether people are enjoying themselves really, which I 
didn’t really think about… not don’t matter… but I didn’t really think about, are actually 
important for how people feel in the project; that is definitely another skills that I have 
learned I think […] to put yourself in their position.” (TL1) 
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7.7 Tasks of the Operations Team 
Appendix 6 - Tasks of the Operations Team 

Activity Illustrative Data Item 

Managing finances BM5 explained to OP5 that, as part of her role, together they 
would be responsible for filing the annual accounts in May 
2015. BM5 showed her the financial reporting tools and 
spreadsheet that had been designed during the summer and the 
receipt filing system. (FN_008) 
 

Handling statutory 
obligations 

OP2 asked if we could move on to discussing the CIC report. 
She turned her laptop to us and talked us through the single 
sections of the CIC Report template issued by the Regulator. 
(FN_048) 
 

Managing IT 
infrastructure 

BM3 and OP9 briefly discussed the blogging schedule and the 
new calendar function on the website. OP9 pulled up the 
URL. BM3 brought up the website on the wall. OP9 
mentioned the ‘subscribe function’ to which BM3 suggested 
that it would be good to have a ‘colour key’. OP9 asked about 
the order of the ‘people’s page’. The two agreed on the order 
and categories of the page. (FN_54) 
 

Designing training 
sessions 

The discussion shifted back to a dialogue between BM3 and 
BM4 and OP8 and OP4 who then discussed the necessity of 
Excel data analysis skills. OP8 suggested that she could run a 
poll in the cohort about their favourite skill sessions. BM4 
mentioned that we could cooperate with EY on presentation 
skill training. They agreed on hosting a presentation skills 
training with an element of Excel data analysis and 
presentation; data sets from former projects could be used to 
make it relevant to consultants’ work. (FN_089) 
 

Acquiring projects BM2 told the team that he would like to set up a systematic 
relations cycle that could be used as a blueprint for each 
cycle. He wanted to design a checklist for the Relations team. 
We agreed […] acquiring new clients through existing 
contacts and by generating own project ideas might be the 
most promising venues. (FN_087) 
 

Marketing TownLife Atlas mentioned that since we had updated our Facebook 
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group with the latest photos from the external training, ‘likes’ 
and ‘visits’ have increased significantly. He opened the 
Facebook page on his laptop and the group photo appeared. 
(FN_030) 
 

Recruiting new 
members 

“Effectively there were three stages of assessment, they 
weren't necessarily that transparent to the people we were 
assessing but obviously to us we had like a three-step system; 
pulled them out of the room, which was inconvenient with 
what they were trying to do with the case study, but we gave 
them a quick interview and that obviously was part of the 
assessment; they had in the case study where they were 
getting observed, our members were facilitating them - I think 
they really enjoyed that, our consultants getting to know who 
they were going to work with and having a say in it. And then 
the presentations, which we didn't judge too harshly but it 
definitely helped round a few areas off which we otherwise 
didn't know about.” (BM3) 
 

 

7.8 Enacting the Role of Board and Operations Members –  
Measures to Improve Cohort Cohesion 

Appendix 7 - Enacting the Roles of Board and Operations Members - Measures to 

Improve Cohort Cohesion 

Activity Illustrative Data Item 

Installing consulting 
representative 
(mediation) 

“ […] they can go to TL2 and say ‘I would like to keep this 
anonymously’ if that is their wish, maybe they just want him 
to mediate but I think that is his role to react to people's 
complaints and worries that they might have when it comes to 
relationships with people within the organisation.” (OP8) 
 

Introduce board 
elections 
(democratisation) 

After BM4 left the meeting, BM3, BM2 and BM1 discussed 
the possibility of electing the new board rather than 
appointing it. […] The discussion was postponed until the 
meeting with the project team. (FN_047) - First elections 
were held a couple of week after my exit of the field.  
 

In person operations 
updates (transparency) 

OP8 and OP4 kicked off the session by welcoming the cohort. 
They announced that before they would ask Partner16 to 



Appendix 

278 

facilitate the workshop, they would like to ask the Operations 
team to talk briefly about their tasks. Everybody at the 
Operations team table stood up and informed the cohort about 
their responsibilities. (FN_061) 
 

Collective cohort 
meetings (collectivity) 

“I definitely think that was a good idea to have a liaison 
between consulting teams and can play a part in operations as 
well. The buzzMeetings I wasn't entirely convinced of them at 
first but having been to one, I really enjoyed the fact that 
operations were having a meeting at the same time as we 
were; it was good because it sort of felt like that we are sort of 
the same now.” (C14) 
 

Opening up decision 
processes 
(participation) 

“The idea though and that consultants were involved in the 
[recruiting] process like that… I really found that helpful! I 
know that particularly BM3 told me afterwards based on the 
interviews they wouldn't have put through some of the people 
that we put through but obviously the consulting skills are the 
most support things and some people just don't generally 
interview well, that's the thing; I definitely think that should 
continue, it was a great experience for us as well.” (C14) 
 

 

7.9 Developing Skills 

7.9.1 Consulting 

Appendix 8 - Developing Skills: Consulting 

Skill Illustrative Data Item 

Analysing “It was a lot of data analysis. So after we had all the survey 
results in - analysing the data, calculating the different 
correlation and different aspects of it, and […] forming 
different categories from the data and things like that.” (TL7) 
 

Collecting data “I think when I’ll be confronted with actual real world issues 
and situations where you have to contact people to find out 
information and to actually try to discern a problem, which 
seems quite overwhelming at the beginning, this will be 
useful.” (TL1) 
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Identifying problems “I guess the problem is that they don't even see how it holds 
together. You can't fundraise as a charity until you have a role 
to play. They are in a tricky spot because as a foundation you 
have to play multiple roles, so we need to know how they are 
going to engage with the community because that would 
determine how they are going to raise money, it will 
completely determine that. That's why we had to go a step 
back with what we're doing with them, I guess dig in what the 
whole purpose is.” (C7) 
 

Solving problems “And they are so dedicated to working Christmas lights - it's 
like £100,000 for Christmas lights but they are so stuck on. So 
we are trying to say if they brand themselves as community-
oriented maybe they need to do something that's more 
community involvement rather than having one month a year 
Christmas lights up. So one of our suggestions for them is 
they could have an application system where people apply for 
different projects and apply for funds and they do them jointly 
together because they don't know what projects they want 
installed in town; all they know is that they want to make the 
town better. So we think that could raise publicity for them as 
well if they have people applying to them for projects and that 
would give them ideas the project as well so they can choose 
the best ones.” (TL5) 
 

Writing reports “There were a couple of smaller projects throughout the 
internship where we were working just as the interns or in 
teams of interns and in both of those situations I kind of took 
on more of her leadership role within the team. […] I felt like 
I had a bit… not a clear advantage over everyone but I was 
just a little bit more comfortable than some of the other 
interns in […] presenting in a more professional report style.” 
(BM1) 
 

 

7.9.2 Communicating 

Appendix 9 - Developing Skills: Communicating 

Skill Illustrative Data Item 

Confronting peers “I feel like I have learnt both people skills, both in terms of 
dealing with people not doing their work, dealing with 
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people to do their work, dealing with people telling me that 
I need to do my work. […] It is people skills in terms of 
that, how to confront people - and I think I did that last 
semester, that's why OP10 and OP1, I still totally discuss 
work with them or chat to them and it's fine.” (OP3) 
 

Handling criticism “I was recently discussing that as part of my assessment 
centre as a reflection, about taking criticism. It sounds a 
little bit weird but I'm almost taking pride for taking 
criticism because I like to think that I can take it, process it 
and do something about it. […] The biggest learning 
experience of the TownLife so far was that transition phase 
from working in recruitment to becoming a board member 
and the problems we encountered along the way and taking 
it on the chin, not quitting and realigning what we are 
doing to work better the semester.” (BM3) 
 

Leading conversations “I gained confidence in […] how to steer a conversation; 
with our clients obviously that was interesting at the 
beginning because they had so much to say but how do you 
actually accomplish your objectives at the meeting, the 
ones you come in with – taking into account the fact that 
you know, conversations are kind of natural, they evolve 
and you have to really be on track […] but I think, I am 
able to control this now much more.” (TL1) 
 

Listening “The fact that they knew more than us also helped me 
develop the skill of not speaking all the time; I have a 
tendency to […] dominate tutorials and these kinds of 
situations, which I stop myself now.” (TL1) 
 

Speaking publicly “Also presentation skills I think I've gotten better at 
speaking publicly to whatever size of group it is and I've 
become more comfortable with it through the experience 
last year with our presentation skills session and the final 
client presentation.” (BM1) 
 

Speaking clearly “I definitely think that TownLife has made me more 
articulate because a lot of the time of just going ramble 
about other things […] I wouldn't sort of beat around the 
point like I used to do. […] I know what I want to say and I 
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can say it now.” (C14)  
 

 

7.9.3 Organising 

Appendix 10 - Developing Skills: Organising 

Skill Illustrative Data Item 

Designing a workshop “TownLife has been a massive asset more so than expected 
because it is not actually the training sessions and those things 
that you talk about. […] When we did the thing a case study, 
we actually designed the case study and knew the responses 
and developed our own answers to it and considered 
ourselves; we actually saw what the people in those 
assessment centres might be looking for, we got into the 
minds of people at McKinsey when they look at their 
recruitment. That was […] a big learning experience when we 
designed that training session.” (BM3) 
 

Organising 
responsibilities 

“Other than that I guess it's also been a good test in terms of 
forcing me to become more organised with my 
responsibilities academically and for TownLife and then for 
other extra-curriculars as well. So I've become in general 
more organised in my day-to-day life and more forward 
thinking, I guess.” (BM1) 
 

Recruiting “The original system was an application form and then an 
interview, and we conducted about 30 interviews which took 
up a lot of our time and we thought maybe we weren't 
assessing them in the right way because of the amount of 
people that were leaving, maybe we were finding the wrong 
people. Then we decided to change that second stage, we 
shortened the application form so that it gave a little bit of 
more accessibility into it but still enough to filter people out if 
we were inundated with applications. And than we took them 
to an assessment centre, […] taking them into that 
environment was completely different, it gave them a bit of an 
insight into what TownLife is; it acted as a workshop than 
anything else.” (BM3) 
 

Scheduling “On top of that it has […] developed other skills such as time 
management and has made me more organised as well; […] 
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meaning that, ‘okay, I can actually pack a lot of things in one 
day instead of the whole week’ … It has made me more 
organised because I have so much to do I really have to start 
planning it out right. […] For example basically I'm in the 
library from nine till eight - because of other commitments; 
instead of dumping all the other commitments, it can actually 
be done.” (C9) 
 

Working 
collaboratively 

“I think I definitely learned something about how I work in a 
team, what sort of team member I am, which is always 
interesting and good to know as well. Well, I definitely 
improved my team working skills and my communication 
skills with the team members and personally I developed my 
listening skills (laughs) … ‘I will let them speak because they 
have great ideas too’ - that is kind of embarrassing to admit 
(laughs). Yeah, it was a good experience… like teamwork, 
how about that?” (C4) 
 

 

7.9.4 Managing 

Appendix 11 - Developing Skills: Managing 

Skill Illustrative Data Item 

Delegating “Maybe understanding leadership more, I think. […] In the 
beginning I really wanted to take on a lot myself to prove that 
I’m not off-loading work on people and then C14 told me that 
‘if you give me more work, I know that you still have a lot of 
work… so don’t think that you’re just dumping stuff on my 
and that I’m gonna say that you don’t do anything, ‘cause that 
won’t be true’. That made me realise that yeah, maybe my 
team realises that I’m not just like chilling all the time and 
just telling them what to do. And at that point I realised that I 
can give them, that I can delegate tasks.” (TL1) 
 

Hosting meetings “Now you realise a general framework, a general approach 
that you can apply across the board when faced […] how to 
coordinate meetings. Sometimes I have to lead other meetings 
outside TownLife, it is helpful to have a framework to use.” 
(C12) 
 

Managing businesses “This year it’s more learning about […] finessing, in terms of 
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cohesiveness, culture, facilitation […] communication. […] 
This has been the natural knock-on effect, which is rather nice 
… about finessing and managing a rather large group of 
people in this vague, broader sense, rather than just managing 
a small team.” (BM2) 
 

Managing clients “I was able to guide them to not say these things that didn’t 
matter to our projects at all and I think the ability to 
summarise what they were saying to really stay on track, to 
capture the key points and capture the actual steps that we 
have to take because that is ultimately what matters; the worst 
situations for me after the meeting would be not knowing 
what we are supposed to do, what they are supposed to do. 
[…] I really think that I developed upon that… so then, every 
single topic that we were covering at the end, I literally kind 
of summarised what each of us has to do and then send an 
email saying again what we have to do for my own benefit 
and for their own benefit, so that was something that was 
great, I think!” (TL1) 
 

Managing projects “And also more general, setting the scope of the project, 
initially project planning, setting the goal of the project, what 
you have to deliver… that was a very useful framework to 
have as well.” (C12) 
 

Managing teams “I've definitely learned a lot about working with other people 
and manage people to make progress. […] It's never easy and 
I find it very interesting. It's been a learning process of how to 
relate to different people and be able to understand who they 
are and how to best motivate them individually, that's been a 
learning process.” (TL5) 
 

 

7.10 Understanding Organisational Issues - Facets of Community 

Organisations 
Appendix 12 - Understanding Organisational Issues - Facets of Community 

Organisations 

Theme Data example 

Mission They were in the process of becoming a registered charity and 
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serve the community in different ways. They […] raise money 
and awareness for different problems in the local community 
– especially social problems related to kids. (FN_081) 
 

Client Base C11 took out the demographics for the town and remarked 
that CM10’s client base is relatively old compared to all of 
thw town. CM10 said that he would like to attract a younger 
client base. (FN_068) 
 

Competition The discussion came back to competitors. CM10 told us about 
the NHS practice who had moved into the community hospital 
premises and seemed very “clinical”. He said that the dentist 
over there was a good dentist, which appeared to be a problem 
for him because people do no switch dentists unless they have 
a really bad experience. (FN_005 – citing CM10) 
 

Resources CM12 further said that they have not capitalised on their 
volunteers’ expertise. They have 25 paid staff. On busy days 
there are usually 14 and on rainy days there are maybe 10. 
CM11 mentioned that by increasing the number of volunteers, 
costs could be reduced and profitability increased. Funds 
would become available and could be reinvested in the park. 
(FN_011) 
 

Services They talked about the amenities and that more work needed to 
be done. The ‘Dutch Village’ might be one attraction that has 
not been used in the past. It is a listed building and could be 
redone at “great cost”. CM12 was convinced that it would be 
“extremely popular”. Another amenity they would like to 
develop was the “Lodge”. They mentioned that it could be 
used for education purposes where kids could learn about 
plants, trees and the forest in general. (FN_011 – citing 
CM12) 
 

Structure TL6 asked about the steps forward if they get a “yes vote”. 
CM15 explained that they would have to form a company and 
elect board members. Such board would not necessarily 
consist of the members of the current Steering Board. 
Following the nomination of the board, the 5-year business 
plan would need to be confirmed. The business plan would 
contain all the deliverables they “guarantee” to achieve. On an 
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annual basis the board would be held accountable based on 
the information provided in the business plan.” (FN_023 – 
citing CM15) 
  

Marketing TL2 opened the meeting the second we sat down. He asked 
CM10 about his former marketing efforts. CM10 mentioned 
several attempts (e.g. leaflet drops, advertising in a paper) and 
promised to send TL2 a more comprehensive list in the next 
couple of days. (FN_067) 
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7.11 Data Structure: Relational Nature 
Appendix 13 - Data Structure: Relational Nature 

1st Order Concepts 
2nd Order  
Themes 

Aggregate 
Dimensions 

Humanizing 
Notes from the second update meeting for the waste solutions project. C9 told the 
community members that he had been kicked out of a local business he wanted to survey: 
‘CM14 told C9: “I did not want you to feel badly.” Had she known how the business would 
react, “I would have gone in with you” … “so sorry”. […] CM14 and CM15 packed their 
things. CM14 walked to C9, patted his arm and apologised for the bad experience with the 
business. They all laughed. The women left.’ (FN_060) 
 Equality 

 
The (perceived) state 

of being equal in 
terms of how people 
regard one another 
and work together. 

Relational 
Nature 

 
The social 

intricacies of 
an inter-
personal 

relationship 
captured by its 

quality, 
exchange 

dynamics and 
mode of 

governance. 

Reciprocity 
Notes from a feedback discussion with the beneficiaries of the development initiative, 
illustrating the value working with students generated for them: ‘CM15 mentioned that she 
was not sure until the very end what they would get out of it. […] CM15 admitted, “we 
thought it was a very simple project, maybe it wasn’t.” […] “Half way through it, I thought 
it might be useless” and then she was “really, really impressed”, “it has been worthwhile” 
and “what we get out of it is really useful”.’ (FN_102) 
  
Convenience 
TL6 on the frequent exchange between the team and community members: “Absolutely! I 
think the fact that we had meetings regularly sort of helped to structure the project in a 
way, it would have been difficult otherwise.” (TL6) 
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Amity 
OP3 about forging friendships and intensifying acquaintances: “I don't relate to everyone 
in TownLife but there are some people I developed friendships with, especially TL5 and 
C4 but that is also because classes would overlap; and even OP10, she is in my classes but I 
would chat to her more now. So I have definitely met good people, like-minded people, and 
also people I don't like as well but it is an interesting mix.” (OP3) 
 
Connectedness 
C8 on staying connected with the team outside of an organizational space: “I would say 
that face-to-face was more important than Facebook. Because we had lectures together if 
there was something we didn't say during a meeting we would catch each other up before 
or after a lecture […] and be like ‘oh, can you do this’.” (C8) 
 
Cohesion 
TL7 about her team sticking together and enjoying themselves at presentation training 
night: “In our team we sort of decided initially that […] we were going to present it but it's 
not a formal presentation so we will have a bit of fun. […] So we did it in a way more 
informal, friendly manner and decided that every time before someone had to go up we 
would do the secret handshake and then go up, we did that.” (TL7) 
 
Commitment 
BM3 on excitedly sacrificing his free time and studies for TownLife: “I am excited for it. 
[…] TownLife was actually something that I sacrificed my studies for occasionally in a 
healthy way that you had so much drive for it and motivation to get involved that you 
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found time for TownLife. […] I felt from my standpoint, you spend a fair amount of time 
with TownLife out of your student life, which if not anything else you are sacrificing 
aspects out of social life especially when it is taking place in the evenings like it does.” 
(BM3) 
  
Superiority 
TL1 on being less competent than his beneficiaries: “There were some points where we 
were not sure about what we were saying. And they knew what they were saying. This 
discrepancy didn’t really feel good. And they knew more!” (TL1) 
 

Imbalance 
 

Disparity or lack of 
harmony, perceived 

by one or both 
parties, in terms of 
how people regard 

each other and work 
together. 

