
SECTION I: GLOBAL CIVIC ENGAGEMENT EDUCATION

Stop Training Global Political 
Hobbyists! Teaching Students 
How to Be Engaged Global 
Citizens Through Transnational 
Women’s Activism

1
This chapter criticizes higher education’s “global citizenship” initiatives for pri-
oritizing knowledge about nation-states and familiarity with global communities 
as a way to prepare students for individual achievement in professions that in-
creasingly require them to work with diverse others in an interconnected world. 
At best, this approach transforms students into global “political hobbyists” who 
are willing to debate public issues that cut across national boundaries, but who 
lack the civic interest or political skills required to resolve them. To cultivate truly 
engaged global citizens, the authors recommend approaches grounded in trans-
national feminist epistemology and pedagogy. Such work, which takes seriously 
women’s intersectional identities and variation in their lived experience, under-
scores the importance of reflexivity and empathy as critical civic skills that stu-
dents should master before moving on to seek influence over global issues. Specif-
ic learning experiences that incorporate transnational feminist practices include 
listening to and crafting testimonios, addressing local issues that cut across na-
tional borders, and preparing for a Fifth World Conference for Women. While 
higher education in general and political science in particular pose obstacles to 
transnational feminist activism as civic engagement, the authors argue it is the 
best way to address the needs and interests of a changing, diverse student body. 
The learning experiences suggested help to fulfill the civic mission of our institu-
tions and our discipline.
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Hierarchy, Democracy, and Activism

Pedagogy for civic and political engagement, which first emerged in established 
democracies in the Global North, often begins with the assumption that education can 
cultivate the skills, knowledge, and identities that will help students to exercise their 
positive political rights. It assumes citizens can access means of political participation, 
from voting to lobbying, and can do so vis-à-vis stable, democratic institutions that will 

respond to their endeavors. In the broader sweep of world history, however, few beyond political 
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elites have had the legal right to influence domestic political decisions in their own countries, let 
alone international ones. Historically the world was characterized first by patriarchy and then by 
additional hierarchical structures, including feudalism, slavery, caste systems, and colonialism.1 The 
disenfranchised—former peasants, serfs, and slaves; Indigenous people; and women—only gained 
access to political power through what one scholar of democratization describes as “prolonged and 
inconclusive political struggles.”2 Moreover, traditional authority figures—patriarchs, monarchs, 
dictators, and rulers—did not altruistically embrace egalitarian decision-making and establish 
or expand access and suffrage; rather, the people who traditionally had been denied access to 
political power organized in the public sphere and engaged in disruptive politics. For instance, 
some suffragists engaged in hunger strikes and unruly protests to achieve voting rights whereas 
Indigenous activists in several countries have protested against the privatization of water and 
for their voices to be heard in decisions regarding natural resources. In short, democratization, 
political rights, and access to voice transpire when the disenfranchised make it clear that they 
must be consulted if society is to run smoothly and without disruption. Limited government and 
positive political rights “are not natural features of the political landscape;” rather “they exist 
because someone demanded them.”3

In this chapter, we argue that political engagement pedagogy should teach students these 
realizations—that the right to participate in decision-making has always been earned through or-
ganizing in the public sphere and through collective action. To become engaged citizens in a global 
world, i.e., to become power-wielding global citizens, students therefore must see social and polit-
ical change as something that they can demand even when issues of concern cut across national 
borders. Further, they should be taught to achieve global political influence not by imposing their 
preferences on those who world history has disenfranchised and subjected to ongoing subordi-
nate status, but by collaborating with people in various locations around the world who also want 
change. As Poloni-Staudinger and Strachan4 posit, teaching that stops with knowledge of interna-
tional political affairs will transform students into political hobbyists who can debate global issues, 
but who feel no responsibility for resolving them as engaged global citizens. Political hobbyists, or 
well-educated people who can process political information and make in-depth arguments about 
political issues, still may have a minimal sense of civic duty and a lack of interest in and/or ability 
to influence real-world political outcomes.5

While gaining knowledge and cultural appreciation is an important first step toward global 
civic engagement, we argue that teaching must then pivot to explicit political engagement peda-
gogy. By this we mean that learning experiences must move beyond familiarity with global issues 
and even voluntarism to practicing the collective action skills required to influence global and/or 
“glocal” issues, i.e., local issues with global roots or consequences. Most importantly, we contend 
that traditional political engagement pedagogy be supplemented with approaches grounded in 
transnational feminist activism, defined here as a grassroots movement but also as an academic 
perspective with epistemological and pedagogical implications. Transnational feminism under-
scores awareness of intersectionality and of one’s own positionality in relation to others as precur-
sors to collective action strategies. 

Note, women and gender studies scholars, despite purposefully teaching students how to in-
fluence political outcomes, consciously eschewed the term “civic engagement” in favor of the term 
“feminist activism.”6 They did so to underscore that feminist activists advocate for radical action 
to transform a status quo built on patriarchy’s hierarchical legacies rather than access to governing 
institutions as they currently exist. Nevertheless, pedagogy for feminist activism in general and 
transnational feminist activism in particular overlaps considerably with political engagement ped-
agogy, as both emphasize not only a “deeper understanding” of issues and those affected by them, 
but also the collective action and organizing skills required to achieve social and political change.7 

As this APSA volume and the two that preceded it make clear, applied civic and political learn-
ing, focused on influencing outcomes through civic voluntarism and through wielding political 
power, is increasingly important for students.8 In the United States (US), embedding civic engage-
ment in the university curriculum is crucial because the quality of US democracy and the role of 
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civil society in promoting citizen participation is declining as evidenced by the erosion of volun-
tary associations and the rise of professionally staffed public interest groups and think tanks.9 US 
citizens show little trust in their political institutions, and the US is considered a “flawed democ-
racy” according to the Democracy Index of the Economist Intelligence Unit.10 Furthermore, the 
professionalization of civil society along with the erosion of deliberative voluntary associations in 
the United States offer limited socializing experiences that previously prepared citizens for civic 
participation.11 The US is not alone in its democratic decline; “just 8.4% of the world’s population 
live in a full democracy while more than a third live under authoritarian rule.”12 Although certain 
countries have seen a robust civil society response to transnational concerns in recent years (see, 
for example, Argentina below), anti-gender campaigns and increased militarization of the police 
in other countries signal a fresh wave of hierarchical structures against which ordinary citizens 
may become mobilized.13 Learning about active political and civic participation, therefore, might 
behoove students in various country contexts. 

