
INFORMATION TO USERS

This manuscript has been reproduced from the microfilm master. UMI films the 
text directly from the original or copy submitted. Thus, some thesis and 
dissertation copies are in typewriter ^ce , while others may be from any type of 
computer printer.

The quality of th is reproduction is dependent upon the  quality of the copy 
subm itted. Broken or indistinct print, colored or poor quality illustrations and 
photographs, print bleedthrough, substandard margins, and improper alignment 
can adversely affect reproduction.

In the unlikely event that the author did not send UMI a complete manuscript and 
there are missing pages, these will be noted. Also, if unauthorized copyright 
material had to be removed, a note will indicate the deletion.

Oversize materials (e.g., maps, drawings, charts) are reproduced by sectioning 
the original, beginning at the upper left-hand comer and continuing from left to 
right in equal sections with small overlaps.

Photographs included in the original manuscript have been reproduced 
xerographically in this copy. Higher quality 6“ x 9” black and white photographic 
prints are available for any photographs or illustrations appearing in this copy for 
an additional charge. Contact UMI directly to order.

Bell & Howell Information and Learning 
300 North Zeeb Road, Ann Arbor, Ml 48106-1346 USA

UIVLI
800-521-0600





Exploring Children's Em erging C onceptions 
o f th eir  P articipation  R ights and R esponsib ilities

ELLEN JANE ANNE MURRAY
Bachelor of Arts, University of Winnipeg, 1976 

Bachelor of Education, University o f Victoria, 1991 
Master of Education, University o f Victoria, 1995

A Dissertation Submitted In Partial Fulfillment of the 
Requirements for the Degree of

INTERDISCIFLINARY DOCTOR OP PHDX)SOPHY
School of Child and Youth Care, Human and Social Development 

and Faculty of Ekiucation, University of Victoria

We accept th is dissertation as conforming 
to the required standard

DR. PHnjPlCOOK
Supervlso4^chool of Child and Youth Care

DR. ALAN PENCE
Departmentgd_Mem^r, School of Child and Youth Care

DR. TED RIECKEN
Departmental Member, Faculty of Education

cation
lËrR Hi ILL 

ental Memben__Eacul

MS. SANDRA G
Adjunct Member fo^yChildren and Families 

MR. BRENT PARPfTT
External Examiner, Deputy Ombudsman for the Province of BC

© Ellen Jane Anne Murray, 1999 
University of Victoria

All rights reserved. This dissertation m ay not be reproduced 
or transmitted in whole or in part, in any form or by any means, 

without the permission of the author.



ii

Supervisor: Dr. Philip Cook

ABSTRACT

The case s tu d y  docum ented in th is  d issertation  em erged in 

response to the U nited Nations D ecade Jar Human Rights Education, 

and it promoted the participation rights accorded all children in the 

U nited Nations C onvention  on the R ights o f  the Child. A unifying 

them e of this research  w as listening to the children's voices during 

their participation in a  Primary-level curriculum  for children's rights 

education  entitled  The W orld A round Us. This research  was 

conducted within on e Grade 3 classroom  of nineteen stu d en ts over a 

three-m onth  period , w hen  qualitative d a ta  were system atica lly  

collected via interviews, narratives, and observations.

The purpose o f  th is qualitative research  was to explore how  

curricular experiences influenced the ch ild  participants' em erging  

conceptions of their participation rights and responsibilities, with a 

view  to benefiting future curriculum m aterials for children's rights 

education. This research  led to identifying learning and teaching  

strategies, which prom oted the children's emerging conceptions, in 

light of the research  goal of inform ing educational practice. In 

addition, th is research led to devising a  framework of participatory  

in d ica to rs, w h ich  reflected  th e  ch ild  p artic ip an ts' em erging  

conceptions of their participation rights and responsibilities, in light 

of the research goal o f building educational theory.
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QUOTE

By looking honestly a t the condition of our children, 

by understanding the wealth of new information 

research offers us about them, 

by listening to the children themselves, 

we can begin a more fruitful discussion about their needs.