Dissonance 
TL8 about CM3’s lack of interest in the project: “I guess we tried to talk a lot but in 
comparison to for instance BM2, they had a very close [relationship]… or even this 
semester with CM10 he was way more interested in what we were doing than CM3 was.” 
(TL8) 
Discontent 
Note on a meeting with the team leaders of the education project where they expressed 
their disappointment about a changed project scope: ‘P12 and C14 were already sitting at a 
small coffee table. They told me that they were upset with the way the project has changed 
its focus. They explained that they were under the impression that their capabilities were 
not fully utilised in the project.’ (FN_100) 
 
Reluctance 
TL7 on he reservations about C6: “I knew C6 and when I got to know that he was 
recruited, he was the guy I was praying ‘please not on my team, please not on my team’. 
[…] Because I know him from outside of TownLife not really as a friend […] he signs up 
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for stuff but never does the work, he signs up for his CV or whatever. So I just did not want 
to do with that […] I would have to be harsh with him, which would rub off outside.” 
(TL7) 
 
Estrangement 
OP3 on being alienated by her peers’ behavior: “Last semester was really good in that I 
was developing and running more things but also very frustrating, it kind of took the fun 
out of it […] if it is not fun, why put yourself through having to pick people up all the time, 
that should be part of the role that everyone's as keen as one another to get a job done. So 
that was frustrating. It is not tense now, I see OP10 and OP1 and it is totally fine but at the 
time it was frustrating.” (OP3) 
 
Disparity 
TL8 on the disparity in her team because of disengaged members: “C7 joined later, which 
was really helpful but then he wasn't there at the beginning and we had that initial 
teambuilding phase… We learned about the cycle, right – of a team? I think it is hard to be 
in the cycle if people are coming and leaving; I think that was the main issue. I guess until 
the end we weren't really a fully functioning team.” (TL8) 
 
Separation 
TL1 about excluding a member who did not pull her weight: “I was a bit excluding her 
from the team in a way… I was sending her things to do; I wasn’t count on the fact that she 
was going to do anything.” (TL1) 
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7.12 Data Structure: Relational Impact 
Appendix 14 - Data Structure: Relational Impact 

1st Order Concepts 2nd Order  
Themes 

Aggregate 
Dimensions 

Empowering (Behaviours and traits in an inter-personal relationship that make it possible 
for actors to learn and develop in the first place) 
TL6 about how TL7 empowered his role enactment as a consultant: “I think TL7 was firm, 
she pushed us to work hard but she also knew that we had other commitments. […] I can 
only praise her leadership, I think she was great at teaching me what I needed to do and the 
steps I need to take for things that were completely new for me; I have never done this kind 
of consulting work before and meeting with clients, how to ask the questions, she was great 
in sort of mentoring me through that process.” (TL6) 
 

Enabling  
(Light Side) 

 
Behaviours and traits 
in an inter-personal 

relationship that 
made it possible for 

actors learn and 
enhanced an actor’s 

experience. 

Relational 
Impact 

 
Outcomes of 
inter-personal 
relationships 
on an actor’s 
experience or 
perception of 

events. 

Facilitating (Behaviours and traits in an inter-personal relationship that enhance an actor’s 
learning experience or reduce the effort required to complete a certain task) 
C14 about how community members facilitated his role enactment: “All the questions we 
were putting to them we got very very straight answers and very very clear answers, that 
for a project team is extremely useful. […] It was extremely clear what they wanted and the 
ideas we were putting forward to them… we were getting a clear yes or a clear no it wasn't 
sort of a, ‘you could do this’, it was ‘you will do this’ or ‘you don't need to this’.” (C14) 
 
Prohibiting (Behaviours and traits in an inter-personal relationship that prevent learning or 
make it impossible in part for actors to experience an event) 
Note from a team leader meeting where it was decided that mentors would be prohibited 

Constraining 
(Dark Side) 
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from attending future team meetings: ‘TL7 also mentioned that “not having somebody from 
the board” in the team meeting was better. When they were present it “feels more 
imposing”. She concluded that the “majority of team meeting should be without them”. 
TL5 confirmed that she heard the same thing from her team members. BM2 explained that 
it was the same last year when Zeus had informed him that he would sit in the team 
meeting.’ (FN_066) 
 

Behaviours and traits 
in an inter-personal 

relationship that 
prevented actor’s 
from experiencing 
certain events and 
harmed an actor’s 

experience or 
perception of events. 

Impairing (Behaviours and traits in an inter-personal relationship that harm or damage an 
actor’s experience or perception of events) 
Note from a conversation with members escalating their concern about being misused by 
community members, which impaired their experience: ‘TL2 and TL7 (both acting 
consultants at that time) expressed concerns that they felt misused and underutilised. They 
explained that the focus of the project had shifted and that […] they were not happy with 
that work as they felt as if the project had come to a halt, they were doing the same things 
over and over again.  […] They were successful at what they did but it was not what they 
signed up for as they did not feel stimulated in their current work.’ (FN_098) 
 



Bibliography 
 

 

292 

8 Bibliography 
AACSB, 2011. Globalization of Management Education: Changing International Structures, 

Adaptive Strategies, and the Impact on Institutions [WWW Document]. URL 
http://www.aacsb.edu/-/media/aacsb/publications/research-reports/aacsb-globalization-of-
management-education-task-force-report---2011.ashx?la=en (accessed 11.08.17). 

AACSB, 2002. Management Education at Risk - Report of the Management Education Task Force to 
the AACSB—International Board of Directors [WWW Document]. URL 
http://www.aacsb.edu/~/media/AACSB/Publications/research-reports/management-education-
at-risk.ashx (accessed 3.4.16). 

Abes, E.S., Jackson, G., Jones, S.R., 2002. Factors that Motivate and Deter Faculty Use of Service-
Learning. Michigan Journal of Community Service Learning 9, 5–17. 

Adler, P.A., Adler, P., 1987. Membership Roles in Field Research, Qualitative Research Methods 
Series Vol. 6. Sage Publications, Thousand Oaks, CA. 

Adler, P.S., Kwon, S.-W., 2002. Social Capital: Prospects for a New Concept. Academy of 
Management Review 27, 17–40. 

AEE (Association for Experiential Education), 2016. What is Experiential Learning? [WWW 
Document]. URL http://www.aee.org/what-is-ee (accessed 10.3.16). 

Agar, M.H., 2008. The Professional Stranger. An Informal Introduction to Ethnography, 2nd ed. 
Emerald Group, Bingley. 

Ahearne, M., Lam, S.K., Kraus, F., 2014. Performance Impact of Middle Managers’ Adaptive 
Strategy Implementation: The Role of Social Capital. Strategic Management Journal 35, 68–87. 

Akrivou, K., Bradbury-Huang, H., 2015. Educating Integrated Catalysts: Transforming Business 
Schools Toward Ethics and Sustainability. Academy of Management Learning & Education 14, 
222–240. 

Alonso, F., Manrique, D., Martínez, L., Viñes, J.M., 2015. Study of the Influence of Social 
Relationships Among Students on Knowledge Building Using a Moderately Constructivist 
Learning Model. Journal of Educational Computing Research 51, 417-439. 

Alvesson, M., 2009. At-Home Ethnography: Struggling With Closeness and Closure, in: Ybema, S., 
Yanow, D., Wels, H., Kamsteeg, F. (Eds.), Organizational Ethnography: Studying the 
Complexities of Everyday Life. Sage Publications, London, pp. 156–174. 

Alvesson, M., 2003. Methodology for Close up Studies: Struggling with Closeness and Closure. 
Higher Education 46, 167-193. 

Alvesson, M., 1996. Leadership studies: From Procedure and Abstraction to Reflexivity and 
Situation. Leadership Quarterly 7, 455-485. 

Alvesson, M., Deetz, S., 2000. Doing Critical Management Research. SAGE Series in Management 
Research. Sage Publications, London. 

Alvesson, M., Hardy, C., Harley, B., 2008. Reflecting on Reflexivity: Reflexive Textual Practices in 
Organization and Management Theory. Journal of Management Studies 45, 480–501. 

Alvesson, M., Kärreman, D., 2011. Qualitative Research and Theory Development: Mystery As 
Method. Sage Publications, London. 

Alvesson, M., Sköldberg, K., 2009. Reflexive Methodology: New Vistas for Qualitative Research., 
2nd ed. Sage Publications, London. 

Alvesson, M., Sköldberg, K., 2000. Reflexive Methodology: New Vistas for Qualitative Research. 
Sage Publications, London. 

Andersen, K.V., 2013. The Problem of Embeddedness Revisited: Collaboration and Market Types. 
Research Policy 42, 139–148. 

Andrews, C.P., 2007. Service Learning: Applications and Research in Business. Journal of Education 
for Business 83, 19–26. 



Bibliography 
 

 

293 

Angelidis, J., Tomic, I., Ibrahim, N.A., 2004. Service-Learning Projects Enhance Student Learning in 
Strategic Management Courses. Review of Business 25, 32–36. 

Annette, J., 2005. Character, Civic Renewal and Service Learning for Democratic Citizenship in 
Higher Education. British Journal of Educational Studies 53, 326–340. 

Antonacopoulou, E.P., 2010. Making the Business School More “Critical”: Reflexive Critique Based 
on Phronesis as a Foundation for Impact. British Journal of Management 21, 6–25. 

An, W., Schramski, S., 2015. Analysis of Contested Reports in Exchange Networks Based on Actors’ 
Credibility. Social Networks 40, 25–33. 

Aral, S., Walker, D., 2014. Tie Strength, Embeddedness, and Social Influence: A Large-Scale 
Networked Experiment. Management Science 60, 1352–1370. 

Armstrong, D., Gosling, A., Weinman, J., Marteau, T., 1997. The Place of Inter-Rater Reliability in 
Qualitative Research: An Empirical Study. Sociology 31, 597–606. 

Armstrong, S.J., Anis Mahmud, 2008. Experiential Learning and the Acquisition of Managerial Tacit 
Knowledge. Academy of Management Learning & Education 7, 189–208. 

Aronson, J., 1994. A Pragmatic View of Thematic Analysis. The Qualitative Report 2, 1–3. 
Arrazattee, C.K., Lima, M., Lundy, L., 2013. Do University Communications About Campus-

Community Partnerships Reflect Core Engagement Principles? Michigan Journal of 
Community Service Learning 20, 41-52. 

Arya, B., Lin, Z., 2007. Understanding Collaboration Outcomes from an Extended Resource-Based 
View Perspective: The Roles of Organizational Characteristics, Partner Attributes, and Network 
Structures. Journal of Management 33, 697–723. 

Ash, S.L., Clayton, P.H., Atkinson, M.P., 2005. Integrating Reflection and Assessment to Capture 
and Improve Student Learning. Michigan Journal of Community Service Learning 11, 49–60. 

Astin, A.W., Sax, L.J., 1998. How Undergraduates Are Affected by Service Participation. Journal of 
College Student Development 39, 251–63. 

Astin, A.W., Vogelgesang, L.J., Ikeda, E.K., Yee, J.A., 2000. How Service Learning Affects 
Students. Executive Summary. Higher Education Research Institute, University of California, 
Los Angeles. 

Atkinson, P., Coffey, A.J., 2011. Analysing Documentary Realities, in: Silverman, D. (Ed.), 
Qualitative Research. Sage Publications, London, pp. 56–75. 

Auerbach, C., Silverstein, L.B., 2003. Qualitative Data: An Introduction to Coding and Analysis. 
NYU Press, New York. 

Austin, J., Stevenson, H., Wei-Skillern, J., 2006. Social and Commercial Entrepreneurship: Same, 
Different, or Both? Entrepreneurship: Theory & Practice 30, 1–22. 

Ayres, L., 2008. Thematic Coding and Analysis, in: Given, L.M. (Ed.), The Sage Encyclopedia of 
Qualitative Research Methods. Sage Publications, Thousand Oaks, CA, pp. 868–869. 

Azoulay, P., Repenning, N.P., Zuckerman, E.W., 2010. Nasty, Brutish, and Short: Embeddedness 
Failure in the Pharmaceutical Industry. Administrative Science Quarterly 55, 472–507. 

Bacon, N., 2002. Differences in Faculty and Community Partners’ Theories of Learning. Michigan 
Journal of Community Service Learning 9, 34–44. 

Bacq, S., Janssen, F., 2011. The Multiple Faces of Social Entrepreneurship: A Review of Definitional 
Issues Based on Geographical and Thematic Criteria. Entrepreneurship & Regional 
Development 23, 373–403. 

Bailey, C., 1995. A Guide to Field Research. Pine Forge Press Series in Research Methods & 
Statistics. Sage Publications, London. 

Bailey, S., Barber, L.K., Ferguson, A.J., 2015. Promoting Perceived Benefits of Group Projects: The 
Role of Instructor Contributions and Intragroup Processes. Teaching of Psychology 42, 179–
183. 

Baker, D.F., 2014. When Moral Awareness Isn’t Enough: Teaching Our Students to Recognize 
Social Influence. Journal of Management Education 38, 511–532. 



Bibliography 
 

 

294 

Baldwin, T., Bedell, M.D., Johnson, J.L., 1997. The Social Fabric of a Team-Based M.B.A. Program: 
Network Effects on Student Satisfaction and Performance. Academy of Management Journal 
40, 1369–1397. 

Balkundi, P., Harrison, D.A., 2006. Ties, Leaders, and Time in Teams: Strong Inference About 
Network Structure’s Effects on Team Viability and Performance. Academy of Management 
Journal 49, 49–68. 

Banks, K.H., 2010. A Qualitative Investigation of Mentor Experiences in a Service Learning Course. 
Educational Horizons 89, 68–79. 

Barber, B., 1995. All Economies Are “Embedded”: The Career of a Concept, and Beyond. Social 
Research 62, 387–413. 

Barbour, R., 2008. Introducing Qualitative Research: A Student’s Guide to the Craft of Doing 
Qualitative Research. Sage Publications, London. 

Barbour, R.S., 2001. Checklists For Improving Rigour In Qualitative Research: A Case Of The Tail 
Wagging The Dog? BMJ: British Medical Journal 322, 1115-1117. 

Barden, J.Q., Mitchell, W., 2007. Disentangling the Influences of Leaders’ Relational Embeddedness 
on Interorganizational Exchange. Academy of Management Journal 50, 1440–1461. 

Barney, J.B., Hansen, M.H., 1994. Trustworthiness as a Source of Competitive Advantage. Strategic 
Management Journal 12, 175–190. 

Barusch, A., Gringeri, C., George, M., 2011. Rigor in Qualitative Social Work Research: A Review 
of Strategies Used in Published Articles. Social Work Research 35, 11–19. 

Basit, T.N., 2003. Manual or Electronic? The Role of Coding in Qualitative Data Analysis. 
Educational Research 45, 143–154. 

Bathelt, H., Malmberg, A., Maskell, P., 2004. Clusters and Knowledge: Local Buzz, Global Pipelines 
and the Process of Knowledge Creation. Progress in Human Geography 28, 31–56. 

Baum, J.A.C., Calabrese, T., Silverman, B.S., 2000. Don’t Go It Alone: Alliance Network 
Composition and Startups’ Performance in Canadian Biotechnology. Strategic Management 
Journal 21, 267–294. 

Baum, J.A.C., Oliver, C., 1992. Institutional Embeddedness and the Dynamics of Organizational 
Populations. American Sociological Review 57, 540–559. 

Beachler, C., Petri, A., Euler, M., Rinck, C., Taylor, M., 2006. Total System Integration for 
Academic Service-Learning - the UMKC’S SITC Experience. International Journal of Case 
Method Research & Application XVIII, 157–169. 

Becker, W.S., Burke, M.J., 2014. Instructional Staff Rides for Management Learning and Education. 
Academy of Management Learning & Education 13, 510–524. 

Beech, N., Hibbert, P., MacIntosh, R. & McInnes, P. 2009. 'But I Thought We Were Friends?' Life 
Cycles and Research Relationships in S. Ybema, D. Yanow, H. Wels & F. Kamsteeg: 
Organizational Ethnography: Studying the Complexities of Everyday Life, Sage Publications, 
London, 196-214. 

Benson, V., Saridakis, G., Tennakoon, H., 2015. Purpose of Social Networking Use and 
Victimisation: Are There Any Differences Between University Students and Those Not in HE? 
Computers in Human Behavior 51, 867–872. 

Berger, R., 2015. Now I See It, Now I Don’t: Researcher’s Position and Reflexivity in Qualitative 
Research. Qualitative Research 15, 219–234.  

Billig, S.H., 2009. Does Quality Really Matter: Testing the New K–12 Service-Learning Standards 
for Quality Practice., in: Moely, S.H., Billig, S.H., Holland, B.A. (Eds.), Advances in Service-
Learning Research: Vol. 9. Creating Our Identities in Service-Learning and Community 
Engagement. Information Age, Greenwich, CT, pp. 131–158. 

