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Abstract 

In this essay, we conduct a brief analytical review of teacher preparation programs, which claim to 

prepare lifelong culturally responsive teachers. Initial evaluation revealed factors limiting program 

success, they include: deeply embedded dominant ideological assumptions, use of traditional methods 

to train teachers, inability to understand or work toward non-hegemonic social relations and a 

pervasive and closed neoliberal epistemology limiting diversity in the preparation programs and 

profession. Finally, we critique existing understandings of teacher education, consider alternatives in 

philosophy, structure and function for preparation programs and critical humanism as a framework for 

working with teachers, to transform indoctrinating and dehumanizing educational practices. 
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Hierarchical structures originate in dominant ideologies creating barriers for supporting 

critically minded teachers. Conditions governing these ideologies are prevalent in even the most 

successful teacher education programs (Darling-Hammond, 2004; Delpit, 2006; Eryaman, 2006, 

2007; Gay, 2010; Valenzuela, 1999). Carrying the flag of liberality, compassion and progressiveness 

new teachers typically begin their careers with good intentions. Despite culturally responsive and 

relevant training and what are considered righteous personal goals, teachers often reproduce 

inequitable and uncritical classrooms found in modern schools (Milner & Laughter, 2014). Cycles of 

reproduction ensure teachers rely on inherited social understandings of good teaching.  

 

Lack of diversity in teacher training programs likewise perpetuates inequitable practices in the 

larger context of U.S. public schooling as creativity and divergent thinking are pushed aside to 

ñalienate humans from their own decision makingò (Freire, 2000, p.85). Similarly, teachers of color 

continue to be underrepresented in schools as they have been historically. According to the National 

Center for Educational Statistics, approximately 83.5% of teachers in the U.S. were categorized as 

White non-Hispanic in 2008 (National Center for Educational Statistics, 2008). Students interpreted 

as other: people of color, students with lower socioeconomic status, and students identified as non-

heteronormative, rarely see individuals from their community reflected in positions of power: 

administrators, counselors or teachers (Ball & Tyson, 2011; Darling-Hammond, 2004; Delpit, 2006; 

Freire, 1998; Gay, 2010; Valenzuela, 1999). As academically successful, would-be minority teachers 

are persuaded away from education as a profession, encouraged instead to enter fields like business, 

law, or medicine, the overrepresented trend of a population of largely, ideologically, culturally and 

physically white teachers continues (Vilson, 2016).  The assumption prospective minority teachers 

make: ñWhy waste your time as a teacher?ò 

 

Similarly, the education of privileged, culturally responsive teachers for work in pluralistic 

schools generally requires a personal transformation in the underpinnings of informed curriculum and 

pedagogy (Foss, 2002). Limited experience and understanding for practical success with children 

outside oneôs experience reinforces deeply rooted, culturally biased assumptions concerning the 

abilities of minority population children or children for who school is not designed. This is not to say 

one cannot or will not cultivate these understandings, however, performative schooling ensures 

education becomes culturally subtractive (Valenzuela, 1999), as teachers may not envision student 

beyond this paradigm. Many young teachers enter the profession understanding that assimilationist 

practices are in the best interests of students (Delpit, 2006; Eryaman & Riedler, 2009; Gay, 2010). For 

these teachers, educational success means teaching students about the value of education for studentsô 

bettering or facilitating the adoption of white middle class cultural norms, standards of conduct or 

values. Examples in film such as Erin Gruwell of Freedom Writers (LaGravenese, 2007) perpetuate 

the notion of the semi-affluent savior teacher who commutes to the ghetto to work with children 

understood as other.  

 

The triumphant narrative concludes as students adopt the cultural norms accepted by their 

teachers and pull themselves up by their bootstraps via a newly cultivated work ethic. Some teachers 

like Gruwell may achieve success with their students but teacher success is not attributable to students 

becoming more culturally white instead it is a consequence of a teacherôs ethical posture, critical and 

culturally responsive pedagogy, a curriculum reflective of the ethnic and cultural backgrounds of the 

students and a caring and supportive school community (Darling-Hammond, 2004; Delpit, 2006; Gay, 

2010; Gonzalez, Moll & Amanti, 2006; Valenzuela, 1999).  

.  

The Color Barrier  

 Teachers tend to identify with the homogenized epistemological norms that also govern their 

peers (Prinstein & Dodge, 2008). In this relationship persons are categorized via in/out groups (Tajfel, 

1970), interacting as their membership fits the external social other. This categorization enacts the 

system, class-consciousness, and employs an embedded ideology as the ñshared ideas or beliefs which 

serve to justify the interests of dominant groupsò (Giddens & Sutton, 2009 p.1021) via social 

relations, division, to perpetuate existing hierarchical structures. In doing so, students become 
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alienated while those who see or understand the purpose of alienation, school power brokers, favor 

market mechanisms rather than supporting student success. Students themselves are left to understand 

and, ñclarify this struggle againstò (Foucault 1980, p. 24) alienation, in an effort to seek justice their 

consciousness becomes fractured. Classification in the form of labeling and or tracking ensures 

students begin to perform the socially constructed categories of smart, poor, special, brown, black, 

female, aggressive, deficient and so on, into which they are placed reconstituting a micro ecology of 

social relations within the larger social context (Hudak & Kihn, 2001). Students then become things to 

be acted upon for the teacher subscribing to this ideology. Labeling offers student teachers (and 

teachers) a way to conceptualize minority population students; they begin to understand othering 

using organizational symbols, such as at risk, low socioeconomic status, and Title I, among others 

(Cuban, 1989, Valencia, 2010). In this manner, teacher occurs as antipode of student, this is, similar to 

Derridaôs notion of the binary opposite creating a violent hierarchy where ñone of the two é governs 

the otherò (Derrida, 1982, p.41). The relationship is based on power offered by the system for 

ascribing normalization and acceptance of inequitable relationships. Teachers then see students 

merely as object to be dealt with in the schooling and classroom hierarchy, and the relationships that 

occur are consigned the value of ritual or the above mentioned performative nature of human 

experience (McLaren, 1999).  Students who are othered beyond the teacher/student binary are further 

categorized and subjugated as the label precedes them through the grade levels.  

 

In socialization and ultimately indoctrination, teachers fill the benevolent colonial missionary 

narrative in their work with students, hoping to civilize or save their students. These teachers work 

from a deficit perspective (Valencia, 2010), believing lack of success is the result of a cultural (Payne, 

1998/2005), community or familial shortcoming rather than a pedagogical or schooling issue that 

must be addressed. This transfer of responsibility frames a student as both victim and the cause of 

their victimization while absolving schools of their responsibility to care for and educate them.  

 

A dangerous hegemonic narrative persists in the preparation of teachers despite the best 

efforts of socially minded teacher education programs (Blackledge, 1998). In choosing students for 

programs, education professors may look for students who are able to embody the values of critically 

responsive (Gay, 2010; Freire, 2000; Ladson-Billings, 2013) or constructive teachers (Erdal & Ongel, 

2003), though sometimes decisions are made based on needed numbers to keep a program 

economically viable (Sleeter, 2012). Often these programs focus on Vygotskyan, Deweyan or 

Freirean philosophical frameworks (Dewey, 1933; Piaget, 1957; Vygotsky, 1978). Professors and 

instructors in these programs hope that wherever student teachers begin ideologically, their efforts 

will help children reach new cognitive understandings, instilling the notion that education must be 

experiential, democratic and/or critically conscious. Student teachers who adopt these frameworks 

often demonstrate an inclination toward inclusion, social justice, and a desire to become 

transformative educators (Bruce& Eryaman, 2015; Picower, 2011). Supported by an impressive 

admission packet, correspondence and interviews with faculty and other metrics, preservice teachers 

begin their journey away from the pattern of a traditional teacher (Darling-Hammond, 2006).  

 

Many teachers then, apply the lessons of their programs in one of several ways (Smagorinsky, 

Lakly, & Johnson, 2002). First, teachers may adopt a more traditional classroom approach (eg. 

Picower, 2009); the ideology of the program is un-reflected in their teaching or the program itself did 

not reflect its espoused values. Another option, teaching may reflect the mission of the credential 

program and teachers realize disconnects between their teaching and the potentially problematic 

approaches caused through alienation. Lastly teachers may reflect the socially just focus of their 

program but find they need to re-negotiate their philosophy and what they may understand by the 

realities of schooling (Sleeter, 2001). In the last option re-indoctrination into the dominate ideology 

occurs as teachers navigate the distance between their undergraduate education and their vocation as 

classroom teacher: rigorous testing requirements, challenging placements and a culture hostile to the 

transformative epistemologies [critical race theory/pedagogy, multicultural education, education for 

social justice] to which teachers were possibly, though not necessarily introduced (Sleeter & 

McLaren, 1995). Similarly, teachers lacking the initial characteristics for acceptance to the 

university/college program often pursue an alternative credential without significant theoretical or 



International Journal of Progressive Education, Volume 12 Number 3, 2016 

É 2016 INASED                                                                                                                10 

 

practical preparation (Ingersoll, 1999; Salyer, 2003; Shen, 2000; Walsh & Jacobs, 2007). Their 

previous background becomes a default modus operandi for their teaching, informed by positivist or 

individualistic professional experiences understanding teaching as a practice similar to a career in 

business, the military or other field (Giroux, 2015). These involvements, while enriching, may not 

provide the necessary experience to succeed as a culturally or critical responsive teacher, or to work 

with children of non-culturally dominant backgrounds (Cochran-Smith, 2004). Since many programs 

of this type do not require an extensive student teaching experience, integrated student teaching and 

coursework or much needed ongoing personal and professional development that support these 

values, critical or constructivist practices go unconsidered (Bartolom®, 2007).  

 

Able to navigate systems in ways students of color cannot, newly minted culturally 

assimilated teachers often do not realize the full implications of a didactic or traditional pedagogy 

(Ladson-Billings, 2009). They rarely engage students beyond the prescribed, aforementioned student 

teacher binary, as their understood role is to teach students to learn according to prescriptive 

definitions; rote memorization and maximization of time on task (Carr & Skinner, 2009; McLaren, 

1999). To contemplate the fullness of their studentôs potential is therefore unnecessary. Traditional 

power relations lead to further reinforcement of uncritical practices even when a teacherôs training, 

philosophy and intentions have been critical.  

 

Teachers who were successful navigating schooling as a system, that is, secondary education 

to a major undergraduate teacher preparation university, have done so from within the traditional 

framework and thus at least partially understand the perceived inherent logic of its value (Bourdieu, 

1999). Since the system worked for them, they imagine it must work in kind for their students; a 

problematic notion for students with needs beyond the traditional classroom (Magill & Rodriguez, 

2015; Willis, 1981). Student teachers and new teachers become inundated with paperwork, school 

meetings, coaching appointments, hours of lesson planning and a variety of other every day school 

related conditions. Many young teachers then lose the coping skills, energy and ability required for 

creating critically and culturally responsive classrooms, focusing instead on instructional practices 

like simple lectures and on psychological survival (Kardos & Johnson, 2007). Societyôs perception of 

the teacher workday is 8-3:30, though a 50 hours workweek on average would suggest otherwise 

(Darling-Hammond, 2011; NEA, 2009). Critically and culturally responsive teachers may work 

longer hours, an apparent prerequisite for addressing needs of students beyond her (his) immediate 

and traditional classroom contact (Bartolom®, 1994; Gonzalez, Moll & Amanti, 2006; Kohn, 2000). 

When done well, teaching can be one of the most strenuous and demanding careers. Teachers often 

burn out from the tireless requirements. New teachers are more susceptible to this burn out, isolated 

by lack of community support (Ingersoll, 2003; Salyer, 2003; Shen, 2000); they often create an island 

classroom in which they exist apart from the school community (Kardos & Johnson, 2007). Without 

time, support or energy, students become first to suffer as new teachers struggle to survive (Peske & 

Haycock, 2006).  

 

Neoliberalism and Developing Teachers 

In the societal turn toward neoliberalism, and to some degree as jobs declined in sectors of the 

economy, teacher education programs have been admitting students less selectively because of drops 

in enrolment (Giroux, 2002; Legislation Higher Education Policy, 2013; Sleeter, 2008). Students 

might choose programs by location, convenience or prestige, rather than focus of the program. 

Ideologically rigid students that profess best intentions are accepted to teacher education programs, as 

a means of financially supporting the program (Sleeter, 2008). The goals of some critically focused 

teacher education programs, perhaps conveyed in some form to students pre-enrolment, are possibly 

realized by analyzing and exploring ways students have understood and perceived personal classroom 

experiences, helping students acquire a criticity, (Rodriguez, 2008) in considering the existing society 

and the attendant social relations of power and production. Practices likely include discussing and 

deconstructing race, gender, ability and sexuality within the larger societal context (Case, 2013). 

Students may not fully realize what this means and the introspection it may require (Darling-

Hammond, 2006). Coursework with focus on multicultural education, diversity in the classroom and 

classroom methods challenge teachers in the hope that they adopt transformative curricular and 
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pedagogical epistemologies though they may not fully explore deeply held ideologies. A common, but 

not universal application of social justice is a teacher focused on social stratification rather than 

criticality, as part of the coercive measure adopted by the school administration (Hill, 2007). Instead 

of a teacher that works to uncover the social relations of production or exploitation taking a position 

with students and work against existing power structures, the teacher often sees his or her 

responsibility as developing neoliberal social capital (Hinchey & Cadiero-Kaplan, 2005; Zeichner, 

2010). 

 

The doctrine of an equitable educational system rests on the philosophical acceptance of 

several foundational elements, potential for social stratification or moving above ones social class. 

The experience ensures the focus of teacher education programs include notions based on American 

democracy, pluralism, capitalism and citizenship (Barber, 1997). Important critiques of neoliberal and 

neoconservative practice and how they safeguard the social relations of production are all but silenced 

(Zeichner, 2010 & 2011). In adopting a posture promoting neoliberal social capital, educational 

stakeholders adopt policies in a perceived move towards educational equity (Evetts, 2011). Taken as 

the progressive political ideal, teachers slowly embrace the less than equitable superstructure (Apple, 

2000). The theory: society as a functioning system whose ameliorative value lies in individual ability 

to affect, modify or transform the selfsame system. The preceding is a proto Hegelian hallucination; 

the system can be equitable while exploiting the most vulnerable of its citizens. Reinforcing 

neoliberalism in this way nurtures the acceptance of exploitation in the pursuit of the ñbestò things life 

can offer, a new car, home, yearly vacation and all consumer goods required to appear successful 

(Apple, 2000). These ideals allow teacher qua man -the elite- to drive to poor schools from their 

middle class suburban community without considering the messianic nature of their appearance; it is 

as if Christ descends from and then re-ascends to the heavens at days end.  

 

Neoliberalism, Globalization and Teacher Preparation  

As blue-collar jobs leave the United States, skilled jobs become high demand. The shift 

ensures the educational apparatus produces the labor skills the social machine requires (Kozol, 2005). 

Students are taught to think according to narrowly held beliefs about criticality and technicism, to be 

of value in the global neoliberal workforce. This neoliberal mothering of workers ensures they 

produce labor power wealthy corporate owners collect. Globalization then ensnares education by 

promising jobs and livelihoods for the new servants [service and technically skilled workers] the 

strategically limited dynamic thinkers. Education becomes a microcosm of this strategic invasion 

(Kincheloe, 2009). Common Core and other specifically designed programs create, as with past 

initiatives, workers who are cultivated for a specific purpose- in this case to fill skill-based jobs of the 

21
st
 century (Sterling, 2002). Programs like these require certain teaching methods, student 

requirements and universalized objective knowledge all of which limit dynamic critical thinking. Just 

as No Child Left Behind (NCLB), Race to the Top and other programs have prepared students for 

bureaucratic forms of automation, the new curricula, similarly, produces students for the neoliberal 

workforce (Torres, 2008). 

 

Clearly we have arrived at a moment of crisis of teacher preparation; the US National Council 

of Governors (the body responsible for Common Core) requires ensuring student teachers accept their 

limited role in the classroom (De Lissovoy, 2014). A decade of NCLB taught experienced teachers 

that to struggle against the way things are is futile. Literacy and numeracy programs as well as other 

subjects that have survived NCLB are curricula handed down, nay mandated by state, district and 

school building administrators (Baltodano, 2012). A teacherôs role is merely to ensure delivery of the 

daily script, the school community is the programmed populace Marshall McLuhan and George 

Orwell predicted; the schooling curriculum is the program input, the output is the think-speak from 

the mouths, daily interactions and other ways of being of the labor force. Teachers must not stray 

beyond our limited roles (Katz, 2008) as any fracture or divergence from the system ensures we are 

assigned a jail cell, psychotherapist or relegated to the margins of society as a crackpot.   

 

Furthermore, globalization continues to reshape and transform the worldôs ecology. All social 

relations are tied to production under the guise of democracy (Rodriguez, 2009) developing a 
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globalized epistemology in the world is a neoliberal game of hopscotch in which Western countries 

vie for power as they traverse the globe raping the earth for her natural resources and acquiring new 

and ever expanding markets (Hudis, 2005). Developing countries adopt policies created by Western 

power brokers compliant to the exploitation of their natural resources and labor force, neoliberalism 

becomes the narcotic developing nations crave. As mentioned above neoliberal education policies 

ensure schools produce the limited skill worker and the functionally illiterate citizen (Kozol, 2011). 

The global zeitgeist then is the labor force accepting their lot and cheering, as drone strikes are 

unleashed, rivers are dammed and forests are cut down. Countries accepting neoliberal thinking as the 

new religion invest in its success. Advancing the scope of neoliberalism to include countries like 

China and India ensures its perpetuation in Western countries. Further compliance, transformation or 

development of world markets secured as the tether of neoliberal capital ties major world economies 

(Hill & Kumar, 2012). The result is the obliteration of cultural diversity; the new world cultures are 

the global elite and its antipode, the global neoliberal labor force.  

 

From Method and Design to Essay 
This paper began as a one-year critical study by Arturo and Kevin of what we considered very 

limited practices in the preparation of teachers. As Kevin began doctoral coursework in which he was 

assigned student teachers as part of his scholarship obligation, we began to examine comments made 

by his and my student teachers about their relationship to the teacher preparation program and how 

the students identified required methods courses in curriculum and pedagogy and their further 

understanding of its relationship to student teaching. As our study developed we considered, auto-

ethnography and direct pedagogical observation (Angrosino & Rosenburg, 2011) or critical 

observation for social justice as means by which to understand the dissimilar experiences of our 

students. As a tool for research, auto ethnography helped us, ñinvestigate how we articulate our own 

selfhood as educators of teachers through narrative and how this informs and develops our 

professional identities which we construct and re-construct in response to the continuing uncertainties 

and ambivalences within the initial education of teachersò (Hayler, 2011, p. 1-2). Understanding 

student teachers through our direct observations and reflections auto ethnographically allowed us to 

relate our own experiences in the classroom to students we know well as they struggle to become 

teachers (Freire, 2000). We used anecdotal examples from a first person perspective, informed and 

analyzed data based on the experiences we shared with our teachers in classrooms and through our 

relationship with them. Auto-ethnography offered us a way to recall our daily interactions with 

student teachers while minimizing the limitations of taking field notes. Field notes, as understood by 

the research community offer the researcher a means by which to collect code and then analyze data. 

As we interact with our student (subjects) we are not dispassionate, the interactions we record are 

laced with our personal and moral commitment to a critically responsive ethical posture.   

 

The claim of objectivity would support an idea of sameness, meaning what happens in a given 

field is reproducible in another. Any attempt at validity, given the singularity of experience or 

generalizability, appears as a rupture to the existing paradigm of field research. What we mean is this 

study, which became a critical essay, would be useful to others insofar as it provides an opportunity to 

continue developing a criticity/criticality in which we further apprehend the nature of being (Hegel, 

1977) within our material realities. In this case, the diverse experiences of our student teachers in their 

preparation programs and in their own classrooms, and our understanding of the significance of our 

work with our students, is derived or limited by our ability to approach and then discuss the many 

meanings of our experience in the field. Analysis of our data then would be a mutually agreed upon 

narrative given the original assumption mentioned above: student teachers may or may not experience 

critical and/or culturally responsive education in teacher preparation programs, ideologies may or may 

not be adequately considered in programs, the assumption, teachers may or may not reassume or later 

become re-indoctrinated into the existing hegemonic hierarchical power structures (Bartolom®, 2007). 

In other words, the rituals and traditions of schooling and the curriculum often consume teachers, their 

response, to forgo a critical posture.  

 

We understand the problem in this case to be a neoliberal ideology and a relational emphasis 

on schooling that reverses or insures critical work is limited in classrooms. The purpose of this inquiry 
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then, is to examine examples of this tension in our work with student teachers and to highlight 

anecdotal examples that demonstrate the tensions between critical teacher education, relationships and 

practice. That said, we considered: what if any are limiting factors for the nurturing of critically and 

culturally responsive student teachers? How might we work with our student teachers to ensure their 

personal commitment to and the further development of a critically and culturally responsive 

educational point of view? 

 

Narrative Analysis 

 

Arturo  

In the years since I began teaching in the undergraduate program at a western regional 

comprehensive university I have come to an understanding of human nature. In the classroom the eyes 

of the students made me nervous, initially shy I began to accept the gaze that was there for many 

years. Our experience was the only time they had been taught by a person of color. As mentioned in 

other papers, I always ask the students what they would like to do and what they expect from our 

experiences. In the classroom every idea posited by the students or myself is open to further 

consideration, development or negation. As I understand it, classroom epistemology is dependent on 

my experience with the subject, how much I know and what material I can provide my students to add 

to their previous experiences in other classrooms. It is then we can negotiate meaning as we derive a 

new or transformative epistemology. 

  

How do I know they get it? I engage the classroom everyday as I see many of my experiences 

in society. I register the smile, apprehension, acceptance, boredom and dislike. Most of the time, like 

many teachers I am on, what I mean is, I am sufficiently prepared and I genuinely love what I do as to 

communicate my joy for the experience with my students. I know if they have read because we 

develop several orders of schema, concepts related to the subjects we discuss but more importantly 

relevant to their future careers in education. And, I know if they are acquiring not merely approaching 

the subject to get through class because in all my classes I expect students to prepare a teaching 

demonstration consistent with the ideas we have been considering. As the days, weeks, months and 

years ensue I get to know students who are excited to learn, students who are gaming the system and 

students so ideologically conditioned they either negate anything I or the other students say or write 

their revulsion into the end of semester evaluation. These are the students I see in the field, as I have 

been a university-school liaison in area school districts. They are the students that give us the most 

concern as we write this paper. I can see them discussing social justice, transformative pedagogies and 

multicultural education in the classroom and then act in opposition to these ideas in the field.  

 

Winter, it was hard to start my car; I drove carefully to the student teaching field placement 

site. As I entered the classroom of what is considered one of the best students in our program, that is, 

the student excelled on the Praxis exams for certification, received excellent marks in all coursework 

and can debate curriculum and pedagogy with the best of them, I noticed how the student arranged the 

classroom. All the students of color sat in the back. The light skin or white students sat together in 

front of the room. A heavyset student was isolated from the group. As the student-teacher delivered 

the lesson, the student-teacher catered to the small group in front of the room while almost ignoring 

the children in the back rows and the isolated student. As the lesson ended the student teacher circled 

the room providing help where needed, in each case the student-teacher reached out to the well 

dressed and middle class kids placing her hand on their shoulders while not repeating the same with 

students of color, the isolated student was all but forgotten. 

  

The above scenario is repeated in many of the classrooms I visit with student teachers or 

teachers who have graduated from our program. When I ask individual teachers about the way they 

situate the children, how they conduct activities or how they relate to the children as they give a 

lesson, they seem confused, they understand I see something in the lesson and will ask about its 

consistency with our coursework and classroom discussions and how they in turn see the needs of the 

students. After the above lesson I ask the teacher, have a look at the classroom, can you tell me what 

you see? A look of horror overcomes the teacher as the teacher realizes what has occurred.  We then 
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discuss how even the most progressive/critically minded teachers fall into the trap of existing relations 

of power. 

 

Kevin  

I present myself as approachable to student teachers early in the semester.  Recognizing this, 

several student teachers developed a group where they would speak with me about aspects of teaching 

and relationships after class. Some were frightened at the prospect of being teachers in ways discussed 

in class and I hoped our conversations would help them understand the profession was far more 

complex, personal and demanding than they may have imagined. We would discuss their hopes, fears, 

and experiences for several hours after class. For some this was therapeutic, alleviating fears of not 

meeting what they understood to be traditional schooling expectations, expectations based on what 

was discussed in class or social awkwardness. For others it was a space to trouble what they 

understood to be a disconnection between the theory of class and the reality of the classroom.  

 

The following story is an experience of one of my student teachers, her relationship with her 

student and our work together to understand the complex intersection of critical student teacher and 

traditional classroom relationships. Mandy (pseudonym) was a particularly strong student teacher that 

developed a bond with one of her students. This was a child many of the other teachers had deemed 

too challenging and defiant. She asked me if I had any ideas for supporting this student, who had been 

willing to talk with her but was somewhat reluctant to share anything meaningful. I asked that my 

student teacher tell me about her student. Mandy responded by suggesting the student would shout out 

at inappropriate times and would, all of a sudden, be very moody in class. I framed the question 

differently. What did she really know about the student? Taking my meaning, Mandy understood that 

she did not really know about the student beyond their classroom and hallway interactions. She was 

asking the student to share without first sharing of herself.  

 

Mandy began speaking informally with her student outside of class. To her shock, what she 

had understood as strange behavior in the classroom continued in these discussions. After one of our 

discussions, I suggested she ask if she could join her student at church the next weekend. Her student 

agreed and she joined the family at church. The studentôs mother was so impressed and grateful for 

Mandyôs interest in her daughter that she invited her to dinner. At dinner, Mandy finally understood 

the reason for the strange behavior.  Her studentôs father was in prison, an inmate on death row.  

 

After visiting with the family, many other students began to demonstrate their gratitude that 

Mandy had become a greater part of their community. A largely Chicano and low socioeconomic high 

school population, the students were shocked that a teacher cared about them so much. The students 

told Mandy that they had many teachers that said they cared, but those teachers lived in different 

communities and the students felt they were not interested in their lives beyond the classroom. I 

observed Mandy as a teacher thorough the semester and was able to see this genuine connection as I 

continued to mentor her through the student teaching experience.  

 

A few weeks later, the family Mandy had visited experienced an unthinkable tragedy. The 

studentôs father was executed by the state. Naturally the family, her student and Mandy were all 

devastated. Though she had not met him, Mandy was almost inconsolable with grief at our next 

meeting. She shared with me that she felt like she needed to hug her students but felt she could not, 

questioning the appropriateness of what she knew to be the only human way to comfort her student. 

Mandy second-guessed the way she wanted to respond to her student in the face of this trauma. 

Hamstrung by unknown legal concerns, her behavior was altered based on what she knew to be the 

human response. As if frozen by neoliberal cultural norms she knew what could and should be done 

but hesitated to do it. She was appreciative of my friendship and support having spent several hours 

discussing what had happened.  

 

Relationships are an often-overlooked part of learning to teach. Mandyôs teacher had no idea 

that anything was happening with their student. Of the eight cooperating teachers working with my 

student teachers that semester, two were phenomenal and demonstrated the care and support that was 
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needed in and beyond the classroom. Five were good or fine teachers, and mentored by demonstrating 

instructional practices that they thought the teachers could utilize in the future. These teachers the 

school valued because they did not experience discipline problems and their students did well with 

standardized testing. One teacher however, was deficit minded. She blamed the students for all her 

classroom problems, mentioning they were not smart and that my student teacher could do nothing in 

their support. This particular student teacher was not very strong and the teacher said that this was the 

reason she struggled. The problem worsened as the student teacher began to enjoy having the built in 

excuses that her cooperating teacher mentor offered.  

 

There were many changes in the lives of the Cooperating Teachers that semester. Two of the 

strong host teachers considered leaving the classroom. One planned to return to graduate school and 

the other was offered a position as an administrator. The challenge of supporting students, as she 

knew she needed to was too much for this teacher and she needed a change. The deficit minded 

teacher was also changing jobs. She had been offered a position as a vice-principal because of the 

work she did with the so-called challenging students. Her classroom was based on passing tests and 

included an un-rigorous curriculum. I was perplexed. Did the school recognize her lack of suitability 

for the classroom and think this would be a more appropriate position or did they genuinely view her 

as a quality educator?  