Hillary Rodham Clinton 

Source: It Takes a  Village and Other Lessons Children Teach Us 

1996; New York, NY: Simon and Schuster



CHAPTER 1

INTRODUCING THE CLASSROOM-BASED CASE STUDY 

Exploring C hildren's E m erging C on cep tion s  

Chapter A bstract

This chapter is devoted  to introducing th e  ca se  study on  

exploring children's em erging con ception s o f th eir  participation  

rights and responsibilities, w hich w as conducted w ithin one Primary- 

level classroom  where qualitative data were collected between April 

and June 1998. Fundam ental to conducting th is research were the 

hum an rights and princip les recognized in th e  U nited Nations 

Convention on the Rights o f the Child (CRC). When th is  international 

covenant was adopted by the United Nations General Assembly (UNGA) 

in 1989, it provided society w ith a com prehensive se t o f universally 

accepted children's rights of provision, protection, and  participation.

This research  ad dressed  the participation rights stated  in 

Articles 12 to 17 of the CRC, in  particular, w h ile  it aimed to 

demonstrate the significance o f Ustening to the children's voices. The 

participation of the students w as encouraged during th is classroom- 

based case study, which centred on providing appropriate direction 

and guidance for them  to experience their participation rights, in 

accordance with their developm ental capacities. It a lso  focused on  

devising indicators for recognizing the child participant's emerging 

conceptions of their participation rights and responsibiUties.



In the spirit o f the current United Nations D ecade Jbr Human  

Rights Education, the researcher listened  to the child participants 

while asking what le sso n s may be gained from their responses about 

educational practice and  theory on children's emerging conceptions. 

Listening to the ch ildren 's voices w as a  them e th at unified  the  

research purpose, rationale, question, objectives, and goals stated in 

th is chapter, as well a s  the literature review, case study design and  

methods, and findings docum ented in th is dissertation.

This chapter is divided into seven sections as outlined here. In 

the first section, th e  notion  of listen ing  to the children's voices is  

introduced, with a description of children's participation during this 

classroom-based case study. In the second section, the case study and  

the key participants se lected  for this research are outlined. In the 

th ird  sec tio n , n o t io n s  o f preparing ch ildren  for resp o n sib le  

citizenship and prom oting student participation in association  with 

th e  U nited N ation s D ec a d e  fo r  H um an  R igh ts E d u ca tio n  are  

introduced. In the fourth  section, both the research purpose and  

rationale are explained. In the fifth section , the primary research  

question , objectives, an d  goals related to informing ed u cationa l 

practice and build ing educational theory are stated. In the six th  

section, theoretical assu m p tion s on w hich  this research proceeded  

are delineated. In th e  seventh  section, the oganization o f the four 

remeiining chapters in the dissertation are summarized. Key points of 

this chapter are briefly summarized in the Chapter Summary.



L L istening to  th e  Children's V oices

The voices o f  children were particularly relevant to the case  

stud y  docum ented  in  th is  d issertation , w hich p laced  students' 

participation in curriculum  developm ent processes a t the centre of 

attention. A co rn ersto n e  o f th is  research w as lis ten in g  to the 

children's vo ices during  their participation in  d elivery  o f the  

curriculum entitled The World Around Us: A  Thematic Primary-Level 

Curriculum fo r  Children's Rights Education  (Murray, 1995). Listening 

to the children involved the aural modaUty, and so it included hearing 

students' voices during informal conversations and sem i-structured  

interviews; and, lis te n in g  included  reading stu d en ts' words and  

pictures, and observing their actions and interactions.

Within the context of this case  study, the term listening to the 

children's voices generally refers to searching for children's points of 

view  and respectfully paying attention  to what they say  and do by 

hearing, reading, and  observing, while asking w hat le sso n s may be 

gained from the students' voices about their views o f the world (Cox, 

1991; C ullinan, 1993; Davie, 1993; Erickson & S h u ltz , 1992; 

Garbarino & Stott, 1989; Gersch, 1996; Paley, 1986; Rodham Clinton, 

1995). Listening to  the children's voices during the implementation  

o f The World A rou n d  Us curriculum  was fundam ental to gaining 

insights into w hat they thought and cared about, and  w hat they did 

during their curricular experiences in the classroom.

Within the co n tex t of th is ca se  study, the term  curricular



experiences  generally refers to delivery o f the curriculum  subject 

matter, as w ell as learning and teaching strategies and rou tin es  

experienced w ithin the con text of a  school day (C om bleth, 1988). 

The students' curricular experiences involved their participation in  

delivery o f  The W orld A rou n d  Us curriculum  and their d irect 

involvement in its curriculum  development processes. In particular, 

the students' mvolvement in  the curriculum development p rocesses  

was mainly centred around implementing this curriculum, although it 

also included designing or redesigning as well as evaluating asp ects of 

it, in order to benefit future curriculum materials for children's rights 

education (Gamer & Acklen, 1979; Miller & Seller, 1990).