Billig, S.H., Root, S., Jesse, D., 2005. The Relationship between Quality Indicators of Service-
Learning and Student Outcomes: Testing the Professional Wisdom., in: Root, S., Callahan, J., 
Billig, H. (Eds.), Advances in Servicelearning Research: Vol. 5. Improving Service-Learning 
Practice: Research on Models That Enhance Impacts. Information Age, Greenwich, CT, pp. 97–
115. 



Bibliography 
 

 

295 

Biniari, M.G., 2012. The Emotional Embeddedness of Corporate Entrepreneurship: The Case of 
Envy. Entrepreneurship: Theory & Practice 36, 141–170. 

Bjarnason, S., Coldstream, P., 2003. The Idea of Engagement: Universities in Society. Association of 
Commonwealth Universities, London. 

Blackburn, S., 2016. Phenomenon. The Oxford Dictionary of Philosophy. [WWW Document]. URL: 
http://www.oxfordreference.com/view/10.1093/acref/9780198735304.001.0001/acref-
9780198735304-e-2377?rskey=rb92xc&result=3 (accessed: 26.07.2017) 

Block, P., 2015. Reciprocity, Transitivity, and the Mysterious Three-Cycle. Social Networks 40, 
163–173. 

Bloomgarden, A.H., O’Meara, K., 2007. Faculty Role Integration and Community Engagement: 
Harmony or Cacophony? Michigan Journal of Community Service Learning 13, 5–18. 

Blumberg, B., Cooper, D.R., Schindler, P.S., 2011. Business Research Methods. London : McGraw-
Hill Higher Education, 2011. 

Boland, J., 2008. Embedding a Civic Dimension Within the Higher Education Curriculum: A Study 
of Policy, Process and Practice in Ireland. University of Edinburgh, Edinburgh. 

Boland, J.A., 2014. Orientations to Civic Engagement: Insights Into the Sustainability of a 
Challenging Pedagogy. Studies in Higher Education 39, 180–195. 

Bolinger, A.R., Brown, K.D., 2015. Entrepreneurial Failure as a Threshold Concept: The Effects of 
Student Experiences. Journal of Management Education 39, 452–475. 

Bonacich, P., Lloyd, P., 2004. Calculating Status with Negative Relations. Social Networks 26, 331–
338. 

Bonner, J.M., Cavusgil, S.T., Daekwan Kim, 2005. Self-Perceived Strategic Network Identity and its 
Effects on Market Performance in Alliance Relationships. Journal of Business Research 58, 
1371-1380. 

Borgatti, S.P., Foster, P.C., 2003. The Network Paradigm in Organizational Research: A Review and 
Typology. Journal of Management 29, 991–1013. 

Borgatti, S.P., Mehra, A., Brass, D.J., Labianca, G., 2009. Network Analysis in the Social Sciences. 
Science 323, 892–895. 

Bortolin, K., 2011. Serving Ourselves: How the Discourse on Community Engagement Privileges the 
University over the Community. Michigan Journal of Community Service Learning 18, 49–58. 

Bowler, P.J., 2000. Philosophy, Instinct, Intuition: What Motivates the Scientist in Search of a 
Theory? Biology and Philosophy 15, 93–101. 

Boyatzis, R.E., 1998. Transforming Qualitative Information:  Thematic Analysis and Code 
Development. Sage Publications, Thousand Oaks, CA. 

Boyer, E.L., 1996. The Scholarship of Engagement. Journal of Public Service and Outreach 1, 11–20. 
Brannan, M.J., Oultram, T., 2012. Participant Observation, in: Symon, G., Cassell, C. (Eds.), 

Qualitative Organizational Research - Core Methods and Current Challenges. Sage 
Publications, London, pp. 296–313. 

Brannick, T., Coughlan, D., 2007. In Defense of Being “Native” – The Case for Insider Action 
Research. Organizational Research Methods 10, 59-74. 

Brass, D.J., 1984. Being in the Right Place: A Structural Analysis of Individual Influence in an 
Organization. Administrative Science Quarterly 29, 518–539. 

Brass, D.J., Burckhardt, M.E., 1992. Centrality and Power in Organizations, in: Nohria, N., Eccles, R. 
(Eds.), Networks and Organizations: Structure, Form and Action. Harvard Business School 
Press, Boston, MA, pp. 191–215. 

Brass, D.J., Burkhardt, M.E., 1993. Potential Power and Power Use: An Investigation of Structure 
and Behavior. Academy of Management Journal 36, 441–470. 

Brass, D.J., Butterfield, K.D., Skaggs, B.C., 1998. Relationships and Unethical Behavior: A Social 
Network Perspective. Academy of Management Review 23, 14–31. 

Brass, D.J., Galaskiewicz, J., Greve, H.R., Tsai, W., 2004. Taking Stock of Networks and 
Organizations: A Multilevel Perspective. Academy of Management Journal 47, 795–817. 



Bibliography 
 

 

296 

Braun, V., Clarke, V., 2006. Using Thematic Analysis in Psychology. Qualitative Research in 
Psychology 3, 77–101. 

Bray, Z., 2008. Ethnographic Approaches, in: della Porta, D., Keating, M. (Eds.), Approaches and 
Methodologies in the Social Sciences. Cambridge University Press, Cambridge, pp. 296–315. 

Breugst, N., Patzelt, H., Shepherd, D.A., Aguinis, H., 2012. Relationship Conflict Improves Team 
Performance Assessment Accuracy: Evidence From a Multilevel Study. Academy of 
Management Learning & Education 11, 187–206. 

Bringle, R.G., Clayton, P.H., Price, M.F., 2009. Partnerships in Service Learning and Civic 
Engagement. Partnerships: A Journal of Service Learning & Civic Engagement 1, 1–20. 

Bringle, R.G., Hatcher, J.A., 2002. Campus–Community Partnerships: The Terms of Engagement. 
Journal of Social Issues 58, 503–516. 

Bringle, R.G., Hatcher, J.A., 1999. Reflection in Service Learning: Making Meaning of Experience. 
Educational Horizons 47, 179–185. 

Bringle, R.G., Hatcher, R.G., Jones, S.G., 2010. International Service Learning: Conceptual 
Frameworks and Research. IUPUI Series on Service Learning Research. Stylus, VA. 

Bringle, R.G., Steinberg, K., 2010. Educating for Informed Community Involvement. American 
Journal of Community Psychology 46, 428–441. 

Britt, L.L., 2012. Why We Use Service-Learning: A Report Outlining a Typology of Three 
Approaches to This Form of Communication Pedagogy. Communication Education 61, 80–88.  

Brower, H., 2011. Sustainable Development Through Service Learning: A Pedagogical Framework 
and Case Example in a Third World Context. Academy of Management Learning & Education 
10, 58–76. 

Browne, B., 2013. Recording the Personal: The Benefits in Maintaining Research Diaries for 
Documenting the Emotional and Practical Challenges of Fieldwork in Unfamiliar Settings. 
International Journal of Qualitative Methods 12, 420–435. 

Brown, K.A., 2000. Developing Project Management Skills: A Service Learning Approach. Project 
Management Journal 31, 53–59. 

Brown, K.G., 2012. From the Editors: Traditions and Ambitions. Academy of Management Learning 
& Education 11, 5–8. 

Bruening, J.E., Peachey, J.W., Evanovich, J.M., Fuller, R.D., Murty, C.J.C., Percy, V.E., Silverstein, 
L.A., Chung, M., 2015. Managing Sport for Cocial Change: The Effects of Intentional Design 
and Structure in a Sport-Based Service Learning Initiative. Sport Management Review 18, 69–
85. 

Bruni-Bossio, V., Willness, C., 2016. The “Kobayashi Maru” Meeting: High-Fidelity Experiential 
Learning. Journal of Management Education 40, 619–647. 

Bryman, A., 2012. Social Research Methods. Oxford University Press, Oxford.. 
Bryman, A., Bell, E., 2011. Business Research Methods. Oxford University Press, Oxford. 
Burgess, R.G., 1984. In the Field: An Introduction to Field Research., 1st ed. Routledge, London. 
Burnard, P., Gill, P., Stewart, K., Treasure, E., Chadwick, B., 2008. Analysing and Presenting 

Qualitative Data. British Dental Journal 204, 429–432. 
Burns, D.J., 2011. Motivations to Volunteer and Benefits from Service Learning:An Exploration of 

Marketing Students. Journal for Advancement of Marketing Education 18, 10–23. 
Burt, R.S., 2002. Bridge Eecay. Social Networks 24, 333–363. 
Burt, R.S., 2000. Decay Functions. Social Networks 22, 1–28. 
Burt, R.S., 1997a. The Contingent Value of Social Capital. Administrative Science Quarterly 42, 

339–365. 
Burt, R.S., 1997b. A Note on Social Capital and Network Content. Social Networks 19, 355-373. 
Burt, R.S., 1992. Structural Holes : The Social Structure of Competition. Harvard University Press, 

Cambridge, Mass. 
Bushouse, B.K., 2005. Community Nonprofit Organizations and Service-Learning: Resource 

Constraints to Building Partnerships with Universities. Michigan Journal of Community Service 
Learning 12, 32–40. 



Bibliography 
 

 

297 

Butin, D.W., 2006. The Limits of Service-Learning in Higher Education. The Review of Higher 
Education 29, 473–498. 

Calás, M.B., Smircich, L., 1999. Past Postmodernism? Reflections and Tentative Directions. The 
Academy of Management Review 24, 649–671. 

Carpenter, M., Li, M., Jiang, H., 2012. Social Network Research in Organizational Contexts: A 
Systematic Review of Methodological Issues and Choices. Journal of Management 38, 1328–
1361. 

Carson, R.L., Domangue, E.A., 2013. The Emotional Component of Service-Learning. Journal of 
Experiential Education 36, 139–154. 

Casciaro, T., Lobo, M.S., 2008. When Competence Is Irrelevant: The Role of Interpersonal Affect in 
Task-Related Ties. Administrative Science Quarterly 53, 655–684. 

Cattani, G., Ferriani, S., 2008. A Core/Periphery Perspective on Individual Creative Performance: 
Social Networks and Cinematic Achievements in the Hollywood Film Industry. Organization 
Science 19, 824–844. 

Cavanaugh, J.M., Giapponi, C.C., Golden, T.D., 2016. Digital Technology and Student Cognitive 
Development: The Neuroscience of the University Classroom. Journal of Management 
Education 40, 374–397. 

Celio, C.I., Durlak, J., Dymnicki, A., 2011. A Meta-Analysis of the Impact of Service-Learning on 
Students. Journal of Experiential Education 34, 164–181. 

Chang, K., 2011. Close But Not Committed? The Multiple Dimensions of Relational Embeddedness. 
Social Science Research 40, 1214–1235. 

Charmaz, K., 2006. Constructing Grounded Theory: A Practical Guide Through Qualitative Analysis. 
Sage Publications, Thousand Oaks, CA. 

Charmaz, K., 2002. Qualitative Interviewing and Grounded Theory Analysis, in: Gubrium, J.F., 
Holstein, J.A. (Eds.), Handbook of Interview Research: Context & Method. Sage Publications, 
Thousand Oaks, CA, pp. 675–694. 

Chen, M., Chang, Y., Hung, S., 2008. Social capital and Creativity in R&D Project Teams. R&D 
Management 38, 21–34. 

Choi, N., Majumdar, S., 2014. Social Entrepreneurship as an Essentially Contested Concept: Opening 
a New Avenue for Systematic Future Research. Journal of Business Venturing 29, 363–376. 

Choi, T.Y., Kim, Y., 2008. Structural Embeddedness and Supplier Management: A Network 
Perspective. Journal of Supply Chain Management 44, 5–13. 

Chory, R.M., Offstein, E.H., 2017. “Your Professor Will Know You as a Person”: Evaluating and 
Rethinking the Relational Boundaries Between Faculty and Students. Journal of Management 
Education 41, 9–38. 

Chua, R.Y.J., Ingram, P., Morris, M.W., 2008. From the Head and the Heart: Location Cognition- 
and Affect-Based Trust in Managers’ Professional Networks. Academy of Management Journal 
51, 436–452. 

Chung, Y., Jackson, S.B., 2013. The Internal and External Networks of Knowledge-Intensive Teams: 
The Role of Task Routineness. Journal of Management 39, 442–468. 

CIC Regulator, 2016. Office of the Regulator of Community Interest Companies: Information and 
gudiance notes - Chapter 1: Introduction [WWW Document]. URL 
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/524148/cic-12-
1333-community-interest-companies-guidance-chapter-1-introduction.pdf (accessed 26.7.17). 

Clarke, V., Braun, V., 2013. Teaching Thematic Analysis: Over-Coming Challenges and Developing 
Strategies for Effective Learning. The Psychologist 26, 120–123. 

Clayton, P., Ash, S., Bullard, L., Bullock, B., Moses, M., Moore, A., 2005. Adapting a Core Service-
Learning Model for Wide-Ranging Implementation: An Institutional Case Study. Creative 
College Teaching Journal 2, 10–26. 

Clayton, P.H., Bringle, R.G., Senor, B., Huq, J., Morrison, M., 2010. Differentiating and Assessing 
Relationships in Service-Learning and Civic Engagement: Exploitative, Transactional, or 
Transformational. Michigan Journal of Community Service Learning 16, 5–21. 



Bibliography 
 

 

298 

Cloke, P., Cooke, P., Cursons, J., Milbourne, P., Widdowfield, R., 2000. Ethics, Reflexivity 
andRresearch: EncountersWith Homeless People. Ethics, Place and Environment 3, 133–154. 

Coleman, J.S., 1990. Foundations of Social Theory. Belknap Press of Harvard University Press, 
Cambridge, MA. 

Coleman, J.S., 1988. Social Capital in the Creation of Human Capital. American Journal of 
Sociology 94, 95–120. 

Coles, R., 1993. The Call ofSservice: A Witness to Idealism. Houghton Mifflin Company, Boston, 
MA. 

Collis, J., Hussey, R., 2003. Business Research: A Practical Guide for Indergraduate and 
Postgraduate Students. [Electronic book]. Palgrave Macmillan, Basingstone, NY. 

Conklin, T.A., 2013. Making It Personal: The Importance of Student Experience in Creating 
Autonomy-Supportive Classrooms for Millennial Learners. Journal of Management Education 
37, 499–538. 

Conway, J.M., Amel, E.L., Gerwien, D.P., 2009. Teaching and Learning in the Social Context: A 
Meta-Analysis of Service Learning’s Effects on Academic, Personal, Social, and Citizenship 
Outcomes. Teaching of Psychology 36, 233–245. 

Cooper, J.R., 2014. Ten Years in the Trenches: Faculty Perspectives on Sustaining Service-Learning. 
Journal of Experiential Education 37, 415–428. 

Corbin, J.M., Strauss, A.L., 2008. Basics of Qualitative Research: Techniques and Procedures for 
Developing Grounded Theory. Sage Publications, Los Angeles, CA. 

Cornwell, B., Harrison, J.A., 2004. Union Members and Voluntary Associations: Membership 
Overlap as a Case of Organizational Embeddedness. American Sociological Review 862–881. 

Cotter, R.J., 2012. Critical from Within: Ethical Leadership and a Reflexive InsiderApproach, in: 
Knights, D., Case, P. (Eds.), Subtheme 18 “Redesigning Leadership in Organizations: The 
Economic Imperative and Ethical Practice.” Presented at the 28th EGOS Colloquium, Helsinki, 
Finland. 

Cotter, R.J., Cullen, J.G., 2015. Critical Reflection at Work: Insights from an Insider Organisational 
Ethnography, in: Callahan, J.L., Stewart, S., Sambrook, S., Trehan, K. (Eds.), Realising Critical 
HRD: Stories of Reflecting, Voicing, and Enacting Critical Practice. Cambridge Scholars 
Publishing, Newcastle upon Tyne, pp. 37–64. 

Crabtree, B., Miller, W., 1999. A Template Approach to Text Analysis: Developing and Using 
Codebooks, in: Crabtree, B., Miller, W. (Eds.), Doing Qualitative Research. Sage Publications, 
Newbury Park, CA, pp. 163–177. 

Crabtree, R.D., 2011. Progress and Promise for International Service-Learning. Michigan Journal of 
Community Service Learning 17, 78–82. 

Creswell, J.W., 2013. Qualitative Inquiry & Research Design: choosing Among Five Approaches. 
Sage Publications, London. 

Creswell, J.W., 2009. Research Design: Qualitative, Quantitative, and Mixed Methods Approaches. 
Sage Publications, Thousand Oaks, CA. 

Crossley, C.D., Bennett, R.J., Jex, S.M., Burnfield, J.L., 2007. Development of a Global Measure of 
Job Embeddedness and Integration into a Traditional Model of Voluntary Turnover. Journal of 
Applied Psychology 92, 1031–1042. 

Crutsinger, C.A., Pookulangara, S., Tran, G., Duncan, K., 2004. Collaborative Service-Learning: A 
Winning Proposition for Industry and Education. Journal of Family and Consumer Sciences 96, 
46–52. 

Cruz, N.L., Giles, D.E., Jr., 2000. Where’s the Community in Service-Learning Research? Michigan 
Journal of Community Service Learning spec, 28–34. 

Cunliffe, A., 2011. Crafting Qualitative Research: Morgan and Smircich 30 Years On. Organizational 
Research Methods 14, 647–673. 

Cunliffe, A., 2009. The Philosopher Leader: On Relationalism, Ethics and Reflexivity-A Critical 
Perspective to Teaching Leadership. Management Learning 40, 87–101. 



Bibliography 
 

 

299 

Cunliffe, A., 2008. Orientations to Social Constructionism: Relationally Responsive Social 
Constructionism and its Implications for Knowledge and Learning. Management Learning 39, 
123–139. 