As this chapter explains, a global context of hierarchy is equally challenging for ordinary citi-
zens who desire change. Globalization tests local contexts and actors, and it facilitates the growth 
of economic inequality at an “unprecedented rate.”14 What is more, activist organizations, namely 
those that retain a critical, activist role rather than embracing clientelism, service provision, and 
“deliverables,” struggle to attract grant funding.15 An example drawn from the US might include 
the success of professionally run public interest groups like the Children’s Defense Fund compared 
to the decline of participatory organizations like Parent Teacher Associations (PTAs).16 In a world 
of continued and reemerging hierarchies, we encourage professors to explore new pedagogical 
practices to prepare students to demand social change. 

In the sections below, we contrast our approach of globally engaged citizenship with the one 
we believe is most common in universities today and tends to produce what we call political hobby-
ists. After explaining the pedagogical implications of transnational feminism as a way to overcome 
political hobbyism, we present student engagement activities that teach the skills of reflexivity and 
empathy as scaffolding for global collective action. We conclude the chapter with a critical discus-
sion of our transnational feminist approach.

Political Hobbyists and Global, Engaged Citizens
 In response to globalization, higher education accrediting agencies and professional associations 
in North America began to emphasize the role of colleges and universities in preparing students 
for global citizenship.17 Higher education institutions now celebrate a commitment to global 
citizenship in their mission statements and highlight efforts to internationalize their curricula 
through course offerings, “global citizenship” programs, and co-curricular activities such as study 
abroad.18 Many institutions’ approaches emphasize knowledge about nation-states and global 
communities as well as students’ preparation for individual achievement in professions that 
increasingly require them to work with diverse others in an interconnected world. The cosmopolitan, 
neoliberal emphasis underscores “an intellectual and aesthetic sense of openness toward people, 
places, and experiences with different cultures, especially those from different nations.”19 This 
approach to education for global citizenship, typical in higher education in the Global North, 
focuses on transforming students who already happen to be among the most privileged persons 
in the world into savvy individuals who are more knowledgeable and employable, and at least 
potentially, more likely to give back to the world community in some way through service.20 The 
focus on the student as an individual is key here; rather than changing enduring social structures 
of discrimination, education changes individual attitudes about the broader world. These attitudes 
may range from tolerance and openness to a passive sense of “moral and ethical commitments to 
a global community.”21 

We see this neoliberal, cosmopolitan approach as one that creates political hobbyists. Political 
hobbyists often acquire substantive knowledge, cross-cultural competency, and appreciation for 
other cultures, but they do so largely to sustain their own individual growth and/or achievement 
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post-graduation.22 A political hobbyist is akin to what Parisi and Thornton refer to as a “student as 
tourist” or a “student as explorer.”23 A student might come to care about global issues and engage in 
some type of service activity as they study abroad or learn about global issues in courses, but they 
often do so without a critical understanding of existing power hierarchies and end up reifying them 
“under the guise of internationalization” and “global citizenship.”24

We believe that training students to be hobbyists is ill-advised for the individual student as 
well as for global society writ large. The student as tourist model can be rightly criticized for rein-
forcing a colonial dynamic of Western (often white), middle-class educators and students in North 
American and Europe who are charged with producing and spreading knowledge to “others” in 
the world.25 The student as a tourist may see people outside their own country as fascinating and 
perhaps exoticized; when students with privilege try to “help” people, they propagate “binary rela-
tions between [the]‘benevolent’ West and ‘destitute’ East” or South as well as the narrative of the 
“needy Other.”26

Even today’s non-governmental (NGO) sector reflects a colonial dynamic that must be cri-
tiqued. Global aid is often provided by countries affiliated with the Organization for Economic Co-
operation and Development (OECD). Given successful right-wing political movements in OECD 
countries along with a global economic crisis, aid criteria increasingly reward efficient, effective 
service delivery by professionally staffed NGOs over rights-focused, participatory, and grassroots 
organizing movements.27 The increasingly hierarchical nature of nonprofit and civic organizations 
that work to address global issues is problematic on a number of fronts, not least of which is that 
these organizations often replicate and even exacerbate social hierarchies and inequalities that 
occur both within, but also between, societies around the globe. Preparing students to work in 
professionally staffed and hierarchical NGOs is tempting because such programming is often most 
available and easiest to implement with limited resources; however, such organizations often treat 
the disenfranchised or formerly disenfranchised like clients in need of services rather than citizens 
who should play an active role in influencing policy decisions. All too often service-learning and 
civic engagement projects with global partners reinforce a narrative that positions students from 
the Global North as “rescuing” those from the Global South who are denied agency, the oppor-
tunity to develop their own civic infrastructure, and the opportunity to advance their preferred 
solutions to public issues of concern.28 This outcome occurs because universities often choose to 
partner with professionally staffed and grant-funded NGOs, rather than membership-based civil 
society organizations committed to structural change.29 Hence, Parisi and Thornton explain that 
traditional service-learning models run the risk of focusing on student learning outcomes instead 
of the goals of the community in which students work.30 Ultimately, even well-intentioned, top-
down, service-oriented approaches that treat people as clients in need instead of equal partners 
with their own lived experiences and agendas can do more damage than good if they reinforce an 
oppressive status quo.

 If students going abroad are well-intentioned, as they often are, it begs the question of how 
we can train them to be “helpers” with the goal of “’undoing’ colonial legacies that continue to 
buttress global racial divisions” or other power hierarchies.31 Furthermore, the many university 
students around the world who do not have access to study abroad also warrant instruction that 
helps them to navigate the global world and connects them to others in equitable relationships. 
In direct contrast to mainstream approaches to global education, therefore, we support critical 
approaches to global citizenship, and we identify engaged, global citizens as those who seek to 
wield real-world power in decision-making that affects global issues and transnational affairs.32 
In particular, we highlight those who broker this influence through reciprocal, collaborative, and 
uncoerced relationships with others through global political organizing, transnational voluntary 
associations, and local associations responding to global dynamics and/or working with global 
networks. Thus, the best global citizens recognize that their own “influence” may be best achieved 
through efforts to facilitate and empower their global partners. As we prepare students to become 
engaged citizens, it is important that we also teach them not to replicate hierarchal approaches in 
their own endeavors.
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Hence political scientists who aspire to transform students into global citizens through glob-
al civic engagement pedagogy should take inspiration from practices embraced by transnational 
feminists. These scholars have tended to eschew the term civic engagement for the terms “feminist 
activism” or “feminist pedagogy”,33 and they assert that political engagement education requires 
preparing students for participation in “struggles for justice” in addition to participation in tradi-
tional, transactional political participation.34 We explain in the section below that the content and 
skills associated with transnational feminism prepares students to understand themselves within 
the global world and how their experiences might relate to and intersect with the experiences of 
activists in local contexts around the world. Our transnational feminist approach suggests that 
students understand the hierarchical structures that influence their peers around the world and 
that they listen to and value the knowledge and feelings of ordinary people and activists. It is our 
hope that students resist the status quo and create social change and that the skills that transna-
tional feminism teaches students—reflexivity and empathy—can be harnessed to change issues of 
transnational significance beyond those raised by feminism.