 

Discussion 

 

Neoliberalism, Globalization and the Teaching Profession   

Culturally and critically responsive teachers value culture, understanding teaching is not a 

relationship of binary opposites. Critical teachers appreciate what each brings to the classroom, 

student and teacher, and work to further develop an understanding of the funds of knowledge 

(Gonzalez, Moll & Amanti, 2006) of their students and the needs of co-creating the classroom 

epistemology (Magill & Rodriguez, 2015). The ways teachers and students understand the unique 

living expressions of teaching and learning as they approach the curriculum is the difference between 

ensuring the further creation of a servant class or an emancipated, critical and democratically 

functioning public who possess the agency to transform the world for generations to come.   

 

It is not enough for teachers to call for the liberalization of society, espouse tolerance, while 

continuing to mindlessly teach racist, classist, and passive lessons with a reproductive view toward 

deficit pedagogy. Teacher education must include a vision of our globalized world. Furthermore, the 

teacher must experience life in the ways understood by her (his) students as they apply their own 

criticity (Rodriguez, 2008), to the creation of localized, asymmetrical power relations. The teacher as 

active social agent is a societal imperative. The need for teachers to comprehend diversity is 

paramount to the uncovering of an obscure humanity: the nurturing of critically responsive teachers to 

surmount challenges in embracing difference, recognize their own and their students value and 

transcend oppressive ideologies, ideas of class distinction, and immerse themselves in the 

development of their community and world. 

 

Consider the student teachers in the above narrative analysis. The first teacher did not fully 

realize alienation she inadvertently caused in her classroom. She fell into the basic ideological 

formation governing society and schooling. Though she was well read in critical and social justice 

literature, classroom structure took priority over the studentsô learning. In the second example, the 

teacher felt uncomfortable offering love and support she knew was needed because she was worried 

about policy. This is the commodification of human emotion, which occurs when neoliberalism rather 

than humanity is sacrosanct.  

 

Historical notions of humanity change as societies frame social reflection and interaction as 

ancillary to self-interest. In a fetishism of commodities value becomes exalted as schools of education 

pursue enrollments, neglecting the under-considered costs of training people to be less human. The 

ideological transformation of what it means to be human becomes an afterthought in the culture of 

identityôs (Horkheimer & Adorno, 2002) societal discourse. Resulting comprehensions of the 
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reciprocal [educational/societal] relationship become limited to correct answers to multiple choice test 

questions. As culture reinforces appropriate understandings of humanity, the hard work of the 

individual becomes dignified as gatekeepers benefit from the isolating nature of the culture program 

that is reward and punishment. Power brokers, politicians, administrators and teachers, receivers of 

both the cultural and monetary benefits of society have been trained to dissuade communal 

conceptions of difference. Communication that lacks action (Habermas, 1990), hierarchy, determines 

who will receive credit in a neoliberal society while driving effort toward individualism and away 

from collective reasoning, a transformative praxis.  

 

As hegemonic linguistic structures create normative discourse, the chosen [students] are 

funneled toward increasingly narrow understandings of humanity. Discourse becomes study 

(Marcuse, 1991) and the consequences for philosophical meta-analyses are seen as antagonistic or 

revolutionary to the above-mentioned powerbrokers, rather than democratic, as in the case of the 

Ferguson riots, as people give voice to their opinions. These considerations are enforced via the social 

structure; disobedience to the normal exists only beyond the closed analytical structure. 

Insubordination becomes propaganda (Marcuse, 1991) for the hegemonic order in the war against 

critical reflection. [Transgression of the discourse beyond the closed analytical structure is incorrect, 

although the means of enforcing the truth and the degree of punishment are very different]. As long as 

órules were followedô communal complacency keeps those with systemic understandings classed 

above those who constantly work to assimilate or fight unjust practices. Consider the entirety of the 

educational experience as a socio-historical ñecosystemò (Sexton, 2008) that reaches far beyond the 

classroom, as the marginalized fight towards equilibrium in the face of injustice. Humanity, given 

global neoliberal capitalist notions, becomes the jar at Starbucks, blue recycling bins and checking the 

organ donor box in a forced but welcome separation of justice in practice and justice in reality.  

 

The above perception of humanity is gladly accepted and happily passed to students, as 

educators become besieged by frivolous practices, forced to make sacrifices to humanity in service of 

time. Young teachers survive by discarding social justice in favor of test score improvement.  

Students who understand the system or proper ways to act receive needed support while the 

misunderstood other are left wanting. In spite of best intentions, teachers develop and learn 

compassion in its failed social form, which as Raya Dunayevskaya and Peter Hudis posit, divide, 

oppress and commodify society. In the shift towards a value added teacher, ñindividuals become 

dominated by social relations, products of their own makingò (Hudis, 2013, p. 207). Teachers then, 

are the arbiters of these relations and the carrot of their studentôs and their own dependency. 

 

How then can educators, support students without relying on what Peter Hudis (2005) calls 

the, ñvalue form of mediationò (para. 13) in a system bordering apathy and greed? Human as 

commodity exacerbates issues of economic inequality, social instability and environmental 

destruction, which underscore the need to reimagine the human relationships, how they are 

understood and how they are explained in relation to capital (Hudis, 2011). Teacher educators must 

understand humanity as the opportunity to create the conditions for a communal praxis.  We begin 

with the classroom and continue toward the global community in support of teacher acknowledgement 

of ideological and humanitarian shortcomings in education and the curriculum. It is in the society 

where students, teachers and the disenfranchised are not faceless and nameless that humanity will 

accept new forms of understanding. New cognition (Dunayevskaya, 2000), results from dynamic 

understandings embedded in human liberation when the actions of the disenfranchised are understood.  

 

The expression of critical teacher humanism is not limited to neoliberal pressures on teacher 

formation. Rather, pivotal to genuine care in the way it may affect educational practice; learning to 

teach with candid acts of care in culturally relevant pedagogy, diversity of practice, and anti-othering. 

Consider the historical normativity white society has institutionalized in identifying reasons for an 

achievement gap between those of different cultures. Understanding the gap (Delpit, 2006) highlights 

the importance of culture and the further development of oneôs primary language. Without them, 

students from ethnically and linguistically diverse backgrounds often feel lost. Descriptions of how 

students experience school situations include feeling, invisible and unheard. The counter extreme is 
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also problematic. Often students are hypervisible particularly as small communities of othered 

students begin to form (Delpit, 2012). Students subsequently become unresponsive to normalized 

strategies as culture is neglected further. Identification or lack thereof is not limited to students of 

color, but to all students who feel unrepresented. Confusions across areas of educational difference 

create many challenges for teachers as they find difficulty, ñcommunicating across social differences, 

race or class lines or any situation of unequal powerò (Delpit, 2006, p.135). Misunderstandings 

therefore lead to fear or cultural rejection as teacher or students are othered. 

 

Multicultural and culturally relevant teacher education, on the other hand, is essential for the 

development of critically conscious teachers. Because teachers may develop narrow epistemological 

understanding of society, they do not realize the bias and limited practices an unobservant reading of 

the world (Freire, 2000) can have on oneôs students. Culturally relevant practices address student 

needs, which are limited by standardization. Teachers must be educated to meet the unique needs of 

their students, and not to simply mete out the whims of the state, as Gay (2010) notes, the unconscious 

understanding of the world is framed by culture. It regulates the ways we think, believe, and behave, 

thus the teacher becomes the facilitator of culture, but only in so much as she or he can understand 

student culture. When this does not occur, teachers often employ subtractive schooling (Valenzuela, 

1999) in an attempt to develop understanding, or common ground. It assumes that a student can restart 

an educational experience rejecting what they already know. Rejection of their own culture then 

becomes a rejection of the student in normalized classroom experiences.  

 

Finally, the idea that teacher education programs are fully effective in their practice operates 

under the assumption that teachers can acquire the ñtoolsò needed for a knowledge-based society. 

Neoliberal notions of what it means to educate are limited to quasi-structuralist or quantitative 

measures of student performance. Resultant, predictable student outcomes and anticipated answers to 

standardized questions are valued. In many of the ways classroom instruction has failed students, 

teacher education programs fail new teachers. The status quo is re-inscribed via limits to teacher 

ñtrainingò. Darling-Hammond (2006) identifies several learning principals to be considered as 

students enter class: they have prior knowledge, they need to organize that knowledge conceptually, 

and they will learn more effectively if they can manage their own learning. A perfectly scripted 

curriculum in which all students do the same things and learn in the same ways is not possible, yet 

standardization prevails. Consider a critical perspective in the ways education is perceived and for the 

expectations we have of it. Bureaucratic standardization practices cannot be the only measure by 

which we consider success if indeed we attempt to cultivate the critically minded citizen. In the 

current educational climate, those choosing to teach will experience far different outcomes and 

emotional reactions than they did as they attended school. This is both because the profession lacks a 

diversity of ñotherò perspectives, values and bodies, but also because it lacks a diversity of 

understanding.  

 

Conclusion 

 

We do not offer quick solutions, the challenges encountered in teaching and learning and 

required attention to self often limit the ability for a student teacher to see the full implications of their 

practice and analyze experience beyond the superficial. In social justice education, it is our task to 

help students understand this experience as they develop more complete understandings of teacher 

and school culture. Major considerations for helping student teachers developed in this way include: 

building strong and supportive relationships, the eradication of self-doubt, asking carefully worded 

thought provoking questions, offering space for critical thinking and creativity, supporting and 

encouraging socially just pedagogy and facilitating personalized reflexive praxis.  

 

Teachers are able to maintain their racist and classist views, if even subconsciously, as they 

leave preparation programs and enter the school community. Often the school supports this behavior, 

in that the school, as principal actor in the education of children, upholds traditional assumptions 

about culture, social capital and skills necessary to succeed in the global neoliberal labor market. This 

comes at the expense of a communityôs cultural heritage. Languages, for example, are lost at a faster 
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rate than ever in human history because of their perceived lack of value in a global neoliberal labor 

community. Our Disneylandified empire is killing culture as it kills the worldôs people: cultureôs 

death is not violent, but slow and principally unnoticed. Studentsô will and do require skill sets never 

before seen or experienced in history. As teachers prepare students for work in the globalized 

neoliberal labor market it becomes necessary to foster criticity, a concrete consciousness for a self and 

social examination. What are the effects of my personal ecological footprint (Sterling, 2002)? What 

are the effects of my personally held beliefs in my interactions with others? Complacency, the idea 

that my footprint does not matter or I refuse to change, ensures a linear march toward an ecological 

Armageddon (Bellamy-Foster, 2002; Kovel, 2002).  

 

Student teachers enter university/college programs in the hope they will acquire the job skills 

necessary to secure a suitable teaching position and future. Yet those who lack a commitment to social 

justice or are sufficiently ideologized to the logic of state power and the global neoliberal labor 

market continue to make their way into these programs. Often, upon completion of their programs 

these student teachers lack experience with poverty or diversity and, baptized in neoliberal thinking 

do not understand the implications their lack of a full grasp of their students social or cultural 

experience has for teaching. Student teachers consciously espouse personal release of power and 

cultural inclusion but lived experiences with asymmetrical power relations continue to frame their 

education and teaching, ensuring traditional conformity to methods and understandings. This serves, 

perhaps despite the student teacherôs best intentions, to reinforce the existing social hierarchy, while 

reproducing inequitable pedagogical experiences for their students. Does the student teacher realize 

this same structure has helped him or her achieve schooling success? The system must work, how else 

has he or she gained acceptance to an institution of higher education and been admitted to the ranks of 

the newly minted teacher?  

 

Teachers in the field often revert to prior culturally biased assumptions of the other when 

faced with stress, testing, norming of traditional practice and curriculum requirements. The 

development of teacher as professional and teacher as cultural worker in contrast to teacher as value 

manufacture mechanism requires preparation programs to frame the profession as such. Teachers too 

often are prepared for the bureaucracy and limited nature of the profession rather than for facilitating 

educational praxis. Change must come in the form of self-critique and institutional flexibility that 

allow for reflections about culturally biased assumptions and facilitation of community relationships, 

rather than cultural tourism. Teachers are keepers of culture; at stake is the further loss of ethnic, 

group and ecological identity beyond neoliberal Americana, ultimately the ability to solve the 

inevitable future crises of a neoliberally globalized world: environmental degradation, mass 

availability of weapons, water, food, energy shortages, pandemic disease, global warming, etc. The 

solution will not come from a culture wrapped bottom line but from a society valuing humanity and 

its relationship to the natural environment. 
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Abstract 

This paper reports the 15+ year journey undertaken by university faculty to integrate service learning 

with diversity education. It has taken the faculty from its initial integration of academic community 

learning and diversity education in 1999 to its current course offering in 2015. The purpose of this 

integration has remained the same, to engage graduate students in exploring varied aspects of 

diversity while learning to work and live in a diverse world and serving the needs of the community. 

Over the years, graduate students enrolled in the diversity course have been participants in service 

learning experiences of their choice in diverse, non-profit community-based organizations. With few 

exceptions, based on student reflective journals, the instructorôs service learning pedagogy, and the 

studentsô organization choices, service learning in diverse environments has contributed to positive 

change in studentsô views about diversity. 
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Introdu ction 

 

The National and Community Service Act of 1990 defines service learning as a method: (a) in 

which students learn and develop through active participation in thoughtfully organized service 

experiences that meet actual community needs, (b) that is integrated into studentsô academic 

curriculum or provides structured time for students to think, talk, or write about what that student did 

and saw during the service activity; (c) that provides students chances to use newly acquired skills and 

knowledge in real-life situations in their own communities; and (d) that enhances teaching in school 

by extending student learning into the community and helps foster a sense of caring for others.  The 

Student Service Alliance, Maryland Department of Education provides a model of service learning 

used throughout the United States. The Alliance advocates a planning cycle that includes: preparation, 

action, and reflection. According to Kraft (1996), although some agreement on the definition of 

service learning has been achieved in recent years, its practice in schools and colleges varies widely. 

   

At the university where this journey has taken place, service learning is described as the 

application of academic skills and knowledge to address a community need, issue, or problem and to 

enhance student learning at the university where this study took place.  The university also uses a 

view of service learning set forth by Bringle and Hatcher (1996) which states that service learning is 

"a credit-bearing educational experience in which students participate in an organized service activity 

that meets identified community needs and reflect on the service activity in such a way as to gain 

further understanding of course content, a broader appreciation of the discipline, and an enhanced 

sense of civic responsibility" (1996, p. 2). Regardless of how service learning is defined, the basic 

components found in any university program are (a) meaningful service and academic rigor, (b) active 

service engagement with a community, (c) significant impact on everyone involved (students, 

instructors, community service providers, and people in the community), and (d) an expectation that 

students will meet the instructorôs stated objectives. 

 

Review of Literature 

 

The following section provides a summary of existing literature related to service learning in 

higher education and how various programs have evolved as has the program at our institution. 

 

Service Learning in Higher Education Evolves 

Service learning has grown considerably at the postsecondary level since we began our first 

effort over 16 years ago. Surprisingly, the integration of diversity education with service learning has 

also grown. Although the idea of service learning as a strategy to enhance instruction about diversity 

was largely untested at the time we began, findings from King, Perez, and Shim (2013) suggest 

service learning to be an appropriate strategy to teach about diversity at the postsecondary level. They 

examined how students experience intercultural learning using data from the Wabash National Study. 

The Wabash National Study of Liberal Arts Education was a large longitudinal study to examine 

critical factors that affect the outcomes of liberal arts education. The aim was to help colleges and 

universities improve student learning and enhance the educational impact of their programs (Center of 

Inquiry). Using data from this study, King, Perez, and Shim found that ñintercultural learning 

occurred when students directly encountered othersô experiences; feeling safe enough to explore 

cultural differences was a key dimension of intercultural learning; and students used a variety of 

approaches that led to intercultural learning and that these varied in degree of complexity and agencyò 

(2013, p. 69). Their finding that intercultural learning occurred when students directly encountered 

othersô experiences, coupled with a major component of any service learning programðproviding 

opportunities for students to engage in community service through a hands-on approach, supports use 

of service learning as a strategy to teach about diversity issues. 

 

Holsapple (2012) conducted a critical review of 55 studies of the impact of service-learning 

participation on studentsô diversity outcomes, identifying six diversity-related outcomes that emerged 

from the studies.  These outcomes included tolerance of difference, stereotype confrontation, 

recognition of universality, interactions across difference, knowledge about the served population, and 
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belief in the value of diversity.   Although Holsapple offered some criticisms and suggestions for 

improvement, he concluded that ñdiversity researchers and higher education leaders should give 

serious consideration to service-learning when they are considering ways to help prepare students to 

work and live in a diverse worldò (p. 15), thus also supporting this integration between diversity 

education and service learning.   

 

Celio, Durlack, and Dymnickiôs (2011) developed a meta-analysis focused on the impact of 

service learning on students, perhaps motivated by the growth of service learning as a teaching 

strategy, even though student outcomes associated with service learning are still unclear to some. 

Their work included 62 studies involving 11,837 students and resulted in findings that ñstudents 

participating in SL programs demonstrated significant gains in five outcome areas: attitudes toward 

self, attitudes toward school and learning, civic engagement, social skills, and academic performanceò 

(2011, p. 74). They also stated that there was empirical support for the belief held by many educators 

that if certain practices are followed, such as linking to curriculum, community involvement, and 

reflection, better outcomes are likely.  

 

Over the years, many colleges and universities have become embroiled in the service learning 

phenomena, moving from individual faculty providing service learning opportunities to a few classes, 

to full-scale service learning programs and offices. Practically every program we reviewed had at least 

these three service activities as identified by Ohio State Universityôs Office of Service Learning: is 

connected to specific learning outcomes, meets identified community needs, and provides structured 

time for student reflection and connection of the service experience to learning (Ohio State 

University). The university level service learning programs or offices consistently state similar 

definitions of service learning as well as similar goals and objectives. This consequence suggests that 

there is consensus among educators about service learningôs place as a teaching tool, again even 

though some say the merits of service learning are still not fully known. However, evidence of the 

positive outcomes from service learning is becoming more and more apparent.  For example, The 

University of Missouri has an Office of Service Learning that was founded in 1995. This office grew 

from a need to understand why students were not participating in the community. Focus groups 

revealed two problems, time and connections. Initially, Missouriôs Honors College Community 

Involvement Program grew from the focus group findings in 1990, but five years later, that course 

became the Office of Service Learning. In 2001, a study of ñstudents ages 18 to 22 was conducted and 

showed that greater numbers of students were engaged in community service. Students now entered 

college with an expectation of community involvement and opportunities to provide service in the 

community within which they livedò (Office of Service Learning). 

 

The University of Richmond launched The Bonner Center for Civic Engagement in 2004, a 

fully operational center that grew out of existing programs; the Bonner Scholars Program, the Center 

for Faith and Service, service learning and other communityïbased learning courses, and the School 

of Professional and Continuing Studies (University of Richmond). The Bonner Center for Civic 

Engagement states that it seeks to connect students with opportunities to enhance their education 

outside the classroom, address community-identified needs, and build studentsô understanding of the 

larger social contexts that shape their off-campus experiences through community-based learning 

(CBL), another term often used to describe service learning.  Regardless of the term used, service 

learning courses at universities attempt to connect classroom and community. Service learning 

projects at universities are designed to meet community needs and must partner with community 

organizations to provide experiential learning opportunities. If all goes well, community partners 

become fully engaged and supportive of service learning on a recurring basis (University of 

Richmond). 

 

According to Miami Dade Collegeôs Institute for Civic Engagement and Democracy (iCED), 

service-learning is ña teaching and learning tool that combines course content with organized 

community service experiences at local nonprofit organizationsò (Miami Dade College).  This office 

was established in 1994, but as the Service-Learning Center with a Learn and Serve grant from the 

Corporation for National and Community Service for the purpose of developing a service-learning 
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program at the college. Due to growth and after joining the Democracy Commitment and participating 

in the development of the Association of American Colleges and Universitiesô national call to action, 

a new mission statement was developed and the departmentôs efforts evolved to include civic learning 

and democratic engagement. Although the iCED now has many programs serving all of its campuses, 

its flagship program is academic service learning.  It is said to be the largest of any community 

college in the US with 300 faculty, 1000 course sections, and 8000 students involved in course-related 

service each year (Miami Date College). 

 

The Alliance for Service-Learning in Education Reform (ASLER) (1993) states that:  

 

service learning is a method by which young people learn and develop through active 

participation in thoughtfully-organized service experiences... that meet actual community 

needs, that are coordinated in collaboration with the school and community, that are 

integrated into each young person's academic curriculum, that provide structured time for 

young people to think, talk, and write about what they did and said during the service project, 

that provide young people with opportunities to use newly acquired academic skills and 

knowledge in real life, situations in their own communities, that enhance what is taught in the 

school by extending student learning beyond the classroom, and that help to foster the 

development of a sense of caring for others. (p.2) 

 

The Kentucky Learn and Service Project planning model includes preparation, meaningful 

service, structured reflection, and recognition/celebration. The National Association of Secondary 

School Principals, Department of Student Activities, and Quest International Foundation advocate a 

four-step model: preparation, action, reflection, and demonstration. Indiana University-Purdue 

University Indianapolis developed a model, Comprehensive Action Plan for Service Learning 

(CAPSL) that identifies four constituencies on which a program for service learning needs to focus its 

principle activities: institution, faculty, students, and community. Delve, Mintz, and Stewart (1990) 

provide an example of a student development model that identifies the following five phases of 

involvement in service learning: exploration (naµve excitement), clarification (values clarification), 

realization (insight into the meaning of service), activation (participation and advocacy), and 

internalization (the service experience influences career and life choices). 

 

Evolving Models and Strategies 

According to Burns (1998), the four components common to the models presented here are a 

solid foundation to plan and execute instructional service learning activities or projects through: 

preparation, action, reflection, and demonstration/recognition. These are the four components used in 

our initial integration of diversity and service learning although they are identified as those used in K-

12 education.  In the preparation phase, needs of the community are assessed, a viable need and 

learner outcomes are identified, the core content (knowledge and skills) of the adopted curriculum 

(school, agency, program) to be learned through the service learning unit are identified, interested 

community leaders and organizations to become involved are identified, orientation and professional 

development activities with community leaders and organizations about service learning and the 

instructional strategies to be implemented, assessed, and evaluated are conducted, the instructional 

unit or project is planned,  the roles and responsibilities of the school (students, teachers) community 

leaders and organizations, and other involved human services, agencies, program directors and 

resources are identified, and students are oriented and prepared for assuming their role(s), 

understanding the learning outcomes, and demonstrating the expected social behaviors (p. 40). 

 

Burns (1998) continues to describe the action phase where you would facilitate development 

of the knowledge and skills needed by students to initiate and complete the academic community 

learning project. You would also facilitate student planning, research, problem solving, and evaluation 

relative to the identified community need. Another part of the action phase would involve 

implementation of the academic community learning activity or strategy, continuously assessing and 

involving students in assessing achievement and progress, as well as correcting and adjusting 

activities and strategies (p. 40). 
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In the reflection phase, Burns (1998) states that this involves requiring students to engage in 

continuous reflection processes during the planning and implementation phases through writing, 

speaking, and demonstration activities. During this phase, you would facilitate continuous student 

investigation and research, engage students in assessment and evaluation of the project or unit, 

connect and link activities so students have the opportunity to understand the meaning and impact of 

their efforts, and facilitate the reflection, assessment, and evaluation by community leaders and 

organizations (p. 40). 

 

Finally, in the demonstration/recognition phase, Burns (1998) states that students are 

involved in reporting to peers, faculty, and/or community members. Students are engaged in tasks 

such as writing for publications (newspapers, magazines, and newsletters), videotaping or live 

television programs, producing an audiotape or radio program, creating Internet information, or 

publishing a brochure or book. In this phase you would recognize students, teachers, and community 

members for learning/achievement and accepting social responsibility. Examples of how stakeholders 

would be recognized include complimentary oral and written communications, awarding T-shirts with 

the community need identified, organizing a project that includes a trip, lapel pins, awarding 

certificates of appreciation, and other types of rewards appropriate to the stakeholders involved (p. 

41).  

 

The following list, prepared by the National Youth Leadership Council (Cairns & Kielsmeier, 

1991), is exemplary of the types of projects carried out by many college and secondary students in the 

early 90s: bicycle shop, Big Buddies, blood drive, board membership, building projects, clothes 

collection, community education classes, community history, cooking meals, crisis center, day care, 

emergency services, environmental research, environmental cleanup, fund-raising for charities, 

gardens, helping the homebound, home chores, hot lines, Meals on Wheels, overseas volunteers, 

paint-a-thons, peer helpers and tutors, performing arts, planting trees, public awareness, public media, 

reading for the blind, recreation programs, recycling, research, special equipment, Special Olympics, 

tax preparation, tutoring, victim aid, visiting institutionalized people, visual art, voter education, youth 

agencies, youth leadership, and youth sports. Most, if not all of these strategies, are still being used 

today. 

 

In an 11-week political science class called "Public Policy: the Homeless," at the University 

of San Francisco, students spend a minimum of four hours a week working in specialized areas. 

Several, for example, help homeless people fill out the numberless forms required to apply for 

relocation to apartments or better shelter facilities a complicated process that not only aids the clients 

but introduces students to the Byzantine workings of bureaucracy. 

 

One project at Miami-Dade Community Collegeôs Medical Center Campus involves a 

partnership with a financially strapped YMCA. Nursing students are involved with the Yôs daycare 

program; dental hygiene students develop and introduce programs to teach sound dental habits to 

children at the Y; and psychology students work with youngsters exhibiting behavioral problems.  A 

pre-law student pores through court documents to develop a legal history of the homeless, 

determining when and why they were first identified as a specific class and how that affects their 

treatment in court proceedings today. Others work with city officials in developing a simplified, 

coordinated system to enable the homeless to get health care, food stamps and welfare payments 

without having to apply to four or five different agencies. Through street research, another studies the 

impact of crack cocaine addiction on homelessness. 

 

Background of Our Journey 

In 1999, a colleague and I received an institutional grant to support activities necessary to 

redesign at least one of our courses to include what was then referred to as Academic Community 

Learning (ACL).  The proposal stipulated that we would each redesign a core professional course to 

include academic community learning.  The first course chosen for redesign was a diversity course, a 

core professional course in our department.  This course was selected because its emphasis on 
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diversity, economically and culturally diverse learners, and educational and societal responsibilities 

seemed well suited to inclusion as an ACL component.  As a core professional course, it was, and still 

is, a required course for teacher education students and all students in our program. It was first offered 

in the summer of 1999 and has been offered each spring and summer since. The next sections of this 

paper summarize activities involved in developing, implementing and assessing the course. Where 

appropriate, a brief discussion of changes made over time is also provided. 

 

Rationale, Purpose, and Objectives 

To encourage and promote excellence in scholarship is one of seven goal statements 

identified by the department in which we work. Of the seven objectives identified to aid in achieving 

this goal, one specifically addresses a commitment to service learning as pedagogy; stating óto 

establish academic community learning activities in appropriate departmental courses.ô Similarly, one 

of the departmentôs core principles is to provide opportunities for collaborative ventures of outreach, 

service, and academic community learning and expand the possibilities for improving education and 

lifelong learning. Partnerships with people, schools, community organizations, clinics, agencies, 

businesses and governments at state, national, and international levels are integral to our research, 

teaching, and service. 

 

Redesign of a Professional Core Course 

The framework for student academic community learning (ACL) experiences in this course is 

similar to that adopted by many institutions on a national level: preparation, action, reflection, 

demonstration, and recognition.  The first step was to attend workshops designed by leaders of the 

College of Educationôs ACL Initiative.  As a side note, ACL is now referred to as service learning and 

the institution now has a full-service Office of Service Learning.  Two additional professional 

development workshops were attended where the framework for incorporating ACL experiences into 

our courses, in consideration of each phase, was emphasized in each workshop and subsequent 

professional development activities.  

 

After materials provided at the workshop were reviewed thoroughly, an extensive review of 

literature pertinent to ACL was conducted, information related to diversity and service learning was 

noted, and service learning models identified were studied. Information taken from the workshops and 

discerned during the review of literature was used to aid in development of the course.  Materials 

designed or redesigned included (a) a reference list of ACL web-based and printed materials, (b) a 

syllabus including the COE definition of ACL and a description of ACL as a ñserve and learnò 

experience, (c) a PowerPoint presentation for use in introducing the ACL framework for the course 

(preparation, action, reflection, demonstration, and recognition), (d) a schedule of weekly activities, 

(e) a weekly agenda, (f) a weekly feedback form, (g) four rubrics (critique, report, presentation, and 

portfolio), (h) a format for student ACL proposals, (i) a critique format, (j) an activity record format, 

(k) a reflective journal format, (l) a course packet that included literature about service learning, (m) a 

Student Information Form (SIF), and (n) a Consent from Participants in Class Projects form.  When 

completed, these materials were uploaded to the existing course web site to facilitate teaching and 

student access. 