Cunliffe, A., 2003. Reflexive Inquiry in Organizational Research: Questions and Possibilities. Human 
Relations 56, 983–1003. 

Cunliffe, A., Karunanayake, G., 2013. Working Within Hyphen-Spaces in Ethnographic Research: 
Implications for Research Identities and Practice. Organizational Research Methods 16, 364–
392. 

Cunliffe, A.L., 2004. On Becoming a Critically Reflexive Practitioner. Journal of Management 
Education 28, 407–426. 

Cunliffe, A.L., Jun, J.S., 2005. The Need for Reflexivity in Public Administration. Administration & 
Society 37, 225–242. 

Curwood, S.E., Munger, F., Mitchell, T., Mackeigan, M., Farrar, A., 2011. Building Effective 
Community-University Partnerships: Are Universities Truly Ready? Michigan Journal of 
Community Service Learning 17, 15–26. 

Cushman, E., 2002. Sustainable Service Learning Programs. College Composition and 
Communication 54, 40–65. 

Czarniawska, B., 2007. Shadowing: And Other Techniques for Doing Fieldwork in Modern Societies. 
Universitetsforlaget, Malmö, Sweden. 

Dachner, A.M., Polin, B., 2016. A Systematic Approach to Educating the Emerging Adult Learner in 
Undergraduate Management Courses. Journal of Management Education 40, 121–151. 

Dacin, M.T., Beal, B.D., Ventresca, M.J., 1999. The Embeddedness of Organizations: Dialogue & 
Directions. Journal of Management 25, 317–356. 

Dahlquist, J.R., 1998. Using Service-Learning in Finance—A Project Example. Journal of Financial 
Education 24, 76–80. 

Daly, K., 1992. Parenthood as Problematic: Insider Interviews with Couples Seeking to Adopt, in: 
Gilgun, J.F., Daly, K., Handel, G. (Eds.), Qualitative Methods in Family Research. Sage 
Publications, Newbury Park, CA, pp. 103–125. 

Darian, J.C., Coopersmith, L., 2001. Integrated Marketing and Operations Team Projects: Learning 
the Importance of Cross–Functional Cooperation. Journal of Marketing Education 23, 128–135. 

d’Arlach, L., Sanchez, B., Feuer, R., 2009. Voices from the Community: A Case for Reciprocity in 
Service-Learning. Michigan Journal of Community Service Learning 16, 5–16. 

Dawson, P., 1997. In at the Deep End: ConductingPprocessual Research on Organisational Change. 
Scandinavian Journal of Management 13, 389–405. 

Day, M., Fawcett, S.E., Fawcett, A.M., Magnan, G.M., 2013. Trust and Relational Embeddedness: 
Exploring a Paradox of Trust Pattern Development in Key Supplier Relationships. Industrial 
Marketing Management 42, 152–165. 

Dean, K., Joseph, J., Roberts, J.M., Wight, C., 2006. Realism, Marxism and Method, in: Dean, K., 
Joseph, J., Roberts, J.M., Wight, C. (Eds.), Realism, Philosophy and Social Science. Palgrave 
Macmillian, Basingstone, NY, pp. 1–31. 

Deeley, S.J., 2010. Service-Learning: Thinking Outside the Box. Active Learning in Higher 
Education 11, 43–53. 

Defourny, J., Nyssens, M., 2010. Social Enterprise in Europe: At the Crossroads of Market, Public 
Policies and Third Sector. Policy and Society 29, 231–242. 

de Jong, J., Curseu, P., Leenders, R., 2014. When Do Bad Apples Not Spoil the Barrel? Negative 
Relationships in Teams, Team Performance, and Buffering Mechanisms. Journal of Applied 
Psychology 99, 514–522. 

de Laine, M., 2000. Fieldwork, Participation and Practice: Ethics and Dilemmas in Qualitative 
Research. Sage Publications, Thousand Oaks, CA. 

Delano-Oriaran, O., 2015. The SAGE Sourcebook of Service-Learning and Civic Engagement. Sage 
Publications, Thousand Oaks, CA. 



Bibliography 
 

 

300 

Delli Paoli, A., Addeo, F., 2011. Social Network Research in Strategy and Organization: A 
Typology. IUP Journal of Knowledge Management 9, 74–97. 

Dequech, D., 2003. Cognitive and Cultural Embeddedness: Combining Institutional Economics and 
Economic Sociology. Journal of Economic Issues 37, 461–470. 

DeWall, C.N., 2013. The Oxford Handbook of Social Exclusion., Oxford Library of Psychology. 
Oxford University Press, New York. 

Dewey, J., 1933. How We Think: A Restatement of the Relation of Reflective Thinking to the 
Educative Process. Heath and Company, Boston, MA. 

Dewey, J., 1917. Democracy and Education: An Introduction to the Philosophy of Education. 
Macmillan, New York. 

Dey, I., 1993. Qualitative Data Analysis: A User-Friendly Guide for Social Scientists. London : New 
York, NY : Routledge, 1993. 

Dhanaraj, C., Lyles, M.A., Steensma, H.K., Tihanyi, L., 2004. Managing Tacit and Explicit 
Knowledge Transfer in IJVs: The Role of Relational Embeddedness and the Impact on 
Performance. Journal of International Business Studies 35, 428–442. 

DiPadova-Stocks, L.N., 2005. Two Major Concerns About Service-Learning: What if We Don’t Do 
It? And What if We Do? Academy of Management Learning & Education 4, 345–353. 

DiPadova-Stocks, L.N., Brown, V.L., 2006. Service-Learning and the Conspiracy of Courtesy. 
International Journal of Case Method Research & Application XVIII, 136–147. 

Dobbin, F. (Ed.), 2004. The New Economic Sociology: A Reader. Princeton University Press, 
Princeton. 

Doloriert, C., Sambrook, S., 2012. Organisational Autoethnography. Journal of Organizational 
Ethnography 1, 83–95. 

Dorado, S., Giles, D.E., Jr., 2004. Service-Learning Partnerships: Paths of Engagement. Michigan 
Journal of Community Service Learning 11, 25–37. 

Dostilio, L.D., Brackmann, S.M., Edwards, K.E., Harrison, B., Kliewer, B.W., Clayton, P.H., 2012. 
Reciprocity: Saying What We Mean and Meaning What We Say. Michigan Journal of 
Community Service Learning 19, 17–32. 

Driscoll, A., Holland, B., Gelmon, S., Kerrigan, S., 1996. An Assessment Model for Service-
Learning: Comprehensive Case Studies of Impact on Faculty, Students, Community, and 
Institutions. Michigan Journal of Community Service Learning 3, 66–71. 

Duberley, J., Johnson, P., Cassell, C., 2012. Philosophies Underpinning Qualitative Research, in: 
Symon, G., Cassell, C. (Eds.), Qualitative Organizational Research - Core Methods and Current 
Challenges. Sage Publications, London, pp. 15–34. 

Duffy, M.K., Ganster, D.C., Pagon, M., 2002. Social Undermining in the Workplace. Academy of 
Management Journal 45, 331-351. 

Dumas, C., 2002. Community-Based Service-Learning: Does It Have a Role in Management 
Education? International Journal of Value-Based Management 15, 249-264. 

Dyer, J.H., Chu, W., 2003. The Role of Trustworthiness in Reducing Transaction Costs and 
Improving Performance: Empirical Evidence from the United States, Japan, and Korea. 
Organization Science 14, 57–68. 

Easterling, D., Rudell, F., 1997. Rationale, Benefits, and Methods of Service-Learning in Marketing 
Education. Journal of Education for Business 73, 58–61. 

Ebers, M., Maurer, I., 2014. Connections Count: How Relational Embeddedness and Relational 
Empowerment Foster Absorptive Capacity. Research Policy 43, 318–332. 

Echols, A., Tsai, W., 2005. Niche and Performance: The Modering Role of Network Embeddedness. 
Strategic Management Journal 26, 219–238. 

Eisingerich, A.B., Bell, S.J., Tracey, P., 2010. How Can Clusters Sustain Performance? The Role of 
Network Strength, Network Openness, and Environmental Uncertainty. Research Policy 39, 
239–253. 

Ellingson, L., 2014. "The Truth Must Dazzle Gradually”: Enriching Relationship Research Using a 
Crystallization Framework. Journal of Social and Personal Relationships 31, 442–450. 



Bibliography 
 

 

301 

Ellis, C., 2004. The Ethnographic I: A Methodological Novel About Authoethnography. AltaMira 
Press, Walnut Creek, CA. 

Ellis, C., Bochner, A., 2006. Analyzing Analytic Autoethnography - An Autopsy. Journal of 
Contemporary Ethnography 35, 429–449. 

Ellis, C., Bochner, A., 2000. Autoethnography, Personal Narrative, Reflexivity, in: Denzin, N.K., 
Lincoln, Y.S. (Eds.), Handbook of Qualitative Research. Sage Publications, Thousand Oaks, 
CA, pp. 733–768. 

Ellis, H.C., Moore, B.A., Varner, L.J., Ottaway, S.A., Becker, A.S., 1997. Depressed Mood, Task 
Organization, Cognitive Interference, and Memory: Irrelevant Thoughts Predict Recall 
Performance. Journal of Social Behavior and Personality 12, 453–470. 

Ellwardt, L., Labianca, G., Wittek, R., 2012a. Who Are the Objects of Positive and Negative Gossip 
at Work? A Social Network Perspective on Workplace Gossip. Social Networks 34, 193–205. 

Ellwardt, L., Steglich, C., Wittek, R., 2012b. The co-evolution of gossip and friendship in workplace 
social networks. Social Networks 34, 623–633. 

Emerson, R.M., Fretz, R.I., Shaw, L.L., 2011. Writing Ethnographic Fieldnotes, 2nd ed. The 
University of Chicago Press, Chicago, IL. 

Ennis, G., West, D., 2012. Using Social Network Analysis in Community Development Practice and 
Research: A Case Study. Community Development Journal 48, 40-57. 

Enos, S., Morton, K., 2003. Developing a Theory and Practice of Campus Community Partnerships, 
in: Jacoby, B., Associates (Eds.), Building Partnerships for Service-Learning. Jossey-Bass, San 
Francisco, CA, pp. 20–41. 

Everett, M.G., Borgatti, S.P., 2014. Networks Containing Negative Ties. Social Networks 38, 111–
120. 

Eyler, J.S., Giles Jr., D.E., 1999. Where’s the Learning in Service–Learning? Jossey-Bass, San 
Francisco, CA. 

Fairfield, K.D., 2010. Growing up and Growing out: Emerging Adults Learn Management Through 
Service-Learning. Journal of Management Education 34, 113–141.  

Faulk, L., McGinnis Johnson, J., Lecy, J.D., 2016. Competitive Advantage in Nonprofit Grant 
Markets: Implications of Network Embeddedness and Status. International Public Management 
Journal 20, 1–33. 

Feldman, M.S., 2004. Resources in Emerging Structures and Processes of Change. Organization 
Science 15, 295–309. 

Feld, S.L., 1997. Structural Embeddedness and Stability of Interpersonal Relations. Social Networks 
19, 91–95. 

Feld, S.L., 1981. The Focused Organization of Social Ties. American Journal of Sociology 86, 1015–
1035. 

Fereday, J., Muir-Cochrane, E., 2006. Demonstrating Rigor Using Thematic Analysis: A Hybrid 
Approach of Inductive and Deductive Coding and Theme Development. International Journal of 
Qualitative Methods 5, 80–92. 

Fetterman, D.M., 1998. Ethnography: Step by Step., AppliedSsocialRresearch Methods Series, v17. 
Sage Publications, Thousand Oaks, CA. 

Fischer, M., Sciarini, P., 2015. Unpacking Reputational Power: Intended and Unintended 
Determinants of the Assessment of Actors’ Power. Social Networks 42, 60–71. 

Fisher, I.S., 1996. Integrating Service-Learning Experiences into Postcollege Choices, in: Jacoby, B., 
And Associates (Eds.), Service-Learning in Higher Education Concepts and Practices. Jossey-
Bass, San Francisco, CA, pp. 208 – 228. 

Flannery, B.L., Pragman, C.H., 2008. Working towards Empirically-Based Continuous 
Improvements in Service Learning. Journal of Business Ethics 80, 465–479. 

Flick, U., 2011. Introducing Research Methodology: A Beginner’s Guide to Doing a Research 
Project. Sage Publications, Thousand Oaks, CA. 

Flyvbjerg, B., 2006. Five Misunderstandings About Case-Study Research. Qualitative Inquiry 12, 
219-245. 



Bibliography 
 

 

302 

Fransen, J., Kirschner, P.A., Erkens, G., 2011. Mediating Team Effectiveness in the Context of 
Collaborative Learning: The Importance of Team and Task Awareness. Computers in Human 
Behavior 27, 1103–1113. 

Freed, J.E., 2005. Creating a Total Quality Environment (TQE) for Learning. Journal of Management 
Education 29, 60–81. 

Frith, H., Gleeson, K., 2004. Clothing and Embodiment: Men Managing Body Image and 
Appearance. Psychology of Men and Masculinity 5, 40–48.  

Furco, A., 2002. Institutionalizing Service-Learning in Higher Education. Journal of Public Affairs 6, 
39–67. 

Furutan, O., 2014. Teaching Principles of Management through Experiential and Service Learning. 
Research in Higher Education Journal 26, 1-11. 

Gargiulo, M., Benassi, M., 2000. Trapped in Your Own Net? Network Cohesion, Structural Holes, 
and the Adaptation of Social Capital. Organization Science 11, 183–196. 

Garoutte, L., McCarthy-Gilmore, K., 2014. Preparing Students for Community-Based Learning 
Using an Assetbased Approach. Journal of the Scholarship of Teaching & Learning 14, 48–61. 

Gavin, H., 2008. Thematic Analysis, in: Gavin, H. (Ed.), Understanding Research Methods and 
Statistics in Psychology. Sage Publications, London, pp. 273–282. 

Gazley, B., Littlepage, L., 2006. Understanding Service-Learning from a Volunteer Management 
Capacity Perspective. Presented at the Annual Meeting of the Association for Research on 
Nonprofit Organizations and Voluntary Action, Chicago, IL. 

Geller, J.D., Zuckerman, N., Seidel, A., 2016. Service-Learning as a Catalyst for Community 
Development: How Do Community Partners Benefit From Service-Learning? Education and 
Urban Society 48, 151–175. 

Gelmon, S.B., Holland, B., Driscoll, A., Spring, A., Kerrigan, S., 2001. Assessing Service-Learning 
and Civic Engagement: Principles and Techniques. Campus Compact, Providence, RI. 

Gerbasi, A., Porath, C.L., Parker, A., Spreitzer, G., Cross, R., 2015. Destructive De-Energizing 
Relationships: How Thriving Buffers their Effect on Performance. Journal of Applied 
Psychology, Motivation and Self-Regulation 100, 1423–1433.  

Geringer, S.D., Stratemeyer, A.W., Canton, A., Rice, W., 2009. Assessing Service-Learning 
Outcomes in a Principles of Marketing Course: A Team-Based vs. Individual-Based Approach. 
Journal for Advancement of Marketing Education 14, 1–12. 

Giele, J.Z., Elder, G.H.J., 1998. Methods of Life Course Research: Qualitative and Quantitative 
Approaches. Sage Publications, Thousand Oaks, CA. 

Gilbert, M.K., Johnson, M., Plaut, J., 2009. Cultivating Interdependent Partnerships for Community 
Change and Civic Education, in: Strait, J.R., Lima, M. (Eds.), The Future of Servicelearning: 
New Solutions for Sustaining and Improving Practice. Stylus, Sterling, VA, pp. 33–51. 

Giles, D.E., 2008. Understanding an Emerging Field of Scholarship: Toward a Research Agenda for 
Engaged, Public Scholarship. Journal of Higher Education Outreach & Engagement 12, 97–106. 

Giles, D.E., Eyler, J., 1994a. The Impact of a College Community Service Laboratory on Students’ 
Personal, Social, and Cognitive Outcomes. Journal of Adolescence, School-Based Community 
Service 17, 327–339. 

Giles, D.E., Jr., Eyler, J., 1994b. The Theoretical Roots of Service-Learning in John Dewey: Toward 
a Theory of Service-Learning. Michigan Journal of Community Service Learning 1, 77–85. 

Giles, D.E., Porter Honnet, E., Migliore, S., 1998. Research Agenda for Combining Service and 
Learning in the 1990s. U.S. Department of Education & National Library of Education. 

Giles, H.C., 2014. Risky Epistemology: Connecting with Others and Dissonance in Community-
Based Research. Michigan Journal of Community Service Learning 20, 65–78. 

Gilgun, J.F., 2010. Reflexivity and Qualitative Research. Current Issues in Qualitative Research 1, 1–
8. 

Gioia, D.A., Price, K.N., Hamilton, A.L., Thomas, J.B., 2010. Forging an Identity: An Insider-
Outsider Study of Processes Involved in the Formation of Organizational Identity. 
Administrative Science Quarterly 55, 1–46. 



Bibliography 
 

 

303 

Gnyawali, D.R., Madhavan, R., 2001. Cooperative Networks and Competitive Dynamics: A 
Structural Embeddedness Perspective. Academy of Management Review 26, 431–445. 

Godfrey, P.C., 1999. Service-Learning and Management Education A Call to Action. Journal of 
Management Inquiry 8, 363–378. 

Godfrey, P.C., Illes, L.M., Berry, G.R., 2005. Creating Breadth in Business Education Through 
Service-Learning. Academy of Management Learning & Education 4, 309–323. 

Goel, K., 2014. Understanding Community and Community Development Defining the Concept of 
Community in Goel, K., Venkat, P., Abraham, F.P.: Community Work: Theories, Experiences 
and Challenges, Niruta Publications, 1-15.  

Govekar, M.A., Rishi, M., 2007. Service Learning: Bringing Real-World Education Into the B-
School Classroom. Journal of Education for Business 83, 3–10. 