Before we elaborate on our pedagogical approach, we first must acknowledge the positionality 
of the authors. We are privileged in that we live in nation-states that see us as citizens with the right 
to influence political decisions, but we know not all people (and students) around the world live in 
open contexts where they can be as politically engaged as we can. Moreover, several of the authors 
here are from the Global North, and we recognize that the literatures about civic engagement that 
originally inspired this chapter would not be considered knowledge derived from the Global South. 
Given awareness of our own positionalities and with a moral imperative for our students, we pro-
ceed in this chapter as follows: we explain the usefulness of transnational feminism as a pedagogy, 
we present engagement activities that educators could use to encourage active global citizens, and 
we conclude with next steps for educators.

Teaching through the Lens of Transnational Feminism
In addition to being a social movement, transnational feminism is a methodological and pedagogical 
approach with epistemological implications, and it requires particular skills for scholars and 
students alike. Transnational feminists aim to “decolonize knowledge production”,35 and they do 
so through relationships or what could be called active engagements. Some voices are silenced in 
global (and national and local) arenas; thus, the legitimization of voice creates knowledge that 
otherwise would not exist. Voices are amplified as people engage one another and are understood 
in relation to their values, contexts, experiences and political aims.36

As with traditional civic engagement pedagogy, we emphasize that skills are taught alongside 
knowledge as a way to prepare students for participation in politics and that even simulations or 
classroom activities that scaffold these civic skills prepare students for engaged citizenship beyond 
hobbyism.37 Therefore, using transnational feminism as a lens to teach political engagement re-
quires students to learn about the history and current events of transnational feminism in addition 
to important skills that prepare them to engage with activists around the world. In the following 
sections, we present key knowledge about transnational feminism that students should compre-
hend and the necessary skills of reflexivity and feminist empathy. 

In terms of knowledge, we suggest that students should learn about the academic, theoretical 
basis of transnational feminism, the history of twentieth century, grassroots activism, and, espe-
cially, how grassroots activism relates to Black feminism and United Nations’ (UN) advocacy. Fur-
thermore, we believe that students must understand how transnational feminism is both local and 
global in its orientation. Namely, feminist activists across the globe address issues of global sig-
nificance (e.g., gender violence, land/environmentalism, migration, hyper-militarization and war), 
but these issues are grounded in local contexts and reflect the political agency and voice of women 
in those places. Although common issues unite transnational feminists around the world, we do 
not assume that issues affect women uniformly and thus will draw all women together.38 For this 
reason, students must survey transnational feminism in several countries and/or regional contexts 
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in order to have a sufficient knowledge of transnational feminism.
We also argue that the history of global and transnational feminism asks students—and 

especially students in the Global North—to have the skills to critically evaluate their individual 
identities as well as social structures that maintain and create power differentials. Whereas global 
feminists may be identified as primarily Western (white) women who seek global sisterhood and 
universal campaigns for human rights and women’s health, transnational feminists historically 
are women of color, the so-called “subaltern,” who critique structures of inequality—such as race, 
nationalism, and global capital, reject universality, and seek local solutions to enhance social, po-
litical, and economic empowerment.39 We want students to collaborate along the lines of transna-
tional feminism, which demands an interrogation of power, including that of privileged women 
over women who tend to be “othered.” As a result, students need to learn how to question their 
own privilege through reflexivity and carefully imagine solidarity with women of intersectional 
identities through feminist empathy before embarking on cross-border collaborations. 

Our pedagogy presented below goes beyond the formulation of political hobbyists because 
students are not encouraged to learn generalities about global struggles facing women (and men) 
worldwide and discuss them; instead, we ask students to understand their own identities alongside 
those of persons elsewhere (i.e., the skill of reflexivity) and in relation to local contexts which the 
students have sought to comprehend (i.e., knowledge); listen to the voices of women and engage 
and amplify their lived experiences and goals (i.e., the skill of empathy), and, with sufficient knowl-
edge and empathy, act collectively when possible.

Knowledge of Transnational Feminism
In this section, we present academic transnational feminism, grassroots transnational activism, 
and contemporary examples that stress the parameters of transnational feminism. These examples 
display the kind of knowledge that a student needs to grasp in order to understand women’s agency 
in the local sphere. Once again, we want students to gain sufficient knowledge of transnational 
feminism so that they do not assume that all women act with the same goals or within the same 
contextual constraints and opportunities; with this diverse understanding, students will be more 
prepared to practice feminist empathy. 

The history of transnational feminism is debatable given its multiple forms. One strain of 
transnational feminism consists of academic scholarship largely situated in United States higher 
education.40 Such scholarship can be traced to the 1980s and particularly to the work of Chandra 
Mohanty, who argued against the imagined universal sisterhood of global feminism and the as-
sumption that patriarchy uniformly oppresses women worldwide.41 Rather, Mohanty, as well as 
others,42 contend that the nation-state and material conditions, influenced by colonial histories, 
a global liberal economic order, and locally specific variables, oppress women worldwide. These 
intersections of global and local variables imply attention to intersectionality; as Patil explains, 
“categories of race, ethnicity, sexuality, culture, nation, and gender not only intersect but are mu-
tually constituted, formed, and transformed within transnational power-laden processes such as 
European imperialism and colonialism, neoliberal globalization, and so on.”43 This line of schol-
arship grew exponentially in the 1980s and 1990s, provided a challenge to the nation-state and 
global capital, and presented a platform for “women’s agencies, responses, and resistances to these 
[intersecting] relationships of power.”44

A second form of transnational feminism consists of the lived experiences and grassroots ac-
tivism waged by feminists across borders. The Oxford Handbook of Transnational Feminist Move-
ments considers such movements as the “fluid coalescence of organizations, networks, coalitions, 
campaigns, analysis, and actions that politicize women’s rights and gender equality issues beyond 
the nation-state.”45 A simplistic way to put this is “border-crossing activities and phenomena” by 
women.46 This form of transnational feminism increased in the 1990s due to growing globalization 
and information technologies;47 however, many sources trace instances of transnational feminism 
to the early twentieth century and the second wave of feminism. For example, in the interwar pe-
riod, in the aftermath of British colonialism, British feminists worked alongside Palestinian and 
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South African women to give voice to their intersectional demands.48 Moreover, Black feminism 
from the 1960s and 1970s not only serves as part of the academic genealogy of intersectionality 
and transnational feminism,49 but it also was the basis of in-person collaborations between Black 
women in the US, the United Kingdom, Latin America, and Africa during those decades.50 The 
Third World Women’s Alliance (TWWA) grew out of the US Civil Rights movement, emphasized 
the “triple jeopardy” of race, sex, and class, and maintained activism related to anti-imperialism 
and pan-Africanism.51