 

Students Plan Service Learning Experience 

Students planned and executed a paired-group academic community learning (ACL) 

experience that took place within a school, agency, or program where the focus was on an issue of 

relevance to diversity in education and work (e.g., individuals with disabilities, disadvantaged 

students, multicultural and diversity issues, youth at risk and senior centers). The ACL experiences, 

now referred to as service learning, took place for a semester through on-site visits and participation, 

while maintaining reflective notes. Outlines of planned ACL experiences and the eventual proposals 

were approved by the instructors. Unlike today, our initial journey into academic community learning 

(service learning) required students to locate and receive approval to participate and provide service to 

an organization in their communities. Answering the 10 questions presented in the following list 

proved helpful to students as they developed proposals and plans for their ACL experiences.  These 

questions were reviewed in class using a PowerPoint presentation and question/answer session. 
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1. Will the experience meet all of the criteria identified in the definition of ACL adopted by the 

College of Education? 

2. Will the experience be distinctively different from ñcommunity serviceò as defined here: 

ñCommunity service is generally a service function performed by individuals for the benefit of 

others, for an organization, and/or for a community? Individuals and/or organizations usually 

commit their time and energy to a worthy cause without engaging in a structured learning 

processò (Burns, 1998).  

3 Will you be able to establish a clear purpose and goals for this experience? 

4. Will you be able to spend enough time involved in this experience to lead to learning in 

academic and affective areas (Shumer, 1997)? 

5. Will this experience be conducive to you engaging in reflective activities that require you to 

process your service experiences and connect them with the learning goals of the course 

(Shumer, 1997)? 

6. Will this experience allow you to demonstrate that the level of responsibility and the 

importance of the tasks performed influence the quality of learning and the ability to apply the 

knowledge in current and future settings? 

7. Will this experience be of value to the people you will serve or the organization you will 

assist? 

8. Will this experience provide you with an opportunity to be responsible for things that have 

real consequences? 

9. Will your ACL site be willing to communicate with your instructor to ensure that adequate 

learning takes place? 

10. Will your site be willing to work with your instructor to identify the kind of learning expected, 

and to help ensure that the quality of your learning is explicit and understood by all parties 

involved? 

 

The students, 31 in 1999, completed their proposals and after some discussion with contact 

persons at the sites they had selected and revision, their proposals were approved. This first effort to 

integrate diversity with service learning was successful, but not without some difficulties and 

unexpected situations that had to be addressed. For example, one student provided service to a 

community church and while there became involved in developing a church directory; his area of 

study and expertise was desktop publishing and design. The directory was not finished when the 

semester ended due to church members not showing up for photos when scheduled. However, the 

ñhappy endingò was that the student wanted to finish it and did, even after the semester ended.   

 

A written record of all activities undertaken in redesign of the diversity course to include an 

ACL component, including a personal portfolio detailing the activities undertaken and materials 

developed or redesigned, was maintained.  The portfolio included copies of all materials identified 

under the section ñRedesign of a Professional Course.ò  Other materials included in the portfolio were 

copies of ACL certificates, literature on designing rubrics, feedback forms from students regarding the 

required ACL experience with a summary, a student mailing list, student completed information 

forms, a table listing ACL sites and contact persons, service learning definitions, resources obtained 

from the ACL Professional Development Workshops, copies of literature reviewed in preparation for 

redesign of the course, signed consent forms, copies of cover letters and certificates sent to ACL site 

contacts, class photographs, diskettes (back then we werenôt using USB drives) with all materials 

designed or redesigned, and copies of web site materials.  My colleague and I developed a proposal to 

present at a national convention.  The proposal, ñIntegrating Academic Community Learning in 

Education for the Workforce,ò was accepted and the paper was presented in fall, 1999. Much of what 

was learned about providing an academic community learning experience through diversity 

instruction has been presented at state and regional conferences thereafter.  The remaining sections of 

this paper focus on the most recent teaching of the diversity course; fast forward to 2015. 
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Continuation of Our 15+ Year Journey 

Over the years, some changes have been made in the diversity course that was initially 

redesigned to include academic community learning, now referred to as service learning.  Now, in 

preparation for the first course session, an enrollment roster was obtained and the following was sent 

to each student registered for the course (a) copies of the reading materials for the first class session, 

(b) an agenda, and (c) a cover letter welcoming each student to the course and providing an initial 

description and expectations for the service learning component. Total enrollment in the class was 22, 

mostly non-traditional students who also worked full-time. Students were subjected to four 

assessments (a) service learning to include participation in a ñserve and learnò experience with a 

written report of the experience, (b) oral presentation about the experience, (c) critique of literature 

relevant to the service learning experience site, and (d) development of a portfolio that emphasized 

teaching about diversity and service learning.  However, the service learning experience served as the 

primary assessment. 

 

Back in 1999, due to the size of the initial class (1999, n = 31), students were encouraged to 

work in ñpaired-groupsò and were allowed to select the sites for their service learning experiences. 

Although service learning sites are now available as a result of developing relationships over the last 

15+ years, students are still allowed to suggest a site for approval. They are also still allowed to work 

in paired-groups of two, depending on the rationale they present in their proposals and the results of 

communication with the site contact person.  The continuation of these strategies, site selection and 

paired service, is due to the success of these experiences students have had over the years.  Actually, 

based upon examination of the studentsô reflection notes, those who have worked in pairs and who 

have been able to select a site have been more successful and much more engaged.  However, students 

are not allowed to begin their service learning experiences until we have approved their proposals.   

 

For this most recent teaching of the diversity class (n = 22), approved service learning 

proposals resulted in six paired groups and 10 students who served and learned independently.  The 

service learning sites included a domestic violence center, two homeless shelters, a hospitality house 

for women, a community job training program, a church with a community outreach program, 

DFCS/TANF, a community womenôs centers, a local Y.E.S. program, a local program that works 

with individuals with disabilities, a regional evening school for non-English speaking citizens, a 

respite care center, the Salvation Army, a family connections center for the homeless,  a local help 

center, a JTPA training center, and a New Connections to Work center.   

 

Students were required to maintain activity records and reflective journals that they later 

included in their portfolio along with their service learning experience reports and critiques of 

relevant literature.  Students informally shared their critiques, made a formal oral presentation of their 

service learning experience, and gave weekly briefings about the materials they were including in 

their portfolios.  Students were given a ñConsent from Participants in Class Projectsò form designed 

to seek permission for the instructors to use materials they developed and/or to report findings from 

their experience.  This form was also required for IRB approval. Twenty-one of the 22 students signed 

this form.   

 

The service learning sites previously mentioned were contacted at least once a week to 

receive reports of the studentsô involvement at the site.  A service learning experience certificate, 

signed by the instructor, the department head, and the service learning site contact person was 

prepared for each student.  The service learning site contact persons were invited to attend the last 

class session to hear the studentsô ACL experience oral presentations.  Also, on the last night of class, 

the students were presented with their signed service learning certificates and five service learning site 

contact persons attended the class on that night.  Similar certificates were sent to the site contact 

persons by mail. 

 

Summary of Outcomes 

Based on our examination of studentsô reflective journals and portfolios, these graduate 

students experienced an improvement in their ability to recognize and solve problems. They also were 
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able to expand their professional networks. Some reported moving from a position of awareness to 

one of acceptance of diversity. Of interest is that many reported seeing value in all forms of diversity, 

not simply the diversity they experienced at their assigned or selected service learning organization 

site.  These graduate students also reported an increased understanding of diverse cultures, a major 

focus in the course, and attributed it to the hands-on service learning experience.  Almost 100% 

(86.4%) of the students encouraged us to continue to provide service learning as an opportunity 

through our classes.  Outcomes such as these were reported each year the course was taught, support 

our continuation of the project in our courses and, for us, confirmed one way to move beyond basic 

classroom instruction when teaching graduate students about diversity. Outcomes also suggested that 

organizations are receptive to service learning and prompted us to make note of those organizations 

and agencies that were supportive of service learning, thus building a data base of ñfriendlyò contacts.  

  

Recommendations 

 

Based upon our experiences, we believe the following statements deserve consideration by 

university faculty who plan to begin their own journey to integrate service learning with a 

professional core course.  If your institution has a service learning office, your first step would be to 

contact that office for advice and support. It is likely that with such a large infusion of service learning 

on university campuses today, much of what you will need to know to begin is available through that 

office.  However, for faculty at institutions where there is no official office of service learning, and 

there are still some, begin by examining best practice programs and courses at other institutions.  

Examine the literature, including the positive and negative reports about service learning, to determine 

where successes and failures can be found; try to avoid the failures. Once you have done an 

exhaustive review of the literature and examined best practice programs and courses, determine how 

you characterize the service learning experience, making sure that you include the basic elements of 

service learning. At this point, you should be ready to ask yourself these questions about the service 

learning you are considering: 

 

1. Will what I have in mind provide students with an opportunity for active participation in an 

extended, thoughtfully organized learning experience that meets actual community and student 

needs?  

This question suggests a need to answer key questions by adoption of a service learning 

framework or model for the course. For example, will the instructor provide and select a 

studentôs service learning site or will selection of a service learning site be a student choice or 

responsibility? The answer to this question would be particularly important for faculty working 

with non-traditional students because traditional placement strategies may not be feasible. 

However, adoption of a framework should be a joint effort between the instructor and the 

students if possible. This question also suggests need for a formal service learning proposal 

developed by students, refined, and then approved by the instructor of the course.  A format for 

such a proposal should be provided and should include examples of what the instructor considers 

to be ñextended, thoughtfully organized, as well as what meets actual community and student 

needs.ò  Examples of sites that meet the instructorôs specifications should also be provided.  This 

formal proposal, when approved by the instructor, would include a contract signed by the student 

and the service learning site contact. 

 

2. What will be the conditions for collaboration among student, school, and community?  This 

question suggests need for a professionally developed brochure that introduces service learning 

to the community and anticipates answers to questions posed by potential site contacts.  It also 

suggests need for a formal contract, with its initial framework, developed by the instructor, and 

that students can use to secure cooperation of a service learning site. The contract should include 

information to students and potential service learning sites about ñhuman subjectsò issues, long 

and short-term service and academic goals, and a section to specify expectations of each party 

involved in the contract (e.g., student, instructor, service learning site).  Instructors should 

maintain periodic contact with the service learning site throughout the experience. 

 



International Journal of Progressive Education, Volume 12 Number 3, 2016 

É 2016 INASED                                                                                                                33 

 

3. How will I integrate service learning experiences into the studentôs academic curriculum?  This 

question suggests a need to spend considerable time helping students develop long and short-

term service and academic goals.  Students should be encouraged to develop these goals jointly 

with the instructor and the intended service learning site contact person.  The intent should be to 

have these goals become a part of the service learning contract.  Joint development of goals may 

help students clarify the relationship between their service and academic goalsïan extremely 

important consideration. It is also your opportunity to determine if the course you are teaching is 

appropriate for a service learning approach and to envision what that approach might look like 

from start to finish. 

 

4. How will I provide structured time for reflection and evaluation?  This question should alert you 

to the time factor; how much time will you have to teach content, how much time will your 

students have to devote to service learning (especially if they are non-traditional students as our 

students were), and how much time do you have to manage the effort. The first effort is likely to 

take more time than you expect. This characteristic also suggests a need to encourage students to 

keep a record of activities, a reflective journal, and to engage in self-evaluation.  Students should 

be encouraged to share reflections and engage in self-evaluation continually as the course 

progresses.  A website or learning management system is a good place for keeping 

communication going between you, the students, and the service learning site contact person.  

     

5. How will I enhance what is taught by extending student learning beyond the classroom and into 

the community.  This characteristic suggests a need to provide clear examples of previous service 

learning experiences through exhibits, guest speakers (former service learning site contacts, 

faculty who have previously incorporated service learning into their courses or taught a service 

learning course, students who have developed and implemented a service learning experience), 

and previous proposals and contracts developed. 

 

Summary 

 

The definitions for service learning differ depending on the goals and objectives of the 

educational institution providing the service as well as the needs of the local communities. Regardless 

of the term used, the ultimate goal is to provide opportunities for students to serve and learn. This 

experience redesigning, implementing, evaluating, and adding a service learning component to an 

existing course focused on classroom and workplace diversity provided benefits to us as instructors. 

For example, the relevance of the experience to our students' lives validated our teaching and 

enhanced learning, the overall experience helped build a classroom ñcommunity of learners,ò and 

students established relationships with people in the community that continue today.  The students, 

however, also benefitted in that they were given an opportunity to make the curriculum relevant to 

their lives, clarify their values, develop community and civic responsibility, increase their 

multicultural awareness, develop critical thinking and problem solving skills, and enhance their social 

and personal development. Similarly, resulting benefits to the community included meaningful 

services to local communities, opportunities for community agencies and organizations to participate 

in student learning, and community awareness of the universityôs programs and services was built. 

 

Now more than ever before, with limited funds and a continued wave of education reforms, 

our society is at a crossroad. Educators are not only being held accountable for their work, but also 

seeking ways to reach both students and the larger community. Although the degree to which service 

learning can play a role in education and social reform is yet undetermined, based upon our 

experience implementing service learning described herein,  we believe service learning is a viable 

instructional strategy to move toward achieving diversity education and community engagement 

goals. 
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Abstract 

In todayôs knowledge society, constant changes and developments in the information and 

communication technologies has affected all areas as well as educational systems. In order to comply 

with these changes and developments, teachers need to develop a proficiency in using the technology 

in a sufficient manner. Although the number of research studies were done on this proficiency of the 

social studies' teacher candidates is not sufficient, but the results of these studies are quite satisfactory. 

In the study, it was aimed to contribute to the literature, the attitudes of the social studies' teacher 

candidates have been studied according to the model of óôSocial-Cognitive Career Theoryôô (SCCT); 

the candidates have also been evaluated in terms of self-sufficiency, interests, intentions, and result 

expectationsðthe four important attributes of SCCT. A five-point Likert scale, adapted from a 

Turkish study by Sahin (2009), used in this research. Among the results, significant relationships were 

observed between the self-sufficiency, interests, intentions, and result expectations of the social 

studies' teacher candidates with regard to technology.  

 

Keywords: Social studies, Social-cognitive career theory, Education technologies, Technology 

education 
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Introduction  

 

In the present era, also entitled as the knowledge era, the advances made in the science and 

technology are related to the education as well as all areas of human life (Akturk et al. 2015). The 

technological developments related to the education have proved to be efficient in the career 

development of the individuals (Eryaman, 2007). Hence, ñSocial-Cognitive Career Theoryò (SCCT) 

has recently become the center of attention for the researchers. According to Lent et al. (1994), who 

are accepted as the leaders of this subject, the two aspects of SCCT are ñcompetence expectationò and 

ñresult expectation.ò The competence expectation is associated with the perceptions related with the 

performances of a person (e.g., ñCan I do this?ò), whereas the result expectation is associated with the 

expectations (e.g., ñIf I do this, what shall I obtain as the result?ò) related with the results, which may 

be obtained at the end of a performed work. These two aspects are quite efficient in determining the 

performance targets or selections of the individuals (Awofala et al. 2015; Kiray et al. 2015; Lent 

2005). Besides, the result expectation levels related with the activities of the individuals are quite 

efficient in starting and continuing an activity (Bandura 1997).  

 

The social-cognitive concept was developed by Bandura (1997). Hackett and Betz (1981) 

further examined Banduraôs model and were the first to relate this concept to the career development 

of the women, focusing on occupational behavior. A relatively new concept known as social-cognitive 

career theory (SCCT) was developed by Lent et al. (1996), as a derivative of the general social-

cognitive concept of Bandura. According to Lent et al. (1996), a scale is developed as to make this 

concept convenient for these four informative resources in terms of mathematical competence 

expectation. Ozy¿rek (2002) implied these findings on high school students and Aybay-Koroĵlu 

(2005) used them on the students of eighth grade and obtained the similar results. The purpose of this 

study was to determine the usage of the technology by the social studies teacher candidates in the 

context of SSCT. The attributes of SSCT (Lent et al.1994) used in this research areðself-sufficiency, 

interests, intentions, and result expectations. The relation between these four attributes is depicted in 

Figure 1.  

 

 
Figure 1. SCCT Choice Goals Model 

 

Review of the SCCT literature 

To select a profession that is a turning point in the life of an individual is one of the most 

important decisions people make throughout the lifespan. While making these decisions, an individual 

is, indeed, influenced by many internal and external factors and forms his decision according to the 

results of various cases. The self-sufficiency of an individual plays a very important role in choosing 
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his profession. The physiological dimensions of vocational choice have been analyzed by the 

researchers for many years. Some aspects of the study focus on vocational choice process as an 

important element, whereas others conceptualize personality dimensions for job satisfaction as 

significant (Sarē & Sahin 2013). Findings of the similar studies are described in the following 

paragraph. 

The social-cognitive career theory was first applied in the field of engineering. The research 

studies investigated the continuity of the academic interests in the field of engineering, science, 

mathematics, and so on (Navarro et al. 2014). Byars et al. (2010) examined the relations between the 

intentions, academic interests, campus climate perceptions, racial specifications, and social-cognitive 

values of the students of different races in the field of science and mathematics. However, it has been 

observed that there is an important relation among the values between the intentions, continuity, 

interests, and result expectations. A similar study was conducted by Inda et al. (2013) on 579 

engineering students, including both males and females. Furthermore, in a study examining the self-

sufficiency perceptions, future expectations, interests, purposes, social support, and challenges of the 

engineering students, it was concluded that the self-sufficiency perceptions of the women are less than 

the men; however, their interests are much more than those of the men. It was also mentioned that 

there were no significant differences between their future expectations and purposes. Huē et al. (2013) 

conducted a research on 122 Asian students pursuing education in America, applying ñsocial-

cognitive theoryò of Hentand Brown. Environmental supports, self-sufficiencies, purposes and 

satisfactions, and behavioral acculturation and enculturation were analyzed considering global 

precautions. However, it was also mentioned that the environmental factors have an indirect effect on 

both acculturation and enculturation.  

In a study conducted on total 257 students, Tokar et al. (2007) mentioned that the two 

important factors of social-cognitive career theory, self-sufficiency and future expectations,  

contribute less to learning experiences in experimental approaches, whereas the major three 

contributors are the personality, gender, and conformity to norms of gender role. 

In a study on the welfare level during the education and the business environment after 

education with a social-cognitive perspective, Shu and Lent (2008)  mentioned that the level of 

welfare and happiness increases when the complete integration of cognitive, behavioral, social, and 

personality variables is achieved with respect to social-cognitive theory. 

Using the social-cognitive career theory framework, developed by Lent et al. (2012), Rogers 

and Creed (2011) conducted a study on 631 high school students. The students were randomly divided 

into two groups, namely T1 and T2. A planning was made to the T1 group incorporating SCCT, 

whereas the other group remained untouched. Students were examined in terms of self-sufficiency, 

future expectations, given supports, and personality variables. The findings of the study indicated that 

the students in the T1 group who were served by the support programs and those who had high self-

sufficiency gained success in their career.  

Lent et al. (2010) performed a study on 116 students of the first two semesters from the 

engineering department. According to the path analysis results, they have mentioned that there should 

be a prior condition on the result expectation of the self-sufficiency, purpose, interest, and supports. 

Besides, they found that there was no significant relation between the challenges, expectations, and 

self-sufficiency, whereas a bidirectional relation exists between the interest and self-sufficiency. 

In a comparative study, Lent et al. (2013) examined a social-cognitive career model designed 

for estimating the relation between the satisfactions and interests on a sample of 1377 students 

enrolled in engineering departments of two white and two black universities. They found that the 

dimension of the relation between the intention and interest is rather high.  

Lent et al. (2012) conducted two transverse and longitudinal studies on the Portuguese 

university students. In the first study, academic self-sufficiencies, environmental supports, purpose, 
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academic satisfaction, positive contributions, and factors affecting the life were examined in 366 

students. In the second study performed on 158 students, the same factors were accepted. In both the 

studies, academic stress and life satisfaction were the main attributes of academic satisfaction in 

students. 

Scheuermann et al. (2014) made a research using an SCCT model to examine the interest and 

targets of Afro-American women. The backgrounds of these women are analyzed by using the SCCT 

framework. The study was conducted on a total of 198 women, and a direct significant relation was 

found between the professional competence, future expectations, and self-sufficiency. To attain 

prestige in the future has always been an important focus for Afro-American women. Hence, the self-

sufficiency among them is associated with the professional competence in terms of prestige. However, 

the authors also found that there is a lack of significant relation between the future expectations and 

self-competence. 

Kurtaslan et al. (2012) investigated the attitudes of the music teachers toward the use of 

educational technology incorporating SCCT as a framework. They determined that the service period, 

education status, and type of school graduated by the music teachers affect their self-sufficiencies, 

result expectations, interests, and intentions to use the educational technology. 

Isik (2013) conducted a research on 263 university students, via using SCCT as a basis. 

According to the results, there are negative significant relations in supervision focus and a positive 

relation between the perceived social support points from a special person, family, and friend and 

professional result expectations. When the professional result expectation points are examined in 

terms of social support, the only significant precursor is the family support and it is observed that the 

supervision focus is the significant precursor of the professional result expectation.  

Ozyurek (2010) has mentioned that when the environments convenient to the career are 

considered, the informative resources have a major role in changing the competence expectation. 

When it is considered from this cognitive frame, it becomes easier to measure the result expectations 

of university students related with the profession and to determine the other variables that may be 

associated with the professional result expectation. However, when the relevant literature in Turkey 

and other countries is examined, no sufficient studies are obtained in terms of other variables that may 

be associated with professional result expectations (Ozyurek, 2010). 

Aim of the study 

As demonstrated in the studies discussed above, integrating the instructional technology in 

education, social studies being an important sub-dimension of education, it creates a powerful 

learning environment in many ways. The aim of this research is to determine self-efficacy, result 

expectations, interests, and intentions of social studies teacher candidates based on the SCCT concept. 

Method 

The study was conducted by using the descriptive scanning technique from quantitative research 

methods for the research model. Scanning models are research approaches aiming to describe a 

situation in the past and present. Event, individual, and object are defined in their own conditions 

(Karasar, 2000).  

Participants 

In this study, the participants were fourth-grade teacher candidates studying in Necmettin Erbakan 

University, Social Studies Teaching in the 2014ï2015 spring term. Fourth-grade teacher candidates 

were chosen since they were closer to graduate and about to being a teacher. The total number of the 

participants were 160, 55% of which were women and 45%  were men.  
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Instruments 

The instruments of this research are established on the basis of educational technologies, self-

sufficiency perceptions, future expectations, intentions, and interests of the social studies teacher 

candidates. These instruments have been divided into five sub-groups. 

1. Technological self-sufficiencies of social sciences teacher candidates 

This section focuses on questions that arise while determining the self-sufficiencies of the social 

sciences teacher candidates toward the use of educational technology. It consists of eight articles, 

including some questions measuring the self-sufficiency of the social sciences teacher candidates, 

such as, ñI trust myself for showing the information and skill required for using the education 

technology in class,ò ñI trust myself for solving the problems of the students related with the education 

technologies,ò and ñI trust myself that I shall teach a subject by using the appropriate education 

technologies.ò For determining the self-sufficiencies of social sciences teacher candidates in using the 

educational technologies, the five-point Likert scale, which is graded from 1 to 5 (1= not trusting, 5= 

completely trusting), was used. The higher points show that their self-sufficiency belief in using the 

educational technologies are more positive. 

2. The future expectations of social studies teacher candidates 

In this section the result expectations are measured, throwing light on the possible result expectations 

of social sciences teacher candidates for their careers about educational technologies which were used 

in the class. It consists of eight articles, including questions that measure the result expectations of 

social sciences teacher candidates, such as ñI have more satisfaction in my profession by using the 

education technology in my profession.ò ñI can make my courses more efficient by using education 

technology in my profession.ò and ñI am seen in higher position in my profession by using education 

technology in my profession.ò The five-point Likert scale was used. The higher points show that their 

result expectations in using the educational technologies are more positive. 

3. The interests of social studies teacher candidates 

In this section, the interest level of the social sciences teacher candidates for educational technologies 

was measured. It consists of six articles, including questions, such as ñHow much interest do you have 

for participating to social study group for education technology; for reading a book or article related 

with education technology.ò The five-point Likert scale, which is graded from 1 to 5 (1 = not 

interested, 5 = interested), is used. The higher points show that the interest for using the educational 

technologies is more positive. 

4. The intentions of social studies teacher candidates 

In this section, the intentions of social sciences teacher candidates for developing themselves in 

educational technologies were measured. It consists of four articles. There are questions such as ñI 

plan to increase my knowledge and skills in education technologies.ò ñI plan to develop the class 

activities and projects including education technologies.ò and ñI plan to participate to the courses 

which are organized for education technologies.ò The five-point Likert scale, which is graded from 1 

to 5 (1 = not sharing, 5 = completely sharing), is used. The higher points show that their intentions in 

using the education technologies are more positive. 

5. The demographical specifications of social studies teacher candidates 

In this section, only the gender specifications of the participants were measured. 
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Data collection tools  

A five-point Likert scale consisting of 27 articles, modified by Sahin (2008), was used as a data 

collection tool within this study. The scale is formed of four sub-dimensions: first sub-dimension was 

adapted by Sahin (2008) from a Turkish study ñSelf-sufficiency Scale of Education Technologyò 

(Wang et al. 2004 ); second sub-dimension was adapted from the previous studies by Perkmen et al. 

(2006),  where SCCT was used for measuring the results expected by the elementary school teachers 

using the educational technologies in their future classes (Sahin 2008); third and fourth sub-

dimensions were also adapted by Sahin (2008) from the Turkish studies.  

Analysis of the data  

In this study, a factor analysis is carried out for each part of the scale variables. The factor load for 

each article of the questionnaire is over 0.66. The factor analyses show not only the factor loads of the 

scales but also the reliability results of the attributes (intentions, interests, self-sufficiency, and result 

expectations) (see Appendix A for the results of factor analyses and reliability tests). In addition, the 

results of KaiserïMeyerïOlkin (KMO) and Bartlett's tests show that the scale has a good fit. 

According to the results of the study, the reliability coefficient of Cronbach Alpha was found to be 

0.904. According to Buyukozturk (2002), the coefficients ranged between 0.80 and 1.00, showing the 

excellent harmony of the articles. In addition, the structural equation model was used for explaining 

the complex relation between the variables.  

The harmony index values which we presented much areðĶ:  X
2
/df, CFI, RMSEA, GFI, AGFI, 

NFI, NNFI, and SRMR indexes (Celik, Sahin, & Aydin, 2014; Karademir, 2013; Karademir & Erten, 

2013). Chi-square is evaluated as the rate between chi-square and the freedom degree. It is expected 

that this rate should be maximum (<3) for a good harmony, whereas for an acceptable harmony, it 

should be <5 (Marsh and However 1988). However, the chi-square value can easily be affected from 

the sample number, and other goodness-for-fit values are also obtained. 

Goodness-for-fit index (GFI): It is developed for evaluation of the harmony as independent 

from the sample width. Their values range between 0 and 1. As much as the value is closer to 1, it is 

much convenient (Eroĵlu 2003). 

Corrected goodness-for-fit Index (AGFI):  AGFĶ is the GFI value which is corrected by 

considering the sample width. It ranges between  0 and 1. As much as AGFĶ values are closer to 1, 

naturally it is much convenient (Tabanchinck and Fidel 2001). 

Comparative fit index (CFI): The comparative fit index compare the covariance matrix which is 

produced by a structural equation model suggested with the covariance matrix produced by the latent 

variables and it gives a value between 0 and 1. The closeness of the value to 1 shows its conformity. 

The 0.90 value is considered as the most convenient value (Eroĵlu 2003; Akman et al. 2015). 

Square root of the average of estimation error squares (RMSEA): In contrast to GIF and AGFĶ, 

the RMSEA values are expected to be close to 0. The values ¢0.05 are accepted as the convenient 

values (Karademir 2013; Akman and G¿ven 2015). 

The fit index values are found by calculating the structural equation path analysis, in 

accordance with the obtained data. The data were  classified by SPSS (Statistical Package for Social 

Sciences) 13.0 program and were solved with AMOS (Analyses of Moment Structures) 5 software.  

Findings 

As illustrated in Table 1, the significant correlation relation level among SCCT variables is 

between 0.242 and 0.532. For example, the social studies teacher candidates are more interested in 

using these technologies. In addition, it has been observed that the future expectations related with the 
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usage of the technology (M= 3.99) and their intention of technology integration in education is in high 

level (M =4.36).  

Table1. Correlations between Variables used in the study 

  

 

 

 

 

 

 

 

 

**: p<0.01 

 

In this study, to simplify the complex relation between the technological self-sufficiency, 

result expectations, interests, and intentions of the social studies teacher candidates, a structural 

equation model was used. According to the results of path analysis (Figure 2), the fit index values of 

the mentioned model were found as ɢ2 / df: 1.161, RMR: 0.925, GFI:  0.996, CFI:  0.999, RMSEA: 

0.034. 