With reference to children's participation in the curriculum  

development processes during the case study, the term partic ipa tion  

generally refers to a "process of sharing decisions which affects one's  

life and the life of the com m unity in which one fives. . . . Peirticipation 

is the fundam ental right o f citizenship" (Hart, 1992, p. 5). The 

children's participation in  th is  classroom -based case stu d y  w as  

especially focused on their rights to participate enshrm ed in Articles 

12 and 13 o f the CRC, w hich  involved participatory sk ills s u c h  as  

fistenmg, decision-making, and freely expressing views (UNGA, 1989). 

These two children's rights were central to this case study s in ce  the 

students were afforded ongoing opportunities to participate actively in 

curricular experiences, w hich  involved the individual emd collective  

exercise of these rights.



T hus, the stud en ts' curricular experiences involved providing 

input by expressing op in ion s, voicing id eas, considering ch oices, 

making decisions, and sharing decisions about matters affecting their 

lives -- the curriculum and  its im plem entation, a s well as design or 

redesign emd evaluation, w ith  guidance from their teacher (Miller & 

Seller, 1990). It should  be noted that throughout the case study, the  

child participants were encouraged but n ot obUgated to take part in  

m aking d ecision s and  to express v iew s about the d esign ing  or 

redesigning, im plem enting, and eva lu atin g  asp ects of The W orld  

Around Us curriculum. This approach to case study research is based  

on the understanding that Article 12 identifies the right of children to  

have o p in io n s heard a n d  take part in  m aking decisions to their  

developmentEd capacity, although it does not imply an obUgation for 

children’s  participation in  decision-m aking.

Similarly, Article 13 identifies the right o f children to express 

views freely and to obtain  sufficient inform ation to make informed  

d ecisions, although it d o es not im ply an  obligation for children to 

express their views. Throughout th is classroom -based case study, 

therefore, the child participants were encouraged but not obUgated to 

take part in the individual and collaborative curriculum activities 

offered  th e m  to e x p e r ie n c e  th e ir  p articipation  r igh ts an d  

responsibiUties.



fi. Introducing th is  C ase Study and K ey P articipants

At the outset, sam pling for th is research involved the selection  

of a  unit or a  case to be studied, a s w ell a s the se lection  o f the key 

participants involved in the case study, a  research site , and a  time 

period in which th e  research could  be undertaken. In particular, 

purposive sam pling w e l s  employed, w hich meant that certain attributes 

were necessary in order for the case to be considered for study (Berg, 

1995; Popham, 1988). For exam ple, s in ce The W orld Around Us 

curricu lum  m ateria ls were w ritten  in  E nglish  for Prim ary-level 

students, the researcher accordingly searched for a  su itable Primary- 

level classroom  to conduct the research where EngUsh w as the main 

language spoken and written.

To be more specific, the case  se lected  for stu d y  w as one 

classroom  of n ineteen  Grade 3 children, com posed o f n ine girls and 

ten  boys who w ere between eight an d  nine years o f age. The 

multicultural group o f students included Canadians o f Asian, European, 

and First Nations heritages, for whom  three of those children EngUsh 

w as a  second language. One fem ale stu d en t w ith  sp ec ia l needs  

received the assistance of a Child Support Worker.

The key pa rtic ipan ts  in this case  study included the students, 

th eir  teacher, an d  th e  researcher. W ithin the co n tex t o f  th is  

dissertation, u n less  otherwise stated , th e  term s ch ild  partic ipan ts, 

stu den ts, or children  refer to the n ineteen  Primary-level individuals 

who participated in  th is classroom -based research. W ithin the context



of th is  dissertation, u n le ss  otherwise sta ted , the term classroom  

teach er  refers to the teacher who participated in  this classroom -based  

research. While the teacher had not im plem ented The World Around  

Us curriculum  with the group of Grade 3 children prior to the start 

this case study, she had previously used the curriculum with two other 

c lasses of Primary-level students during its pilot run within the sam e  

school district between April 1996 and June 1997.