Additional moments that are essential to the history of transnational feminism pertain to the 
United Nations’ advocacy for women’s rights, such as the UN Commission on the Status of Women 
(CSW), created in 1946, and the four UN World Conferences on Women during the twentieth cen-
tury (Mexico, 1975; Copenhagen, 1980; Nairobi, 1985; Beijing, 1995). These conferences acted as a 
“transnational opportunity structure” that allowed women’s movements to influence international 
norms and set goals in local contexts.52 The successes of the conferences include the 1979 Conven-
tion on the Elimination of all Forms of Discrimination Against Women (CEDAW) and the 1995 
Beijing Platform for Action. These successes have been marked by conservative backlash, against 
which feminist activists continue to fight.53 A fifth UN World Conference on Women arguably is 
needed in coming years so that the CSW will work more effectively with women’s groups to address 
issues that the activists reportedly care about, such as “land rights, sex trafficking, internet access 
for women, and the effects of climate change on women.”54

Additional contemporary examples of transitional feminism conclude our brief overview of 
knowledge about transnational feminism. Recall, transnational activism varies greatly from place 
to place. Although it is impossible to honor all or even many women’s voices in this short space, we 
have selected key examples of transnational feminism in an attempt to demonstrate the richness of 
local activisms with which educators and students could engage. It is our argument that students 
who aspire to influence global issues should be familiar with ongoing local endeavors in countries 
and regions like the ones below. On the road to becoming active global citizens, students need be 
knowledgeable in order to avoid acting as an uninformed outsider who rushes in to help others. 
Instead, students should learn to recognize the ongoing, important work and political agency of 
women around the world.

Striking contemporary examples that might appeal to many students concern hashtag activ-
ism; #MeToo and #NiUnaMenos should be recognized as important examples of online transna-
tional feminism that took on different manifestations in various countries.55 Because many stu-
dents will recall #MeToo, professors could also easily draw their attention to #NiUnaMenos, a 
transnational response to gender violence and femicide in Latin America. The massive Women’s 
March that accompanied the #NiUnaMenos hashtag occurred simultaneously in 80 cities in Ar-
gentina on 3 June 2015, with its epicenter in the city of Buenos Aires. The march called for an end to 
violence against women, and in particular, urged the Argentine federal government to immediately 
implement its 2009 antiviolence law. The events of 2015 had both local and global ramifications. 
Coverage by mass media and internet activism found resonance in other countries of the region; 
first, in Mexico, followed by Chile and Peru. In Mexico, for example, the protests were sparked by 
the murder of a pregnant, 14-year-old by her boyfriend and were linked to anger over widespread 
impunity, partially brought on by the country’s long-term drug war. Claiming Vivas nos queremos 
(we want us alive), several women’s marches called Ni Una Menos (Not One Woman Less) were held 
in Latin America from 2016 onward in countries such as Paraguay, Bolivia, Costa Rica, and Nicara-
gua. Similar events were then replicated in Canada, the US, France, Italy, and Spain, to name a few. 

In 2018 a new feminist movement flooded the streets of Buenos Aires, namely Marea Verde 
(Green Tide). Thousands of women and men took to the streets and claimed the right to free, legal, 
and safe abortion for all women. Activists wore the green handkerchief of the National Campaign 
for Free, Legal and Safe Abortion formed by a small group of feminists, legislators, and activists 
in Argentina in 2007. The Green Tide crossed borders, thus becoming an example of transnation-
al feminism. In Chile, for example, women marched in 2019 wearing the green handkerchief and 
performing a fight song: Un Violador en tu Camino (A rapist in your way). Since 2019 thousands 
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of young women in Argentina, Chile, and Mexico have dressed up in violet and green colors and 
denounced patriarchal oppression, violence, and abortion restrictions. They sing “[el patriarcado] 
se va a caer, se va a caer”, which means “it is going to fall”, in reference to the patriarchal system. The 
green handkerchief continues to appear in Latin American countries but in different ways depend-
ing on the country; it was a symbol of celebration in Argentina in late 2020 and early 2021 with the 
country’s legalization of abortion, and it remains a symbol in Mexico as each Mexican state consid-
ers abortion legislation. Marea Verde groups in individual Mexican states face distinct legislative 
paths given Mexico’s federal structure. Therefore, Latin America’s growing feminist mobilizations 
during the last decade operate from the local to the global and back again, with feminist activism, 
through internet networks, becoming essential to growing feminist ideas in the regional context. 

While maintaining that women’s experiences vary across the African continent, FEMNET 
(the African Women’s Development and Communication Network) works as a pan-African net-
work that focuses on economic development and justice, gender violence, and sexual and repro-
ductive health.56 The network began in the 1980s as a way for African feminists to collaborate in 
anticipation of the UN World Conferences on Women, and it continues to work with the CSW to 
implement the Beijing Platform and monitor the actions of states and regional organizations. Oth-
er activities of FEMNET include promoting the participation and empowerment of young women, 
particularly choosing them to be speakers on panels about women’s issues.57 In 2020, FEMNET 
“launched the Pan-African Women COVID-19 Online Hub,” which is “a one-stop platform con-
taining critical information resources about COVID-19 in Africa from gender and feminist perspec-
tives.”58 Tensions in the network demonstrate the complex nature of transnational collaboration. 
Some activists in Africa are beset by worries that feminism is too elitist and/or foreign and that the 
“othering” notion of the “perpetually poor, powerless and pregnant” woman obscures the agency 
of women from the continent.59

Skills of Transnational Feminism
In addition to contextual knowledge of the broad contours of transnational feminism and specific 
examples of local activisms, a civic engagement pedagogy grounded in transnational feminism 
requires the skill of reflexivity or “the knowledge of one’s own identity and how one is “position[ed] 
in the social world”, i.e., one’s positionality.60 Social scientists constructing ethnographies believe 
that they must convey their positionality in order to capture the ways in which their identities and 
views about the social world impact research findings. In a similar way, students’ positionalities 
impact their comprehension of course content and their ability to communicate with others; 
without awareness of one’s own personal identities and experiences, we run the risk of ignoring 
the complex experiences of others, disregarding intersectional discriminations, and failing to 
take actions against inequalities. Reflexivity is our pedagogy’s means of preventing students from 
acting like hobbyists who know many facts about the world but are unaware of how their own 
identities shape what they know and believe and of how much situated knowledge others have and 
can contribute to conversations and collaborations. Techniques on how to encourage students to 
become reflexive vary, but scholarship shows that “personal work” through journaling, for example, 
helps students to “reflect on their personal orientations, behaviors, and attitudes” as they relate to 
“race and racism” and to act towards social justice.61