Granovetter, M., 2017. Society and Economy: Framework and Principles. The Belknap Press of 
Harvard University Press, Cambridge, MA. 

Granovetter, M., 2005. The Impact of Social Structure on Economic Outcomes. The Journal of 
Economic Perspectives 19, 33–50. 

Granovetter, M., 1992. Problems of Explanation in Economic Sociology, in: Nohria, N., Eccles, R.G. 
(Eds.), Networks and Organizations: Structure, Form and Action. Harvard Business School 
Press, Boston, MA, pp. 25–56. 

Granovetter, M., 1985. Economic Action and Social Structure: The Problem of Embeddedness. 
American Journal of Sociology 91, 481–510. 

Granovetter, M., 1983. The Strength of Weak Ties: A Network Theory Revisited. Sociological 
Theory 1, 201–233. 

Gray, M.J., Ondaatje, E.H., Fricker Jr., R.D., Geschwind, S.A., 2000. Assessing Service-Learning: 
Results From a Survey of “Learn and Serve America, Higher Education.” Change 32, 30–39. 

Grbich, C., 2013. Qualitative Data Analysis. An Introduction. Sage Publications, London. 
Grimes, M.G., McMullen, J.S., Vogus, T.J., Miller, T.L., 2013. Studying the Origins of Social 

Entrepreneurship: Compassion and the Role of Embedded Agency. Academy of Management 
Review 38, 460–463. 

Grosser, T.J., Lopez-Kidwell, V., Labianca, G., 2010. A Social Network Analysis of Positive and 
Negative Gossip in Organizational Life. Group & Organization Management 35, 177–212. 

Guba, E.G., 1990. The Alternative Paradigm Dialog, in: Guba, E.G. (Ed.), The Paradigm Dialog. 
Sage Publications, Newbury Park, CA, pp. 17–30. 

Guest, G., MacQueen, K.M., Namey, E.E., 2012. Applied Thematic Analysis. Sage Publications, Los 
Angeles, CA. 

Gugerty, C.R., Swezey, E.D., 1996. Developing Campus-Community Relationships, in: Jacoby, B., 
And Associates (Eds.), Service-Learning in Higher Education Concepts & Practices. Jossey-
Bass, San Francisco, CA, pp. 92–108. 

Gujarathi, M.R., McQuade, R.J., 2002. Service-Learning in Business Schools: A Case Study in an 
Intermediate Accounting Course. Journal of Education for Business 77, 144–150. 

Gulati, R., 1998. Alliances and Networks. Strategic Management Journal 19, 293–317. 
Gulati, R., Nohria, N., Zaheer, A., 2000. Strategic Networks. Strategic Management Journal 21, 203–

215. 
Habinek, J., Martin, J.L., Zablocki, B.D., 2015. Double-Embeddedness: Spatial and Relational 

Contexts of Tie Persistence and Re-Formation. Social Networks 42, 27–41. 
Hammersley, M., 1992. What’s Wrong With Ethnography? Methodological Explorations. Routledge, 

London. 
Hammersley, M., Atkinson, P., 1995. Ethnography: Principles in Practice. Routledge, London. 
Hansen, M.T., 2002. Knowledge Networks: Explaining Effective Knowledge Sharing in Multiunit 

Companies. Organization Science 13, 232–248. 
Hansen, M.T., 1999. The Search-Transfer Problem: The Role of Weak Ties in Sharing Knowledge 

across Organization Subunits. Administrative Science Quarterly 44, 82–111. 



Bibliography 
 

 

304 

Harrow, J., Jung, T., 2016. Philanthropy and Community Development: The Vital Signs of 
Community Foundation? Community Development Journal 5, 132-152. 

Hart, S., 2015. Engaging the Learner: The ABC’s of Service-Learning. Teaching and Learning in 
Nursing 10, 76–79. 

Harwood, A.M., Radoff, S.A., 2009. Reciprocal Benefits of Mentoring: Results of a Middle School–
University Collaboration, in: Moely, B.E., Billig, S.H., Holland, B.A. (Eds.), Advances in 
Service-Learning Research: Vol 9. Creating Our Identities in Service-Learning and Community 
Engagement. Information Age, Greenwich, CT, pp. 131–158. 

Hatcher, J.A., Bringle, R.G., 1997. Reflection: Bridging the Gap between Service and Learning. 
College Teaching 45, 153–158. 

Hayes, E., Cuban, S., 1996. Border Pedagogy: A Critical Framework for Service Learning. Michigan 
Journal of Community Service Learning 4, 72–80. 

Hayes Godar, S., 2000. Live Cases: Service-Learning Consulting Projects in Business Courses. 
Michigan Journal of Community Service Learning 7, 126–32. 

Hayes, N., 1997. Theory-Led Thematic Analysis: Social Identification in Small Companies, in: 
Hayes, N. (Ed.), Doing Qualitative Analysis in Psychology. Psychology Press, Hove, pp. 93–
114. 

Haynes, K., 2012. Reflexivity in qualitative research, in: Symon, G., Cassell, C. (Eds.), Qualitative 
Organizational Research - Core Methods and Current Challenges. Sage Publications, London, 
pp. 72–89. 

Hébert, A., Hauf, P., 2015. Student Learning Through Service Learning: Effects on Academic 
Development, Civic Responsibility, Interpersonal Skills and Practical Skills. Active Learning in 
Higher Education 16, 37–49. 

Hess, M., 2004. “Spatial” Relationships? Towards a Reconceptualization of Embeddedness. Progress 
in Human Geography 28, 165–186. 

He, Y., Prater, K., 2014. Writing Together, Learning Together: Teacher Development through 
Community Service Learning. Teachers and Teaching: Theory and Practice 20, 32–44. 

Hibbert, P., Coupland, C., MacIntosh, R., 2010a. Reflexivity: Recursion and Relationality in 
Organizational Research Processes. Qualitative Research in Organizations and Management: 
An International Journal 5, 47–62.  

Hibbert, P., Huxham, C., 2010. The Past in Play: Tradition in the Structures of Collaboration. 
Organization Studies 31, 525–554. 

Hibbert, P., Huxham, C., Sydow, J., Lerch, F., 2010b. Barriers to Process Learning: Authority and 
Anomie in Regional Clusters. Management Learning 41, 453–471. 

Hidayat, D., Pratsch, S., Stoecker, R., 2009. Principles for Success in Service Learning— The Three 
Cs, in: Stoecker, R., Tryon, E.A. (Eds.), The Unheard Voices: Community Organizations and 
Service Learning. Temple University Press, Philadelphia, PA, pp. 147–161. 

Hirsch, E., Gellner, D.N., 2001. Introduction: Ethnography of Organizations and Organizations of 
Ethnography, in: Gellner, D.N., Hirsch, E. (Eds.), Inside Organizations: Anthropologists at 
Work. Berg, Oxford, pp. 1–18. 

Hirschinger-Blank, N.B., Simons, L., Kenyon, A., 2009. An Evaluation of a Service-Learning Model 
for Criminal Justice Undergraduate Students. Journal of Experiential Education 32, 61–78. 

Hite, J.., 2003. Patterns of Multidimensionality Among Embedded Network Ties: A Typology of 
Relational Embeddedness in Emerging Entrepreneurial Firms. Strategic Organization 1, 9–49. 

Hite, J.., Hesterly, W.S., 2001. The Evolution of Firm Networks: From Emergence to Early Growth 
of the Firm. Strategic Management Journal 22, 275–286. 

Hite, J.M., 2005. Evolutionary Processes and Paths of Relationally Embedded Network Ties in 
Emerging Entrepreneurial Firms. Entrepreneurship: Theory and Practice 29, 113–144. 

Holdsworth, C., Quinn, J., 2010. Student Volunteering in English Higher Education. Studies in 
Higher Education 35, 113–127. 



Bibliography 
 

 

305 

Holland, B.A., 2001. A Comprehensive Model for Assessing Service-Learning and Community-
University Partnerships, in: Canada, M., Speck, B.W. (Eds.), Developing and Implementing 
Service-Learning Programs. John Wiley & Sons, New York, pp. 51–60. 

Holland, B.A., 1997. Analyzing Institutional Commitment to Service: A Model of Key 
Organizational Factors. Michigan Journal of Community Service Learning 4, 30–41. 

Holland, R., 1999. Reflexivity. Human Relations 52, 463–483. 
Holmqvist, M., Courtney, C., Meili, R., Dick, A., 2012. Student-Run Clinics: Opportunities for 

Interprofessional Education and Increasing Social Accountability. Journal of Research in 
Interprofessional Practice & Education 2, 264–277. 

Homans, G.C., 1974. Social Behavior, its Elementary Forms. Harcourt, Brace & Jovanovich, New 
York. 

Hou, S.-I., 2009. Service Learning + New Master of Public Health Student = Challenges for the 
Professor. International Journal of Teaching and Learning in Higher Education 20, 292–297. 

Howard, J.P.F., 1998. Academic Service Learning a Counternormative Pedagogy. New Directions for 
Teaching & Learning 1998, 21–29. 

Howitt, D., Cramer, D., 2014. Introduction to Research Methods in Psychology. Pearson, Harlow. 
Hubbard, G., Backett-Milburn, K., Kemmer, D., 2001. Working with Emotion: Issues for the 

Researcher in Fieldwork and Teamwork. International Journal of Social Research Methodology 
4, 119–137. 

Hudson, M., Hunter, K.O., 2014. Positive Effects of Peer-Led Reflection on Undergraduates’ 
Concept Integration and Synthesis During Service Learning. International Journal of Teaching 
& Learning in Higher Education 26, 12–25. 

Huff, A.S., 2009. Designing Research for Publication. Sage Publications, Los Angeles, CA. 
Huxham, C., Hibbert, P., 2008. Manifested Attitudes: Intricacies of Inter-Partner Learning in 

Collaboration. Journal of Management Studies 45, 502–529. 
Jack, S.L., 2010. Approaches to Studying Networks: Implications and Outcomes. Journal of Business 

Venturing 25, 120–137. 
Jack, S.L., 2005. The Role, Use and Activation of Strong and Weak Network Ties: A Qualitative 

Analysis. Journal of Management Studies 42, 1233–1259. 
Jack, S.L., Anderson, A.R., 2002. The Effects of Embeddedness on the Entrepreneurial Process. 

Journal of Business Venturing 17, 467–487. 
Jacoby, B., 2015. Service-Learning Essentials : Questions, Answers, and Lessons Learned. Jossey-

Bass, Hoboken, NJ. 
Jacoby, B., Associates, 2003. Building Partnerships for Service-learning, The Jossey-Bass Higher and 

Adult Education Series. Jossey-Bass, San Francisco, CA. 
Jacoby, B., Associates, 1996. Service-Learning in Higher Education: Concepts and Practices. The 

Jossey-Bass Higher and Adult Education Series. Jossey-Bass, San Francisco, CA. 
Jameson, J.K., Clayton, P.H., Bringle, R.G., 2008. Investigating Student Learning Within and Across 

Linked Service-Learning Courses, in: Bowdon, M.A., Billig, S.H., Holland, B.A. (Eds.), 
Advances in Service-Learning Research: Scholarship for Sustaining Service-Learning and Civic 
Engagement. Information Age, Greenwich, CT, pp. 3–27. 

Järventie-Thesleff, R., Logemann, M., Piekkari, R., Tienari, J., 2016. Roles and Identity Work in “At-
Home” Ethnography. Journal of Organizational Ethnography 5, 235–257. 

Jessop, B., 2001. Regulationist and Autopoieticist Reflections on Polanyi’s Account of Market 
Economies and the Market Society. New Political Economy 6, 213–232. 

Johnson, B.R., Seevers, M.T., Darnold, T.C., 2015. School Ties: Social Capital and Student 
Performance in Individual and Group Tasks. Journal for Advancement of Marketing Education 
23, 34–46. 

Johnson, E.B., 2003. Service Learning Stimulates the Brain. World & I 18, 146–154. 
Kacen, L., Chaitin, J., 2006. “The Times They Are a Changing”: Undertaking Qualitative Research in 

Ambiguous, Conflictual, and Changing Contexts. Qualitative Report 11, 209–228. 



Bibliography 
 

 

306 

Kale, P., Singh, H., 2000. Learning and Protection of Proprietary Assets in Strategic Alliances: 
Building Relational Capital. Strategic Management Journal 21, 217–237. 

Kasworm, C.E., Abdrahim, N.A.B., 2014. Scholarship of Engagement and Engaged Scholars: 
Through the Eyes of Exemplars. Journal of Higher Education Outreach and Engagement 18, 
121–148. 

Kautonen, T., Zolin, R., Kuckertz, A., Viljamaa, A., 2010. Ties that Blind? How Strong Ties Affect 
SmallBbusiness Owner-Managers’ Perceived Trustworthiness of their Advisors. 
Entrepreneurship & Regional Development 22, 189–209. 

Kayes, D.C., 2002. Experiential Learning and Its Critics: Preserving the Role of Experience in 
Management Learning and Education. Academy of Management Learning & Education 1, 137–
149. 

Kearney, K.R., 2004. Students’ Self-Assessment of Learning through Service-Learning. American 
Journal of Pharmaceutical Education 68, 1–12. 

Keith, N., 1998. Community Service for Communitybuilding: The School-Based Service Corps as 
Border Crossers. Michigan Journal of Community Service Learning 5, 86–96. 

Kelle, U., 1997. Theory Building in Qualitative Research and Computer Programs for the 
Management of Textual Data [WWW Document]. Sociological Research Online. URL 
http://socresonline.org.uk/2/2/1.html (accessed 27.7.17). 

Kellogg Commission, 2001. Returning to Our Roots - Executive Summaries of the Reports of the 
Kellogg Commission on the Future of State and Land-Grant Universities [WWW Document]. 
Kellogg Commission on the Future of State and Land-Grant Universities. URL 
http://www.aplu.org/library/returning-to-our-roots-kellogg-commission-on-the-future-of-state-
and-land-grant-universities-executive-summaries-of-the-reports-of-the-kellogg-commission-on-
the-future-of-state-and-land-grant-universities-2000/file (accessed 3.4.16). 

Kendall, J.C., Others, 1990. Combining Service and Learning. A Resource Book for Community and 
Public Service. Volume I. National Society for Internships and Experiential Education, Raleigh, 
NC. 

Kenworthy, A., Hrivnak, G., 2016. When In London, It’s a Burger and Neapolitan Ice Cream for 
You: Rejoinder to “Identifying Research Topic Development in Business and Management 
Education Research Using Legitimation Code Theory”. Journal of Management Education 40, 
732-739. 

Kenworthy-U’Ren, A., 2008. A Decade of Service-Learning: A Review of the Field Ten Years after 
JOBE’s Seminal Special Issue. Journal of Business Ethics 81, 811–822. 

Kenworthy-U’Ren, A., 2005. Toward a Scholarship of Engagement: A Dialogue Between Andy Van 
de Ven and Edward Zlotkowski. Academy of Management Learning & Education 4, 355–362. 

Kenworthy-U’Ren, A., 1999. Management Students as Consultants. Journal of Management Inquiry 
8, 379–387. 

Kenworthy-U’Ren, A., Peterson, T., 2005a. In the Hands of All of Us. Academy of Management 
Learning & Education 4, 354-354. 

Kenworthy-U’Ren, A., Peterson, T., 2005b. Service-Learning and Management Education: 
Introducing the “WE CARE” Approach. Academy of Management Learning & Education 4, 
272–277. 

Kenworthy-U’Ren, A., Petri, A., Taylor, M.L., 2006. Components of Successful Service-Learning 
Programs: Notes from Barbara Holland, Director of the U.S. National Service-Learning 
Clearinghouse. International Journal of Case Method Research & Application XVIII, 120–129. 

Kezar, A., Rhoads, R.A., 2001. The Dynamic Tensions of Service Learning in Higher Education: A 
Philosophical Perspective. The Journal of Higher Education 72, 148–171. 

Khoja, F., Adams, J., Kauffman, R., 2010. A Temporal Model of Vertical Relationships. Journal of 
Business-to-Business Marketing 17, 279–307. 

Kiely, R., 2005. A Transformative Learning Model for Service-Learning: A Longitudinal Case Study. 
Michigan Journal of Community Service Learning 12, 5–22. 



Bibliography 
 

 

307 

Kim, D.-Y., 2014. Understanding Supplier Structural Embeddedness: A Social Network Perspective. 
Journal of Operations Management 32, 219–231. 

Kistruck, G.M., Beamish, P.W., 2010. The Interplay of Form, Structure, and Embeddedness in Social 
Intrapreneurship. Entrepreneurship: Theory & Practice 34, 735–761. 

Kline, C.C., Godolphin, W.J., Chhina, G.S., Towle, A., 2013. Community as Teacher Model: Health 
Profession Students Learn Cultural Safety from an Aboriginal Community. Michigan Journal of 
Community Service Learning 20, 5–17. 

Kohls, J., 1996. Student Experiences with Service Learning in a Business Ethics Course. Journal of 
Business Ethics 15, 45–57. 

Kolb, A.Y., Kolb, D.A., 2005. Learning Styles and Learning Spaces: Enhancing Experiential 
Learning in Higher Education. Academy of Management Learning & Education 4, 193–212. 

Kolb, D.A., 1984. Experiential Learning: Experience as the Source of Learning and Development. 
Prentice-Hall, Upper Saddle River, NJ. 

Kolb, D.A., 1981. Learning Styles and Disciplinary Differences, in: Chickering, A.W., Associates 
(Eds.), The Modern American College. Jossey-Bass Inc., San Francisco, CA, pp. 232–255. 

Kolb, D.A., Fry, R.E., 1975. Toward an Applied Theory of Experiential Learning, in: Cooper, C. 
(Ed.), Theories of Group Processes. John Wiley & Sons, New York, pp. 33–57. 