Within the context o f th is dissertation, u n less otherwise stated, 

the term researcher  refers to the individual w ho conducted interviews 

and observations during th is case study as well as collected, analyzed, 

and interpreted the qualitative data on the seune, and who wrote th is  

dissertation. She also developed and wrote The World Around Us 

curricu lum  for children's rights ed u cation  in  1995, w hich  w as  

implemented in the Grade 3 classroom throughout this case study.

The case study s ite  w as a  Grade 3 classroom  at the Auscultare 

S ch o o l (pseudonym) w ith in  the public sc h o o l system  of B ritish  

Columbia (BC). The case study was conducted for a period of th ree  

m onths between April and Ju ne 1998, w hen the researcher collected  

qualitative data over approximately 40 hours during pre-arranged v isits  

to the classroom.
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iii. U nited N ations D ecade for Hum an R igh ts E ducation

The Impetus for conducting th is case  study, w hich focused on  

ch ildren 's ed u cation  involving th eir  particip ation  righ ts and  

responsibihties, was the proclamation o f the United Nations D ecade  

fo r  Human Rights Education. At the forty-ninth session  of the General 

Assembly in 1995, the United Nations proclaimed the decade of 1995  

to 2004  as a period when education should  focus on contributing to 

the implementation of the CRC. The objectives of this decade include 

the development of effective strategies for the advancem ent of human 

rights education in schools at all grade levels (UNGA, 1995).

In recognition of this current decade for human rights education  

and in order to advance the im plem entation of the CRC within  

Primary-level classroom s, there w as a  need to identify  effective 

strategies for educating students about hum an rights, in general, and  

children's rights, in particular (Flekkdy, 1996). In order to support 

and facilitate the advancem ent o f ch ildren's rights education , 

therefore, schools need to provide suitable curriculum materials which 

can help students understand and exercise their rights, and prepctre 

them  for responsible citizenship (AUeman & Rosaen, 1991; Alston, 

1992; Anderson, 1980; Hart & Prasse, 1991; Reardon, 1995).

W ithin the context of th is case study, the term responsible  

citizen sh ip  refers to understanding and exercising participation rights 

and responsibiUties, while acquiring and applying peurticipatory skiUs, 

and attaining mored values necessary to contribute to the well-being of



the com m unity (Anderson, 1980; Flekkdy, 1996; Hart, 1992, 1997;

Hart & Prasse, 1991; Reardon, 1995; Riley, 1984). This n eed  to

prepare children for responsib le c itizen sh ip  is recognized a t the

international, federal, provincial, and school district levels.

At th e in ternational level, th e  CRC recognizes th e  n eed  to

p repare ch ild ren  for r e sp o n s ib le  c it iz en ry  and  to prom ote

developm ent o f their capacities in Article 29; it states that education

shall be directed to:

the development of the child's personaUty, talents, and m ental 
and  physical abüities to their fullest potential,
[and] the developm ent of respect for th e national va lues of the  
country in which the child is hving,
[and] the preparation o f the child for responsible Ufe in a  free 
society, in the spirit o f understanding, peace, tolerance, equaUty 
o f sexes, and friendship among all peoples, ethnic, national and  
reUgious groups and persons o f  Indigenous origin. (UNGA,
1 9 8 9 )

At the national level, the Government o f Canada in the docum ent 

entitled  Brighter Futures: Canada's action p la n  fo r  children  (Health

and Welfare Canada, 1992) challenges educators, caregivers, parents, 

national and community organizations, and governm ents to fulfill an  

obligation to help children begin to realize th e full range o f their  

rights in  accordance with Article 42 o f the CRC. This article stipulates  

that the text and content of the CRC be made known to children since  

they can  play an important role in promoting and  advocating for their 

rights, but first they need to know about th em  (Canadian Heritage, 

Human Rights Directorate, 1994).

Furtherm ore, under the term s o f A rticle 44  o f  th e CRC,
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countries such as Canada who have ratified the CRC have obUgations to

monitor and report periodically to the United Nations Committee on

the Rights of the Child. The progress made in implementing the CRC

was reported by national, provincial, and territorial governm ents in

Canada's first report prepared by Canadian Heritage, Human Rights

Directorate; it was m ade public in May 1994 with a second report due

in 1999 . The in it ia l report m ade th e  recom m endation  that

educational program s be further developed and im plem ented in

Canada for persons o f a ll ages, which dissem inate information on the

CRC (Canadian Heritage, Human Rights Directorate, 1994).