We consider feminist empathy, an important second skill, to be a process of imagination that 
builds “sensitivity to injustices suffered in [the] daily” lives of local populations, particularly wom-
en, and magnifies people’s voices in an attempt to transform structures of inequality.62 Empathy 
occurs when a person, through imagination, “enters into the experiential world of another.”63 Our 
conception of feminist empathy is related to global empathy, defined by Zappile and Beers as “the 
desire to supportively engage with an “other” who lives outside of one’s state”;64 however, we stress 
that feminist empathy is not passive but active. A person with feminist empathy goes “beyond ap-
preciation” and awareness of another person to listening and amplifying others’ voices in cultural 
and institutional contexts where they lack representation and/or power silences them.65 The end 
result of empathy should be to insert women into contexts of power and to provide a check on po-
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litical and social practices working against women’s empowerment. 
Two examples of empathy in practice demonstrate how entering the world of another per-

son and seeking to understand her can lead to greater voice for women. The historical example of 
South African women working with British feminists is instructive. The British journalist Winifred 
Holtby (1898–1935) worked with labor activists in South Africa as she traveled worldwide to make 
speeches about labor rights. When she met with South Africans, she listened to them describe ra-
cial injustices and went on to write about intersections of class, race, and gender.66 Though Holtby 
was a first-wave feminist with an eye to universal human rights and not a transnational feminist 
of difference, she demonstrates an incipient understanding of intersectionality and the process of 
listening to the lived experiences of another and voicing them to those in power. In a similar way, 
the #MeToo movement is an example of listening and empathy. In fact, Tarana “Burke launched 
the MeToo campaign in 2006 to achieve ‘empowerment through empathy’ for sexual assault sur-
vivors.”67 Burke “defines empathy as that feeling of sharing an experience, of being in one’s same 
shoes.”68 In South Korea, empathy compelled women who did not have #MeToo experiences of 
assault to share support for friends who did by posting #WithYou on Twitter.69 Feminist empathy 
therefore pushes beyond the factual knowledge of hobbyism in that it asks students to feel—to 
listen, to process the feelings of others, and to support them in some way. 

We acknowledge that practicing empathy can be intimidating and tricky. We are asserting a 
civic engagement pedagogy that asks students to engage emotions related to their own and others’ 
lives and to do so by dialoguing with activists around the world to confront power hierarchies that 
have caused real life pain and distress. Walking in another’s shoes as a way to begin transnational 
collaborations admittedly can be intimidating because dialogue with people who may or may not 
be like oneself and about topics that provoke emotions (e.g., sexual violence, war, etc.) is not easy. 
This is why we suggested that educators first equip students with knowledge about transnational 
feminist activism and then work on the skills of reflexivity and empathy. Having knowledge about 
the ills caused by patriarchy, colonialism, and racism and how feminists have responded to them 
prepares a student to process emotions regarding how these same ills challenge them personally 
as well as women throughout the world. The skill of empathy gives rise to action, which is not easy 
(see below) but acts as an empowering salve to inspire activism and motivate change.  

Empathy is tricky because too little and too much of it perplexes transnational collaborations.70 
Too little empathy or empathy practiced in a passive way can lead to “sentimental attachment to 
the other, rather than a genuine engagement with her concerns” or even an exotic gaze reminiscent 
of colonial oppression.71 For students, such sentimental attachment might constitute what “Chan-
dra Mohanty has analyzed as the ‘feminist-as-tourist’ curricular model” in which students become 
like old-school US and European feminists who see activists in other parts of the world as the “oth-
er.”72 Yet too much identification with another woman, or rather trying to embody her or actually 
be her, can lead to cultural appropriations which are inappropriate.73 For these reasons, cultivating 
empathy—whether called global empathy or feminist empathy—is far from automatic. As Gerdes et 
al. explain, practicing empathy involves both a physiological response and a conscious choice, thus 
developing empathy requires growing neurological pathways conducive to empathy.74 These path-
ways are best built through practice and experiential learning that increases “self/other-awareness 
and emotion regulation.”75 This is why we suggest that students understand their positionality 
through reflexivity and practice listening to women from a variety of social positions (through 
readings, films, art, etc.) before beginning face-to-face or online transnational collaborations (see 
engagement activities below). 

In addition to reflexivity and empathy, we believe that students benefit from cross-cultural 
and/or civic communication skills. University campuses in the United States, for example, are in-
creasingly likely to offer courses on intergroup dialogue, where similar skills of reflexivity, listen-
ing, and empathy are cultivated to facilitate understanding across demographic differences in the 
United States. Meanwhile Communications departments with concentrations in public engage-
ment may offer courses on deliberative dialogue and/or cross-cultural communication, which teach 
students a transferrable skill set that could also be used to facilitate transnational activism. Cam-
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pus programing by diversity and inclusion offices may provide another opportunity for students to 
hone relevant skills. Therefore, a potential option is to scaffold the skills advocated here by relying 
on coursework or workshops offered by other units on a university campus. 

Engagement Activities: Integrating Knowledge and Skills
The skills of reflexivity and feminist empathy, which prepare students for participation in 
transnational collective action, may be cultivated through the activities suggested below. We chose 
engagement activities that our diverse group of authors believe can be done in universities in 
various countries and that require library resources and/or internet access, but are otherwise low 
cost and do not require students to travel to collaborate with activists. We did so because we do 
not want to replicate the “student as tourist” model, and we want the activities to be accessible 
to students who cannot travel. In describing each activity, we explain how the activity builds 
on the abovementioned knowledge and skills and how it moves students toward robust, global 
engagement instead of political hobbyism.

Engagement Activity 1: Testimonio

Testimonios are narratives “told by someone who has had firsthand experience with political 
repression, violence, or other forms of oppression.”76 Testimonios have a history in Latin American 
studies and Chicana feminism,77 and they function as a literary form, methodology, pedagogy, 
and a political act. An example of a testimonio is Alicia Partnoy’s The Little School,78 which is 
approximately 130 pages in length and tells the story of Partnoy’s imprisonment by the military 
during Argentina’s Dirty War.79 “The Little School” was a concentration camp where prisoners 
“were to be ‘taught a lesson,’ mainly through violence, torture, and even murder.”80 Partnoy survived 
the camp, and she did not remain silent about the state’s abuses. She wrote her testimonio—part 
fictionalized but based on her everyday life in the camp—and it was published soon after the fall of 
the military regime as a way to bear witness to oppression. 