Kolenko, T.A., Porter, G., Wheatley, W., Colby, M., 1996. A Critique of Service Learning Projects in 
Management Education: Pedagogical Foundations, Barriers, and Guidelines. Journal of 
Business Ethics 15, 133–142. 

Koliba, C.J., 2000. Moral Language and Networks of Engagement: Service Learning and Civic 
Education. American Behavioral Scientist, Service-Learning Pedagogy as Universities’ 
Response to Troubled Times 43, 825–838. 

Korsgaard, S., Ferguson, R., Gaddefors, J., 2015. The Best of Both Worlds: How Rural Entrepreneurs 
Use Placial Embeddedness and Strategic Networks to Create Opportunities. Entrepreneurship 
and Regional Development 27, 574–598. 

Krackhardt, D., 1992. The Strength of Strong Ties: The Importance of Philos in Organizations, in: 
Nohria, N., Eccles, R. (Eds.), Networks and Organizations: Structure, Form, and Action. 
Harvard Business School Press, Cambridge, MA, pp. 216–239. 

Krackhardt, D., 1990. Assessing the Political Landscape: Structure, Cognition, and Power in 
Organizations. Administrative Science Quarterly 35, 342–369. 

Krause, D.R., Handfield, R.B., Tyler, B.B., 2007. The Relationships Between Supplier Development, 
Commitment, Cocial Capital Accumulation and Performance Improvement. Journal of 
Operations Management 25, 528–545. 

Kruger, S.B., Nel, M.M., van Zyl, G.J., 2015. Implementing and Managing Community-Based 
Education and Service Learning in Undergraduate Health Sciences Programmes: Students’ 
Perspectives. African Journal of Health Professions Education 7, 161–164. 

Kwon, S.-W., Adler, P.S., 2014. Social Capital: Maturation of a Field of Research. Academy of 
Management Review 39, 412–422. 

Labianca, G.J., 2014. Negative Ties in Organizational Networks, in: Brass, D.J., Labianca, G.J., 
Mehra, A., Halgin, D.S., Borgatti, S.P. (Eds.), Contemporary Perspectives on Organizational 
Social Networks, Research in the Sociology of Organizations. Emerald Group, pp. 239–259. 

Labianca, G. (Joe), Brass, D.J., 2006. Exploring the Social Ledger: Negative Relationships and 
Asymmetry in Social Networks in Organizations. Academy of Management Review 31, 596–
614. 

Lamine, W., Jack, S., Fayolle, A., Chabaud, D., 2015. One Step Beyond? Towards a Process View of 
Social Networks in Entrepreneurship: Editorial. Entrepreneurship and Regional Development 
27, 413–429. 

Langfred, C.W., 2007. The Downside of Self-Management: A Longitudinal Study of the Effects of 
Conflict on Trust, Autonomy, and Task Interdependence in Self-Managing teams. Academy of 
Management Journal 50, 885–900. 



Bibliography 
 

 

308 

Langley, A., Stensaker, I., 2012. Longitudinal Research and Analysis, in: Symon, G., Cassell, C. 
(Eds.), Qualitative Organizational Research - Core Methods and Current Challenges. Sage 
Publications, London, pp. 149–167. 

Lapadat, J.C., 2010. Thematic Analysis, in: Mills, A.J., Durepos, G., Wiebe, E. (Eds.), Encyclopedia 
of Case Study Research. Sage Publications, Thousand Oaks, CA, pp. 926–928. 

Larson, A., 1992. Network Dyads in Entrepreneurial Settings: A Study of the Governance of 
Exchange Relationships. Administrative Science Quarterly 37, 76–104. 

Larson, A., Starr, J.A., 1993. A Network Model of Organization Formation. Entrepreneurship: 
Theory & Practice 17, 5–15. 

Lasprogata, G., Cotten, M., 2003. Contemplating “Enterprise”: The Business and Legal Challenges of 
Social Entrepreneurship. American Business Law Journal 41, 67–113. 

Lastner, M.M., Rast, R., Andzulis, J.M., 2016. Creating Win-Win Collaborations For Students: An 
Immersive Learning Project for Advanced Sales Courses. Journal for Advancement of 
Marketing Education 24, 43–48. 

Laumann, E.O., Galaskiewicz, J., Marsden, P.V., 1978. Community Structure as Interorganizational 
Linkages. Annual Review of Sociology 4, 455–484. 

Leana, C.R., Van Buren III, H.J., 1999. Organizational Social Capital and Employment Practices. 
Academy of Management Review 24, 538–555. 

Leiderman, S., Furco, A., Zapf, J., Goss, M., 2002. Building Partnerships with College Campuses: 
Community Perspectives. Council of Independent Colleges, Washington, DC. 

Leininger, M.M., 1985. Ethnography and Ethnonursing: Models and Modes of Qualitative Data 
Analysis, in: Leininger, M.M. (Ed.), Qualitative Research Methods in Nursing. Grune & 
Stratton, Orlando, FL, pp. 33–72. 

Lester, S.W., 2015. Melding Service Learning and Leadership Skills Development: Keys to Effective 
Course Design. Journal of Experiential Education 38, 280–295. 

Lester, S.W., Tomkovick, C., Wells, T., Flunker, L., Kickul, J., 2005. Does Service-Learning Add 
Value? Examining the Perspectives of Multiple Stakeholders. Academy of Management 
Learning & Education 4, 278–294. 

Leung, K.-K., Liu, W.-J., Wang, W.-D., Chen, C.-Y., 2007. Factors Affecting Students’ Evaluation in 
a Community Service-Learning Program. Advances in Health Sciences Education 12, 475–490. 

Levesque-Bristol, C., Knapp, T.D., Fisher, B.J., 2010. The Effectiveness of Service-Learning: It’s 
Not Always What You Think. Journal of Experiential Education 33, 208–224. 

Levin, D.Z., Cross, R., 2004. The Strength of Weak Ties You Can Trust: The Mediating Role of 
Trust in Effective Knowledge Transfer. Management Science 50, 1477–1490. 

Levin, D.Z., Walter, J., Murnighan, J.K., 2011. The Power of Reconnection - How Dormant Ties Can 
Surprise You. MIT Sloan Management Review 52, 45–50. 

Li, M., Mobley, W., Kelly, A., 2013. When Do Global Leaders Learn Best to Develop Cultural 
Intelligence? An Investigation of the Moderating Role of Experiential Learning Style. Academy 
of Management Learning & Education 12, 32–50. 

Lincoln, Y.S., 1995. Emerging Criteria for Quality in Qualitative and Interpretive Research. 
Qualitative Inquiry 1, 275–289. 

Lincoln, Y.S., Guba, E.G., 1985. Naturalistic Inquiry. Sage Publications, Beverly Hills, CA. 
Lin, J.L., Fang, S.-C., Fang, S.-R., Tsai, F.-S., 2009. Network Embeddedness and Technology 

Transfer Performance in R&D Consortia in Taiwan. Technovation 29, 763–774. 
Lin, N., 2001. Social Capital : A Theory of Social Structure and Action, Structural Analysis in the 

Social Sciences. Cambridge University Press, Cambridge. 
Littlepage, L., Gazley, B., Bennett, T.A., 2012. Service Learning From the Supply Side: Community 

Capacity to Engage Students. Nonprofit Management & Leadership 22, 305–320. 
Litzky, B.E., Godshalk, V.M., Walton-Bongers, C., 2010. Social Entrepreneurship and Community 

Leadership: A Service-Learning Model for Management Education. Journal of Management 
Education 34, 142–162. 



Bibliography 
 

 

309 

Lofland, J., Snow, D.A., Anderson, L., Lofland, L.H., 2006. Analyzing Social Settings - A Guide to 
Qualitative Observation and Analysis, 4th ed. Wadsworth & Cengage Learning, Belmont, CA. 

Lopez, M., 2009. Incorporating Service-Learning into the Economics Curriculum. Review of Black 
Political Economy 36, 137–149. 

Lubbers, M.J., Molina, J.L., Lerner, J., Brandes, U., Ávila, J., McCarty, C., 2010. Longitudinal 
Analysis of Personal Networks. The Case of Argentinean Migrants in Spain. Social Networks 
32, 91–104. 

Lund Dean, K., Fornaciari, C.J., 2014. Creating Masterpieces: How Course Structures and Routines 
Enable Student Performance. Journal of Management Education 38, 10–42. 

Lund Dean, K., Forray, J.M., 2015. Still Crazy (About Content) After All These Years. Journal of 
Management Education 39, 315–318.  

Lynton, E.A., 1995. Making the Case for Professional Service. American Association for Higher 
Education, Washington, DC. 

Lyons, B.J., Scott, B.A., 2012. Integrating Social Exchange and Affective Explanations for the 
Receipt of Help and Harm: A Social Network Approach. Organizational Behavior and Human 
Decision Processes 117, 66–79. 

Mabry, J.B., 1998. Pedagogical Variations in Service-Learning and Student Outcomes. Michigan 
Journal of Community Service Learning 5, 32–47. 

Macfarlane, B., Perkins, A., 1999. Reconceptualising Corporate Strategy in Business and 
Management Education. Education+Training 41, 20–26. 

Mackenzie, C., Ricker, B., Christensen, J., Heller, E., Kagan, E., Osano, P., Long, L., Turner, S., 
2013. “Dear Diary” Revisited: Reflecting on Collaborative Journaling. Journal of Geography in 
Higher Education 37, 480–486. 

MacQueen, K.M., Mclellan-Lemal, E., Bartholow, K., Milstein, B., 2008. Team-Based Codebook 
Development: Structure, Process and Agreement, in: Guest, G., MacQueen, K.M. (Eds.), 
Handbook for Team-Based Qualitative Research. AltaMira Press, Plymouth, pp. 119–135. 

Madsen, S.R., 2004. Academic Service Learning in Human Resource Management Education. 
Journal of Education for Business 79, 328–332. 

Madsen, S.R., Turnbull, O., 2006. Academic Service Learning Experiences of Compensation and 
Benefit Course Students. Journal of Management Education 30, 724–742. 

Mair, J., Battilana, J., Cardenas, J., 2012. Organizing for Society: A Typology of Social 
Entrepreneuring Models. Journal of Business Ethics 111, 353–373. 

Marcus, G.E., 1998. Ethnography Through Thick and Thin. Princeton University Press, Princeton, 
NJ. 

Marineau, J.E., Labianca, G. (Joe), Kane, G.C., 2016. Direct and Indirect Negative Ties and 
Individual Performance. Social Networks 44, 238–252. 

Markus, G.B., Jeffrey P. F. Howard, King, D.C., 1993. Integrating Community Service and 
Classroom Instruction Enhances Learning: Results from an Experiment. Educational Evaluation 
and Policy Analysis 15, 410–419. 

Marsden, P.V., 1981. Introducing Influence Processes into a System of Collective Decisions. 
American Journal of Sociology 86, 1203–1235. 

Marshall, C., Rossman, G.B., 2010. Designing Qualitative Research, 5th ed. Sage Publications, 
Thousand Oaks, CA. 

Marshall, J.H., Lawrence, E.C., Lee Williams, J., Peugh, J., 2015. Mentoring as Service-Learning: 
The Relationship Between Perceived Peer Support and Outcomes for College Women Mentors. 
Studies in Educational Evaluation 47, 38–46. 

Mays, N., Pope, C., 1995. Rigour And Qualitative Research. BMJ: British Medical Journal 311, 109–
112. 

McCarthy, A.M., Tucker, M.L., 2002. Encouraging Community Service through Service Learning. 
Journal of Management Education 26, 629–47. 



Bibliography 
 

 

310 

McCord, M., Houseworth, M., Michaelsen, L.K., 2015. The Integrative Business Experience: Real 
Choices and Real Consequences Create Real Thinking. Decision Sciences Journal of Innovative 
Education 13, 411–429. 

McCrea, E.A., 2010. Integrating Service-Learning into an Introduction to Entrepreneurship Course. 
Journal of Management Education 34, 39–61. 

McEwen, M.K., 1996. Enhancing Student Learning and Development Through Service-Learning, in: 
Jacoby, B., And Associates (Eds.), Service-Learning in Higher Education Concepts and 
Practices. Jossey-Bass, San Francisco, CA, pp. 53–91. 

McGoldrick, K., Battle, A., Gallagher, S., 2000. Service-Learning and the Economics Course: Theory 
and Practice. The American Economist 44, 43–52. 

McIver, D., Flanagan, D., Fitzsimmons, S., 2016. Instructional Design as Knowledge Management: 
A Knowledge-in-Practice Approach to Choosing Instructional Methods. Journal of Management 
Education 40, 47–75.  

McKeever, E., Jack, S., Anderson, A., 2015. Embedded Entrepreneurship in the Creative Re-
Construction of Place. Journal of Business Venturing 30, 50–65. 

McMillan, J., 2011. What Happens When the University Meets the Community? Service Learning, 
Boundary Work and Boundary Workers. Teaching in Higher Education 16, 553–564. 

McMillan, J., Stanton, T.K., 2014. “Learning Service” in International Contexts: Partnership-based 
Service-Learning and Research in Cape Town, South Africa. Michigan Journal of Community 
Service Learning 21, 64–78. 

Mehra, A., Kilduff, M., Brass, D.J., 2001. The Social Networks of High and Low Self-Monitors: 
Implications for Workplace Performance. Administrative Science Quarterly 46, 121–146. 

Meierhofer, J., Baumgartner, L., Howard, K., Lounsbery, J., Reidt, S., Moon, J., 2013. Facilitating 
Student Pharmacist Learning Through Student-Led Development of a Service-Learning 
Opportunity. Currents in Pharmacy Teaching and Learning 5, 611–615. 

Melamed, D., Simpson, B., 2016. Strong Ties Promote the Evolution of Cooperation in Dynamic 
Networks. Social Networks 45, 32–44. 

Methot, J.R., Lepine, J.A., Podsakoff, N.P., Christian, J.S., 2016. Are Workplace Friendships a 
Mixed Blessing? Exploring Tradeoffs of Multiplex Relationships and their Associations with 
Job Performance. Personnel Psychology 69, 311–355. 

Middleton, K.L., 2005. The Service-Learning Project as a Supportive Context for Charismatic 
Leadership Emergence in Nascent Leaders. Academy of Management Learning & Education 4, 
295–308. 

Miles, M.B., Huberman, A.M., 1994. Qualitative Data Analysis: An Expanded Sourcebook. Sage 
Publications, Thousand Oaks, CA. 

Miles, M.B., Huberman, A.M., Saldaña, J., 2014. Qualitative Data Analysis: A Methods Sourcebook. 
Sage Publications, Thousand Oaks, CA. 

Mintzberg, H., 2004. Managers, not MBAs: A Hard Look at the Soft Practice of Managing and 
Management development. Berrett-Koehler, San Francisco, CA. 

Mintz, S.D., Hesser, G.W., 1996. Principles ofGgood Practice in Service-Learning., in: Jacoby, B. 
(Ed.), Service-Learning in Higher Education: Concepts and Practices. Jossey-Bass, San 
Francisco, CA, pp. 26–52. 

Miron, D., Moely, B.E., 2006. Community Agency Voice and Benefit in Service-Learning. Michigan 
Journal of Community Service Learning 12, 27–37. 

Mitchell, T.R., Holtom, B.C., Lee, T.W., Sablynski, C.J., Erez, M., 2001. Why People Stay: Using 
Job Embeddedness to Predict Voluntary Turnover. Academy of Management Journal 44, 1102–
1121. 

Moely, B.E., Furco, A., Reed, J., 2008. Charity and Social Change: The Impact of Individual 
Preferences on Service-Learning Outcomes. Michigan Journal of Community Service Learning 
15, 37–48. 



Bibliography 
 

 

311 

Moeran, B., 2009. From Participation to Observant Participation, in: Ybema, S., Yanow, D., Wels, 
H., Kamsteeg, F. (Eds.), Organizational Ethnography: Studying the Complexities of Everyday 
Life. Sage Publications, London, pp. 139–155. 

Mohammed, S., Linda C. Angell, 2004. Surface- and Deep-Level Diversity in Workgroups: 
Examining the Moderating Effects of Team Orientation and Team Process on Relationship 
Conflict. Journal of Organizational Behavior 25, 1015–1039. 

Mooney, L.A., Edwards, B., 2001. Experiential Learning in Sociology: Service Learning and Other 
Community-Based Learning Initiatives. Teaching Sociology 29, 181–194. 

Moran, P., 2005. Structural vs. Relational Embeddedness: Social Capital and Managerial 
Performance. Strategic Management Journal 26, 1129–1151. 

Morgan, G., Smircich, L., 1980. The Case for Qualitative Research. Academy of Management 
Review 5, 491–500. 

Morgan, R.M., Hunt, S.D., 1994. The Commitment-Trust Theory of Relationship Marketing. Journal 
of Marketing 58, 20–38. 

Morgan, W., Streb, M., 2001. Building Citizenship: How Student Voice in Service-Learning 
Develops Civic Values. Social Science Quarterly 82, 154–169. 

Morrison, E.W., 2002. Newcomers’ Relationships: The Role of Social Network Ties During 
Socialization. Academy of Management Journal 45, 1149–1160. 

Morton, K., 1995. The Irony of Service: Charity, Project and Social Change in Service-Learning. 
Michigan Journal of Community Service Learning 2, 19–32. 

Morton, K., Troppe, M., 1996. From the Margin to the Mainstream: Campus Compact’s Project on 
Integrating Service with Academic Study. Journal of Business Ethics 15, 21–32. 

Moser, S., 2008. Personality: A New Positionality? Area 40, 383–392. 
Mungaray, A., Ramirez-Urquidy, M., Texis, M., Ledezma, D., Ramirez, N., 2007. Promoting 

Learning in Small Entrepreneurs and Higher Education Students Through Service Learning 
Programs. International Journal of Business Research 7, 10–28. 