 

 
Figure 2. COE Faculty Model for Leadership in Educational Technology 

 

In this model, there is a direct relation between the technological self-sufficiency and result 

expectations of the social studies teacher candidates. Also, there is a direct relation between the 

technological self-sufficiency and interest. However, there are both direct and indirect relations 

between self-sufficiency and intention. Result expectations and interests are the two factors 

responsible for the direct relation between technological self-sufficiency and intentions of the social 

studies teacher candidates. It has also been observed that there is a direct relation between the interests 

and intentions and a direct relation between result expectations and interests. The explanation 

percentage of the result expectation, interest, and self-sufficiency is approximately %29. Likewise, the 

explanation of the interest by self-sufficiency has been found to be approximately 28% (R
2
=0.29, p < 

0.01). 

 

 

Variables 1 2 3 4 

 Outcome Expectations ï    

 Self-efficacy 0.318
**

 ï   

 Interests 0.242
**

 0.532
**

 ï  

 Intentions 0.396
**

 0.408
**

 0.435
**

 ï 

 Mean 3.99 3.61 3.64 4.36 

 Std. Dev. 0.78 0.92 0.84 0.69 
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Discussion 

 

The results of these studies reveal that in the technology education of social studies teacher 

candidates, there are both direct and indirect effects on the relation between the self-sufficiency and 

intentions. In the study conducted by Sahin (2009), there is an indirect relation between the self-

sufficiency and intentions and result expectations and interests. In the study performed by Inda et al. 

(2013), it is determined that the relation between self-sufficiency and intention is direct and is parallel 

with our study. A study by Lent (2009) suggests that there is a mutual relation between self-

sufficiency and intentions. Lent et al. (2010) presented that there is a direct relation between self-

sufficiency and intentions. The results of the study of Scheuermann et al. (2014) demonstrate the same 

findings. 

 

In this study, a direct relation has been found between the self-sufficiency and result 

expectations and interests of the social studies teacher candidates for the technology education. In 

other words, the technological knowledge of social studies teacher candidates directly affects the 

interests and future expectations. The results of some of other studies also support these findings (Inda 

et al. 2013; Lent et al. 2010; Sahin 2009; Lent 2009). 

 

The most remarkable element in the findings of this research is the highest relation seen 

between the self-sufficiency and interests. The lowest relation level is between the self-sufficiency 

and intentions. This means that there is a high relation between the interests and self-sufficiencies of 

social sciences teacher candidates, whereas the relation level between the result expectations and 

intentions is low. Similar results are seen in a study by Sahin (2009). However, the research 

conducted by Scheuermann et al. (2014) presents a high relation between the result expectations and 

intentions, but no relation is found between the self-sufficiency and intentions. The study by Lent et 

al. (2010) reports that the relation between self-sufficiency and intentions is very low, but there is a 

medium relation between self-sufficiency and interests.  

 

The research indicates a need for the social support programs for the high relation level 

between the self-sufficiency, interests, intentions, and result expectations, which are the instruments 

of SSCT (Lent et al. 1994; Wang et al. 2004; Scheuermann et al. 2014; Lent et al. 2010). These 

findings show a parallelism between the studies of Sahin (2008) and Smith (2002). However, it is 

considered that the weaknesses in the relation levels in this study shall change in positive direction. 

 

Conclusions 

 

The university years known as a determinant stage for vocational choice process can be 

stressful and compeller for the social studies teacher candidates, negatively affecting their heath and 

psychological formations in current and future years. Therefore, the career-oriented programs, 

especially for the university students, are always framed considering the effects of the psychosocial 

factors on psychological well-being of students. In Turkey, career consultancy is especially offered to 

students in career development/planning, implementation, research centers in the universities to ease 

the stress of vocational choice, and the primary objective of research and the interventions developed 

by the professionals working in these centers is to create more efficient and qualified candidates. 

 

In comparison to other studies, within different points mentioned in this study focus on to 

handle the relations between SCCT as comprehensive and specific. Other studies mainly investigated 

the field of engineering, psychological consultancy and guidance, mathematical, music, and computer 

technology. However, this study is considered important as it opens a path to the future research 

opportunities for determining the result expectations and purpose of the technology, the point of view 

for technology, self-sufficiency of technology, and technology interests of the social studies teacher 

candidates in the knowledge era. 
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Appendix A:  Results of factor analyses and reliability tests 

Variables Items 

Mean 
Factor 

Loadings 

KMO 

and 

Bartlett 

test 

Std. 

item 

alpha 

 

 

 

 

 

 

Self-

Efficacy 

in 

Educational 

Technology 

 

 

 

 

 

 

 

I feel 

confident 

that I can é 

...demonstrate necessary skills to use 

educational technology in the 

classroom 

3.68 

,804  

 

 

 

 

 

 

 

0,900***  

 

 

 

 

 

 

 

 

0,929 

...help students when they have 

difficulty with educational technology 
3.53 

,805 

...evaluate software for teaching and 

learning 
3.47 

,777 

...successfully teach relevant subject 

content using appropriate educational 

technology 

3.59 

,891 

...consistently use educational 

technology in an effective way 
3.87 

,835 

...mentor students in using 

educational technology appropriately 
3.90 

,869 

...use educational technology that will 

aid in meeting curriculum standards 
3.39 

,721 

...create a lesson plan that contains  

student activities requiring 

educational technology 

3.45 

,798 

Outcome 

Expectation 

from 

Educational 

Technology 

Using 

educational 

technology 

in my career 

will likely 

édo work that I would find 

satisfying 
4.57 

,734  

 

 

 

 

 
éteach effectively 4.68 ,745 

égain more respect of my colleagues 3.32 ,645 
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allow me 

toé 

éincrease my sense of 

accomplishment 
3.34 

,699  

 

 

0,921***  

 

 

 

0,941 

éincrease my teaching productivity 4.47 ,721 

étake more pleasure in my 

profession 
4.21 

,764 

éto be regarded competent teacher 

by my colleagues 
3.61 

,720 

éincrease the quality of my work 3.78 ,652 

Interest in 

Educational 

Technology 

How much 

interest do 

you have 

iné 

...reading books or articles about 

educational technology? 
3.67 

,584  

 

 

 

0,886***  

 

 

 

 

0,902 

...learning about new educational 

software? 
3.49 

,663 

...participating in an educational 

technology conference? 
3.66 

,738 

éworking on a project involving 

educational technology concepts? 
3.61 

,578 

égetting benefit from a computer 

lab? 
3.72 

,729 

éattending to an educational 

technology seminar or workshop? 
3.69 

,737 

Intention to 

Learn and 

Use 

Educational 

Technology 

I intend toé 

égain more skills on educational 

technology 
4.49 

,849  

 

 

 

0,791***  

 

 

 

 

0,845 

éprepare classroom activities and 

student projects involving educational 

technology 

4.61 

,900 

éuse educational technology more in 

my teaching 
4.71 

,893 

éattend to training programs on 

educational technology 
3.64 

,680 
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Abstract 

Many studies have shown that students at different age levels come into classrooms with a variety of 

alternative conceptions. Commonly held alternative conceptions are the main source of the difficulties 

that students and teachers face in learning and teaching. The aim of this study was to compare the 

conceptual understanding of students who were exposed to previous traditional/behaviorist and the 

current constructivist social studies programs. Descriptive and quasi-experimental research designs 

were used together in this study. The participants of this study consisted of 606 seventh-grade 

students in 15 middle schools located in 5 different districts in Ankara. Data collected through 

administrating a three-tier multiple choice concept test as a post and pre-test was analyzed by using 

different statistical techniques, such as percentage-frequency tables, independent samples t-test, and 

chi-square. There was a significant difference between the conceptual understanding of students who 

were exposed to the previous and the current program after they were taught about the common 

human rights, democracy and citizenship concepts. This difference was in favor of the current 

program. 

 

Key words: Conceptual understanding, alternative conceptions, social studies, program. 
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Introduction  

 

Concepts are words that include categories enabling us to classify objects and ideas (¦lgen, 

2004; Senemoĵlu, 2011). Categories represent mental structures (Bruning, Schraw & Norby, 2011). 

Therefore, concepts can be considered as the categories into which we group those entities, events and 

concepts that are part of social studies using our experiences. ñConceptual development is a lifelong 

developmental process and conceptual understanding requires a higher-level, integrative thinking 

ability that needs to be taught systematically through all levels of educationò (Erickson, 2002, p. 8). 

Concepts help with the formation of basic cognitive structures in primary school pupilsô minds and 

with the meaningful building of new information on this foundation (Yazēcē & Samancē, 2003).   

 

Defining any concept include: ñdefinition, examples, attributes and nonexamplesò (Stern, 

2010, p. 51). As concepts are the building blocks of knowledge they play a major role in both 

internalizing the knowledge, skills and values expected by the students and in converting them into 

behavioral action. Teaching concepts to students is important in learning reasoning skills and basic 

scientific principles (Yazēcē & Koca, 2014) because learning a concept is the means by which the 

student gains a new perspective that helps understanding new ideas and forming real-world 

relationships. For example, understanding abstract concepts such as democracy paves the way for the 

student to interpret many better historical and cultural events (Gabler, Schroeder & Curtis, 2003). It 

should not be forgotten that learning democracy concept will become significant ñwhen a political 

sphere in which the state protects the rights of its citizens with its unique powerò (Touraine, 2002, p. 

45).  

 

Strongly held alternative conceptions are the main sources of the difficulties that students and 

teachers faced in the process of concept learning. The term alternative conception is well defined in 

the area of science education. Alternative conceptions, which the pupils have acquired as a result of 

their own experiences before being taught scientific concepts, are the ideas that are different from 

those accepted as correct by the scientific community (Smith, diSessa & Roschelle, 1993; Tekkaya, 

¢apa & Yēlmaz, 2000; Yakēĸan, Selvi & Y¿r¿k, 2007). According to G¿neĸ (2006), alternative 

conceptions arise as preconceptions based on superficial information that the individual has acquired 

largely from non-scientific sources combined with the information derived from the individual's past 

experiences.  

 

When pupils start school they draw on various experiences of their lives, their families, events 

that go around them, their friends and media devices in identifying the world they live in (Sewell, 

2002).  This situation verifies the notion that students do not come to class as blank slate. On the 

contrary, they come to classroom with a combination of preconceptions based on superficial 

information acquired from mostly unscientific resources and also scientific information. Although 

students listen to the same lecture from their teachers, they interpret and make sense of the 

information presented to them and develop their own perspective due to the differences in their 

existing thoughts and value judgements (Kabapēnar, 2007). It is also seen in other studies that, many 

students remember the alternative conceptions expressed by peers rather than the target conceptions 

that the teacher was attempting to develop (Brophy & Alleman, 2008, p. 41). At this point prior-

knowledge of the students is of great importance just because the more incorrect, incomplete or 

incompatible prior-knowledge is, the more difficult is to perceive and make sense of the incoming 

information (Alkēĸ, 2012). 

 

Unlike science education, the introduction of alternative conceptions in the area of social 

studies education is less sufficient. When we search the literature for alternative conceptions 

qualitatively and quantitatively, we found out that these studies were limited to contents related with 

Science and Technology (Y¿r¿k, 2005; Subaĸē & Geban, 2009; Okoye, 2015) Mathematics 

(T¿rkdoĵan, G¿ler, B¿lb¿l & Daniĸman, 2015) and Geography (¥zt¿rk & Alkēĸ, 2010; Pēnar & 

Akdaĵ, 2012; Akbaĸ, 2013) courses. According to Driscoll (2005) ñmost constructivist instruction 

aims to debunk studentsô naive conceptions or alternative conceptions particularly in the areas of 
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science and mathematicsò (p. 395). Bal (2011, p. 283) states that alternative conception is also one of 

the main problems encountered during concept teaching which plays a big role in the achievement of 

historical thinking capabilities. In other words, students who can not learn the concepts have difficulty 

in understanding the subjects, too (Bal & Gºk, 2011). One of the chief obstacles to improving social 

studies instruction is teachersô disparaging view of studentsô knowledge and understanding. In the 

early elementary grades, teachers often believe that students are incapable of understanding topics 

such as history, geography, citizenship, or economics (Barton, 2010, p. 312).  

  

The importance of concepts in the area of Social Studies, must not be overlooked in the 

process of learning. Social Studies course is not a lesson to be learnt by heart, but as a lesson in 

exercising the mind so as to identify today's societal problems and find solutions to them by drawing 

lessons from the past (Binbaĸēoĵlu, 1991). Moreover, social studies program help students to give 

meaning to the society and the world they live in (Tokcan, 2015). One of the basic aims of social 

studies includes raising democratic citizens. Education in this context is a process which plays a key 

role in actualizing the acquisitions related with democracy concept in social studies (Yanpar Yelken, 

2011). According to Dºnmez (2003, p. 33) social studies, covers basic and common elements that are 

necessary for people living in a society and the findings of social science research. 

 

It is believed that teaching-learning activities that occur at the conceptual level contribute to 

the creation of the targeted human profile. Here comes the important role of the concepts in 

internalizing and adopting the building stones of information in the area of social studies, specificially 

citizenship. However, the importance of alternative conceptions in learning social studies concepts 

was overlooked in the literature. There is a limited number of studies regarding studentsô alternative 

conceptions in the area of geography. Therefore there is a need for conducting studies that examine 

studentsô alternative conceptions in the field of social studies or that compair the effect of different 

teaching programs on studentsô conceptual understanding in the same field. In addition, these 

concepts are made up of verbal arguments requiring high-level mental abstracts (Ministry of National 

Education, 2005). Akbaĸ (2013) in his research conducted with geography and social studies teachers 

stated that the possible reasons for the alternative conceptions of the students are; lack of knowledge 

and mastery learning as well as permanent learning in previous educational levels or the 

misconceptions of the concepts during the lesson. The other reasons are indicated as studentsô lack of 

interest in the lesson, the incorrect information acquired from their environment, the structure of the 

concept and the daily usage. 

 

In Turkey the fundamental and important information with regard to citizenship topics is 

largely provided as part of the Social Studies program.  The existing alternative conceptions regarding 

the citizenship may not only prevent students to construct an acceptable conceptual understanding of 

citizenship concepts, but also make it harder for citizenship rights and freedoms to be used within the 

framework of human rights and democracy. Kepenekci (2014) pointed out that before making further 

discussions on the human rights and citizenship course, it would be rather useful to define the 

concepts to be used in the discussions. 

 

Purpose of the Study 

The primary education Social Studies course program in Turkey underwent a reform in 2004 

taking into account the criteria of the modern education approach necessitated by this century. This 

change came out towards the beginning of the 21
st
 century when it was understood that knowledge 

was not simply transmitted to students passively and that approaches to education involving the 

continual conditioning of the student with the emphasis on behavioral rather than mental functions 

would be unable to raise future generations of the desired quality (G¿neĸ, 2007). According to this 

view learning is no more a process which includes the exact transition of the information from the 

resource to the learner foreseen by the traditional understanding. Instead it is a process in which the 

learner makes sense and constructs the new information regarding the current information (Eryaman, 

2006; Kabapēnar, 2014). Due to the deficiencies observed in the previous program which is based on 

the application of behaviorist theory a current program whose basis is formed by constructivism has 
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come out. The current program stresses the teaching of the structural concepts and their scientific 

meanings without mentioning the names of the disciplines that constitute social studies (Ata, 2009).  

 

The Social Studies course is important as it gives students the opportunity to develop the 

understanding, behavior and skills that are the preconditions for good citizenship. This importance 

also means that students may be influenced by changes carried out in educational programs.The 

change carried out in educational programs was structured in a way that the programs were firstly 

implemented at the classroom level in different pilot schools and then the results of this 

implementation were used to evaluate the program in order to rectify their faults. This structure has 

resulted in the previous and current programs being applied at different educational institutions at the 

same time.  

 

At schools where the previous program was applied, the traditional method of teaching was 

the norm.  This method of teaching generally entailed the teacher explaining the topic while the 

students listen to what is explained as passive receptors of knowledge.  The lessons were presented to 

the students in a teacher-centered fashion using the behaviorist approach.  In contrast to this, in those 

institutions where the current program is applied, a constructivist approach to learning is the norm.  In 

the constructivist learning theory the emphasis is on the studentsô constituting meaningful wholes by 

forming relationships between existing knowledge and new knowledge, and by associating all new 

information with the existing information. In this study, the term "previous program" refers to the 

program which emphasizes traditional method of teaching, foundations of which are formed by the 

behaviorist approach; whereas the "current program" is comprised of methods and techniques of 

instruction, the foundations of which are based on the constructivist learning. The current program 

includes a spiral approach in which topics are expanded and elaborated throughout the years. The 

program emphasizes conceptual leraning, multiple intelligences, active learning and problem solving 

techniques in its integrality. Unlike ñtraditional teaching views knowledge as transmitted by the 

teacher or textbook the constructivist theory creates a network of experiences, ideas and relationships 

that educators call knowledgeò (Sunal & Haas, 2011, p. 30-31). According to ñconstructivism, as a set 

of beliefs about knowing and knowledge, can be used as a referent to analyze the learning potential of 

any situationò (Tobin & Tippins, 1993, p. 8). Constructivism is a learning theory which is based on 

the central notion that as learners we construct our own understanding of the world around us based 

on our experiences as we live and grow (Eryaman, 2007; Pritchard & Woollard, 2010). Giambattista 

Vico has expressed his thoughts about constructivism with these statements "who can explain 

anything it knows" or ñto know how to makeò (Glasersfeld, 1995; ¥zden, 2005). In the previous 

program (1998) course objective statements mostly include expressions at cognitive level such as 

ñgainò, ñcomprehendò and ñlearnò (Dºnmez, 2003a).  

 

The primary aim of this study is to compare conceptual understandings of the 7
th
 grade 

primary school students who were exposed to previous and current social studies program regarding 

the common citizenship concepts taught in the social studies, citizenship and human rights education 

course.  

 

As a result of this study the strengths and weaknesses of the current program in terms of 

studentsô conceptual understanding in citizenship concepts were identified. Idetifying the deficiencies 

of the current program compared to the previous program will enable us to develop more efficient 

social studies programs.  This in turn will enable social studies to take one more step towards the goal 

of turning out good and productive citizens by instilling students, who will be the adults of tomorrow, 

with the skills that social life requires (Jarolimek, 1964).   

 

Methods and Procedures 

 

Research Design and Participants of the Study  

Descriptive and quasi-experimental research designs were used together in this study. ñQuasi-

experimental designs are the types of research in which experimental process is applied but not all the 

external variables could be taken under controlò (¥zen, 2015, p. 316). In other words, ñif an 
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experiment does not possess all of the features of a standart experimental design then it is a quasi-

experiment: it may look as if it is an experiment (óquasiô means óas ifô) but it is not a true experiment, 

only a variant on itò (Cohen, Manion & Morrison, 2007, p. 275). Quasi-experiments include 

ñassignments, but not random assignments of participants into groupsò (Creswell, 2012, p. 309). 

Moreover, ñas establishing control on the participants of the research is quite limited quasi-

experimental method is appliedò (Ekiz, 2013, p. 112). The other used resarch design in the study, 

descriptive studies, ñdescribe a given state of affairs as fully and carefully as possibleò (Fraenkel & 

Wallen, 2006, p. 14). ñDescriptive studies aim to define the interactions among the situations taking 

into account the relations of the current events with previous events and conditionsò (Kaptan, 1998, p. 

59). The research was conducted in five pilot schools where the current program and in 10 schools 

where the previous program was followed. The schools were randomly selected from different 

districts representing the various different socio-economic strata (5 districts: ¢ankaya, Keiºren, 

Yenimahalle, Mamak and Elmadaĵ) in Ankara, Turkey. The sample of this study consisted of 289 

students from five pilot schools and 317 students from 10 schools. Briefly from these 15 schools, 

totally 606 seventh-grade students participated in this study. In this study first quantitative then 

qualitative data was collected to identify studentsô alternative conceptions of citizenship topics.  

 

The instruction of citizenship concepts in the current program which started to be applied in 

the 7
th
 grades at pilot schools in 2006-2007 academic year can be observed in the concerned learning 

cycles prepared in terms of constructivist, spiral and active learning approaches and multiple 

intelligence theory. The traditional method of concept teaching in the previous program first elicits the 

related vocabulary from the students, then provide the meanings of the words elicited from the 

students and finally classifies the words into groups as related and non-related to the concept. In the 

current program tool such as meaning analysis table, concept networks, concept maps were used 

(Ministry of National Education, 2005). It also directs the teacher to find out and to correct if there is 

a misconception of student (Ata, 2006). In the current program, it is observed that the number of 

concepts increases proportionally to the grade level and the concept attainment level (entry, 

development, enhancement) differs in each grade level (Yazēcē & Koca, 2014). Traditional teaching 

methods based on the behaviorist approach were employed in those schools which used the previous 

program. Alternative conceptions were compared within the context of schools applying the previous 

and current programs in accordance with the objectives stated above.  

 

Instrument 

The data were obtained using a three-tier conceptual understanding test consisting of 36 

multiple choice questions developed by the researchers. First common citizenship concepts within 

both the previous and the current teaching programs were listed for comparison.  The identified 

concepts covered in the multiple choice test can be seen in Table 1: 

 

Table 1. Table of concepts 

Constitution Tolerance Elections 

Independence Public Opinion Responsibility 

Peace Participation Charter 

Declaration Board Copyright 

Republic Culture Civilization 

Environment Secularism Homeland 

Solidarity Nation Citizen 

Value National Sovereignty Law 

Democracy Common Heritage Legislature 

State Freedom Executive 

Sovereignty Patent Judiciary 

Tradition Renaissance  

Rights Reform  
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In order to identify studentsô current understanding of the concepts about common citizenship 

provided above, a test comprised of open-ended questions was given to a group of 50 sixth and 

seventh grade students chosen from six randomly selected schools during the 2005-2006 academic 

year.  Taking the data obtained from this test into account, the questions for the conceptual 

understanding test were written. In writing the test items, the concept attainment level (entry, 

development, enhancement) of each citizenship concept provided in the current program was also 

taken into consideration.  

 

Every question in the conceptual understanding test, which was made into a three-tier test, 

had only one correct answer.   The three distracters of each item include studentsô alternative 

conceptions in the topics of citizenship gathered from the responses of students to open-ended 

questions.  

 

The causes of using a three-tier test are both to eliminate errors that are originating from lack 

of knowledge of students related to questioned concept and to enable highly reliable measurements 

supporting each other. Furthermore, the mistakes made by the students due to a lack of knowledge of 

the concepts were eliminated from the test. In previous studies, Eryēlmaz and S¿rmeli (2002), 

Eryēlmaz (2010), Taĸlēdere and Eryēlmaz (2015) were able to distinguish studentsô alternative 

conceptions from lack of knowledge or errors in the topic of electricity through using three-tier test. 

Similar to these studies, studentsô alternative conceptions were differentiated from their lack of 

knowledge and errors through using a three-tier test in the topic of citizenship. Different from the 

regular multiple choice tests, the first tier measures students' existing conceptual understanding of  a 

certain concept;  the second tier ask students to express the reasons why they choose an option in the 

first tier in their own words; and the third tier asks students how certain they were of the answers they 

gave in the first two tiers.   

 

After the opinions of experts were asked regarding the content validity of the data collecting 

tools, reliability studies were done by using the data collected from 313 seventh grade students in the 

pilot study. According to the results of the pilot study, the reliability coefficient was calculated as 

(Cronbach alpha) 0.74 for the first tier of the test. This reliability coefficient showed that the test is 

quite reliable (Can, 2016).  

 

Three examples to the items of the three-tier multiple choice test and three studentsô 

responses to the items are provided below: 

 

Student A (An example of the concept of participation): 

1.1  Which of the concepts below is being reinforced by practices that take place throughout 

the academic year in your schools such as "Student Clubs" "Honor Boards" and "Student Boards"? 

 

a.  Opinion               b. Solidarity   X           c.  Ideas                    d. Participation 

 

1.2  Why did you choose the answer you did? 

 

School is where society takes place.  In society everybody's idea not just one person's needs to 

be heard.  Therefore solidarity is necessary. 

 

1.3  How certain are you of your answers? 

 

a.  Certain X          b.  Undecided             c.  Not certain 
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Student B (Example of the concept of Value) 

11.1  The right target must be chosen, 

       Laziness is the greatest obstacle and must be overcome without waiting, 

       Correctness and industriousness must be the key principles, 

       This  Culture in our life must be preserved. 

 

Which of the following concepts is the correct one to fill in the blank above? 

 

a.  Culture   X     b.  Opinion.      c.  Value       d.  Change 

 

11.2  Why did you choose the answer you did? 

 

In this paragraph it tells us to be industrious.  An industrious person is a cultured person and 

this culture must be preserved. 

 

11.3  How certain are you of your answers? 

 

a.  Certain  X     b.  Undecided       c.  Not certain 

 

Student C (Example of the concept of Patents) 

29.1  A student friend of yours in Erzincan makes a mathematical discovery y finding out that 

the difference in the squares of any two consecutive numbers is equal to the third number.  Your 

friend needs to obtain a document in order to show that he or she has the right in the practical use of 

this discovery.  Which of the documents below matches this concept? 

 

a.  Copyright X              b.  Patent                 c.  Declaration                  d.  Charter 

 

29.2  Why did you choose the answer you did? 

 

Copyright is the right of protection of an idea, a theory or a work of art. 

 

29.3  How certain are you of your answers? 

 

a.  Certain  X         b.  Undecided                c.  Not certain 

 

Data Analysis 

Independent samples t-test and chi-square were used in this study. 0.05 was accepted as the 

significance level. 

 

In evaluating the three-tier conceptual understanding test by alternative conceptions, "1" point 

was given for the first tier when the students marked the wrong choices; if in the second tier the 

written statement as to why they answered so gave the impression that the student had misunderstood 

the concept another "1" point was given, but "0" score was given only if the conclusion was that they 

had not misunderstood the concept or if they left it blank; in the third tier "1" point was scored if the 

students were certain of their replies and "0" score was given for the replies of "Undecided" and "Not 

certain."  In other words, if the student scored "1" in every tier of the test an overall score of "1" was 

recorded but if during any tier of the test a score of "0" was given, then the overall score was recorded 

as "0" in the statistical program. The responses of the students provided in the second tier of the three-

tier test, namely the open-ended answers of the students, were analyzed through content analysis 

(Yēldērēm & ķimĸek, 2013) to identify their alternative conceptions regarding citizenship concepts.  

 

Results and Conclusions 

 

The results of the study are provided under two main headings: 
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a. The Conceptual Understanding of Students Before the Instruction 

 

In order to determine whether or not there was a significant difference between the conceptual 

understandings of students before they were exposed to the previous and current programs the 

developed three-tier concept test was administered. The data obtained in the conceptual understanding 

test, which had been applied as a three-tier test, were used in the analysis of the t-test and chi square 

tests of the independent samples and the results are summarized in Table 2. 

 

Table 2.  The difference between the conceptual understanding of students before being exposed to 

the previous and current program   

Program applied in school N X  
S t sd p 

Previous program 317 17.08 5.02 1,090 604 0.276* 

Current program 289 17.50 4.61 

*p>0.05 

 

There was not found a significant difference between the conceptual understanding of 

students before being exposed to the previous and the current program regarding the citizenship 

concepts. According to the Table 2, the mean of the scores of students gathered from the three-tier test 

administered as a pre-test before being exposed to the current program was X  = 17.50; the mean of 

the scores of students gathered from the three-tier test administered as a pre-test before being exposed 

to the previous program was X  = 17.08.  Although there was a slight difference in the means the 

difference was not significant (p>0.05).  In other words, no significant difference was found between 

students before being exposed to the previous and the current program in terms of the 37 concepts 

regarding citizenship (p>0.05). 

 

b. The Conceptual Understanding of Students After the Instruction 

Independent samples were tested and analyzed to see whether or not there was any significant 

difference between the conceptual understandings of students in the previous and current programs 

after their respective program's modules on citizenship concepts had been taught, and they are 

summarized in Table 3. 