The abatement of the violent, oppressive structures of the 1970s to 1990s that originally pro-
pelled testimonio as a form of protest (e.g., military regimes in South America or civil wars in Cen-
tral America) has led to a decline in testimonio as a practiced literary form. Nevertheless, scholars 
continue to discuss it as a strategy for uncovering and resisting oppression. Without a doubt, new 
oppressive structures have (re)emerged in more recent decades (toxic masculinity, anti-feminist 
populism, anti-gender campaigns, militarized police, etc.), and testimonio is one form of response 
to them. Testimonio prioritizes voices that are otherwise ignored in academia, particularly the sto-
ries of persons from the Global South, and, thus, provides a way to expand the typical epistemolo-
gy, methodology, and pedagogy of political science. Furthermore, scholars are beginning to track 
testimonio in regions outside of Latin America. For example, Patricia DeRocher, in Transnational 
Testimonios: The Politics of Collective Knowledge Production, sees women’s testimonios around the 
world as a contemporary “life-writing practice” with the ability “to deliver intersectional, macrolev-
el social critique.”81 According to DeRocher, when readers “witness” testimonies they are entering 
into a “reciprocal social pact rooted in epistemic responsibility rather than as a unidirectional form 
of entertainment.”82 In essence, authors testify to the readers, and the reader becomes responsible 
for bearing witness. In this way, testimonio is a form of collective action. The author is not writing 
for the sake of autobiography, but for the purpose of starting larger conversations—conversations 
that are urgent and pertain to social justice. Thus, a pedagogy based in testimonio satisfied our 
goals in this chapter to have students gain knowledge of others’ experiences and ask them to use 
the skill of empathy to begin acting for urgent change. The conversations sparked by testimonio 
should go beyond what we expect of hobbyists (i.e., educated conversations about other parts of 
the world), because, as we discuss below, we ask students to invoke reflexivity so that they see how 
social change is necessary to them personally and can be fought for alongside others with different 
experiences. 

Although testimonios have typically been novel or at least novella-length, we suggest that 
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students could write testimonios about their own lives which are much shorter. This is one key way 
for students to develop reflexivity. How would a student go about writing a short testimonio? To 
answer this question, we first point out that testimonio is a “flexible” and “outlaw genre” meant 
“for the people”; thus, it should not be thought of as scholarly or restricted to only certain styles.83 
Second, we point our readers to Ashami, Hernandez, and Flores’s article entitled, “Testimonialista 
Pedagogues: Testimonio Pedagogy in Critical Multicultural Education.”84 These authors suggest a 
project called “visual testimonio” that begins with students brainstorming their personal stories 
as these stories relate to their education experiences. For our purposes here, we would ask students 
to brainstorm their personal story in relation to gender, social, and political empowerment (or lack 
thereof ) and/or leadership experiences (or lack of voice) in social/political organizations. Next, 
students can be asked to draw, paint, or somehow visually demonstrate “their lived experiences.” 
Drawing, as argued by Ashami, Hernandez, and Flores, makes students “slow down” to think about 
how experiences of inequality are embedded in institutions, societies, and international/national 
events, and it literally makes “intersectional oppression visible” to students and their classmates.85 
Whereas the author (i.e., the artist of the visual testimony) hones reflexivity from this activity, the 
author’s classmates practice feminist empathy as they listen and attempt to bear witness to what 
they have seen/heard.

It is also beneficial for students to read past testimonios published by women around the 
world, and they could likely employ visual techniques to chart the experiences of these women as 
well. We can imagine a class presentation scenario in which students present their own visual tes-
timonio and compare it to a woman’s testimonio that they have read. Class discussions following 
such presentations, based on the logic of DeRocher above, are not about summarizing individuals’ 
experiences for the simple sake of learning about them or bemoaning injustice but instead can 
take on the purpose of collective action. Because the main purpose of testimonio is to start a con-
versation with others about how to approach or end structural inequalities, we suggest that class 
discussions include constructing a to-do list, stating how members of the class could act on the 
necessary political actions implicated by all of the testimonios combined. Here is where empathy 
should come into play; students and professors must put themselves in another’s shoes and think 
of concrete ways to amplify others’ voices. This final step encourages students to move beyond 
learning content about transnational feminism to participating in civic and political acts intended 
to influence political outcomes. Designing an activity where students follow through on at least 
one of the suggestions on the to-do list (e.g., writing a short op-ed in student newspaper or a let-
ter to a public official) begins to move students beyond political hobbyism to more fully engaged 
global citizenship.    

Engagement Activity 2: (G)local actions “at home”

The term “glocal” refers to local activism that is a manifestation of transnational networks and 
movements.86 By saying that we should encourage students’ participation in glocal actions we are 
claiming that students might participate most fervently in global engagement in places they know 
best, i.e., “home.” A student does not have to leave her own country and become a global “tourist” 
to find issues of salience to transnational feminism; rather, “home’… itself is a ‘global struggle.’”87

We believe that students, particularly in the Global North, likely have the preconceived no-
tion that gross gender inequalities exist “elsewhere,” and, in thinking this way, they fall prey to 
a colonialist sentiment that privileges the Global North over other world regions. To avoid this 
understanding of global society, we suggest that students learn about migrations taking place in 
their own country. Essential knowledge for students regarding migration includes the following. 
First, they should know that more people than ever live outside of their country of birth88 and that 
women migrants leave their home countries for a variety of reasons. Some migrant women volun-
tarily leave in search of economic opportunities and the ability to support their families through 
remittances, but, when they do, they may face economic and sexual exploitation. Other women 
involuntarily flee to another country when faced with war, crime, and/or gender violence. Second, 
given that many women migrants have been “rendered without voice or agency,” students should 
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learn about how they can amplify the voices of migrant women through collaboration with lo-
cal women from various walks of life.89 We are interested in guiding students to the intersection 
wherein women “at home” collaborate with migrant women for the purpose of empowerment. For 
example, grassroots feminism in Argentina is currently self-identified or self-called popular fem-
inism (feminismo popular). It mobilizes around poor women, domestic workers (usually migrants 
from border countries like Paraguay), and transgendered persons, who discuss their aims in terms 
of localized experiences (experiencias situadas), and, in doing so, address intersectionality together. 
In the United States, students interested in glocal issues could familiarize themselves with issues 
of the borderlands, and, for instance, the political artwork of Entre NosOtr@s, a collaboration be-
tween Chicana, Latina, Indigenous, and gender-nonconforming artists who seek “dialogues about 
gender, sexuality and culture across borders.”90

In order to act alongside women in glocal collaborations, we suggest that students develop 
empathy by conducting online research about women’s organizations that are working on issues 
of migration, gender violence, economic/employment justice for undocumented workers, and/or 
other intersectional demands. Students could ask themselves the following questions: What major 
policy issues does the group focus on? How does the group frame its activities, and what are its 
major strategies for action? Does the group take an intersectional approach to policy? Why, or 
why not? Another avenue for developing empathy is to create a collage that represents “a day in 
the life” of a woman in one’s own city who is a migrant. Gerdes et al., in teaching social work, ask 
their students to “create a poster board using material [e.g., business cards, brochures, examples, 
pictures] found at” a social work site. They do so in order to “expand” their “standpoints” through 
a type of hands-on role-play.91 A political science student could do the same kind of project by col-
lecting artifacts (e.g., newspaper headlines, brochures) and photos from stores, restaurants, public 
transportation, and websites that intersect with the lives of immigrants. A student could follow up 
the collage experience with journaling or a short class presentation that builds on the concept of 
reflexivity (i.e., asking themselves how their own daily experiences in same local sphere varies with 
the experience that they document).