NACE, 2014. Job Outlook 2015 [WWW Document]. National Association of Colleges and 
Employers. URL https://www.umuc.edu/upload/NACE-Job-Outlook-2015.pdf (accessed 
3.4.16). 

Nahapiet, J., Ghoshal, S., 1998. Social Capital, Intellectual Capital, and the Organizational 
Advantage. The Academy of Management Review 23, 242–266. 

Namey, E., Guest, G., Thairu, L., Johnson, L., 2008. Data Reduction Techniques for Large 
Qualitative Data Sets, in: Guest, G., MacQueen, K. (Eds.), Handbook for Team-Based 
Qualitative Research. AltaMira, pp. 137–162. 

Neck, H., Brush, C., Allen, E., 2009. The Landscape of Social Entrepreneurship. Business Horizons 
52, 13–19. 

Neiva de Figueiredo, J., Mauri, A.J., 2013. Developing International Managerial Skills Through the 
Cross-Cultural Assignment: Experiential Learning by Matching U.S.-Based and International 
Students. Journal of Management Education 37, 367–399.  

Newbury, D., 2001. Diaries and Fieldnotes in the Research Process. Research Issues in Art Design 
and Media. 

Neyland, D., 2008. Organizational Ethnography. Sage Publications, Los Angeles, CA. 
Ng, T.W.H., Feldman, D.C., 2012. The Effects of Organizational and Community Embeddedness on 

Work-to-Family and Family-to-Work Conflict. Journal of Applied Psychology 97, 1233–1251. 
Nicholls, A., 2006. Social Entrepreneurship: New Models of Sustainable Social Change. Oxford 

University Press, Oxford. 
Nicolini, D., 2011. Practice as the Site of Knowing: Insights from the Field of Telemedicine. 

Organization Science 22, 602–620.  
Niehaus, E., Crain, L.K., 2013. Act Local or Global?: Comparing Student Experiences in Domestic 

and International Service-Learning Programs. Michigan Journal of Community Service 
Learning 20, 31–40. 



Bibliography 
 

 

312 

Nohria, N., 2012. What Business Schools Can Learn From the Medical Profession. Harvard Business 
Review 90, 38-39. 

Novak, J.M., Markey, V., Allen, M., 2007. Evaluating Cognitive Outcomes of Service Learning in 
Higher Education: A Meta-Analysis. Communication Research Reports 24, 149–157. 

Nunes, S., Lopes, R., 2015. Firm Performance, Innovation Modes and Territorial Embeddedness. 
European Planning Studies 23, 1796–1826. 

O’Connor, K.M., Gladstone, E., 2015. How Social Exclusion DistortsSsocial Network Perceptions. 
Social Networks 40, 123–128. 

O’Gorman, K.D., MacIntosh, R., 2015. Research Methods for Business and Management: A Guide to 
Writing Your Dissertation. Goodfellow Publishers Ltd, Oxford. 

Oh, H., Chung, M.-H., Labianca, G., 2004. Group Social Capital and Group Effectiveness: The Role 
of Informal Socializing Ties. Academy of Management Journal 47, 860–875. 

O’Neill, M., 2001. Participation or Observation? Some Practical and Ethical Dilemmas, in: Gellner, 
D.N., Hirsch, E. (Eds.), Inside Organizations: Anthropologists at Work. Berg, Oxford, pp. 221–
230. 

Ortlipp, M., 2008. Keeping and Using Reflective Journals in the Qualitative Research Process. 
Qualitative Report 13, 695–705. 

Osiemo, L.B., 2012. Developing Responsible Leaders: The University at the Service of the Person. 
Journal of Business Ethics 108, 131–143. 

Ozdemir, S.Z., Moran, P., Bliemel, M.J., Zhong, X., 2016. Reaching and Acquiring Valuable 
Resources: The Entrepreneur’s Use of Brokerage, Cohesion, and Embeddedness. 
Entrepreneurship: Theory and Practice 40, 49–79. 

Pack, M., 2014. Practice Journeys: Using Online Reflective Journals in Social Work Fieldwork 
Education. Reflective Practice 15, 404–412. 

Padgett, D.K., 2008. Qualitative Methods in Social Work Research. Sage Publications, Thousand 
Oaks, CA. 

Papamarcos, S.D., 2005. Giving Traction to Management Theory: Today’s Service-Learning. 
Academy of Management Learning & Education 4, 325–335. 

Papamarcos, S.D., 2002. The “Next Wave” in Service-Learning: Integrative, Team-Based 
Engagements with Structural Objectives. Review of Business 23, 31-38. 

Park, C.U., 2015. Institutional Embeddedness of Market Integration: The Formation of Free Trade 
Agreements in 1957-2008. International Sociology 30, 39–60. 

Pawson, E., 2016. Classrooms Without Borders: New Spaces and Places of Learning. Journal of 
Geography in Higher Education 40, 14–30. 

Pedersen, P.J., Meyer, J.M., Hargrave, M., 2015. Learn Global; Serve Local: Student Outcomes from 
a Community-Based Learning Pedagogy. Journal of Experiential Education 38, 189–206. 

Peräkylä, A., Ruusuvuori, J., 2011. Analyzing Talk and Text, in: Denzin, N., Lincoln, Y.S. (Eds.), 
The SAGE Handbook of Qualitative Research. Sage Publications, Thousand Oaks, CA, pp. 
869–886. 

Perry-Smith, J.E., 2006. Social Yet Creative: The Role of Social Relationships in Facilitating 
Individual Creativity. Academy of Management Journal 49, 85-101. 

Petkus Jr., E., 2000. A Theoretical and Practical Framework for Service-Learning in Marketing: 
Kolb’s Experiential Learning Cycle. Journal of Marketing Education 22, 64-70. 

Pfeffer, J., Fong, C.T., 2002. The End of Business Schools? Less Success Than Meets the Eye. 
Academy of Management Learning & Education 1, 78–95. 

Pless, N.M., Maak, T., Stahl, G.K., 2011. Developing Responsible Global Leaders Through 
International Service-Learning Programs: The Ulysses Experience. Academy of Management 
Learning & Education 10, 237–260. 

Plickert, G., Côté, R.R., Wellman, B., 2007. It’s No Who You Know, it’s How You Know Them: 
Who Exchanges What With Whom? Social Networks 29, 405–429. 

Podolny, J.M., Baron, J.N., 1997. Resources and Relationships: Social Networks and Mobility in the 
Workplace. American Sociological Review 62, 673–693. 



Bibliography 
 

 

313 

Polanyi, K., 1992. The Economy as Anstituted Process, in: Granovetter, M.S., Schwedberg, R. (Eds.), 
The Sociology of Economic Life. Westview Press, Boulder, CO, pp. 29–51. 

Polanyi, K., 1944. The Great Transformation: The Political and Economic Origins of Our Time. 
Beacon, Boston, MA. 

Polidoro, F., Ahuja, G., Mitchell, W., 2011. When the Social Structure Overshadows Competitive 
Incentives: The Effects of Network Embeddedness on Joint Venture Dissolution. Academy of 
Management Journal 54, 203–223. 

Pollner, M., 1991. Left of Ethnomethodology: The Rise and Decline of Radical Reflexivity. 
American Sociological Review 56, 370–380. 

Porath, C.L., Gerbasi, A., Schorch, S.L., 2015. The Effects of Civility on Advice, Leadership, and 
Performance. Journal of Applied Psychology 100, 1527–1541.  

Porath, C.L., Overbeck, J.R., Pearson, C.M., 2008. Picking up the Gauntlet: How Individuals 
Respond to Status Challenges. Journal of Applied Social Psychology 38, 1945–1980. 

Porter, J.R., Summers, M., Toton, S., Aisenstein, H., 2008. Service-Learning with a Food Stamp 
Enrollment Campaign: Community and Student Benefits. Michigan Journal of Community 
Service Learning 14, 66–75. 

Portes, A., Sensenbrenner, J., 1993. Embeddedness and Immigration: Notes on the Social 
Determinants of Economic Action. American Journal of Sociology 98, 1320–1350. 

Prechel, H.N., Zheng, L., 2012. Corporate Characteristics, Political Embeddedness and 
Environmental Pollution by Large U.S. Corporations. Social Forces 90, 947–970. 

Pribbenow, D.A., 2005. The Impact of Service-Learning Pedagogy on Faculty Teaching and 
Learning. Michigan Journal of Community Service Learning 11, 25–38. 

Primavera, J., 1999. The Unintended Consequences of Volunteerism: Positive outcomes for those 
Who serve. Journal of Prevention & Intervention in the Community, Educating students to 
make a difference: Community-based service learning 18, 125–140. 

Prior, L., 2011. Using Documents and Records in Social Research. Sage Publications, London. 
Probst, B., 2015. The Eye Regards Itself: Benefits and Challenges of Reflexivity in Qualitative Social 

Work Research. Social Work Research 39, 37–48. 
Provan, K.G., Huang, K., Milward, H.B., 2009. The Evolution of Structural Embeddedness and 

Organizational Social Outcomes in a Centrally Governed Health and Human Services Network. 
Journal of Public Administration Research and Theory 19, 873–893. 

Provan, K.G., Lemaire, R.H., 2015. Positional Embeddedness in a Community Source Software 
Development Project Network: The Importance of Relationship Intensity. R&D Management 
45, 440–457. 

Punch, S., 2012. Hidden Struggles of Fieldwork: Exploring the Role and Use of Field Diaries. 
Emotion, Space and Society 5, 86–93. 

Purdy, J.M., Lawless, J., 2012. Learning About Governance Through Nonprofit Board Service. 
Journal of Management Education 36, 33–65.  

Rafaeli, A., Erez, A., Ravid, S., Derfler-Rozin, R., Treister, D., Scheyer, R., 2012. When Customers 
Exhibit Verbal Aggression, Employees Pay Cognitive Costs. Journal of Applied Psychology 97, 
931–950. 

Rama, D.V., Ravenscroft, S.P., Wolcott, S.K., Zlotkowski, E., 2000. Service-Learning Outcomes: 
Guidelines for Educators and Researchers. Issues in Accounting Education 15, 657–692. 

Rambaran, J.A., Dijkstra, J.K., Munniksma, A., Cillessen, A.H.N., 2015. The Development of 
Adolescents’ Friendships and Antipathies: A Longitudinal Multivariate Network Test of 
Balance Theory. Social Networks 43, 162–176. 

Ramsey, V.J., 2002. Learning Journals and Learning Communities. Journal of Management 
Education 26, 380–401. 

Ramsey, V.J., Fitzgibbons, D.E., 2005. Being in the Classroom. Journal of Management Education 
29, 333–356. 

Reagans, R., McEvily, B., 2003. Network Structure and Knowledge Transfer: The Effects of 
Cohesion and Range. Administrative Science Quarterly 48, 240–267. 



Bibliography 
 

 

314 

Reagans, R., Zuckerman, E., McEvily, B., 2004. How to Make the Team: Social Networks vs. 
Demography as Criteria for Designing Effective Teams. Administrative Science Quarterly 49, 
101–133. 

Reagans, R., Zuckerman, E.W., 2001. Networks, Diversity, and Productivity: The Social Capital of 
Corporate R&D Teams. Organization Science 12, 502–517. 

Rhee, K.S., 2003. Self-Directed Learning: To Be Aware or Not To Be Aware. Journal of 
Management Education 27, 568–89. 

Richards, E.A., Novak, J.C., 2010. From Biloxi to Cape Town: Curricular Integration of Service 
Learning. Journal of Community Health Nursing 27, 46–50. 

Rindfleisch, A., Moorman, C., 2001. The Acquisition and Utilization of Information in New Product 
Alliances: A Strength-of-Ties Perspective. Journal of Marketing 65, 1–18. 

Robinson, D.F., Sherwood, A.L., DePaolo, C.A., 2010. Service-Learning by Doing: How a Student-
Run Consulting Company Ffinds Relevance and Purpose in a Business Strategy Capstone 
Course. Journal of Management Education 34, 88–112. 

Robson, C., McCartan, K., 2016. Real World Research. A Resource for Users of Social Research 
Methods in Applied Settings, 4th ed. John Wiley & Sons, London. 

Roschelle, A.R., Turpin, J., Elias, R., 2000. Who Learns from Service Learning? American 
Behavioral Scientist, Service-Learning Pedagogy as Universities’ Response to Troubled Times 
43, 839–847. 

Ross, L., 2012. Disrupting Borders: A Case Study in Engaged Pedagogy. Michigan Journal of 
Community Service Learning 19, 58–68. 

Roulston, K., 2010. Reflective Interviewing : A Guide to Theory and Practice. Sage Publications, 
London. 

Rowley, T., Behrens, D., Krackhardt, D., 2000. Redundant Governance Structures: An Analysis of 
Structural and Relational Embeddedness in the Steel and Semiconductor Industries. Strategic 
Management Journal 21, 369–386. 

Rubin, H.J., Rubin, I.S., 1995. Qualitative Interviewing: The Art of Hearing Data. Sage Publications, 
Thousand Oaks, CA. 

Rubin, R.S., Dierdorff, E.C., 2009. How Relevant Is the MBA? Assessing the Alignment of Required 
Curricula and Required Managerial Competencies. Academy of Management Learning & 
Education 8, 208–224. 

Rulke, D.L., Galaskiewicz, J., 2000. Distribution of Knowledge, Group Network Structure, and 
Group Performance. Management Science 46, 612–625. 

Sabbaghi, O., Cavanagh S. J., G.F., Hipskind S. J., T., 2013. Service-Learning and Leadership: 
Evidence from Teaching Financial Literacy. Journal of Business Ethics 118, 127–137.  

Saldaña, J., 2009. The Coding Manual for Qualitative Researchers. Sage Publications, London. 
Saldaña, J., 2003. Longitudinal Qualitative Research: Analyzing Change through Time. AltaMira 

Press, Blue Ridge Summit, PA. 
Salimbene, F.P., Buono, A.F., Lafarge, V.V.S., Nurick, A.J., 2005. Service-Learning and 

Management Education: The Bentley Experience. Academy of Management Learning & 
Education 4, 336–344. 

Saltmarsh, J., 2010. Review Essay: The New American Scholar. Michigan Journal of Community 
Service Learning 16, 90–94. 

Sandberg, J., 2005. How Do We Justify Knowledge Produced Within Interpretive Approaches? 
Organizational Research Methods 8, 41–68. 

Sanders, M.J., Van Oss, T., McGeary, S., 2016. Analyzing Reflections in Service Learning to 
Promote Personal Growth and Community Self-Efficacy. Journal of Experiential Education 39, 
73–88. 

Sandman, L.R., 2008. Conceptualization of the Scholarship of Engagement in Higher Education: A 
Strategic Review, 1996-2006. Journal of Higher Education Outreach & Engagement 12, 91–
104. 



Bibliography 
 

 

315 

Sandy, M., Holland, B., 2006. Different Worlds and Common Ground: Community Partner 
Perspectives on Campus-Community Partnerships. Michigan Journal of Community Service 
Learning 13, 30–43. 

Saunders, M., Lewis, P., Thornhill, A., 2012. Research Methods for Business Students. [Electronic 
book]. Pearson, Harlow. 

Scheuermann, C.D., 1996. Ongoing Cocurricular Service-Learning, in: Jacoby, B., And Associates 
(Eds.), Service-Learning in Higher Education Concepts and Practices. Jossey-Bass, San 
Francisco, CA, pp. 135–155. 

Schmidt, A., Robby, M.A., 2002. What’s the Value of Service-Learning to the Community? 
Michigan Journal of Community Service Learning 9, 27–33. 

Schnaubelt, T., Statham, A., 2007. Faculty Perceptions of Service as a Mode of Scholarship. 
Michigan Journal of Community Service Learning 14, 18–31. 

Schoenherr, T., 2015. Service-Learning in Supply Chain Management: Benefits, Challenges and Best 
Practices. Decision Sciences Journal of Innovative Education 13, 45–70. 

Schwedberg, R., Granovetter, M.S., 1992. Introduction, in: Granovetter, M.S., Schwedberg, R. 
(Eds.), The Sociology of Economic Life. Westview Press, Boulder, CO, pp. 1–26. 

Seale, C., 2000. Analysing Your Data, in: Silverman, D. (Ed.), Doing Qualitative Research. Sage 
Publications, London, pp. 154–174. 

Sedlak, C.A., Doheny, M.O., Panthofer, N., Anaya, E., 2003. Critical Thinking in Students’ Service-
Learning Experiences. College Teaching 51, 99–103. 

Segrist, K.A., 2013. Student Service Learning – Obstacles and Opportunities. Procedia - Social and 
Behavioral Sciences 93, 1195–1197. 

Seibert, S.E., Kraimer, M.L., Liden, R.C., 2001. A Social Capital Theory of Career Success. 
Academy of Management Journal 44, 219–237. 

Seidel, M.-D.L., Polzer, J.T., Stewart, K.J., 2000. Friends in High Places: The Effects of Social 
Networks on Discrimination in Salary Negotiations. Administrative Science Quarterly 45, 1–24. 

Seider, S.C., Gillmor, S.C., Rabinowicz, S.A., 2011. The Impact of Community Service Learning 
Upon the Worldviews of Business Majors Versus Non-Business Majors at an American 
University. Journal of Business Ethics 98, 485–503. 

Shapiro, D.L., Sheppard, B.H., Cheraskin, L., 1992. Business on a Handshake. Negotiation Journal 8, 
365–377. 

Shay, S., 2008. Assessment at the Boundaries: Service Learning as Case Study. British Educational 
Research Journal 34, 525–540. 

Sheffield, E.C., 2015. Toward Radicalizing Community Service Learning. Educational Studies: 
Journal of the American Educational Studies Association 51, 45–56. 

Shukla, P.K., Shukla, M.P., 2014. An Analysis of Gender and Major Differences upon Undergraduate 
Student Attitudes about Community Service Learning. Contemporary Issues in Education 
Research 7, 34–44. 