 

Table 3.  The difference between the conceptual understanding of students after being exposed to the 

previous and current program   

Program applied in school N X  S t sd p 

Previous program 317 28.53 3.80 
2,234 604 0,026* 

Current program 289 29.24 3.93 

     *p<0.05 

 

When it was tested to see whether or not there was any significant difference between the 

conceptual understanding for the students in the ñpreviousò and ñcurrent programsò a significant 

difference was found to exist between the two (p<0.05). According to Table 3, the conceptual 

understanding of the students at the schools on the current program was X  = 29.24, which is higher 

than the level of X  = 28.53 for the students on the previous program. This result show that students 

taught with using previous program had more number of alternative conceptions compared to the 

students taught with using the current program.  
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Similar to this finding when Acker (1996), Eryēlmaz (1996), Ķbrahim (2001), Gallop (2002) 

analyzed the effectiveness of the traditional and constructivist methods of instruction in studies based 

on the identification and correction of conceptual misunderstanding, they discovered a significant 

difference favoring the constructivist methods of instruction. According to Doĵanay (2008) the 

current social studies program reflects the contemporary social studies concept with its general 

qualities as an understanding. However, there is a remarkable deficiency in the teaching activities that 

emphasize concept learning in social studies. ¦nal and ¦nal (2012) in their study examined the 7
th
 

grade textbooks prepared according to previous and current program in terms of concept teaching. As 

a result they found out that the textbooks prepared according to the previous program did not serve to 

the aims in terms of conceptual learning neither quality nor quantity. On the other hand, they stated 

that the authors of the textbooks of the current program have got rid of the authority role in which 

they explain the cause and effect relations, form the explanations, make the definitions and decide on 

the value judgement. Akpēnar and Kaymakē (2012) determined that compared to previous social 

studies programs, the current social studies program more frequently and systematically include 

cognitive, affective and psycomotor qualities of Bloom Taxonomy. In addition to this, Bebe and ¦nl¿ 

(2012) determined in their study that most of the teachers find the course objectives, skills and 

concepts in the current social studies program more clear and obvious and they think positively about 

including geography content skills in the program (p. 281). Hersan and Kabapēnarôs (2008) study 

examĸned the opinions of the parents on the student-centered applications in the current program. 

According to the results they think that the current program contribute to the self-improvement and 

social development of the students (p. 151). According to McCray (2007) most teachers agreed that a 

variety form of constructivism improves social studies skills. 

 

 The results of this survey seem to confirm this information.  In addition, a further test was 

carried out in order to determine whether or not there was any significant difference between the 

previous and the current programs with respect to individual concepts.  This test involved a chi-square 

test for each concept as summarized in Table 4. This table contains only those citizenship concepts 

that were found to have a significant difference. 

 

Table 4.  Students' ability to learn concepts under previous and current programs 

Concept 

Number of 

Students 

Misunderstanding 

the Concept 

Program Applied in 

the School 
Total 

Chi-

Square 

Value 

sd p 
Current 

Program 

Previous 

Program 

Participation 
N 90 137 227 

9.410 1 0.002* 
%n 39.6% 60.4% 100.0% 

State 
N 47 72 119 

3.985 1 0.046* 
%n 39.5% 60.5% 100.0% 

Value 
N 66 96 162 

4.280 1 0.039* 
%n 40.7% 59.3% 100.0% 

Public Opinion 
N 40 64 104 

4.286 1 0.038* 
%n 38.5% 61.5% 100.0% 

Solidarity 
N 42 22 64 

9.227 1 0.002* 
%n 65.6% 34.4% 100.0% 

Sovereignty  
N 64 113 177 

13.328 1 0.000* 
%n 36.2% 63.8% 100.0% 

Patent 
N 20 40 60 

4.882 1 0.027* 
%n 33.3% 66.7% 100.0% 

Civilization 
N 100 77 177 

7.775 1 0.005* 
%n 56.5% 43.5% 100.0% 

Tradition 
N 83 54 137 

11.798 1 0.001* 
%n 60.6% 39.4% 100.0% 

*p<0.05 
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The findings show that there is a significant difference in the levels of conceptual 

understanding between the students on the previous and current programs for the concepts: 

ñparticipationò, ñstateò, ñvalueò, ñpublic opinionò, ñsolidarityò, ñsovereigntyò, ñpatentò, ñcivilizationò 

and ñtraditionò. No significant difference was seen in the levels of conceptual understanding between 

students on the previous and current programs for the other concepts. Keskin, Kirtel and Keskin 

(2015) found in their study some misconceptions for the association of the government, citizenship, 

state and public opinion concepts.  

 

Conclusion 

 

Alternative conceptions are the conceptions that students have formed in their minds as a 

result of experiences that differ from scientific knowledge.  A change of program has taken place in 

Turkey.  The aim of this study was to compare the conceptual understandings of students who were 

exposed to the previous and the current programs. The results of the study indicate that there was 

found a significant difference between students who were exposed to the previous and current 

program in terms of their conceptual understanding regarding citizenship concepts. The findings 

indicate that students exposed to the previous program had significantly more alternative conceptions. 

The current program being applied today takes the alternative concepts that students bring in 

classrooms into consideration and enables them to build new concepts based on these concepts. It 

enables concept learning to go beyond the limits of traditional approach which is in the way of just 

knowing and telling the meaning. This gives students an opportunity to use citizenship rights and 

responsibilities in the frame of human rights and democracy. If students learn to discuss which is an 

element of democracy, it means that they have also learnt thinking, listening and showing evidence 

(UNESCO, 2000). For instance, the source of sovereignty in a democratic state is the ñpublicò 

(Kepenekci, 2014, p. 60).  

 

It was determined that the students on the previous program had more alternative conceptions 

than the students on the current program for citizenship concepts such as participation, state, value, 

public opinion, sovereignty, patent and tradition. However, although there was a significant difference 

between students, in terms of ñsolidarityò and ñcivilizationò concepts the difference was in favor of 

the previous program. Moreover, there was no significant difference between the understandings of 

the students studying on the previous and current program on citizenship concept such as constitution, 

independence, peace, declaration, republic, environment, democracy, rights, tolerance, board, culture, 

secularism, nation, national sovereignty, common heritage, freedom, renaissance, reform, elections, 

responsibility, charter, copyright, homeland, citizen, law, legislature, executive and judiciary. 

Although there was found no significant difference in terms of these concepts the number of the 

students who were exposed to the previous program was higher than those who were exposed to the 

current program in terms of having alternative conception regarding all these concepts.  

  

Seeing that the results of the preliminary test given to the students were equal it is possible 

that the differences noted in the test admĸnĸstered after the instruction stemmed from the programs 

being applied at the schools. It has been emphasized during the study that citizenship concept is a 

learning process that starts in the family and continues in the school and the society and that the prior 

knowledge of the students in the formation of alternative concepts is quite important.  

 

The difference found between the programs directly corresponds with the perspectives on the 

teaching of the concepts. Instruction based on the presentation method, which is how the traditional 

methods used in the teaching of concepts are reflected in education, not only fails to make abstract 

concepts more concrete but also it emphasizes verbal expression of the concept being studied.  In 

contrast to this, the approaches inherent in the current program not only allow students' initial 

understanding of the concepts to be questioned but they also give an opportunity by means of the 

discovery method to make use of "Tables for Derivation of Meaning, Conceptual Networks, Concept 

Cartoons and Conceptual Maps" using the activities, teaching strategies and graphic materials offered 

by instruction. In addition, while the teacher is at the center of the behaviorist and cognitive 
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approaches to learning, it is the student who is at the center of the constructivist approach to learning.  

ñConcept teaching in social studies should be dealt with real examples from studentsô livesò (Ersoy & 

Kaya, 2009, p. 73). When the studies on the previous and current program have been analysed in 

terms of various vaiables, it has been found out that the studies have been conducted wih teachers, 

pre-service teachers, students, parent views, school textbooks, disciplines, teaching materials and 

technology  (Kaymakē, 2015). More research studies should be conducted regarding the effects of the 

programs on studentsô conceptual understanding about variety of social studies concepts.  

 

Contribution  

 

There are limited number of research studies that have investigated students' alternative 

conceptions with respect to the teaching of citizenship concepts on Social Studies courses.  Social 

studies concepts usually embody elaborate meanings that evolve with experience and learning over a 

period of years (Bryant, 1994, p. 17).  This structure makes it harder to eliminate the alternative 

conceptions within the fields of learning relating to social sciences.  The three-tier multiple choice 

data collection tool used in this study could be used as an alternative mean of determining exactly 

what the alternative conceptions were in the light of the students' understanding of the vague concepts 

found within citizenship topics, which make up part of the social studies lessons given to the 7
th 

grade 

students, and it could also reduce, albeit by a little, the stated difficulties.  In addition to this, this 

study provided an opportunity to critically question the changes to the social studies program taking 

place in Turkey through studying the alternative conceptions. Moreover, it is an example of how the 

alternative conception studies that take place largely in the natural sciences may be also studied for 

social sciences, which make up the foundation of social studies. In addition, in the development of 

conceptual understanding test level of the concept attainment (ñentryò-ñdevelopmentò-

ñenhancementò) were taken into consideration. Therefore, in this study taking into account the Bloom 

taxonomy; the ñentryò level has been measured in correspondence to knowledge level, whereas 

ñdevelopmentò level has been measured in correspondence to comprehension level.  Finally, 

ñenhancementò level has been measured as a correspondence to application and analysis level.  
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Abstract 

The aim of this study was to investigate the effect of the university-level application of an Argument-

Based Inquiry Approach, as compared to the traditional laboratory teaching method, on the ability of 

students to learn about optics and to demonstrate critical thinking. In this quasi-experimental study, 

pretest-posttest scores and CCDTI were used as data collection tools. The study sample consisted of a 

total of 44 students receiving lessons in science education and laboratory applications in two separate 

classes within the Faculty of Education at a small university in the north of Turkey in the school year 

2013-2014. While the students in the control group carried out experiments using the traditional 

laboratory method, the students in the experimental group carried out activities in groups of three to 

four based on research using the ABI approach. Students in both groups performed seven activities. In 

the study, we used pretest and posttest results. The Cronbachôs alpha reliability coefficient of the test 

was determined to be 0.71. In addition, the CCDTI scale, adapted into Turkish, was used at the 

beginning and end of the study in an attempt to determine the change in studentsô capacity for critical 

thinking. The findings show that university-level use of the ABI approach provides a statistically 

significant contribution to studentsô success in learning optics. Moreover, it was established that the 

argument-based approach produces significant differences in studentsô capacity for and tendencies 

towards critical thinking compared to the traditional method. 
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Introduction  

 

In a clear statement of the goals of science education, the ñAmerican National Science 

Education Standardsò (Collins, 1998) emphasize the need for all students to achieve a series of 

recognized standards and be scientifically literate (NRC, 1996). With a large range of meanings, 

ñscience literacyò can be variously expressed as the attainment of knowledge and the ability to 

separate the unscientific from the scientific; understanding science and its applications; knowing what 

is scientifically important; thinking scientifically; using scientific skills in problem-solving; having 

the knowledge to be able to share relevant information across science-based subjects; understanding 

the relation of science to culture; knowing the benefits and risks of science, and manifesting critical 

thinking about science and scientific experiences (Norris & Phillips, 2003). In Turkey, the aim of 

science education is to produce scientifically literate individuals (Doĵan, ¢akēroĵlu, Bilican & ¢avuĸ, 

2009; MNE, 2013). The curriculum for science in primary education institutions in Turkey was 

revised in 2013 and defines scientifically literate individuals as follows: 

 

Scientifically literate individuals are those who investigate and question, make effective 

decisions, solve problems, have trust in themselves, are open to cooperation, make effective 

contact with others, practice lifelong learning with an awareness of sustainable development, 

have knowledge of, skills relating to, and positive attitudes, perceptions and values regarding 

the sciences, as well as an understanding of the relationship of the sciences to technology, 

society and the environment and who also demonstrate [the required] psychomotor skills 

(MNE, 2013 p.3 ).  

 

Rather than skills and common applications, science literacy focuses on the structuring of 

knowledge, the understanding of scientific concepts and the education of individuals who are 

interested in scientific subjects and discussion (Hand & Prain, 2002). However, it is not possible for 

students to succeed educationally by simply repeating the scientific facts, laws and knowledge they 

are expected to learn in classes (Deboer, 2000). With regard to the spreading of science literacy and 

the inculcation of science literacy in individuals, the use of language has now assumed greater 

significance and a number of researchers have conducted studies and made suggestions concerning 

the effective use of language in science education (Alverman 2004; Gee, 2004; Hand et al., 2003; 

Lemke, 1990; Yore, Bisanz & Hand, 2003). Students are required to understand the importance of 

language in comprehending science, demonstrate how scientists use linguistic processes in structuring 

science and understand how scientists are influenced by studies from different researchers. Students 

should also be given opportunities to improve understanding of all these processes in science lessons 

(Hand et al., 2003). 

 

Language is the basic instrument for using scientific concepts, communicating information 

when carrying out scientific activities and for understanding and sharing scientific results (Yore et al., 

2003). Language has four basic components: reading, speaking, listening and writing (Eming, 1977). 

Reading is defined as the act of making sense out of printed or digital text. An individual needs to 

understand what she/he is reading in order to learn from it. This goal can be attained only if reading is 

supported by the power of understanding (Ocak, 2004). Another important component of language, 

speaking, is the communication established between the individual and other people through 

language, allowing exchange of emotions, thoughts and information (¥zbay, 2005). Listening, on the 

other hand, is the process of paying attention to and evaluating what is being said and/or read aloud in 

order to understand it. As the primary resources for success in verbal communication, speaking and 

listening form a whole and provide the basis of educational activities by being used in the exchange of 

information, explanations, representations and assessments which pass between teacher and student 

and from student to student in the educational environment (Karad¿z, 2010; ¥zbay, 2005). On the 

other hand, writing is an epistemological instrument that enables learners to structure their knowledge 

and develop concepts and which guides them in attaining science literacy (Hand, Prain, Lawrence & 

Yore, 1999). It is known that the use of writing by students as a means of learning enables them to 

learn concepts and develop science literacy, understand the cause and effect relations involved in 
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scientific articles, and also become successful writers, producing their own scientific texts (Hand & 

Prain, 2002). 

 

The components of language, speaking, listening, reading and writing are also the basic 

components of the process of advancing an argument, a process which demonstrates an individualôs 

science literacy. Being basically scientifically literate involves the skill of recognizing and refuting an 

argument even if in only a limited way  (Osborne, 2005), but the process of advancing an argument is 

a linguistic activity involving dialogue where individuals discuss opposing opinions with each other 

(Chin & Osborne, 2010). Argumentation is important for students as it promotes reflective thinking 

and the process of reasoning. In the social context, argumentation requires students to pose questions, 

give explanations, refute them with alternative ideas, and give answers defending their own ideas as 

well as trying to convince those mounting their own counter-arguments (Chin & Osborne, 2010). 

Posing questions to students is important as it reveals their prior knowledge and enables them to begin 

to make and sustain relevant arguments. When the process of argumentation is used as a model, 

students can use the assertions, data and reasoning from their activities as elements of their own 

arguments (Osborne, 2005). Connections between these elements determine the level of argument. In 

this regard, making connections between assertions and evidence, the formulation of evidence-based 

reasoning and questioning or refuting the soundness of the connections between evidence and 

assertions are among the most important elements in developing a strong argument (Andrews, 2007). 

The development of these factors not only improves the quality of arguments, but also enables 

students to structure their field of information at the conceptual level and to develop their science 

literacy. 

 

Argumentation in Science Education 

Rather than giving basic calculations showing how the natural world functions or explaining 

the sum of events, science involves the restructuring of theories that explain how the events have 

occurred. Considered from this perspective, science comprises the theoretical explanations of events, 

and these explanations are themselves open to refutation and change (Erduran, Simon & Osborne, 

2004). Since scientific research aims both to formulate and justify the procedures carried out to better 

understand the world, as well as the beliefs and knowledge involved, argumentation has an important 

place in the research process (Kaya & Kēlē, 2008). The aim of science lessons, however, is for 

students to understand scientific thinking, develop skills of reasoning, review beliefs about the nature 

of knowledge and develop their ability to work in cooperation with each other (MNE, 2006). 

Attention should be paid to argumentation in order to achieve these goals in a better and more 

balanced way (Osborne, 2005).  

 

Class activities in which discussion is promoted enable students to develop conceptual 

knowledge, research skills and an understanding of the epistemology of science (Driver et al., 2000). 

Since scientific knowledge is formulated and developed through the process of hypothesizing and 

seeking proof, evaluating evidence and then advancing an opposing argument, students need to be 

given an impetus for discussion and encouraged to make arguments or counter-arguments (Osborne, 

2005). Such argumentation enables them to understand both the epistemology of a science and the 

concept of science itself much better (Osborne, 2005). For this reason, it is important to uses science 

classes to advance arguments that will attain and produce knowledge. One of the approaches enabling 

arguments to be mounted is the Argumentation Based Inquiry, originally named óSWHô.  

 

Argument-Based Inquiry  

The ABI approach is a tool that efficiently and meaningfully integrates the components of 

language into the learning process in science education with the help of contents such as discussion, 

written expression of thoughts, written and oral reflection, and by comparing effective reading with 

the knowledge acquired from reading with a personal bias.  Language is involved in every phase of 

the ABI approach in terms of developing activities involving argumentation-based research and 

inquiry and in supporting learning in an integrated way.  
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ABI is an approach that aims to enable students to actively conduct research to promote 

conceptual learning and to effectively use language at every stage both in the laboratory and 

classroom environments and outside the lesson (Hand & Keys, 1999). This approach enables students 

to think about scientific concepts, shape their thoughts in a ñquestion-claim-evidenceò structure and 

defend them in written and oral language activities. The ABI approach consists of a framework to 

guide activities as well as metacognitive support to prompt student reasoning about data (Hand, 

2008). ABI furnishes teachers with a template of suggested strategies to enhance learning from 

activities (see Table 1).  As a whole, the activities and metacognitive framework seek to provide 

authentic, meaning-producing opportunities for learners (Hand, 2008). In learning environments 

where the approach is applied effectively, the teacher enables students to form questions, design 

experiments to seek an answer to their questions, make observations and collect data during well-

designed experiments, make assertions that may answer their questions at the end of these 

observations, and express in a written form their reflections about how their opinions have changed 

during the process. Students not only record the aforementioned process in their ABI reports, but also 

orally examine every component in small and large group discussions and compare their differing 

judgments with information obtained from various resources. Hand (2008, p.7) stated that, ñSWH is a 

pedagogical tool to encourage students to óunpackô scientific meaning and reasoningò. The ABI is 

provided in order to promote scientific thinking and reasoning through activities in which learners are 

able to become aware of the foundations of their knowledge and can then explicitly monitor their own 

learning. Because the ABI focuses on the forms of scientific thinking, it has the further potential to 

increase learnersô understanding of the nature of science, enrich their conceptual understanding and 

engage them further in the theory and practice of science. 

 

Table 1. The templates for the ABI: Teacher template and student template 

The Argument-Based Inquiry, Part I:  

A template for teacherïdesigned activities to promote 

laboratory understanding 

The Argument-Based Inquiry, Part II: A 

template for students 

1. Exploration of pre-instructional understanding 

through individual or group concept mapping. 

1. Beginning Ideas ï What are my 

questions? 

2. Pre-laboratory activities, including informal 

writing, making observations, brainstorming, and 

posing questions. 

2. Tests ï What did I do? 

3. Participation in scientific activities. 3. Observations ï What did I see? 

4. Negotiation phase I ï writing personal accounts of 

scientific activity (e.g. writing journals). 

4. Claims ï What can I claim? 

5. Negotiation phase II ï sharing and comparing data 

interpretations in small groups (e.g. making a group 

chart). 

5. Evidence ï How do I know? Why am I 

making these claims? 

6. Negotiation phase III ï comparing scientific ideas 

to textbooks or other printed resources (e.g. writing 

group notes in response to focus questions). 

6. Reading ï How do my ideas compare 

with others? 

7. Negotiation phase IV ï individual reflection and 

writing (e.g. creating a presentation such as a poster or 

report for a larger audience).  

7. Reflection ï How have my ideas 

changed? 

8. Exploration of post-instructional understanding 

through concept mapping. 

 

 

In examining the applications of the ABI approach we can conduct evaluations from both the 

perspective of teachers and students. According to some studies, teachers applying the ABI approach 

in their classes demonstrate effective teaching that enables them to create an effective learning 

environment and an increase in the number of applications increases success (in terms of the effect on 

students) (G¿nel, 2006; Omar, 2004). Moreover, ABI provides professional development for teachers 

in enabling them to realize their educational objectives (Williams, 2007). The national and 

international literature includes studies examining how ABI applications can increase conceptual 
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understanding (Mohammed, 2007) and science success in students (Greenbowe, Poack, Burke & 

Hand, 2007; Author et al.., 2010; Nam, Choi & Hand, 2011); how ABI is able to produce  equal levels 

of success for students with different initial levels (Akkuĸ, G¿nel & Hand, 2007; Kēngēr, Geban & 

G¿nel, 2012); how the application is effective in disadvantaged groups (Yeĸildaĵ-hasanebi & G¿nel, 

2013); and how students using it develop positive attitudes towards science (Author, 2014). Apart 

from these positive effects, there has recently been an emphasis on whether or not the ABI approach 

increases the skill of critical thinking. In this context, there are a very limited number of relevant 

studies (Taylor, Therrien & Hand, 2012; Chen, Hand & Benus, 2014; Jang, Fostvedt &, Hand, 2014).  

 

This study focuses on investigating the effect of the ABI approach on the success of students 

in learning about optics and developments in their ability to think critically. The research questions 

guiding this study are as follows:   

1) Is there a significant mean difference between the groups exposed to the ABI approach and 

those following a traditionally designed science course with respect to studentsô knowledge of 

optics? 

2) Is there a significant mean difference between the groups exposed to the ABI approach and 

those following a traditionally designed science course with respect to studentsô capacity for 

critical thinking? 

 

Methods 

 

Research Design 

The present study used a quasi-experimental and pre/post-test design with control and 

treatment groups to examine whether argumentation activities improved studentsô conceptual 

understanding in test questions and in their scores for critical thinking. Researchers randomly selected 

one class as a treatment group and the other as the control group. The study took place within the 

context of the subject of óOpticsô, taught for 7 weeks in spring 2014. Both treatment and control 

groups were simultaneously administered the same pre/post-test and CCDTI scale to examine the 

impact of the argumentation activities.  

 

Participants 

The study sample consisted of 44 third-year students receiving education in two separate 

classes at the Department of Science Teaching at a university in northwest Turkey in the first term of 

the 2013-2014school year. The students were randomly assigned into an experimental óapplicationô 

group and a comparison group of 23 and 21 students respectively. 

 

Procedure 

The study was conducted over a period of 7 weeks structured in such a way as to involve 7 

Optics topics in lessons regarding Science Laboratory Applications. Table 2 shows the topics studied 

according to the order of discussion. Students in the treatment group performed experiments in the 

laboratory environment on the basis of questions they wanted to investigate with regard to that weekôs 

subject, determined by themselves during 4 course hours every week, in groups of 3 to 4. They 

produced general evaluations by interpreting the data and observations from the experiments and 

finally made assertions about them. They presented and defended their assertions and evidence in a 

full group discussion in the classroom. Small group discussions took place during this process and the 

full group discussion where all the information was shared took place at the end of the process. 

During the process, the instructor helped the students to attain their goal with the aid of lesson 

planning, application, evaluation at every stage and through making immediate decisions. Questions 

posed by the instructor, who was constantly directing the course of the lesson, enabled the students to 

formulate their own questions around the main idea of the lesson, carry out experiments/observations 

and make assertions. Students reported the research questions they had generated at convenient points 

throughout the lesson and recorded the data and their observations, inferences and assertions in the 

ABI student templates, as well as changes occurring in their thinking as a result of their 

investigations, discussions, comparisons and reading. These procedures were repeated for 7 weeks. 
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Table 2. Subjects  

       Week Subject 

1
st
 Light and shadow 

2
nd

 Reflection 

3
rd
 Mirrors (plane mirror and convex mirror) 

4
th
 Mirror systems  

5
th
 Refraction 

6
th
 Lens (converging lens and diverging lens) 

7
th
 Lens systems 

 

Students in the comparison/control group, on the other hand, carried out their experiments 

using the traditional laboratory method. In this method, the students carried out the experiments as 

envisaged by researchers in the laboratory textbooks in small groups (of 3 to4), in parallel with the 

subjects in the application group. They also used the textbooks to advise them what to do in every 

phase of the experiment and where to write down the results. During this process, the instructor 

discussed the objectives and results of the experiment with each group and how it was carried out, 

asked the students questions about what they needed to know theoretically and answered their 

questions. At the end of the process, the students prepared the experiment results in accordance with 

the traditional laboratory format (title and purpose, outline of procedure, data and observations, result 

and discussion). 

 

Data Source 

In the study, we used the field information test that was prepared for the topic of  óOpticsô and 

the scale of critical thinking disposition outlines below. 

  

The California Critical Thinking Disposition Inventory (CCTDI): The CCDTI scale was 

formulated as a result of the Delphi Project organized by the American Philosophy Association 

(Facione, 1990). The scale, which consists of 75 items in its original form, involves 7 sub-dimensions 

(truth-seeking, open-mindedness, analyticity, systematicity, self-confidence, inquisitiveness, 

maturity). The CCDTI scale, which was originally in English, was translated into Turkish by 

Kºkdemir (2003) to be used in subjects whose mother tongue is Turkish. It was translated into 

Turkish by a total of eight individuals, four psychologists with specific expertise, three other general 

psychologists and one lecturer  in a Department of Translation and Interpreting. Even though almost 

none of the translations showed any incompatibility with the others, it was specifically restructured in 

line with the suggestions of the expert translator. Once the translation process was completed, the 

factor structure of the scale was examined. For that purpose, 913 students (468 female and 445 male) 

aged 17-28 (X= 20.08, Sd=1.80) were given a scale battery containing the CCTDI. At the end of the 

application, confirmatory factor analysis was applied to confirm the factors in the original form of the 

scale for construct validity. As a result of the analysis, 24 items were excluded from the scale and the 

scale was reduced to 51 items. Two factors (open-mindedness and maturity) were combined in the 

scale, which does not significantly differ from the original scale. 

 

As mentioned above, six dispositions of critical thinking were described. These are 

analyticity, self-confidence, inquisitiveness, open-mindedness, systematicity and truth seeking 

(Facione, 1990). Analyticity expresses the ability to concentrate on potentially problematic situations, 

the constitution of assumptions regarding possible results or consequences and the ability to use 

evidence even if it makes the problem more challenging. The analytically-inclined individual is alert 

to potential difficulties both conceptually and in his/her actions. In general, while solving problems 

he/she constantly tries to apply anticipatory interventions, explicit reasoning and fact-finding 

procedures as ways to solve problems.  Open-mindedness is a construct that describes the tendency to 

be tolerant, with a sensitivity to different opinions. An open-minded individual is someone who 

respects othersô different ways of thinking. The Inquisitive person is someone who knows the value of 

being well-informed, wants to learn how things work and appreciates the value of learning even it 

does not produce results immediately. Self Confidence refers to the level of trust in oneôs own 
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reasoning process. Individuals thinking critically and having self-confidence trust themselves to make 

reasonable decisions and believe that the others also have trust in them, because they believe that they 

know how to decide what to do and how to bring investigations to a successful conclusion in an 

appropriate way when asked. Truth seeking individuals want to find out the truth, are bold in asking 

questions and honest and objective during an inquiry even when the findings do not support their 

interests or preconceived notions. A truth-seeking person prefers to establish the truth and favors 

discussion rather than competition. Systematicity refers to the tendency to be organized, neat, focused 

and diligent in any investigation. No specific kind of thought or action (i.e. linear or non-linear) is 

given priority. A systematic individual strives to approach particular issues, inquiries and problems in 

a neat and focused way. The number and internal coefficient of consistence (alpha) of each dimension 

are shown in Table 3.  

 

Table 3. Sub dimension of CCTDI and internal coefficient of consistence (alpha) 

 Factor Items Internal coefficient of consistence (alpha) 

F1 (Analyticity) 13 .75 

F2 (Open-mindedness) 14 .75 

F3 (Inquisitiveness) 11 .78 

F4 (Self-confidence) 8 .77 

F5(Truth-seeking) 9 .61 

F6 (Systematicity) 8 .63 

 

This Likert scale used the following responses: óstrongly disagreeô (1 point), ódisagreeô (2 

points), ópartially disagreeô (3 points), ópartially agreeô (4 points), óagreeô (5 points) and óstrongly 

agreeô (6 points). The CCTDI is used in evaluating the critical thinking tendency or, to put it more 

comprehensively, the degree of complexity manifest in a personôs ability to think critically, rather 

than measuring a skill (Kºkdemir, 2003). In order to determine the reliability of the scale to be used in 

the study, the scale was applied to 331 third-year undergraduate students receiving education in the 

Department of Science Teaching at two universities located in different regions and the Cronbachôs 

alpha value was determined as 0.83. The CCDTI was applied at the beginning and at the end of the 

study in an attempt to determine any change in the critical thinking of students in this study.  