After students have knowledge about the local, lived experiences of women in their home 
context and have developed reflexivity and empathy, they should consider attending a meeting of 
a local activist group and/or taking part in activism with the group. We suggest that students write 
reflexive statements about such engagements, answering the following sorts of questions: did you 
feel comfortable attending the meeting or speaking up in the group? Why, or why not? What would 
it take (in terms of personal time, personal growth, etc.) to get you to become involved with this 
group on a regular basis? How does the activism of this group cause social change, and did/could I 
contribute to this change? Reflections such as these encourage students to move beyond hobbyism 
to a posture of active global citizenship, wherein they have developed neural pathways to empathy 
and will be able to replicate empathetic responses into the future.

Engagement Activity 3: Fifth World Conference on Women and Online Engagements

As of this writing, the last UN World Conference for Women in 1995 took place a quarter of a century 
ago. As mentioned earlier, an argument can be made that a fifth world conference is needed. The 
process leading up to past world conferences presented key opportunities to activists; to prepare 
for the conferences, organizations formed transnational collaborations to “discuss their priorities 
and knowledge of UN processes,” and they received funding from governments, which further 
increased their organizational capacity.92 According to Goetz, “this funding supported intellectual 
work in the Global South to generate feminist critiques of neoliberalism and to insist upon attention 
to the race and class differences overlooked by Western feminists.”93 Funding opportunities have 
since diminished, and “only 1 percent” of new government and private foundation funds for global 
women’s rights in the year 2019 went to “strengthening of feminist associations.”94 Although UN 
Women (United Nations Entity for Gender Equality and the Empowerment of Women), created in 
2010, consults with civil society and maintains a Global Advisory Group, transnational feminists 
have argued that UN institutions related to gender are geared toward government representatives 
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and the ideals of liberal feminism to a greater extent than to transnational feminism.95 This is 
concerning because liberal feminists typically work within the status quo provided by government 
institutions, whereas other feminists, including transnational ones, seek to challenge the very 
institutions themselves as they present pressing and challenging ideas for social change. What 
is more, when Rincker et al. surveyed 36 women’s NGOs in various world regions, ones which did 
and did not attend the 2010 CSW meetings, they found that the CSW did not address four of the 
NGOs’ issue priorities: land rights, sex trafficking, internet access for women, and the effects of 
climate change on women.”96 Because a “key objective of feminist pedagogy is to teach students 
how to think critically about hegemonic narratives,” we believe it is important for students to ask 
which women have more or less voice at the UN and how and why some issues are not undertaken 
at conferences.97 A question, therefore, emerges: how could a fifth conference or an analogous 
forum assist the efforts of transnational feminists who speak to issues that defy current power 
hegemonies?

Meg Rincker, professor of political science at Purdue University-Northwest, has designed a 
pedagogical intervention to answer this question. After students gain knowledge about the history 
of UN conferences and how they involved local activists, she asks students to choose a country 
and research one of the four abovementioned issue priorities. For instance, a student could ex-
amine land rights activism by women in Bolivia or the effects of climate change in a country in 
the Sahel. They can utilize secondary sources, websites from local and/or transnational feminist 
organizations, and the social media content of organizations.98 We also can imagine a personal 
interaction (via email or Zoom) with an activist in the student’s country of interest, if, of course, 
the student has practiced the skills of reflexivity and feminist empathy and is prepared to dialogue 
with transnational activists. The culmination of this activity could be a faux conference where stu-
dents present their findings to the “international community.” This simulation allows students 
to hone political advocacy skills essential for engaged global citizenship that is focused directly 
on influencing political outcomes, particularly outcomes that challenge power hegemonies. While 
one step removed from direct political action, simulations are typically easier for instructors to 
coordinate, but still offer students an opportunity to practice stepping into the role of an engaged 
global citizen. Furthermore, we stress that if students hone the skills of reflexivity and empathy 
before completing such simulations, they will know how to engage feminist voices rather than 
appropriate and/or misunderstand them.

A few alternative activities include having students host other types of conferences or global 
gatherings, write policy briefs as if they are advisors to a government administration, and engage 
in online advocacy. For instance, it is worthwhile to research the World Social Forum, a two de-
cade-old, anti-globalization network, and whether a new meeting of it is likely. Students could 
investigate what issues women’s groups from a variety of countries would elevate at a future meet-
ing of the anti-globalization forum. In a similar vein, students could work in groups and assume 
the role of bureaucrats in a women’s policy agency in a country other than their home country, and 
they could develop a country report and/or list policy recommendations for a political executive 
or a particular bureaucratic institution. For instance, a student from Spain or the US could pre-
pare a report from the Minister of Women, Genders, and Diversity in Argentina to be presented 
to the Argentine President. Or, a student could write a report as if she is a minister who is joining 
a President on an international diplomatic trip and needs a country report about women, gender 
policies, and LGBT+ rights in the country to which they are traveling. In this way, students identify 
opportunities for cooperating with and learning from women, gender activists, and government 
officials outside their own country. These opportunities take students beyond the realm of hobby-
ism if students are able to locate the voices of activists elsewhere, listen to them, and brainstorm 
opportunities and constraints for change as the activists themselves define change. 

Because many students are familiar with and already participate in digital activism and 
hashtag feminism, they are likely to be inclined toward pursuing transnational concerns in a dig-
ital way.99 We see online interactions with transnational feminists as a potential accompaniment 
to a Fifth Conference or as a stand-alone activity. Both students’ and professors’ increased famil-
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iarity with online meeting tools during the COVID-19 pandemic creates another opportunity for 
in-depth collaboration between students in the Global North and the rest of the world. Average 
people’s ability to consistently influence government requires robust civic infrastructure,100 and, 
particularly, the capability to coordinate collective action across geographic distances.101 Online 
meeting platforms and internet access, while still out of reach for many, is typically available on 
college and university campuses and can ignite activism’s spread to various global spaces. Hence, 
in the same way that professors support students’ participation in the public sphere by advising 
on-campus student organizations and campus chapters of national organizations, they may now 
be able to extend this work to fostering student collaborations with transnational organizations.102 
Through such efforts, higher education institutions, in the tradition of United States land grant 
institutions that facilitated deliberation and civic engagement in the past103 could incubate a new, 
cutting-edge transnational civic infrastructure that must be created before global issues can be 
routinely addressed. 