Siciliano, M.D., 2016. It’s the Quality Not the Quantity of Ties That Matter Social Networks and 
Self-Efficacy Beliefs. American Educational Research Journal 53, 227–262. 

Siedlok, F., Hibbert, P., Sillince, J., 2014. From Practice to Collaborative Community in 
Interdisciplinary Research Contexts. Research Policy 44, 96-107. 

Silver, S., 2012. Banking: Changed Climate Leads to Revamped Curriculums [WWW Document]. 
Financial Times. URL http://www.ft.com/cms/s/2/29fad844-aa59-11e1-899d-
00144feabdc0.html (accessed 3.4.16). 

Simola, S., 2009. A Service-Learning Initiative within a Community-Based Small Business. 
Education & Training 51, 567–586. 

Simons, L., Cleary, B., 2005. Student and Community Perceptions of the “Value Added” For 
Service-Learners. Journal of Experiential Education 28, 164–188. 

Simpson, C.R., 2015. Multiplexity and Strategic Alliances: The Relational Embeddedness of 
Coalitions in Social Movement Organisational Fields. Social Networks 42, 42–59. 



Bibliography 
 

 

316 

Skilton-Sylvester, E., Erwin, E.K., 2000. Creating Reciprocal Learning Relationships across Socially-
Constructed Borders. Michigan Journal of Community Service Learning 7, 65–75. 

Slife, B.D., Williams, R.N., 1995. What’s Behind the Research?: Discovering Hidden Assumptions in 
the Behavioral Sciences. Sage Publications, Thousand Oaks, CA. 

Slowey, M., 2003. Higher Education and Civil Society, in: Slowey, M., Watson, D. (Eds.), Higher 
Education and the Lifecourse. Open University Press, Buckingham, UK, pp. 135–151. 

Smith, B.R., Stevens, C.E., 2010. Different Types of Social Entrepreneurship: The Role of 
Geography and Embeddedness on the Measurement and Scaling of Social Value. 
Entrepreneurship & Regional Development 22, 575–598. 

Snell, R.S., Chan, M.Y.L., Ma, C.H.K., Chan, C.K.M., 2015. A Road Map for Empowering 
Undergraduates to Practice Service Leadership through Service-Learning in Teams. Journal of 
Management Education 39, 372–399. 

Sorenson, O., Waguespack, D.M., 2006. Social Structure and Exchange: Self-Confirming Dynamics 
in Hollywood. Administrative Science Quarterly 51, 560–589. 

Sparrowe, R., Liden, R.C., 1997. Process and Structure in Leader-Member Exchange. Academy of 
Management Review 22, 522–552. 

Sparrowe, R.T., Liden, R.C., Wayne, S.J., Kraimer, M.L., 2001. Social Networks and the 
Performance of Individuals and Groups. The Academy of Management Journal 44, 316–325. 

Srinivas, T., Meenan, C.E., Drogin, E., DePrince, A.P., 2015. Development of the Community 
Impact Scale Measuring Community Organization Perceptions of Partnership Benefits and 
Costs. Michigan Journal of Community Service Learning 21, 5–21. 

Staber, U., Aldrich, H.E., 1995. Cross-National Similarities in the Personal Networks of Small 
Business Owners: A Comparison of Two Regions in North America. The Canadian Journal of 
Sociology / Cahiers canadiens de sociologie 20, 441–467. 

Starkey, K., Hatchuel, A., Tempest, S., 2004. Rethinking the Business School. Journal of 
Management Studies 41, 1521–1531. 

Steinberg, M., Kenworthy-U’Ren, A., Desplaces, D., Coleman, S., Golden, R., 2006. A Service-
Learning Approach to Community Economic Development: The University of Hartford Micro 
Business Incubator. International Journal of Case Method Research & Application XVIII, 200–
208. 

Steiner, S.D., Watson, M.A., 2006. The Service Learning Component in Business Education: The 
Values Linkage Void. Academy of Management Learning & Education 5, 422–434. 

Steinke, P., Buresh, S., 2002. Cognitive Outcomes of Service-Learning: Reviewing the Past and 
Glimpsing the Future. Michigan Journal of Community Service Learning 8, 5–14. 

Stein, O.R., Schmalzbauer, L., 2012. Engineers without Borders at Montana State University: 
Student-Led Engagement and Transnational Collaboration. Journal of Higher Education 
Outreach and Engagement 16, 187–209. 

Stewart, A.C., Houghton, S.M., Rogers, P.R., 2012. Instructional Design, Active Learning, and 
Student Performance: Using a Trading Room to Teach Strategy. Journal of Management 
Education 36, 753–776. 

Stoecker, R., 2014. Extension and Higher Education Service-Learning: Toward a Community 
Development Service-Learning Model. Journal of Higher Education Outreach and Engagement 
18, 15–42. 

Stoecker, R., 2003. Community-Based Research: From Practice to Theory and Back Again. Michigan 
Journal of Community Service Learning 9, 35–46. 

Stoecker, R., Tryon, E.A., 2009. The Unheard Voices: Community Organizations and Service 
Learning. Temple University Press, Philadelphia, PA. 

Strauss, A.L., Corbin, J.M., 1990. Basics of Qualitative Research: Grounded Theory Procedures and 
Techniques. Sage Publications, Newbury Park, CA. 

Stuhlmiller, C.M., Tolchard, B., 2015. Developing a Student-Led Health and Wellbeing Clinic in an 
Underserved Community: Collaborative Learning, Health Outcomes and Cost Savings. BMC 
Nursing 14, 1–8. 



Bibliography 
 

 

317 

Sydow, J., Lindkvist, L., DeFillippi, R., 2004. Project-Based Organizations, Embeddedness and 
Repositories of Knowledge: Editorial. Organization Studies 25, 1475–1489. 

Tagiuri, R., 1958. Social Preference and its Perception, in: Tagiuri, R., Petrullo, L. (Eds.), Person 
Perception and Interpersonal Behavior. Stanford University Press, Stanford, CA, pp. 316–336. 

Tan, W.-L., Williams, J., Tan, T.-M., 2005. Defining the “Social” in “Social Entrepreneurship”: 
Altruism and Entrepreneurship. International Entrepreneurship and Management Journal 1, 
353–365. 

Taylor, M.L., 2005. A Service-Learning Kaleidoscope of Insights: Conversations With Mihaly 
Csikszentmihalyi, Theorist/Systems Change Artist; Bernard Milano, Practitioner/ Foundation 
Leader; and John Saltmarsh, Historian/Service-Learning Educator. Academy of Management 
Learning & Education 4, 363–376. 

Taylor, S.J., DeVault, M.L., Bogdan, R., 2016. Introduction to Qualitative Research Methods : A 
Guidebook and Resource. Wiley, Hoboken, New Jersey. 

Taylor, S.S., Fisher, D., Dufresne, R.L., 2002. The Aesthetics of Management Storytelling: A Key to 
Organizational Learning. Management Learning 33, 313–330. 

Tesch, R., 1990. Qualitative Research: Analysis Types and Software Tools. Falmer Press, New York. 
Teymuroglu, Z., 2013. Service-Learning Project in a First-Year Seminar: A Social Network Analysis. 

Primus 23, 893–905. 
Tietze, S., 2012. Researching Your Own Organization, in: Symon, G., Cassell, C. (Eds.), Qualitative 

Organizational Research - Core Methods and Current Challenges. Sage Publications, London, 
pp. 53–71. 

Tinkler, A., Tinkler, B., Gerstl-Pepin, C., Mugisha, V.M., 2014. The Promise of a Community-Based, 
Participatory Approach to Service-Learning in Teacher Education. Journal of Higher Education 
Outreach and Engagement 18, 209–232. 

Tiwana, A., 2008. Do Bridging Ties Complement Strong Ties? An Empirical Examination of 
Alliance Ambidexterity. Strategic Management Journal 29, 251–272. 

Tortoriello, M., Krackhardt, D., 2010. Activating Cross-Boundary Knowledge: The Role of 
SimmelianTties in the Generation of Innovations. Academy of Management Journal 53, 167–
181. 

Trainor, A., Graue, E., 2014. Evaluating Rigor in Qualitative Methodology and Research 
Dissemination. Remedial and Special Education 35, 267–274. 

Travers, C., 2011. Unveiling a Reflective Diary Methodology for Exploring the Lived Experiences of 
Stress and Coping. Journal of Vocational Behavior 79, 204–216. 

Tryon, E., Stoecker, R., Martin, A., Seblonka, K., Hilgendorf, A., Nellis, M., 2008. The Challenge of 
Short-Term Service-Learning. Michigan Journal of Community Service Learning 14, 16–26. 

Tsai, W., Ghoshal, S., 1998. Social Capital and Value Creation: The Fole of Intrafirm Networks. 
Academy of Management Journal 41, 464–476. 

Tucker, M.L., McCarthy, A.M., 2001. Presentation Self-Efficacy: Increasing Communication Skills 
Through Service-Learning. Journal of Managerial Issues 13, 227-244. 

Tucker, M.L., McCarthy, A.M., Hoxmeier, J.A., Lenk, M.M., 1998. Community Service Learning 
Increases Communication Skills Across the Business Curriculum. Business Communication 
Quarterly 61, 88–99. 

Tutić, A., Wiese, H., 2015. Reconstructing Granovetter’s Network Theory. Social Networks 43, 136–
148. 

Uzzi, B., 1997. Social Structure and Competition in Interfirm Networks: The Paradox of 
Embeddedness. Administrative Science Quarterly 42, 35–67. 

Uzzi, B., 1996. The Sources and Consequences of Embeddedness for the Economic Performance of 
Organizations: The Network Effect. American Sociological Review 61, 674–698. 

Uzzi, B., Gillespie, J., 1999. Corporate Social Capital and the Cost of Financial Capital: An 
Embeddednes Approach, in: Lenders, J., Gabbay, S. (Eds.), Corporate Social Capital. Kluwer, 
New York, pp. 385–398. 



Bibliography 
 

 

318 

Uzzi, B., Lancaster, R., 2003. Relational Embeddedness and Learning: The Case of Bank Loan 
Managers and Their Clients. Management Science 49, 383–399. 

van der Waal, K., 2009. Getting Going: Organizing Ethnographic Fieldwork, in: Ybema, S., Yanow, 
D., Wels, H., Kamsteeg, F. (Eds.), Organizational Ethnography: Studying the Complexities of 
Everyday Life. Sage Publications, London, pp. 23–39. 

Van De Ven, A.H., Johnson, P.E., 2006. Knowledge for Theory and Practice. Academy of 
Management Review 31, 802–821. 

van Maanen, J., 2011. Ethnography as Work: Some Rules of Engagement. Journal of Management 
Studies 48, 218–234. 

van Maanen, J., 2006. Ethnography Then and Now. Qualitative Research in Organizations and 
Management: An International Journal 1, 13–21. 

van Maanen, J., 2001. Afterword: Natives “R” US: Some Notes on the Ethnography of 
Organizations, in: Gellner, D.N., Hirsch, E. (Eds.), Inside Organizations: Anthropologists at 
Work. Berg, Oxford, pp. 231–262. 

van Maanen, J., 1988. Tales of the Field: On Writing Ethnography., Chicago Guides to Writing, 
Editing, and Publishing. University of Chicago Press, Chicago, IL. 

Venkataramani, V., Dalal, R.S., 2007. “Who” Helps and Harms “Whom”? Relational Antecedents of 
Interpersonal Helping and Harming in Organizations. Journal of Applied Psychology 92, 952–
966. 

Venkataramani, V., Labianca, G., Grosser, T., 2013. Positive and Negative Workplace Relationships, 
Social Satisfaction, and Organizational Attachment. Journal of Applied Psychology 98, 1028–
1039. 

Venkataramani, V., Zhou, L., Wang, M., Liao, H., Shi, J., 2016. Social Networks and Employee 
Voice: The Influence of Team Members’ and Team Leaders’ Social Network Positions on 
Employee Voice. Organizational Behavior and Human Decision Processes 132, 37–48. 

Vogelgesang, L.J., Astin, A.W., 2000. Comparing the Effects of Community Service and Service-
Learning. Michigan Journal of Community Service Learning 7, 25–34. 

Voss, H.C., Mathews, L.R., Fossen, T., Scott, G., Schaefer, M., 2015. Community-Academic 
Partnerships: Developing a Service-Learning Framework. Journal of Professional Nursing 31, 
395–401. 

Walker, G., Kogut, B., Shan, W., 1997. Social Capital, Structural Holes and the Formation of an 
Industry Network. Organization Science 8, 109–125. 

Ward, K., 2003. Faculty Service Roles and the Scholarship of Engagement, ASHE-ERIC Higher 
Education Report. Jossey-Bass, San Francisco, CA. 

Ward, K., 1996. Service-Learning and Student Volunteerism: Reflections on Institutional 
Commitment. Michigan Journal of Community Service Learning 3, 55–65. 

Ward, K., Wolf-Wendel, L., 2000. Community-Centered Service Learning. American Behavioral 
Scientist 43, 767–780. 

Watson, D., 2003. The University in the Knowledge Society, in: Bjarnason, S., Coldstream, P. (Eds.), 
The Idea of Engagement: Universities in Society. Association of Commonwealth Universities, 
London, pp. 25–47. 

Watson, T.J., 2012. Making Organisational Ethnography. Journal of Organizational Ethnography 1, 
15–22.  

Watson, T.J., 2011. Ethnography, Reality, and Truth: The Vital Need for Studies of “How Things 
Work” in Organizations and Management. Journal of Management Studies 48, 202–217. 

Weber, J., Glyptis, S.M., 2000. Measuring the Impact of a Business Ethics Course and Community 
Service Experience on Students’ Values and Opinions. Teaching Business Ethics 4, 341–358. 

Weiler, L., Haddock, S., Zimmerman, T., Krafchick, J., Henry, K., Rudisill, S., 2013. Benefits 
Derived by College Students from Mentoring At-Risk Youth in a Service-Learning Course. 
American Journal of Community Psychology 52, 236–248. 

Wickersham, C., Westerberg, C., Jones, K., Cress, M., 2016. Pivot Points: Direct Measures of the 
Content and Process of Community-Based Learning. Teaching Sociology 44, 17–27. 



Bibliography 
 

 

319 

Williams, A.C., Bower, E.J., Newton, J.T., 2004. Research in Primary Dental Care Part 6: Data 
Analysis. British Dental Journal 197, 67–73.  

Williams, D.Z., 1993. Reforming Accounting Education. Journal of Accountancy 176, 76–82. 
Williams, P.H., Falk, A., 2010. Service Learning and Millennial Students: Benefits and Challenges to 

a Team-Based Approach. Professional Development (10974911) 13, 16–32. 
Willis, J., 2007. Foundations of Qualitative Research: Interpretive and Critical Approaches. Sage 

Publications, Thousand Oaks, CA. 
Wilson, S., MacLean, R., 2011. Research Methods and Data Aanalysis for Psychology. McGraw-

Hill, London. 
Wittmer, D.P., 2004. Business and Community: Integrating Service Learning in Graduate Business 

Education. Journal of Business Ethics 51, 359–371. 
Wolcott, H.F., 2008. Ethnography: A Way of Seeing. AltaMira Press, Lanham, MD. 
Wolcott, H.F., 1999. Ethnography: A Way of Seeing. AltaMira Press, Walnut Creek, CA. 
Worrall, L., 2007. Asking the Community: A Case Study of Community Partner Perspectives. 

Michigan Journal of Community Service Learning 14, 5–17. 
Wright, A.L., Middleton, S., Greenfield, G., Williams, J., Brazil, V., 2016. Strategies for Teaching 

Evidence-Based Management: What Management Educators Can Learn From Medicine. 
Journal of Management Education 40, 194–219. 

Wu, Z., Pullman, M.E., 2015. Cultural Embeddedness in Supply Networks. Journal of Operations 
Management 37, 45–58. 

Yanow, D., 2012. Organizational Ethnography Between Toolbox and World-Making. Journal of 
Organizational Ethnography 1, 31–42. 

Yanow, D., Schwartz-Shea, P., 2015. Interpretation and Method: Empirical Research Methods and 
the Interpretive Turn. Routledge, London. 

Yanow, D., Ybema, S., van Hulst, M., 2012. Practising Organizational Ethnography, in: Symon, G., 
Cassell, C. (Eds.), Qualitative Organizational Research - Core Methods and Current Challenges. 
Sage Publications, London, pp. 331–350. 

Ybema, S., Yanow, D., Wels, H., Kamsteeg, F., 2009. Studying Everyday Organizational Work, in: 
Ybema, S., Yanow, D., Wels, H., Kamsteeg, F. (Eds.), Organizational Ethnography: Studying 
the Complexities of Everyday Life. Sage Publications, London, pp. 1–20. 

Zaheer, A., Bell, G.G., 2005. Benefiting from Network Position: Firm Capabilities, Structural Holes, 
and Performance. Strategic Management Journal 26, 809–825. 

Zaheer, A., Gözübüyük, R., Milanov, H., 2010. It’s the Connections: The Network Perspective in 
Interorganizational Research. Academy of Management Perspectives 24, 62–77. 

Zaheer, A., Zaheer, S., 1997. Catching the Wave: Alertness, Responsiveness, and Market Influence in 
Global Electronic Networks. Management Science 43, 1493–1509. 

Zahra, S.A., Gedajlovic, E., Neubaum, D.O., Shulman, J.M., 2009. A Typology of Social 
Entrepreneurs: Motives, Search Processes and Ethical Challenges. Journal of Business 
Venturing 24, 519–532. 

Zlotkowski, E., 1996. Opportunity for All: Linking Service-Learning and Business Education. 
Journal of Business Ethics 15, 5–19. 

Zukin, S., DiMaggio, P., eds., 1990. Structures of Capital: The Social Organization of the Economy. 
Cambridge University Press, Cambridge. 
 