 

Pre/Post-test: In the study, a ósuccess testô consisting of 10 multiple-choice and 10 conceptual 

questions was used as the data collection tool. The success test was applied as the pre-test and post-

test. The test questions were selected from different resources (¢olakoĵlu, 2002; Hewitt, 2002) 

appropriate for the student levels and from the National Test exams (in the state student selection and 

placement systems in Turkey). Table 4 shows a signal table regarding the questions and Attachment 1 

gives a sample question. In order to provide content validity, opinions were procured from two 

academics who were experts in Physics and Language Studies respectively and some corrections were 

made to the test. At the end of the application, the Cronbachôs alpha reliability coefficient of the test 

was determined as .67. An answer key was formed for the conceptual questions and the conceptual 

questions were scored by an expert researcher independent from the researchers and with the studentsô 

names anonymized. 

 

Table 4: Pre/Post-test Table of Specifications 

 

Subject 

Cognitive Taxonomy 

Knowledge Comprehension Apply Analyze Synthesis Evaluate 

Light and  

Shadow 

C3 C7 5,7 C9 6  

Reflection  

C3 

2,9, 

C8 

3,4,8,10, 

C5,C6, 

 

C9 

  

Refraction  

C3 

2, 

C1,C8 

1,3, 

C2,C4 

 

C9 

  

C11 
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Note: Multiple choice questions are shown as numerals (1,2,3,éetc.), conceptual questions are shown 

as C1, C2,éetc. 

 

Statistical Analysis 

 

Analysis of Covariance 

To address the research questions, a one-way analysis of covariance (ANCOVA) was 

conducted to analyze potential differences between the two groups in terms of their achievements in 

the multiple-choice questions and the conceptual questions in the post-test and post-CCDTI. Scores 

on the pretest and pre-CCDTI were included as the covariate, scores on the post-test and post-CCDTI 

were used as the dependent variable and the group was included as the independent variable in the 

model. The statistical significance was determined at an alpha level of .05 for all statistical tests. Non-

significant results were not reported. 

 

Effect Size 

In this study, effect size was recorded to recognize the magnitude of the effect of the 

application on studentsô learning and CCDTI using Cohenôs d, which is widely used in social science 

because it enables us to measure ñthe difference between the means relative to the variation within the 

groupsò (Hays, 1994). The criteria for identifying the magnitude of an effect size is as follows: (a) A 

trivial effect size is below 0.2 standard deviation units; (b) a small effect size is between 0.2 and 0.5 

standard deviation units; (c) a medium effect size is between 0.5 and 0.8 standard deviation units; and 

(d) a large effect size is 0.8 or more standard deviation units (Sheskin, 2004). 

 

Assumption Test 

Prior to conducting statistical analysis, three general statistical assumptions were made in this 

study: normality, linearity, and homogeneity. A simple graphical method and normal probability plots 

of model residuals were used to examine the assumption of normality. Analyses showed that the 

assumption of normality was met by the test. Similarly, the assumption of linearity was addressed by 

plotting standardized residual values against the predicted values, and the assumption of homogeneity 

was examined by using Leveneôs test for equal variances. The result indicated that this study did not 

violate the assumption of homogeneity in the post-test (F(1, 42) = 0.393, p = .534) and post-CCDTI 

(F(1, 42) = 1.391, p = 0.245). A two-step analysis was carried out. First, one-way ANOVA models 

were estimated to investigate performance differences in the pre-multiple choice question (PRMCQ), 

pre-conceptual question (PRCQ) and Pre-California Critical Thinking Disposition scores (PRCCDTI) 

between control and ABI groups. This analysis was carried out prior to the implementation of the 

argumentation activities. Second, a one-way ANCOVA model was estimated using the post-multiple 

choice question (POMCQ), post-conceptual question (POCQ), Post-California Critical Thinking 

Disposition scores (POCCDTI) as the response variable, PRMCQ, PRCQ and PRCCDTI as the 

covariate, and the group as the independent variables.  

 

Results 

 

Statistical Pre-Post-test 

Before testing the hypotheses, it was important to determine whether the groups differed prior 

to the treatment. The descriptive statistics for the pre-test for each group are given in table 5. ANOVA 

results indicated that there was no statistically significant mean difference between the treatment 

group (M = 2.22, SD = 2.64) and the control group (M = 1.38, SD = 2.25) with respect to pre-CQ 

scores (F (1, 42) = 1.266, p = 0.267). There was also no statistically significant mean difference 

between the treatment group (M = 8.74, SD = 5.92) and the control group (M = 7.00, SD = 4.48) with 

respect to pre-MCQ scores (F (1, 42) = 1.187, p = 0.282). 
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Table 5: Descriptive statistics for the pre-test: means, standard deviations, and sample sizes. 

 CG  TG  Total 

n Mean SD  N Mean SD  n Mean SD 

PRCQ 21 1.38 2.25  23 2.22 2.64  44 1.82 2.47 

PRMCQ 21 7.00 4.48  23 8.74 5.92  44 7.91 5.30 

Note: Maximum score for PRCQ = 45, maximum score for PRMCQ = 27. SD: standard deviation. 

 

To assess whether the scores on two measures could be used as covariates in ANCOVAs, 

correlation coefficients were computed among these pre-measured variables and the post-test 

variables (table 6). Weak to moderately significant correlations existed between the pre-test scores 

and the post-test scores. Therefore, to reduce error variance, to obtain a more powerful statistical test, 

and to statistically compensate for the initial differences between the application and control group, 

scores on the PRCQ, and the PRMCQ were used as co-variates.  

 

Table 6. Correlation coefficients between each of the co-variate variables and the dependent 

measures. 

 PRCQ PRMCQ POCQ PQMCQ 

PRCQ 1    

PRMCQ .187 1   

POCQ .433** .121 1  

POMCQ .267 .313* .393** 1 

**Correlation is significant at the 0.01 level (two-tailed). 

* Correlation is significant at the 0.05 level (two-tailed). 

 

Two post-test scores were analyzed: the conceptual question scores and the multiple choice 

question scores. ANCOVAs were computed for each of the post-test scores using the general linear 

model procedure in the Statistical Program for the Social Sciences. Table 7 presents the adjusted 

means, standard errors, and sample sizes for the post-test scores. 

 

Table 7. Adjusted means, standard errors, and sample sizes for each condition for POCQ and 

POMCQ. 

 CG  TG  Total 

n Mean SE  n Mean SE  n Mean SE 

POCQ 21 20.60 1.15  23 24.54
a
 1.09  44 22.84 0.91 

POMCQ 21 12.15 1.44  23 16.47
a
 1.36  44 14.32 1.05 

Note: Maximum score for POCQ = 45 (five for each question), maximum score for POMCQ = 27. 

SE,standard error. 
a
 The mean is significantly higher than the other groups at the 0.05 level. 

 

The conceptual questions (POCQ) and the multiple-choice questions (POMCQ) for the post-

test: The findings indicated that there was a significant mean difference between the groups with 

respect to POCQ scores when the effects of PRCQ mean scores were controlled (F (1, 40) = 6.106, 

p=0.018) and to POMCQ scores when the effects of PRMCQ mean scores were controlled (F (1, 40) 

= 4.716, p=0.036). Students in the treatment group had higher mean scores for POCQ and POMCQ 

than those in the control group. The size of the mean difference for POCQ between the groups was 

medium (Cohenôs d = 0.58) and the size of the mean scores for POMCQ between the groups was 

medium (Cohenôs d = 0.53). This indicated that the differences detected between the groups arose as a 

result of the treatment and those differences had a practical significance.  

 

Statistical Pre-Post CCDTI 

It was important to determine whether the groups differed prior to the treatment. The 

descriptive statistics for the pre-CCDTI for each group are given in Table 8. ANOVA results 
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indicated that there was a statistically significant mean difference between the treatment group (M = 

231.39, SD = 15.52) and the control group (M = 208.67, SD = 17.25) with respect to pre-CCDTI 

scores (F (1, 42) = 21.171, p = 0.000). 

 

Table 8. Descriptive statistics for the pre-CCDTI: means, standard deviations, and sample sizes. 

 CG  TG  Total 

n Mean SD  n Mean SD  n Mean SD 

Pre-CCDTI 21 208.67 17.25  23 231.39 15.52  44 220.55 19.83 

Note: Maximum score for PRCCDTI = 350. SD: standard deviation. 

 

Two post-CCDTI scores were analyzed: ANCOVAs were computed for the post-CCDTI 

scores using the general linear model procedure in the Statistical Program for the Social Sciences. 

Table 9 presents the adjusted means, standard errors, and sample sizes for the post-CCDTI scores. 

 

Table 9. Adjusted means, standard errors, and sample sizes for each condition on Post- CCDTI. 

 CG  TG  Total 

n Mean SE  n Mean SE  n Mean SE 

Post-

CCDTI 
21 213.22 4.38  23 233.84

a
 4.15  44 224.00 4.10 

Note: Maximum score for Post-CCDTI= 350. SE, standard error. 
a
 The mean is significantly higher than the other groups at the 0.05 level. 

 

The post-CCDTI: The findings indicated that there was a significant mean difference between 

the groups with respect to Post-CCDTI scores when the effects of Pre-CCDTI mean scores were 

analyzed (F (1, 43) = 9.713, p=0.003, n = 0.192). Students in the treatment group had higher mean 

scores for Post-CCDTI than those in the control group. The mean difference for Post-CCDTI between 

the groups was of a medium size (Cohenôs d = 0.74). This demonstrated that the differences detected 

between the groups had arisen from the effects of the treatment and that these differences had a 

practical significance. 

 

Discussion 

 

The findings of this study show consistency with other national and international studies and 

with other results regarding ABI, which is an argumentation-based heuristic application. This supports 

the contention that ABI increases the conceptual understanding of students. In addition, it was 

determined at the conclusion of the study that students in the group where argumentation-based 

inquiry was used had a greater ability to think critically compared to those in the control group. These 

findings indicate that argumentation-based inquiry increases conceptual understanding and improves 

the skill of thinking critically. 

 

The application of the ABI approach will enable students to develop a better conceptual 

understanding of concepts in physics. The primary reason for this is that the learning encountered and 

experienced by students during the application of the ABI approach is a natural result of their 

immediate environment. During this process of learning, students are involved in carrying out 

investigations, planning experiments, presenting evidence to explain the significance of experimental 

results, justifying their experiments and developing assertions about the possible solutions to their 

questions. In order to form assertions, the students have to display their skills in scientific 

argumentation by generalizing and finding connections between results produced and by making 

explanations using examples from their experiments. Such profound discussion of concepts within a 

real social context enables them to understand the concepts better (Cavagnetto, 2010; Kēngēr, Geban 

& G¿nel, 2012). 
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Argumentation plays an important role in producing and sustaining the theories, models and 

explanations of scientists. They produce, deploy and reinforce their arguments using assertions drawn 

from experimental evidence. One of the objectives of scientific research is to form and justify the 

beliefs, assertions and procedures followed in order to better understand the universe, which makes 

discussion very important in this process. Almost all the concepts taught in science lessons manifest 

this form of scientific knowledge (Jimenez-Aleixandre, Rodriguez & Duschl, 2000). The fact that 

students are both able to understand scientists better and also to comprehend the scientific procedures 

they themselves are going through as they acquire scientific knowledge is considered a critical 

component of science literacy (Hand, Lawrence & Yore, 1999). In this process students become much 

better aware of what they are doing and why they are doing it. Being involved in their own learning 

makes them feel like scientists themselves and encourages them to gain further knowledge.  

 

Moreover, students learn how to make scientifically significant claims about the world 

through applying an argument-based method (Ford, 2012). This process of interpretation includes (a) 

understanding the structure of scientific knowledge and results with regards to the goals of a society; 

(b) understanding the process of criticizing assertions, presenting evidence and making arguments; (c) 

knowing how to communicate different views regarding the application of science and scientific 

results, and (d) how scientific progress is repeatedly achieved through this communication. In 

evaluating Fordôs perspective, even though each item can be considered separately, we also have to 

accept them as parts of a consistent whole. While interpretation is important in the process of 

structuring knowledge, it is fair that criticism occurs during the process of this structuring, particularly 

when we focus on the structuring of argument (Ford, 2012). The questions posed, assertions made, 

and evidence gathered and deployed in ABI classes are the key components of argumentation (Hand, 

2008; Keys et al., 1999; Norton-Meier, et al., 2008). Studentsô participation in the process of 

argumentation is essential for meaning-making and the advancement of science literacy as it develops 

their ability to reason and improves their cognitive, metacognitive, communication, and critical 

thinking skills (Hand et al., 1999; Jimenez- Aleixandre & Erduran, 2007). 

 

Although an individual may have the ability to think, this does not mean that she/he will. 

Students generally fail to use the skills they are taught and this might result from not being used or 

habituated to thinking critically (Tishman, Jay & Perkins, 1993). Individuals who have critical 

thinking skills may not use them if they lack the necessary disposition towards critical thinking. 

Individuals with this disposition are more willing to think critically, so developing this tendency is 

one of the fundamental requirements for an individualôs being able to use and apply critical thinking 

(Ertaĸ Kēlē & ķen, 2014). The most important result of this study is that the ABI approach increases 

the critical thinking tendencies of students. Individuals with more developed tendencies towards 

critical thinking can be defined as enthusiastic individuals with the skills in reasoning, giving 

justifications, collecting evidence, being sensitive to different views, wishing to gain knowledge, 

making decisions and questioning (Facione, 1990). The aforementioned features can also be gained 

through the process of argumentation. According to the results of this study, the reason for the 

increase in studentsô critical thinking in the application group compared to the control group is that 

they experienced the process of their own learning. Considered from the cognitive perspective, the 

process of argumentation involves the application of reasoning (Kuhn, 1993). When lessons are 

conducted based on argumentation, students express their own thoughts about a subject, an event or 

body of events. When children advance a strong argument which enables them to express their 

knowledge or thoughts, the development and adaptation of that knowledge, their beliefs, their values 

and their thoughts mutually support one another (Erduran, 2004).  

 

Science can be intrinsically defined as a social activity in which there are scientific 

discussions (Kuhn, 1991). Scientific discussion is defined as a process in which individuals with 

similar or different perspectives evaluate alternative perspectives in order to solve a problem, 

understand a phenomenon, make a decision or suggest, support, criticize, and evaluate opinions about 

a scientific subject (Kuhn, 1993). It consists of the body of proceedings within this process as well as 

the cognitive products that are formed as a result of this evaluation (van Eemeren, 1995). In this 

context, in addition to concepts and specific events, the ways in which the skill of thinking can be 
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developed should also be considered in the process of science education. Thus, it should be required 

that students participate in discussions more systematically (Zohar & Nemet, 2002). According to 

Driver et al. (2000), conducting scientific discussions in science classes develops studentsô 

epistemological knowledge. Considering that the epistemology of science is related to the beliefs and 

values held about the nature of the scientific knowledge, it can also be suggested that scientific 

discussion enables students to learn how to use evidence in the process of their decision-making. 

Students should have an idea about how scientists work in order to comprehend science. From this 

point of view, if students work with data, assertions, reasoning, and supportive and opposing 

arguments, as scientists do, then such scientific discussions will enable them to comprehend science 

better.  

 

Jimenez-Aleixandre and Erduran (2007, pp.4-12) suggest that a reason for increasing 

argument-based teaching in science classes is that it can be seen as ó(a) being critical for  meaningful 

learning, (b) developing the communicational skills of students, (c) enabling students to develop 

critical reasoning skills, (d) supporting the scientific culture and applications of students, (e) 

encouraging science literacy.ô The inclusion of students in the process of argumentation in science 

and technology lessons profits them greatly and makes them more scientifically literate, enabling 

them to practice this in life (Osborne et al., 2004). This approach is generally thought to be among the 

primary factors which play an important role in scientific thinking and reasoning in science education 

(Hand, 2008). Teaching argumentation methods by using relevant activities and teaching strategies 

will enable us to achieve objectives involving the skills required to structure arguments using 

evidence, as well as developing social skills (Simon & Johnson, 2008).  

 

Grandy and Duschl (2007) state that it is important to arrange lessons as educational 

environments where opportunities to undertake research and systematic thinking are provided. They 

also suggest that the teacher, curriculum and the environment should provide support for the child to 

demonstrate her/his cognitive activities and develop her/his capacities. This is the point at which 

teachers have the greatest responsibility. In a study carried out to define the concepts of understanding 

and thinking, Felton and Kuhn (2007) stated that teachers should advance discussion, evaluation, 

analysis and research in line with the needs of students. If teachers think about how they should 

communicate with students in order to develop their argumentation skills and use more dialogical 

approaches, they will be able to involve students in discussions (Simon & Johnson, 2008). One of 

these dialogical approaches is the argumentation-based approach. Teachers can inculcate these skills 

in students. In addition to changes to programs for students (MNE, 2013), the primary group targeted 

for successful communication with students should be their teachers.   
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The light ray I reaching the rectangular prism follows the path shown in Figure I. If it reaches the 

same prism from the directions shown in figures K, L & M, in which of these directions will the light 

ray I not follow the path shown in the dotted lines? 

A) only K          B) only L           C) only M              D) K and L   E) L and M  

 

7) 

 
 

 
C7. Does its wave length change as light moves from one environment to another? Does its frequency 

change? Does its speed change? Explain.  

C2. You are asked to find the image of a candle using a concave lens. Show where you would locate 

the object, observer, lens and the image by drawing a diagram. 

C9. You have just got out of class one evening. You are very hungry. As you pass by a restaurant, you 

can see both a delicious meal on a plate and yourself in the window of the restaurant. Explain this 

with the help of your in-depth knowledge of optics. 

C10. Is it possible to make a magnifying glass using only two lenses? Explain. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

In a dark environment, the light source P and the balls K, L and 
M are placed in front of a curtain as in the diagram.Which of 
the following shows the shadow on the curtain? 
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Abstract 

The purpose of this study was to investigate the experiences of faculty as they engaged in professional 

development under a Teacher Preparation Initiative (TPI). This initiative engaged faculty in a 

community of practice that included activities such as aligning curricula, professional development, 

and examining teaching practices.  This study was developed using an ethnographic approach, 

including autobiographic narratives as a method of data collection. Faculty narrative responses 

illustrate Wengerôs (1998) concept of identity transformation in their acknowledgement of their 

professional experience and their willingness to critique, then move beyond the limitations of a 

professional development program. 
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Continuous professional development in higher education is imperative to keep faculty 

abreast of best practices and to ensure the quality of teacher education programs.  Professional 

development in academia often consists of presenting at conferences, attending seminars, and 

reading scholarly literature. These activities may occur in isolation with little opportunity for 

professional collaboration (Hosssain, 2010; Ness, George, Turner, & Bolgatz, 2010). In addition, 

within institutions, the practices of full-time faculty (who develop research, teach, and participate in 

committees) are often separated from lecturers (who may only teach full or part-time) or adjunct 

faculty (who may be contracted for specific courses), resulting in student learning that lacks 

consistency (Tait, 2002). Awareness of needs for the diverse student, along with advancement in the 

knowledge of learning styles has led professors to consider how the college experience affects 

student development.  

 

Aside from the aforementioned issues, professors, lecturers, and adjunct faculty do not 

uniformly collaborate with external stakeholders in the local community. Collaboration involves 

communication and intent to build a community focused on improving learning and practice (Jeffrey 

& Polleck, 2010). For colleges of education, for example, this goal translates into developing 

partnerships with local school districts. Collaboration at the institutional level is a skill that involves 

effective communication and practice between partners and among professors within universities 

(Jeffrey & Polleck, 2010). For universities, this goal translates into partnership with local school 

districts as well as with professionals at the university itself. Building a ñthirdò culture between K-12 

and higher education stakeholders may be necessary to build effective partnerships (Kezar & Eckel, 

2002; Martin et al., 2011), especially with the goal of improving education.  

 

Purpose 

The purpose of this study was to investigate the experiences of faculty as they engaged in 

professional development within an Advancement Via Individual Determination (AVID) higher 

education Teacher Preparation initiative (TPI). This study of the experiences of faculty participating 

in professional development under a Teacher Preparation Initiative (TPI) was conducted in one 

universityôs college of education, where a group of faculty, along with school district and college 

officials piloted and collaboratively redesigned a teacher preparation program to include 

Advancement Via Individual Determination (AVID) strategies known to help students learn skills to 

be successful in schools and colleges. The team of College of Education faculty was asked: What are 

the perceptions of participants as they adopted TPI aligned AVID strategies with courses and 

programs? More specifically: (a) How did COE faculty integrate the information gathered? and (b) 

How did they perceive courses and students as improving based on the professional development? 

 

Significant in this study is the observation of professional development in higher education 

environments. Research on professional development in higher education, especially research on 

how the AVID program works in teacher education is limited.  Results from this study may also 

speak to the possible benefits of communities of practice for professors in colleges of education who 

are not often afforded the opportunity to develop cohesive curricula and planning. The processes 

involved in developing curricula, assignments and assessments through AVID TPI allowed 

professors in the College of Education opportunities to develop communities of practice to explore 

best practices for their pre-professional students for work with diverse populations in public schools. 

    

AVID:  A Description of the Program 

AVID (Advancement via individual determination) is a whole-school ñuntrackingò program 

designed to place middle and high school students within a regular tracked class into college 

preparation classes (Lee & Smith, 1999).  The AVID program was originally designed as a structure 

of community support in which teachers and students helped each other prepare for college as 

students completed high school (Freedman, 2000; Lee & Smith, 1999).   

AVID for higher education (AHE), an extension of the high school AVID program, is in 

existence to prepare for and support a successful transition for high school students who enter 

college. AHE includes the Student Success Initiative, which builds on AVID pre ïcollege 
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experiences and serves as a bridge for college readiness and eventually translates into college 

success.  Another related program, the AVID Teacher Preparation Initiative, is designed for college 

students who want to become teachers.  Colleges of education team with AVID in continuing 

professional development that involves philosophies and motivational strategies focused on building 

academic rigor and comprehension so that teacher candidates are prepared to teach in a manner that 

focuses students on being college ready. Faculty attends in-services and conferences throughout the 

year to enrich their teaching and to provide advice about teacher education to the AVID 

organization.  

 

The implementation of AVID in our universityôs program has been ongoing for 

approximately five years. In the early stages of the AVID TPI implementation at our university, our 

faculty participated in selected professional development workshops presented by AVID trainers in 

the areas of math, language arts, critical reading, social studies, student success, and English-

language learning.  The workshops were open to teachers from local and surrounding districts, as 

well as teacher candidates attending our university.  COE faculty attended workshops with local 

middle and high school teachers and university teacher candidates. COE faculty met to discuss how 

they planned to include AVID strategies into their teacher education courses.  By spring 2012, COE 

faculty offered twenty-four AVID-embedded courses (Salgado, Carter, Hurst & Smith, 2014). 

 

Literature Review: Professional Development in Higher Education 

The literature for professional development in higher education is spread among a plethora 

of cultures and disciplines. Changes in student demographics and professorsô enhanced awareness of 

culturally responsive teaching have heightened the need for additional professional development for 

educators in higher education. In response to such needs, professional development in higher 

education is exhibiting trends that reflect broader educational and social policies (Gardiner, 2013). 

This trend in professional development in higher education includes expanding the role of professor 

participation and clarifying government policies in hopes of resulting in more informed and 

improved implementation of policies in schools. (Collinson, Kozina, Lin, Lang. Matheson, 

Newcombe & Zolga, 2009). In this sense, professional development is an ongoing and systematic 

process that embraces discussion and discovery through inquiry that lead to new skills and 

approaches in teaching (Shagrir, 2012; Wood et al., 2011). 

 

Professional development at the university level is multidimensional including mentoring or 

being mentored by a veteran faculty member, scholarship and service. Shagrir (2012) found that as 

the participantsô seniority increased, ñso did their confidence vis- -̈vis job preservation and their 

understanding that professional development must include research and serviceò (p32). As seniority 

increases it is understood that professional activities become a permanent portion of their careers. 

For example in Shagirôs study of five faculty members, one veteran commented that she continues 

her research activity because it is her responsibility as a teacher in higher education to be ñconstantly 

included in research, writing and publishingò (p33).  

 

Blanton and Stylianou (2009) explored professional development in a mid-sized state 

university with the purpose of studying discipline specific professional development in higher 

education.  Both new faculty and veteran faculty participated in the study of changing culture, 

developing and recruiting faculty and the need for coordinating professional development combining 

professional development with practice in action.  Using tools and materials available in the teaching 

of lessons as artifacts allowed faculty to investigate and focus on teacher education. The goal was to 

view professional development through the lens of community and to reflect on issues that were 

discipline specific.  Ongoing discussion was paramount as veteran faculty explored how to induct 

new faculty into a culture without a shared language of practice.  

 

 Professional development in higher education can involve a system of collaborative 

partnerships with local school districts as with Penn State-State College Elementary Professional 

School, nationally recognized for exemplary achievement for professional development. 

Professional development in this setting is ongoing and occurs in activities that invite participation 



International Journal of Progressive Education, Volume 12 Number 3, 2016 

É 2016 INASED                                                                                                                81 

 

by all school personnel. The development structure includes teams that include Pre K-12 partnered 

with university faculty and graduate students that plan, teach and evaluate the professional 

development experiences in science, mathematics, teacher inquiry, technology and mentoring 

(Nolan, Badiali, Zembal-Saul, Burns, Edmindson, Bauer, Queeny, & Wheland, 2009).  

 

For this study, Southwest State University (pseudonym) has adopted an ongoing program for 

professional development. Similar to Blanton and Stylianouôs (2009) study, continuous discussion 

about changes and how to best support faculty in these changes have been important to the 

development of the AVID Teaching Preparation Initiative.  By sharing information on college and 

university practices with AVID personnel and how it may or may not reflect AVID theories of 

practice, both entities are involved in a professional development learning process.  

 

Conceptual Framework: Communities of Practice 

The framework for this study follows Wengerôs (1991) communities of practice. Wenger 

(1991) applies a social theory of learning to communities or groups of individuals working and 

learning together in which ñparticipation is recognized as competenceò (p.5). Lave and Wegner 

(1991) define this phenomenon as a social learning process occurring when a community of people 

who share a common interest on a topic and collaborate over a lengthy period of time. Learning as 

the system progresses is not bound by intentional effort and often results from ñincidental outcomesò 

within the social process. The ñcommunities of practiceò framework is akin to the current study in 

that it fits Lave and Wengerôs (1991) three required components: (a) the domain, (b) the community, 

and (c) the practice. The current study is embedded in the communities of practice framework in the 

following manner:  

 

Domain: The domain of shared interest was that the community members had all expressed 

interest in AVID in the area school districts and how to make a seamless transition from high school 

participation to the university setting.  All members were focused on the assignment of developing a 

higher education handbook for AVID strategies that could be employed in the rigorous training of 

pre-service teachers and graduate candidates in leadership.  

 

Community: The members of the research team were all university faculty members who 

were selected by administration in the College of Education to participate in the project at its 

inception as Fellows on a site team. University faculty members were also committed to working 

with local school teachers and administrators, who were invited to AVID workshops.  

 

Practice: As the professors taught courses, they worked to implement AVID strategies into 

their curriculum. At monthly site team meetings they discussed progress, demonstrated strategies 

that had proven successful in class sessions, and mapped curriculum for pre-service teachers. 

Leadership professors studied how to use the information learned in meetings into the field of 

service to innovate changes in the area districts. Professors outside the College of Education 

discussed how to make changes in course delivery in selected Arts and Science classrooms at the 

university. In addition faculty members attended AVID training at National AVID Summer 

Institutes and AVID trainers held trainings on the university campus on topics such as Reaching 

English Language Learners, Social Studies, Critical Reading, Language Arts, and Cultural 

Relevance.  At the end of each workshop AVID presenters and administrators met with faculty to 

debrief and guide the social process.  

 

Wengerôs (1998) more recent work delves into connections between community and 

identity. According to Wenger (1998), meaning-making within a community of practice is ultimately 

transformative in that it is ñan experience of identityò and a ña process of becomingò (p. 215). 

Clayton and Cuddapahôs (2011) study of a new teacher cohort illuminated Wengerôs (1998) 

conceptualization of how new teachers developed professional identities while working within a 

community of other new teachers. Other researchers have found Wengerôs (1998) community of 

practice helpful in guiding their work with pre-service teachers (Au, 2002; Grisham, Bergeron, 

Brink, Farnan, Lenski & Meyerson, 1999; Hoagland, Birkenfeld & Box, ). In the process of 
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implementing AVID, professors in our study re-examined, and in some cases, transformed 

professional identities as professors prepared teacher candidates in education courses.  