Obstacles and Call to Action
We believe that our pedagogical approach’s largest obstacle is that it challenges the ontological and 
epistemological norms of many social scientists. Most professors have been trained to teach from 
a disciplinary canon and to prioritize certain types of data over others. Thus, when transnational 
feminism seeks to “decolonize knowledge production”104 by elevating the voices of women outside 
of the Global North and academia, it tasks professors with shifting to new sources of authority 
from which to teach. Moreover, transnational feminism asks researchers, professors, and students 
to reconsider the preeminence of modernist ontology and its dualisms.105 For example, when 
debating public policy in class discussions, a professor might give as much significance to sharing 
emotions, as they relate to testimonios and personal experiences, as to statistical analyses about 
policy. Feminist relational ontology and epistemology claim that knowing comes from experiences 
and is “something that is socially constructed by embedded, embodied people who are in relation 
with each other.”106 The implication for educators is profound. Relationships and the engagement 
of emotions demand a normative approach which might be undesirable to some professors who 
do not want to disrupt scientific objectivity and the status quo and/or do not wish to engage 
their own selves in a reflexive, transparent, and interactive way. Students too, depending on their 
personalities, identities, experiences, and cultural contexts, might also feel encumbered by the 
reflexive and relational approach.  

Another obstacle presents itself in the form of time limitations on what professors can teach 
in any given course. We have suggested here that professors teach content and skills related to 
transnational feminism, as well as introducing opportunities for students to use these skills to par-
ticipate in global collective action as fully engaged citizens. However, the authors themselves often 
struggle to teach enough content about global issues to help students become only the most basic 
of political hobbyists. We want to take students on a journey from political hobbyists to globally 
engaged citizens, and we admit that the journey is long considering that the goal of obtaining a 
general knowledge of world politics often comes before mastering specific knowledge about glo-
balization and transnational activism. Skills of reflexivity and empathy might enter the picture 
even later. Ideally, we see all of the pieces of the prescribed journey coming together over the course 
of a student’s undergraduate career rather than in any one course alone. However, given that our 
approach challenges status quo knowledge and hierarchies and will not be favored by all academ-
ics, we would be remiss to wait for our approach to be scaffolded across a broader curriculum. As 
such, we advocate including elements of the approach in individual courses (see below). 

A final obstacle that we must address is the fact that not all students want to be activists, 
and some might even seek participation in, for example, anti-gender campaigns that reinscribe 
hierarchies. Students have free will, and we do not seek to stymie their political agency. We argue, 
however, that the skill of empathy, whether one embraces the label of feminist or not, is valuable 
for all citizens as they exist in their own local communities. No matter the students’ ideological 
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sympathies, we want them to become sensitive to injustices suffered by members of their local 
(and global) communities and to care enough about others that they can imagine other people’s 
experiences, with hopes that they will endeavor to find civic and political solutions to the problems 
which such awareness reveals. 

Because we feel it is higher education’s moral obligation to prepare students for global citi-
zenship, we conclude this chapter by discussing reasons why our approach can and should work 
to change power dynamics in our world today. Although we have acknowledged that our approach 
is bigger than any one course, we feel that our emphasis on “glocal” concerns—and particularly 
migration—fit in almost any political science class and in any university context. Whether or not a 
political science course is specifically about international politics, we argue that the transnational 
sphere and the skills which it requires can be taught. For instance, one author (Strachan) until 
recently lived in Michigan and considers human trafficking a huge concern given that the state 
regularly has among the highest rates of human trafficking among all US states across the largely 
unguarded Canadian border.107 Human trafficking policy could squarely fit in an American politics 
course or a state and local government course, even though these courses do not habitually grap-
ple with transnationalism or feminism. Another example from Spain demonstrates how “glocal” 
issues emerge in a university’s physical setting. Spain is a country that in the last decades has re-
ceived comparatively high numbers of migrants, and many migrant women are household workers 
who care for children, elderly, or sick individuals. Thus, another co-author (Valiente), believes that 
her students could benefit from learning from migrant women who live and work close to her uni-
versity. Similar to human trafficking mentioned above, migration policy in Spain could directly fit 
in a European (or international) politics course or a state and local government course even though 
these courses do not usually deal with feminism.

We also believe that the history of violence that inspires testimonios touch more countries 
than meets the eye. Testimonios grew out of state terrorism in the Global South, but the Global 
North has significant experience with state violence as well. As former colonial powers, slave states, 
settler states, and fascist states, the Global North provides a history “close to home” about which 
students can practice empathy.  

What is more, the skills of reflexivity and empathy and our related engagement activities are 
ones that can be used in a variety of courses whether or not a professor chooses to extensively cover 
the substance of transnational feminism. For instance, if one was teaching about environmental 
politics, arguably students would be interested in hearing how global climate change influences 
local communities around the world. Developing empathy and imagining the experiences of In-
digenous activists who defend their land and nations is akin to engaging the work of transnational 
feminists. Similarly, a professor could flip the engagement activity about the UN World Confer-
ence for Women to have students research the local and national perspectives of activists fighting 
for various kinds of social change. 

Students are already engaged in the topics and skills for which we advocate in this chapter, 
and we must do more so that we do not lose the participation of women and BIPOC (Black, Indig-
enous and people of color) students in political science. As one author (Lopreite) notes, transna-
tional activism already mobilizes students in Argentina who use social media technology to fol-
low the political issues that motivate them. Another author (Ortbals) knows a student who runs a 
website and Instagram account to educate peers on “environmentalism, intersectional feminism, 
anti-neoliberalism, [and] anti-colonialism.”108 If many students are ready to take social action, it 
only makes sense for professors to educate them on the history and skills of activism that that 
could enhance their budding activism by embedding civic skills long associated with transnational 
feminist activism and to prepare students for transnational collective action that addresses issues 
that cut across national borders into our courses whenever possible. We cannot afford to overlook 
students in spaces where they are generating activisms or wondering about how to resist hierar-
chies. Women and people of color have been left out of political conversations for a long time, and 
they will not be able to boldly insert their voices into political conversations by simply receiving 
an education that gives them information and casually hopes they can hold their own in political 
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debates.109 Students deserve an education that cultivates the knowledge, skills, and identities that 
prepare them to influence political outcomes in an increasingly globalized world. They should be 
encouraged to do so through reciprocal, collaborative, and uncoerced relationships with their allies 
around the world and in ways that undermine rather than reify a hierarchical status quo.
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