 

Methods 

 

Narrative inquiry was used as a way to understand social, political, and cultural aspects of 

the TPI initiative. Narrative inquiry as a methodology allows for the observation of a phenomenon, 

from the participantôs point of view ï or the opportunity to ñadopt a particular view of the 

phenomenon of studyò (Connely & Clandinin, 2006, p. 375). The study was guided by the question: 

What are the perceptions of professors in one College of Education as they adopted TPI professional 

development strategies in the coursework for their pre-service teachers and aligned these AVID 

strategies with courses and programs? The study explored the experiences of thirteen faculty 

members--professors, lecturers, and leaders across education disciplines developing a community of 

practice.  

 

Procedures 
 Professors and lecturers in a college of education at a State university were invited to 

participate in this study. The participants were part of an initiative focused on training higher 

education professors, lecturers, and leaders, to apply AVID strategies in the preparation of student 

teachers. The 9 participants interviewed included the dean and associate dean at the College, the 

local school districtôs AVID director, as well as professors and lecturers from different academic 

focus, such as one Assistant Professor in Counseling, one assistant professor in Educational 

Leadership, and a total of six faculty members in Curriculum and Design (one full professor, one 

associate professor, three assistant professors, and two lecturers).  

 

AVID training, which had been historically offered at the district level, was being proposed 

(by the AVID organization) to be delivered by professors as part of preparing new teachers.  After 

receiving training of AVID strategies, the professors were embedding these strategies into the 

teacher preparation coursework for a period of three years. The participants were invited to reflect in 

written narrative form about the adoption of AVID strategies in their teaching and coursework 

content. The written narratives followed Changôs (2008) idea that, ñthrough writing exercises of 

chronicling, inventorying, and visualizing self, you are encouraged to unravel your memory, write 

down fragments of your past, and build the database for your cultural analysis and interpretationò (p. 

72). 

  

The participants met monthly to discuss progress of the TPI implementation. In addition, 

intense onsite professional development trainings in AVID methods as well as attendance in AVID 

summer institutes constituted the continual professional development of this group between spring 

2011 and summer 2014. At a debriefing meeting in the fall of 2013, AVID participants were invited 

to share about TPI as improving pedagogy and collaboration. Participants agreed to develop short 

written narratives focused on how AVID had affected their teaching of education students. Theses 

narratives formed the foundation of the current study.  

 

Data Analysis 

 The professor narratives were analyzed through open coding (Creswell, 2006). The 

participants were analyzed for their efforts in designing and aligning courses, as a community of 

practice. Individual perceptions were respected. Codes were compared in order to develop categories 

or themes (Corbin & Strauss, 2008). Using constant comparison, sections of the narratives were 

interpreted for placement in three thematic categories that framed the perceptions of professors as 

they reflected on the following areas: (a) How did professors integrated the information gathered?; 

(b) How did they perceive courses and students as improving based on the professional 

development?: and (c) What are challenges as they move forward in the implementation process?  

                                                               

Findings 
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Findings reflect the process of the communities of practice model as professors worked 

together and with their students to integrate AVID strategies and learning models into their 

classrooms. Perceptions of professors as they adopted learning from AVID TPI professional 

development addressed in the research questions mentioned above.   In considering the research 

questions, the authors examined professorsô reflections on their work with course preparation and 

teaching. A model of communities of practice based on Wenger (1998) was considered. Figure 1 

illustrates the model of professional development supported by the authors, who viewed their 

professional development in AVID as a component of a larger community of content area 

professors, education professors and public school teachers. Local public school teachers, content 

professors, and student teachers were also invited to participate in AVID workshops. This 

community contributed to the authorsô and participantsô understanding of how to best prepare 

teacher and counselor candidates for future work. 

 

Figure 1. Professor integration of AVID Information  

 

 

 

In response to the first research question, ñHow did professors integrate the information 

gathered?ò the authorsô analysis of the professorsô reflections revolved around two themes: (1) 

Course planning with colleagues and (2) Changes in teaching strategies. In preparation for both an 

upcoming NCATE (National Council for Accreditation of Teacher Education) review and for the 

purpose of incorporating AVID strategies into the education curriculum, the professors on the AVID 

site team worked together to design course planning matrices. These matrices helped professors to 

decide which AVID strategies and content would work best in each course. Professorsô 

understandings of the process for planning and designing the matrices are discussed next.  

 

Course planning with colleagues. Professors who were AVID site team members reflected 

on the strengths of the course planning matrices for their own understanding of how to implement 

AVID. For example, Professor. J., a counseling professor, viewed this work as a positive 

contribution to her own planning:  

 

As my exposure to AVID increased and deepened, I gained two primary tools that enhanced 

my teachingðexposure to course planning matrices and strategies to move  my teaching 

style away from a predominantly lecture format to one that heavily focused on student 
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engagement. The planning matrices provided a vehicle for week-by-week planning that 

allowed me to review course content, identify key concepts, consider appropriate student 

engagement strategies that foster learning and build in assessment strategies.  

 

Professors are not always exposed to curriculum alignment, goals and matrices unless they have 

spent time in public schools, so this experience allowed the professors to communicate across 

disciplines toward the goal of incorporating AVID into the College of Education curriculum.  

  

Professor G, who teaches math and science education methods courses, commented on the 

importance of instructional mapping in helping to assess the gaps in his methods courses:  

 

Developing the instructional maps and course planning maps for my courses, and 

collaborating with colleagues to create the broader maps for our programs, provided me  with 

a picture of where the strengths and gaps were in my own courses and within the overall 

program. In response, the use of AVID strategies in the math and science methods courses 

was adjusted and revised to not only progress more intentionally within each course, but to 

better fit within a scaffold of support and growth across courses. 

 

The AVID site team and workshops provided opportunities for the authors of this study and other 

professors to discuss the structure of their courses in relationship to the college of education 

curriculum as a whole. Overall, these planning and discussion sessions contributed to advance the 

preparation for an NCATE accreditation visit as well as self-evaluations of individual courses.  

 

Changes in teaching strategies. Although some AVID participants believed the AVID 

strategies presented in workshops were simply re-packaged best practices, most agreed that the 

strategies were indeed useful for helping future educators work with students. The second theme, 

changes in teaching strategies, describes a couple of the professorsô experiences with the AVID 

workshops. For example, Professor J, who explained that she had limited college pedagogical 

training, believed that AVID allowed her to revise her instructional methods. Professor J described 

her experiences in this way: 

  

Prior to AVID training, I typically covered the basic tenants of psychodynamic, humanistic, 

and cognitive-behavioral theories by reiterating main points from the text. With AVIDôs 

focus on student engagement and active information processing, I incorporated classroom 

activities that allowed students to write, question, collaborate, reflect, and review material 

from the chapters. I provided additional opportunities for processing through reflective 

journal prompts that allowed the student to process how a particular theoretical paradigm fit 

with his/her personal belief system. 

  

The purpose of Professor Jôs implementation of journals and class activities was to promote higher 

levels of self-reflection and participation in discussion with their peers. As part of a community of 

teacher-educators, Professor J observed the higher level teaching methods her colleagues 

implemented while designing methods appropriate for counseling education.  Of all of the 

professors in this study, Professor J seemed to experience the most transformation in the ways that 

she thought about teaching her students to reflect and participate actively in classes. Professor Jôs 

identity as ñprofessorò within the university community seemed to take on a new teaching identity, 

one that allowed her to provide more opportunities for students to take control of their own learning. 

Wenger (1998) describes individuals within communities sustain growth through participation in a 

ñrepertoire of that practiceò (p. 153).   Professor Jôs participation in the new AVID TPI community 

allowed her to reinvent her identity as professor and teacher.  

 

Teacher Educators at Southwest State University are most concerned about how their 

teacher candidates will understand and apply AVID strategies with their future students. The second 

research question addressed these concerns:  ñHow did the College of Education professors perceive 

courses and students as improving, based on the AVID professional development?ò The theme of 
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improved teacher candidate self-efficacy and pedagogical knowledge best described the university 

professors about their teacher candidates. 

 

Teacher Candidate Self-Efficacy and Pedagogical Knowledge  

Professors who incorporated AVID strategies discussed their beliefs about the strengths and 

weaknesses of AVID for preparing teacher candidates for their work in public schools. According to 

their narratives, the college of education professors believed that their teacher candidates 

demonstrated improved self-efficacy for preparing their future students for academic success. 

Further, the professors believed their own strategy instructional methods had improved with the 

implementation of AVID. Professor L, who teaches early literacy classes, commented:  

 

The AVID Professional Development has caused me to think more systematically about the 

strategies I teach and to directly teach more pedagogy. For example, I directly teach the 

ñWICORò acronym and methodically model how each letter is used within a strategy during 

class. Then in EDUC 4373, I turn the job of making the ñWICORò connections  over to the 

candidates. The candidates have learned enough strategies that they have the ability to make 

the connections.  

 

In AVID, WICOR is a learning model that stands for Writing, Inquiry, Collaboration, Organization 

and Reading to Learn (AVID.org). These are the components that tie the strategies together and 

provide a purpose for teachers to help their students learn and communicate effectively.  

 

Professor L and other professors believed the consistent use of terminology for the strategies 

contributed to teacher candidatesô understanding of the ways AVID strategies could be used with 

their future students. Professor H, Associate Professor of Reading and Department Coordinator, 

commented: ñI learned that AVID had workshops and books that could only enrich my pre-service 

and graduate teachers. I could help my students see the connection between theory and practice and 

affirm my own teaching by blending my philosophy with AVID.ò Most professors agreed that the 

AVID materials and workshop content was beneficial for preparing their teacher candidates to help 

their future students improve academic skills. The strategies and repeated focus on critical reading 

and writing-to-learn were already supported in the education course curricula. As they applied the 

learning strategies that AVID offered into their own coursework, the professors participating in 

AVID TPI learned from each otherôs interpretation of how AVID worked within their own courses.  

Through discussions in monthly meetings and AVID workshops, the professors demonstrated what 

Wenger (1998) refers to as ñmutuality of engagementò (p. 152).  As members of the AVID TPI 

community, individual professors were respected as knowledgeable and experienced, and all were 

actively involved in processes of learning the best ways to apply AVID strategies and philosophies 

in their own classes.  Not knowing how to apply the strategies effectively was not viewed as a deficit 

(Wenger, 1998).    Instead, professors asked each other questions, and shared instructional examples 

throughout the workshops and meetings. 

 

Most helpful to the faculty was the opportunity to observe these strategies modeled by 

experienced public school teachers who taught the AVID workshops. Professor H explained, ñThe 

AVID professional development led me to consider more systematically the strategies that were used 

and taught, and not only to model their use but to directly teach the methodology.ò Professor H and 

other College of Education professors received positive feedback from their students about the 

AVID strategies and applications. Professor H believed the reason for this positive feedback was that 

the use of AVID strategies involved collaboration with peers and interactions at higher levels of 

critical reasoning. 

 

Professor H also believed that the consistent use and application of AVID terminology and 

strategies across disciplines helped teacher candidates to plan and participate actively. Professor H 

explained, ñConversations include planning for lessons that include AVID strategies that are 

introduced in one class focused on teaching early elementary grades as ñCats and Fishò and 

reformatted to the next pedagogical level for the upper elementary as ñPhilosophical Chairs,ò and 
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scaffold yet again to the high school level as the ñSocratic Seminar.ò The professors believed that 

this consistency throughout the education courses helped their teacher candidates to think about how 

to adapt research-based strategies to a variety of content areas and grade levels.  

 

The Implementation of AVID produced challenges along with benefits. Consistently 

mentioned across professor narratives was the need to prepare teacher candidates to apply AVID 

strategies to class content and instruction. Simply supplying teacher candidates with the strategies 

and activities was not enough preparation for teacher candidates to translate this into their own 

practices. Professors needed to think about how to model the strategies. Often education classes 

contained students with mixed content area majors, which meant that teacher candidates needed to 

be taught to think about how to apply these strategies to their content areas. Professor C, who 

teaches classroom management, explained, ñMy goal was to help them see that AVID strategies and 

ideas can be implemented no matter the content.ò Professor A agreed that it was necessary to 

provide time in class for students to practice teaching the strategies in small groups in content area 

reading classes beyond simply observing the strategies being modeled by professors. Professor Y 

also described challenges that occurred with adapting AVID to second language and instruction:  

 

In bilingual or ESL, the main focus does not begin with the subject or the strategy, but on 

who is receiving the knowledge (as background knowledge needs to be considered) before 

we teach or use a strategy and how is it being delivered? Is it  comprehensible to the 

receiving end? 

 

Professor Y and other Southwest State University professors re-interpreted AVID strategies and 

created assignments and class activities that they believed best prepare their teacher candidates to 

teach in their content areas. Much of this work occurred privately; however, professors were able to 

share course revisions and experiences during monthly AVID site team meetings and department 

meetings.  

 

College of Education professors must consider their teacher candidatesô future students and 

how they can best help their students learn. In a city with high levels of poverty and a large number 

of Second Language English speakers, teacher candidatesô need preparation for working with 

students of varied backgrounds and academic skills. Teacher-educators participate in what Wenger 

(1999) refers to as ñboundary trajectoriesò (p. 154). Participants in boundary trajectories find value 

in connecting across various communities of practice.  Professors of reading, for example, must keep 

in mind the needs of their teacher candidates who will teach English Language Learners (ELL).  

ELL professors must prepare their teacher-candidates to consider their studentsô learning in a variety 

of content areas.  Teacher educators also work with communities of public teachers and professors 

who teach in other disciplines.  The College of Education professors believed that AVID provided 

them with some tools to help their teacher candidates become successful in working with their future 

students while considering the possibility that their students may have poor language and academic 

skills.    

 

The final research question invited professors to voice critiques and shortcomings of AVID 

as well as plans for future implementation and research: ñWhat are challenges as they move forward 

in the implementation process?ò The theme, Suggestions for Future AVID Development, best 

described professorsô reflections about the strengths and weaknesses of AVID and their goals for 

future work with AVID, and is detailed in the following section.  

 

 

 

Discussion 

 

This study explored the experiences of faculty as they engaged in professional development 

under AVIDôs Teacher Preparation Initiative (TPI). The grant-funded initiative, and the invitation to 
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contribute to a new initiative that could be replicated at a national and international level propelled 

this group of faculty at Southwest State University to engage in a community of practice.  

 

As a college-wide effort, there seems to be little resistance to initiate activities in a 

community of practice. Incentives provided for leading initiatives in different programs, and the idea 

of piloting a program that could be replicated were significant motivators in capitalizing efforts for 

this initiative. At a college of education, where pedagogies are the center of all programs, providing 

a domain of shared interest where professors engaged with school districts and aligned the 

curriculum to prepare future teachers resulted in a successful model. 

 

Nevertheless, although some professors fully embraced AVID philosophies, academic 

strategies and workshop content, other Southwest State University professors critiqued AVID and 

explained their plans to work within and outside the boundaries of AVID. Professor S, for example, 

requested that AVID design  program specific component. Professor S critiqued her experiences 

with AVID in the following narrative: 

I couldn't find any connection between AVID, the goals of the site team, and what I did  in 

my program. After my first year, I  figured there was some merit in this, but I needed to 

push for a leadership component. They (AVID) are in the process of developing a leadership 

component. I also wish there was better online training for AVID. I still struggle to find 

application for AVID in my  program, but feel the professional development I have 

gained has been useful. 

 

Like most programs, AVID is not designed to address all issues and solve all problems with student 

learning. The professors met weekly as a team to discuss how AVIDôs program fit into their own 

class content. As a result of the conversations and her own thinking, Professor S experienced an 

ñoutbound trajectory,ò which Wenger (1998) defines as those that ñlead out of the communityò (p. 

155). Although Professor S believed learning about the AVID program was important, she decided it 

was not directly relevant to her field of leadership. Professor S. teaches graduate students, and the 

TPI focused on developing pre-service teachers.  Professor S continues to be an active member of 

the College of Education community, yet remains on the periphery of AVID involvement by 

participating as an instructor in the Freshman seminar class where she implements AVID strategies 

that support the College Ready guidelines defined by the state.  

 

Professor Sôs involvement may take a turn inward as AVID incorporates the leadership 

component which is currently under development.   In relation to building communities of 

practice, it seems that the Teacher Preparation Initiative at the college level inspired professors to 

connect to the student practice within content areas such as Reading. Professor A connected with 

students when some pre-service teachers in content area reading classes expressed concern about the 

relevance of these strategies for their content area. Professor A explained how she addressed these 

concerns:  

 

I began to occasionally remind the pre-service teachers that they needed to think about the 

appropriateness of the strategy to the content area, reading purpose, and grade level of  the 

students they teach. As I plan my teaching of the content literacy course, I think about how 

to teach pre-service teachers to critique each strategy and how it may or may not work with 

the kinds of texts they assign within their content areas.   

 

As a site team, the professors examined their Reading related practices according to pre-service 

teacher critiques and their own analysis of what  strategies were in place that  were compatible with  

AVID and what additional AVID strategies might  augment the pre service teacher training for the 

EC-12 classroom experience. Professors committed each education course syllabus to a scope and 

sequence  crosswalk and its applicability to teaching. This action by faculty allowed faculty to plan 

for consecutive semesters and to refine which strategies most benefitted the content of each course. 

An added benefit of the crosswalk process occurred when the site team discovered that the pre-

service teachers practice at least thirty nine AVID core strategies during their training.  
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This process of examination brought into focus the  goal of the universityôs president that  

each teacher candidate would  graduate  with enough exposure to AVID to confidently function in 

the local districts that use AVID strategies. Evidence of supporting community partnership emerged 

from teacher candidatesô Observation Field Packet charts that list the thirty nine strategies that pre-

service teachers record if they see or teach each strategy.  Checkmarks indicate that teachers are 

implementing multiple AVID strategies in their classrooms and that the university teacher candidates 

recognize their use.   

 

For Professor A, informed by a social justice lens, the initiative did not seem to provide 

enough preparation for teacher candidates.  Although AVID offered a culturally responsive teaching 

workshop to both district teachers and Southwest State University professor Aôs critiques focused on 

the lack of in-depth analysis that is necessary for exploring issues of social justice with students.  

Professor A wrote, 

 

I decided that AVID strategies alone did not sufficiently prepare pre-service teachers 

 about culture, power and literacy. Further, the AVID workshop on culturally responsive 

 teaching also did not explicitly address methods for teaching criticisms of social and 

 cultural power. For example, the AVID culturally responsive teaching did not address 

 positionality, an element of social justice thinking that I work on with my undergraduate 

 and graduate students to teach them about cultural responsivity and critical literacy.  

 

Culturally responsive teaching is a key component of the cultural and social characteristics of 

literacy taught by most of the professors at Southwest University. Although there are different 

conceptual positions that influence the teaching of critical literacy and cultural responsivity.  

Professor A and Professor L illustrate Wengerôs (1998) concept of identity transformation in their 

acknowledgement of their professional experience and their willingness to critique, then move 

beyond the limitations of a professional development program.  

 

As in many initiatives, those involved in the COE TPI, needed to understand the hoped-for 

outcome behind the initiative before implementing the strategies. Professors found a common intent 

in supporting their students in becoming successful teaching professionals, regardless of a subject or 

focus. In the end, the College of Education professors believed in the value of AVID to help teacher 

candidates and their future students improve academic skills. Through mutual respect and 

collaboration, coupled with feedback from students, faculty continues to evaluate the 

appropriateness of AVID content for their coursework.  

 

Conclusion 

 

This study explored the narratives of individual faculty in one college of education 

integrating AVID strategies in a Teacher Preparation Initiative. Even though the initiative was being 

piloted and designed while being implemented, they all agreed on the benefits of infusing AVID TPI 

innovations into their courses. The majority of professors recognized that the initiative was 

contributing to the preparation of new teachers. While developing a higher education handbook for 

TPI, the faculty had the chance to reflect on the connections between their own training and the 

preparation of teachers, who would, in turn, support students in schools. During the next phase of 

implementation, faculty members planned to research the outcomes of implementing AVID.   

 

Wenger (1998) suggests that ñEngagement, imagination, and alignment are all important 

ingredients of learningðthey anchor it in practice yet make it broad, creative and effective in the 

wider worldò (p. 217).  This process of critique and adjustment will most likely continue as 

professors work together in communities of practice. This combination of engagement and 

distancing through research allows participants in this or other learning community to analyze and 

reflect on the relevance of new information.  
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Implications for further research in the development of communities of practice among 

higher education faculty relate to strengthening partnerships with local public schools. The 

requirement of participating in professional development with school teachers and district 

administrators generated visibility and interest. The participation of professors in the craft of 

teaching and learning with public school teachers and other community members generated 

authentic conversations about improving the practice of future teachers. 
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Abstract 

Childrenôs rights education is to enable children to gain the necessary social behaviors and essential 

knowledge for creating a democratic society that is based on respecting human rights. The purpose of 

this study was to investigate the preparation, application and assessment of a curriculum for teaching 

childrenôs rights in elementary education. The research was designed as action research. The study 

was conducted in 2011-2012 education year during spring term in Ankara with the participation of 5th 

grade students whose families have middle and low income levels. Within the context of this study is 

a part of 11-weeks childrenôs rights education curriculum which comprises activities to enhance 

awareness about childrenôs rights were implemented. Protection rights activities were conducted from 

6th weeks to 10th weeks. During the implementation period, in line with their ordinary study 

curriculum, students were requested to participate in various activities at least for 2 days in a week (6 

hours) about kidnapping, protection from all forms of violence, child labor, sexual exploitation, 

refugee children, the right of privacy, other forms of exploitation, children in the war detention and 

punishment. Data collected in this study were based on both qualitative and quantitative methods. As 

a result of the quantitative and qualitative assessments done over the curriculum, it is revealed that the 

study group had demonstrated a clear progress on learning of childrenôs rights, using this knowledge 

as a behavior, developing an awareness of these rights and freedoms. A significant difference was 

seen on students about teaching children about their rights. Moreover, it was revealed that a great 

awareness was seen in the study group about childrenôs rights. 

 

Keywords: Children ôs rights, Convention of childrenôs rights, Childrenôs protection rights, 

Curriculum 
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Introduction  

 
Respecting human rights, tolerance and peace create a democratic society. This depends on 

grown children who are citizen as they are endowed with these values   in order to hand the culture 

generation to generation. Human rights education for a child should be started with childrenôs rights 

so that children make perceive their rights and correlate their experiences easier than human rights. 

Childrenôs rights education is beginning of human rights education and essential part of it. The 

phenomenon of childrenôs rights is an important part of human rights. Thus, the emergence, realiza-

tion, development and acquisition/application of childrenôs rights have been studied along with the 

development process of human rights more generally (Doĵan, 2000).  

 

The Convention of Childrenôs Rights (CCR) is one of the most important agreements 

accepted all around the world and aiming the greatest common benefits to children. This is the most 

well-known indicator of both childrenôs significance and the promotion of this importance all around 

the World. CCR is comprised of 54 articles and includes rules that govern childrenôs rights in four 

major groups, such as civic, economic, social, and cultural spheres, similar to the Universal 

Declaration of Human Rights. As can be understood from the articles of the CCR, the ñconcept of 

Childrenôs Rightsò, in the largest meaning, is a concept that includes social, philosophical, moral and 

legal dimensions. Seen from philosophical and social perspectives, childrenôs rights are considered 

under four main titles such as welfare rights, protection rights, adult rights, and rights towards parents 

(Aky¿z, 2001, Franklin, 1993, Ķnan, 1968, Polat, 2007). It is guaranteed by the countries which signed 

the convention that children would be informed about their own rights. 

 

United Nationôs Convention of Childrenôs Rights (UNCRC) compose of four main rights. 

These are right to protection, the right to life, and the right to participation (Aky¿z, 2001, Franklin, 

1993, Lansdown, 1994). They are listed as survival rights, development rights, protection rights and 

participation rights. Survival rights are the rights providing basic needs such as living, having proper 

life standards, medical care, nutrition, sheltering. Development rights are the rights such as education, 

games, recreation, knowledge acquisition, freedom of religion, conscience and thoughts that are 

necessary for a child to realize himself preeminently. Participation rights are the rights aiming at 

providing the child to gain an active role in the family and society. These rights are pointed out that 

expressing opinions, taking part in the decisions process concerning children issues, setting an 

association and collecting in peace. Protection rights are the rights providing the child to be protected 

against every kind of negligence, misuse, and exploitation. These are the rights that provide children 

to be protected in the judicial system, from use as soldiers and gunfighters, child laboring, having 

physical, emotional and sexual abuse, drug abuse and the issues related to special care and refugee 

children.  

 

The concept of childrenôs rights means the provision of benefits and protection by   legal rules 

in order to allow children to develop mentally, physically, emotionally, socially, morally, 

economically, independently, decently, healthily and normally. In terms of childôs safeguarding, it is 

served that protecting benefits of children in developing physically, intellectually, socially, morally, 

liberally, honorably (Aky¿z, 1991, 1999). Children and childrenôs rights need to be protected with the 

notion of peopleôs responsibility towards children, regardless of language, religion, race, color, nation, 

faith and ideology. Protecting childrenôs rights, improving them, keeping children away from any 

kind of inattention and abuse will require internationally binding documents (Ķnan, 1968, ¦nal, 2008). 

Articles which are on the behalf of CRC  (Convention of Childrenôs Rights) are listed such as Article 

11 kidnapping, Article 19 protection from all forms of violence,  Article 20 children deprived of 

family environment, Article 21 adoption, Article 22 refugee children, article 32 Child labor, Article 

33 drug abuse, Article 34 sexual exploitation, Article 35 abduction, sale and trafficking, article 36 

other forms of exploitation, article 37 detention and punishment, Article 38 war and armed conflicts, 

Article 39 rehabilitation of child victims, Article 40 juvenile justice, Article 41 Respect for superior 

national standards (UNICEF, 2004). 
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According to 42nd article of United Nations CCR, ñStates Parties undertake to make the 

principles and provisions of the Bill widely known, by appropriate and active means, to adults and 

children alike.ò  It is the fact that it is a responsibility for children as well as adults to know the 

provisions and principles of the bill. Therefore, while this article mostly advises on childrenôs rights, 

it also implies that children need to receive human rights education. Children informed about the 

rights they have will be individuals who are aware of their rights as adults, capable of using their 

rights, protecting them, and respecting othersô rights (Karaman- Kepeneki, 2000). United Nations 

Childrenôs Rights Committee examined ñThe First National Reportò and gave suggestions on the 

entire convention to be included to each level of the education system and curriculum so that 

childrenôs rights could become widespread in Turkey (Karaman-Kepeneki, 2009). Hence, it is stated 

that the 42nd article of the bill is closely related to childrenôs rights, and these related issues need to 

be taught at social institutions (family, school, etc.). It also has formed a basis for the study to be 

performed for the development of a curriculum related to childrenôs rights education. 

 

Societies can be provided positive changes on condition that children have ownership of their 

rights and responsibilities and adults are provided with knowledge and conscious regarding educating 

on this issue. Thus, Children should be educated and be made conscious about their rights and their 

responsibilities from starting early childhood education to all grades (Aky¿z, 2010). The Special 

Child Session of United Nation General Meeting which is held in May 2002 were accepted and 

highlighted that curricula, education materials, and tools were suggested to develop on the behalf of 

serving the protection of human rights, peace, tolerance, gender mainstreaming with referring to 

Article 42.  It is stated that Institutions related to National Human Rights could help about childrenôs 

rights education researching and integrating it to curricula (United Nations, 2004). 

 

When it comes to Curricula of Turkish National Education, survival rights, and protection 

rights are not included sufficiently in curricula. It is possible to tell that particular rights are focused 

(Merey, 2012, ¥zdemir-Ulu, 2008, Uuĸ, 2009). Turkey, by signing the convention, guarantees that 

childrenôs rights will be taught to both children and adults with appropriate means (42nd article). On 

the other hand, while schools are the most appropriate environment. Required sensitivity are not still 

created about childrenôs rights in Turkey and learning outcomes, education methods and school 

climate do not provide knowledge and skills about knowing and using rights. From this point of view, 

children right education curriculum can be a necessity. 

 

If childrenôs rights education is given successfully, it is certain that children will have big 

awareness, knowledge about childrenôs rights and protection. It is a well-known fact that preventative 

implementations are very important regarding child abuse and neglect. In that sense, childrenôs rights 

education can be a preventative work about child abuse and neglect. This study was conducted to 

assess the impact of an elementary school curriculum on the studentsô cognitive and affective 

development and to evaluate how students benefit from their rights and liberties. 

 

The Purpose of the Study 

The main objective of childrenôs rights education is to enable children to gain the necessary 

social behaviors and essential knowledge for creating a democratic society that is based on respecting 

human rights. This study is based on the preparation, application and assessment of a curriculum for 

teaching childrenôs protection rights. It also aims at assessing the impact of an elementary school 

curriculum on the studentsô cognitive and affective development and to evaluate how students benefit 

from their protection rights and liberties. These questions can be examined: 

 

1. How does a childrenôs rights curriculum benefit childrenôs cognitive and socio-emotional 

skills regard to their protection rights and freedoms? 

2. Does developed curriculum bring awareness and sensivity to children about children 

protection rights? 

3. Does developed curriculum bring different viewpoints to children? 

4. How does teaching actualize in the curriculum implementing process? 



International Journal of Progressive Education, Volume 12 Number 3, 2016 

É 2016 INASED                                                                                                                94 

 

 

Method 

 

Research Model 
In this study, action research method of qualitative design was used. The action research is 

known as ñteacher researchò in literature because of the researcher role of the teacher in the process, 

promote understanding of new perspectives for some teachers (Cain & Milovic, 2010, Schoen, 2007, 

ķimĸek & Yēldērēm, 2006). Besides, it has positive effects on teachersô understanding, practice and 

morale, with consequent benefits for students, although these are not universal outcomes of the 

research process (Cain & Milovic, 2010). Berg (2001) was grouped action research in three topics and 

these are ñtechnical/scientific/action research,ò ñimplementation/reciprocal collaboration/discussion 

oriented action researchò and ñemancipator/developer/critical action research.ò Obtained data was 

analyzed by the descriptive method of qualitative research. In general, action research is constituted 

by a cycle that includes ñplanning,ò ñacting,ò ñobserving,ò and ñreflectingò stages (McNiff, Lomax & 

Whitehead, 2004, McNiff & Whitehead, 2002). 

 

Participants  

Participants in this research consisted of freshmen continuing their education in the 

department of elementary school teaching in an elementary school of located in Ankara during the 

2011-2012 spring term of the academic year. Twenty-four of the participants were female and 20 

were male students. When determining the participants, the criteria sampling method, one of the 

methods of purposeful sampling, was used. According to this method, a sampling is envisioned and 

determined in relation to a certain purpose or the subject being focused on (ķimĸek & Yēldērēm, 

2006,). In this research, this was a group who didnôt receive any education on the subject of childrenôs 

rights education until Grade 5 and who only completed the unit called ñLearning My Rightsò in a 

social science course. In this unit, there were not included protection rights in social science 

curriculum for grade 5 (Merey, 2012, ¥zdemir-Ulu, 2008, Uuĸ, 2009).  

 

The Practice Education Teacher Mr. A (PT): Mr. A was a classroom teacher with 7 yearsô 

professional experience, who graduated from a teacherôs training school. He had no experience 

relating to the topic ñchildrenôs rights.ò He had four meetings for coaching and feedbacks with the 

researcher regarding protection rights. Mr. A had the responsibility applying activities for the whole 

class during the process. 

 

The Researcher (R): The researcher graduated from Hacettepe University, Department of 

Elementary Education Program. Her role in the process was to collect data and guide the teacher in 

the analysis of the data as well as being the participant observer. The practice teacher and the 

researcher had four meetings about protection of rights.   

 

Practice Students (PS): Five grade students from the first level of elementary education 

participated in the research. There were 24 females and 20 males, a total of 44 students. They were 11 

years old. They mostly participated curriculum activities from the first week to last week of 

application. Studentsô first name and surname initials were coded for ID. For example, ñADò, ñMYò, 

for the whole class ñWCò etc. 

 

The Trustworthiness Committee: The committee included four college professor, associate 

professor, assistant professor specializing in the area of elementary education. In the scope of the 

research, the roles of the committee members were to observe the data collection process and provide 

guidance and expertize for data and instruments. 

 

Data Collection Instruments  
Data collection instruments used in the research, are composed of rights of protection. In the 

scope of the research, semi-structured interviews were conducted with the practice education teacher 

and participant students who were chosen 25 (intentional sampling from their scores from awareness 

of childrenôs rights scale); researcher participated the curriculum implementation process as a 
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participant observer thus she reported the process and she also used a observervation form which was 

developed by her. Researcher diary, studentsô diaries, children products which were expressed 

children feelings were also data collection instruments. However for quantitative scores, protection 

part from awareness of childrenôs rights education scale planning meetings was applied as pretest and 

posttest. Table 1 explains that process. 

 

Table 1. Data Collection Instruments 

Researcher                  Teacher                                             Students  

Observation Semi-structured interview Childrenôs Rights 

Awareness Scale pre-post 

test 

Researcher Diary  Semi-structured interview 

  Childrenôs products and 

materials 

  Children's diaries 

 

Awareness of Childrenôs Rights Scale: This scale was composed of 36 questions which were 

Open-ended questions, multiple-choice questions, true-false questions with contained cases and 

scenarios (Uuĸ, 2011). Questions were prepared on the behalf of CRC, thatôs why participation, 

development, protection, rights of life were four main constructs. The reliability of the scale was 0.90. 

 

Observation: It is important in the action research the researcher has participant observation 

duration of implementation in terms of obtaining data in depth analysis (Balcē, 1991). In the 

observation process, another observer joined particular classes. The researcher and supply observer 

took notes, reported the process and observation notes and reports were compared each other by 

researcher and trustworthiness committee. Besides a control list was prepared by the researcher for 

evaluating the practice teacherôs classroom management. According to data obtained from check list 

was used for coaching and giving feedbacks to the practice teacher in the meetings. 

 

Classroom Activities/ Student Products: Production rights module of childrenôs rights 

education were composed of case study, role-play, utilizing newspapers and movies. Children 

participated those activities. They worked on some papers, drew some images and discussed some 

issues in order to express their feelings.  

 

Diaries:  Researcher and students kept a diary to evaluate each module. Diaries which kept by 

students were accepted as a reflecting part of childrenôs rights day and investigated for studentsô 

perceptions and their learning outcomes.  Researcher kept diary in order to identify limitations and 

impact of curriculum and providing feedbacks for the practice teacher. 

 

Semi-Structured Interviews: Semi-structured interviews were conducted with the practice 

teacher and 25 students who had low, medium and high scores from awareness of childrenôs rights 

scale. The practice teacher was asked about outcomes and difficulties for himself and his students for 

the whole process. In this paper, findings of semi-structured interviews were not used with very 

detailed way in the protection module. 

 

Data Analysis  

Data collected with this study was analyzed by using both qualitative and quantitative 

methods which comprise ñsemi-structured student and teacher interviewsò, ñstudent diariesò, 

ñresearcher observationsò, ñnotes and diary taken by the researcherò, ñstudentsô productsô commentsò 

and for the quantitative part ñChildrenôs Rights Awareness Scaleò which is developed by the 

researcher herself. These data are analyzed in two phases: during and after the collection. In an action 

research, analysis is carried out during the data collection process, and it sheds light on the type and 

the quality of the additional data which needs to be collected. Statistical analyses were conducted 

using the package program SPSS 17.0 for Windows. In the analyses, mean and standard variations of 



International Journal of Progressive Education, Volume 12 Number 3, 2016 

É 2016 INASED                                                                                                                96 

 

the scores were calculated by using participating students made in the preliminary and final tests were 

also calculated.  Validity and reliability of an action research is carried out differently than in 

quantitative research. As action research focuses on local problems, the results obtained do not have 

to be generalized (Neumann, 2006). Moreover, action research focuses on a specific problem 

determined in a specific environment/situation. In that regard, the implementation process of the 

curriculum is interpreted more freely. Adding that, in the course of the validity studies in this 

research, researchers provided continuous communication with students and with the practicing 

teacher. Qualitative data is analyzed via descriptive analysis, content analysis and discourse analysis. 

The main program for qualitative analysis is developed by focusing on the previous studies and is 

considered under protection. 

 

Data analysis process could be considered from a series of process. Firstly, all data which was 

provided from different methods such as observation reports, diariesô outcomes, products of learning 

activities was converted to written forms. Data put down on papers was organized as a data set for 

each module of curriculum.  Secondly, two field experts from trustworthiness committee also 

examined data sets in order to provide for researcherôs analysis consistency. After that examination, 

the reliability of the study was calculated with the use of Agreement / Agreement + Disagreement X 

100 suggested by Miles and Huberman (1994) and it was 0.91.  Some data sets were reviewed via 

coming back by returning to raw data. All written data were read in depth and taken reasonable notes 

on the source of data. This phase was very important step to go up the coding step. Thirdly, 

identifying themes were used for this research instead of coding. Thus, concerned literature and data 

of evaluation were utilized to compose and classify main themes and sub-themes. As data sources for 

analyzing were read, they were organized under similar themes. All main themes and their sub-themes 

were supported with source of data sets and were compared with each other. At the end of the 

analyzing data, findings were described and interpreted with body of literature and were related to 

previous researches. 

 

Research Process 

In the first step, data were collected to prepare for the teaching applications and the 

construction of curriculum. In that sense, the grade of implementing curriculum was determined on 

behalf of advising field expert, pedagog, some master elementary school teachers. Grade 5 (Age 11) 

was found convenient for childrenôs rights education curriculum. The first step, body of literature was 

reviewed and the construction of curriculum was designed to related previous research results. The 

second step was the application process. Some planned lessons from modules were applied for the 

different classes. After that, some activities revised and organized. Planned lessons were implemented 

one day a week. While co-planning meetings were held each week before applying the lesson, 

reflection meetings were actualized after the applications for particular lessons from modules. The 

application process lasted for 4 weeks for protection rights and 7 co-teaching meeting were 

implemented in this process. In the application process, the trustworthiness committee met, on 

average, every month. Re-evaluation was carried out in the last step. Table 2 explains the process of 

protection module between 6
th
-10

th
 weeks. 

 

Table 2. Childrenôs Rights Education Curriculum: Protection Module  

Related Articles from CRC Protection Rights  Period 

2 Respect to Individual Difference, Anti-

discrimination 

3 

11, 19, 20, 22, 34 Abuses of childrenôs rights 10 

35-40 Protection from child abuse and neglect 5 

32 Child labor 3 

16 Right of Privacy 1 

17 Protection from Media 3 

 

Teaching and learning materials were prepared by the researcher but the practicing teacherôs 

opinion was asked for each lesson planning. ñFree Activity Lessonsò were occupied for implementing 
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modules. Learning environments for protection module have common principles on the behalf of 

CRC principles. Supplying such as; 

 

ī Equality for all children, supporting anti-discrimination 

ī Childôs best interest in all situations. 

ī Child participation and ñfreedom for expressionò 

ī Respect for all freedoms and all human rights. 

ī Respect for childôs privacy 

ī Knowledge of physical and emotional violence, child neglect and abuse 

 

Findings 

 

Protection rights module is one of four main modules from childrenôs rights education 

curriculum. Learning-teaching activities were defined and classified in particular themes such as child 

labor, discrimination against child and respecting individual differences, child abuse, violation, 

neglect (right of privacy, protection from media were evaluated in this session) in the protection rights 

module. 21 lessons were taught for this module from 6
th
 week to 10

th
 week. 

 

Findings of Learning and Teaching Activities Related to Child Labor  

Reports from newspapers and the related Article 32 of CRC were attached on the classroom 

walls in advance. PR provided PS viewed to these advance organizers in order to have pre-

information about that session. PR shared a story which was about a child worker with PS as an 

introductory activity of this session. 

PT: Which right do think about this child doesnôt exercise according to CRC?  What are the 

limitations and shortages for him/her? What kind of precautions and implementations does CRC 

have? What kind of changes are there if a child starts to work? Think about these issues.ò 

WH: Economic shortages cause child labor. Thatôs why we meet street children every day, 

they have to work in order to get their basic needs. 

 

In the progress, the whole class were divided into three small groups and they were provided 

work sheets which were written basic discussion questions. Announcers of three groups were stated 

and explained their groups expressions and discussions. 

 

CN: According to CRS, child labor is not allowed.  

AD: Protection of child labor is highlighted. Their rights are under protection. 

CRC. They fall behind their education. 

MK: Children work because of poverty. Poor children only fall behind their education; their 

all basic needs are also under risk.  

PT: Which organizations are responsible for preventing child labor? Is there any document 

about child labor to protect children except CRC? 

CN: Some non-governmental organizations, unions, ministries of family and social policyé  

MK: UNICEF, United Nations  

PT:  What is the child labor? Can you describe it?  

CN: It is a kind of abuse and violence damaged to the child. 

PT: Is there a child labor in your neighborhood or generally in your country?  

AD: Definitely. Children do different kind of works from seasonal agriculture working to 

housework.  

MK: In our country, I honestly say there a lot of children labors. Children even are involved 

in illegal activities. Sometimes we read news about children who are forced to carry drugs or work in 

insecure places such as mines. 

 

Students were re-divided into 11 groups. Each group was given photos of children working in 

dangerous conditions. PT asked all the groups their ideas about how this photo was taken and told 

them to write a story telling the moments about the childôs life in the picture. PT gave an instruction 

to all groups that ñHow did this photo take? Like a flashback before the moment of the photo. 
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Compose a story for your photo and play it.ò. Each groupôs creative drama shows were watched and 

PT asked some questions to PS in order to guess the photo related to each role-play. In the last phase, 

a fishbone diagram was used for reasons, results and solutions of child labor and also a routine day of 

a child worker was drawn by WH. Children had high motivation in the child labor progress. The 

drama was the most attractive part of this session.  

 

 

 
The Image 1. Fishbone Diagram Sample (Child Labor Reasons are economic issues, poverty, 

parental pressure like etc., Solutions are legal sanction, child welfare etc.) 

 

 

 

 
The Image 2. A Drawing Related to A Routine Day of Child Worker 

 

Classroom management were mostly effective. PT had some partly sufficient summarizing 

the current lessons and he was enough for preparing and presenting materials in this module. When it 

comes to childrenôs rights awarenessô scale, Table 3 explains the difference between pre-test and post-

test used mean. There is a significant difference of the value of t test both of them. 
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Table 3. Depended t Test Results of Child Labor Questions Pre-test and Post-test Scores 

 Childrenôs Rights 

Awareness Scale 

Question 1 

N X S T p 

Pre-test 44 8.76 2.17 -3.136 .000* 

      

Post-test 44 16.73 6.32   

Childrenôs Rights 

Awareness Scale 

Question 2 

N X S T p 

Pre-test 44 8.86 2.31 -9.319 .000* 

      

Post-test 44 18.89 6.35   

*p< 0.05 

 

Findings of Learning and Teaching Activities Related to Preventing Child Discrimination and 

respecting Individual Differences   

Classroom was organized in advance in order to let PS move easily. The related Article 2 of 

CRC was attached to student board. Introduction activity was called ñSimilarities and Differences 

Danceò presented with International Folk Dance Music Sound. PT told that ñStudents who are tall, 

come togetheré Students who have brown eyes, like red etc. come together and keep dancingò PT 

gave some instructions to PS with the musicé (Bach Concerto 9)  

 

ñEverybody makes a colorful sphere. You make it bigger and then make it smaller. Think it as your 

world and individual differences. This sphere has your emotions, interests, your characteristics etc.ò 

PS discussed about their expressions and individual differences each other. They concluded that 

individual differences are great wealth for societies. After this activity a poster about World Children 

which had a slogan ñWe are celebrating it altogether, with all world children.ò. PS asked some key 

questions to find April 23
th
 ñChildrenôs Festivalò. Some discourses were as follows: 

DS: Turkish children invite foreign children to celebrate Childrenôs Festival.  

PT:  Why do you celebrate April 23
th
 ñChildrenôs Festivalò together? What is the purpose of 

celebrating?  

YK: All children are brothers and sisters. Our great leader Ataturk pointed out it. He 

attributed a great importance to children. 

AU: The message for brotherhood, sisterhood and peace. Unity and solidarity.  

 

A poem which was about April 23
th
, fellowship and peace, was read by PT and then he 

divided class into two groups. He gave two questions in written worksheet. Groups made a brain 

storming about these questions.  

Question 1: What does respecting to yourself and someone else mean?  

Group 1: If a person has a self-respect, he/she has also respect to another one.  

Question 2: If someone has a different or good interest that you donôt have, do you respect 

him/her or do you feel jealous? Why? 

Group 2: If we get younger, we can feel jealous. But it is the best what to tell him/ her good 

features. It is a good opportunity to learn new experiences from him/ her. 

 

PS sat down in a round table. Carton houses (Miniature was called) which were designed in 

previous visual art class. Children photos from different countries were attached to blackboard and a 

number was given for each photo. PT gave some information (age, country etc.) about children in 

photos and he told students that they would choose three of them in order to stay in their houses. They 

discussed how they chose at the end of this process. They pointed out that they identified their reasons 

without discrimination. The last activity of this session was creative drama. Children were assigned to 

different groups for role-playing different cases which were about anti-discrimination and respecting 

individual differences. They empathized with children livesô, culture and feelings come from different 
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countries. There were some disorganized situations in terms of planning and using time, preparation 

of learning materials. PS didnôt envisage PTôs some verbal expressions while PT was instructing. 

When PT was taking part in the play, PS made a sense of discrimination in role-play and discussion 

activities. In this session, PS were asked open-ended question and requested to fill gaps about anti-

discrimination and all children in the world. All questions were coded under their sub-themes 

similarities.  

 

Table 4. Child Anti-Discrimination and Individual Differences Questions Pre-test and Post-test 

Frequencies 

Sub theme Pre Test 

f 

Post Test 

f 

Children have special rights  11 1 

Respect individual differences 1 12 

Article 2 of CRC  5 

Respect to all children 9 14 

Equality  12 12 

No answer 11  

Total  44 44 

Sub theme 

Kids in the worldé.. 

Pre Test 

f 

Post Test 

f 

Children must be provided education  1 

People make their life easier  9  

They have different features 11 15 

Tey need to respect 19 7 

Tey like playing 2 1 

All of them are equal 3 12 

They must be protected  8 

Total 44 44 

 

Table 4 explains Child Anti-Discrimination and Individual Differences Questions Pre-test and 

Post-test Frequencies. ñChildren have special rightsò, ñEqualityò were most commonly used sub-

themes in the pre-test for the first question. ñRespect to all childrenò, ñEqualityò, ñRespect individual 

differencesò were most commonly used sub-themes in the post test. It may be predicted that Children 

had an agreement and awareness on equality and respecting on individual differences. For the second 

question about gap filling, on the one hand ñThey have different featuresò, ñThey need to respectò 

were mostly used in the pretest, on the other hand ñThey have different featuresò and ñAll of them are 

equalò were mostly used in the post-test. In this context, they may have had reasonable awareness on 

this session related the matter. 

 

Findings of Learning and Teaching Activities Related to Child Neglect and Abuse 

In this session, there were different kinds of child abuse cases such as child poverty, abuse of 

right to health, gender mainstreaming, children with disabilities, kid brides. PT posted different photos 

on classroom walls, news like ñchild galleryò. He also added studentsô stuff (works/products) which 

they collected for homework and their portfolio about their protection rights. They investigated all of 

photos and news. PT wanted from students to write an identity card or tag each photo or news. At the 

end of this activity, they looked over all of identity tags, children had awareness on children related 

matters. They also explained each issues related to article of CRC by using CRC document which was 

attached on the classroom board and separated them in terms of bad or good news. 

 

Afterwards, students grouped and they wrote a petition on one of child abuse. Besides, they 

chose the institution (public, non-governmental organizations etc.) to submit the petition. The conflict 

was constituted between to whom it may concern from institution and people written petition. They 

wrote down their demands, tried to negotiate on one idea. One leader of these groups used her 

communication and speaking skills very well and she guided the flow of discussion. Thanks to her, 
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students used their argumentation skills in a democratic classroom environment. These following 

questions were used in that process: 

 

ñWhy do countries abuse childrenôs rights? Think about a country which has child abuses and 

neglect, what do you say about this countryôs legislative and judicial system? 

ñAs a right was misused, how does it affect other rights? As a right was developed and protected, how 

does it affect other rights? 

 

PT: Now that, each group develops a system which secures all childrenôs rights, covers all children (at 

least %90) needs. Besides all governments and countries support this system or organization. 

 

First Step PT: ñIdentify the purpose of this organization, the story of its foundation, the construction 

of its working system. How does this system work? What kind of people work here?ò 

 

They established a non-governmental organization which aims at creating a rehabilitation 

system for abused children. Psychologists and medical staff were important. Moreover, volunteers 

were also working in the organization and most of them were children. 

 

Second Step PT: ñYour organization is celebrating its fifth anniversary. How would your 

organization be? What changed (Positive or Negative)? Think about the future? 

 

WH: Organization has a mission. Our staff has just got bigger and there are field experts from each 

child development domain. New approaches and technology support children. Children welfare is 

getting better. But, unfortunately there are still wars and conflicts so they still affect children-related 

issues. It is a big challenge for us. 

 

Movie Days: PS watched five movies about child abuse (war, kid brides etc.). Children liked 

watching movies a lot every week. After each movie day, ñThe Movie Evaluation Formò was 

distributed in order to investigate studentsô perceptions. It was found out that student had lack of 

knowledge about their protection rights. That issue was very new area for them 

 

Child Poverty: PT gave a set of keywords about child poverty ñHunger- inefficient nurturing-

health problemsò to each group. They made a brainstorming before they composed news about child 

poverty. 

 

Abuse of Right to Health: PT presented a case which was about a childôs health problem and 

its effect. They evaluated it by using six hat thinking exercise. Children stated that socio-economic 

factors cause many problems effecting children lives. 

 

Gender Mainstreaming: A paper grid was prepared. PS discovered features based on gender 

mainstreaming. These features divided typical features and typical activities for men/boys or women/ 

girls (Flowers, 2009). 

 

PT: Is there any discrimination about genders in your neighborhood or in your life?  

RT: My grandmother behaves my male cousin differently. She cares and loves him so much.  

 

PT read a fairytale whose main characters were switched their genders. Studentsô assignments 

were about switching genders in a well-known fairytale. Afterwards, a group game was played about 

gender mainstreaming (Flowers, 2009).  

 

Children with Disabilities: They showed empathy towards disabled children. They shared 

their experiences with disabilities. A photo was attached to the blackboard. It was about child with 

physical disability. They acted about this childôs family life, school life when he grows up and his 

friends. They discussed solutions to reduce disabled children problems. 
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Juvenile Delinquency: A case was shared with students. They discussed hanging down a child 

as a group study. They came to the conclusion that international legislations and laws must be 

empowered and media has a major to change perception in under-developed countries. 

 

Child Brides: Another case was shared with students which was about a girl becoming a child 

bride. They performed a creative drama. First phase was composing an identity for the girl by using 

creative thinking skills. The second one was understanding the plot of case so a gossip around who 

were the girlôs neighbors, friends, relatives was composed. Lastly, teacher was in role as a TV 

program moderator. He assigned to students as field experts (lawyer, social service expert, the girlôs 

teachers or friends, the person which girl married with etc.). Teacher sometimes read newspaper and 

law books and made telephone calls about this issue. 

 

PS grouped into three different part. They evaluated and discussed negative impacts of war on 

children in the evaluation process and wrote a column about children in war as a group activity. 

Another evaluation activity on writing was ñproblems encountered with children in your 

neighborhoodò. Children got bored with that activity so, they prepared this study together. In this 

session, level of children participation in the activity was low.  Watching movies took so much time 

so that time schedule had to be reorganized and time for other activities was reduced. They also stated 

that media causes a lot of child abuses especially newspapers. 

 

PT instructed this session in 10
th
 week, He had a bias on this session because of critical and 

sensitive issue. PS were asked about three most seen act of violence in their own life with brain 

storming. The most commonly expressed violence was ñphysicalò. Domestic violence, violence to 

woman and animals, peer victimization was applied by using physical force, swearing, insulting. They 

discussed reasons of violence. 

 

MY: We see them on the TV or in newspapers.  

MN: Even in our neighborhoods. 

PT: What is the reason of domestic violence?  

AD: Semi-illiterate or non-illiterate. 

DK: People are in depression or their mood were bad due to various issues such as economic 

problems. They inflict violence to other family members to get rid of their anger. 

 

Students were paired in groups to play a game about mother-child relations. Each couple 

created a case ñWhy does a woman beat her child?ò and responded to that question by acting. They 

composed some keywords for their act and discussed about them in detail in their act. They listed 

some words which children were mostly exposed.  They thought about alternative solutions to figure 

out the problem in the role instead of violence.  

 

WH: Everybody or any institution has a responsibility If he/she meet a violence ...  

 

PT wanted from students to prepare a mission grid for government, family, society, school, 

neighborhood, ministries, media etc. when they meet violence. They mostly stated that rules and 

regulations reorganized and revised as soon as possible. Immediately afterwards, PS composed 

scenarios on using a newspaper about child neglect and abuse. They envisioned some photo frames 

about their scenarios with different kind of music as like a trailer. Three of students inferred from this 

activity that violence was everywhere and every time. In the second part of this session PS watched 

different cartoons which were about child neglect and abuse and they discussed them. 

 

PT: ñWhat do you think of these cartoons? What kind of features and principles did you see? 

What is the most highlighted expression of child abuse?ò  

Some PSô statements: ó 

ñViolence is not only physical. Someone has a big power and predomination, she/he commit to 

violence anybody else who has weak and poor. Violence (Each kind of violence like emotional etc.) is 

a child abuse and it gives very big harm to child development. 
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Afterward of cartoon activities an awareness poster of child abuse and neglect was used in the 

process.  It was prepared in maximum size for attaching to the blackboard. PT wanted from each 

student to write five main principles after they examined the poster. Students had some difficulties on 

composing principle. Thatôs why, PT inferred from general expressions from studentsô answers. Some 

of them are following:   

 

ñPersonal privacy is very important. It must be protected.ò 

Everybody has a moral one of kind. 

Each touch is not always a good one. 

You cannot trust someone even an adult If you donôt know very well.ò  

 

 
Image 3. An Awareness Poster of child Abuse and Neglect 

 

These principles were written studentsô worksheets and then tree different color flashcards 

(Meaning of them: Agree. Disagree, Neutral) were distributed to students. They chose a card which 

one was correct for them related to one of teacher statements. They also explained   their ideas why 

they chose that card. For instance, ñOnly girls are exposed to sexual abuseò. 

 

Blue: I agree        Green: Neutral             Yellow: I disagree 

 

In this activity, students discussed child abuse very well and they gave some samples from 

media. Most of them were active participants and expressed their feeling freely in the discussion 

process. PT also mentioned about child protection service and children police and he organized an 

activity to integrate children police into the plot by using news. By this means of it, he accommodated 

children with noticing child protection servicesô missions. Afterwards, PS composed stories related to 

pictures which were given by PT as an evaluation activity. They also noticed with composed stories 

that child labor is a different child abuse. 

 

 
Image 4. Some Pictures from Composing a Story 

 

When they also evaluate the whole session, they mostly pointed out awareness poster of child 

abuse and neglect were helpful. They also stated that they established a link between life, experiences 

and child protection rules, legislations. However, it was observed that PT couldnôt give feedbacks 

according to studentsô answers. Thus, he didnôt evaluate studentsô products in the process. 
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Image 5. One of Student Diary ñBad Touch and Good Touchò 

 

When it comes to childrenôs rights awareness scale, Table 5 explains the difference between 

pretest and posttest used mean. There is a significance difference the value of t test both of them. It 

can have said that teaching-learning activities about child abuse and neglect session created an 

awareness on children. 

 

Table 5. Depended t Test Results of Child Abuse and Neglect Questions Pretest and Posttest Scores 

Childrenôs Rights Awareness 

Scale 

Question 1 

N X S t p 

Pre-test 44 8.65 2.80 -5.33 .000* 

      

Post-test 44 14.42 5.31   

Childrenôs Rights Awareness 

Scale 

Question 2 

N X S t p 

Pre-test 44 9.5 5.80 -5.845 .000* 

      

Post-test 44 16.7 6.55   

*p< 0.05 

 

Findings of Learning and Teaching Activities Related to Different Kinds of Child Abuses 
When it comes to childrenôs rights awareness scale, Table 6 explains the difference between 

pretest and posttest used mean about multiple-choice question. There is a significance difference the 

value of t test both of them. It can be said that teaching-learing activities about this session created an 

awareness on children. 

 

Table 6. Depended t Test Results of Child Abuse and Neglect Questions Pretest and Posttest Scores 

Childrenôs Rights 

Awareness Scale 

N X S T P 

Pre-test 44 15.85 1.80 -2.33 .000* 

      

Post-test 44 24.42 4.31   

*p< 0.05 

 

Table 7. Pretest and Post Test Frequencies of Gap Filling Questions  

Childrenôs Rights Awareness Scale 

A disabled childéé. 

Pre-test 

F 

Post-test 

f 

He/she has special rights - 19 

childôs life should be made simple  9 2 

He/she has different features compare with 

others 

- 15 

He/She needs respect 29 7 