At the provincial level, preparation for citizenry is a fundamental

com ponent o f ed u ca tio n  in BC in accordance with its  m ission

statem ent published for public schools in the School Act:

The purpose o f the British Columbia school system is to enable 
all learners to develop their individual potential and to acquire 
the knowledge, sk ills  and attitudes needed to contribute to a 
healthy, democratic and plurahstic society and a prosperous and 
sustainable econom y. (Province of BC, M inistiy of Education, 
1989, Ch. 61, p. 6)

At the school district level, the m ission statem ent of the district

where this case study w as conducted states:

The (nam e deleted) School D istrict is com m itted to each  
stud en t’s su c c e ss  in  learning w ith in  a responsive and safe 
environment. (School District, 1998)

An impUcation o f these statem ents for educating children is that 

schools, in partnership with famiUes and com m unities, are obhgated  

to help students achieve personal fulfillm ent as they move towards 

responsible citizenship  (AUeman & R osaen, 1991; Anderson, 1980;
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Reardon, 1995). However, the CRC avoids setting arbitrary age limits 

on the exercise o f participation rights because capacities to exercise 

them, and growth towards responsible citizenship, do not develop 

automatically at a  certain age, su ch  as adulthood (Alston, 1992; 

Garbarino, 1990).

Rather, Article 5 of the CRC notes that state parties shall respect 

the responsibilities, rights and duties of parents, or other responsible 

caregivers su ch  as educators, w hen providing "appropriate direction 

and guidance in the exercise by the child of the rights recognized in 

the present Convention" (UNGA, 1989). Since Article 5 specifically  

addresses direction and guidance for children in the exercising of 

their rights, the application o f th is article would appear particularly 

relevant to children's participation rights (Alston, 1992; Garbarino,

1990).

Article 5 a lso  includes the notion  of evolving capacities  o f 

children, w hich im plies that the need for children's specia l rights 

stem s from the fact that they are typically least capable o f assuring  

their own welfare, and can be negatively affected by m istreatm ent 

because of their evolving physical, moral, spiritual, and intellectual 

capacities and vulnerabilities (Alston, 1992; Franklin, 1995; Garbarino, 

1990; Melton, 1991). Due to children's vulnerabilities, it could be 

asserted that there is a need to balance rights of participation with the 

rights of protection  and provision, by providing ch ildren  with  

appropriate direction and guidance that helps them to understand and
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exercise their participation  rights (Alston, 1992). This balance is 

especially significant throughout children's developm ental years as 

they increasingly Im plem ent their rights o f participation  (Alston, 

1992; Franklin, 1995; Hart, 1992, 1997; Hart & Prasse, 1991).

W hen writing a b o u t im plem entation o f  ch ild ren 's rights of  

participation, the former Children's Ombudsman o f Norway, Flekkdy 

(1996) stated;

The framework for children's participation sh ou ld  be based on 
the evolving capacities o f children, tempered by w hat is in the 
b ests  in te r e s ts  o f  th e  ch ild  and  a im ed  a t  develop ing  
participatory sk ills  In the b est possib le way. The practiced 
m eans and the conditions necessary will depend on culture and  
traditions. S ince th e  future o f a dem ocratic world may well 
depend on how th ese  rights are implemented, every effort m ust 
be m ade to increase aw areness, spread inform ation and share 
experiences and practical examples of participation on different 
developmental levels m  various contexts and areas, (p. 236)

An im plication of th is  statem ent for public sch oo l system s in

Canada, as weU as educators, researchers, curriculum  developers, and

students, is that a need  ex ists  to develop curriculum  m aterials for

children's rights ed u cation  w hich  encourage stu d en t peirticipation.

The in tent o f encouraging participation is to help stu d en ts  realize

their participation rights and  responsibihties as they m ove towards

responsible citizenship  (AUeman & Rosaen, 1991; A nderson, 1980;

Reardon, 1995). Within an  educational context, in stead  o f ju st asking

when  to educate students about participation rights, research needs to

explore how  to provide appropriate direction and guidance that helps

students of all ages to understand  and exercise their participation

rights, in accordance w ith  their developmental capacities.
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iv; ^ cp lain ing th e  R esearch  Purpose and R ationale

In search  for a n sw ers  regarding th e  provision  o f  su ch  

appropriate direction a n d  guidance for Prim ary-level ch ild ren  in  

particular, the researcher invited the input o f Grade 3 stu d en ts and  

sh e encouraged their participation throughout th is case study. In so  

doing, th e child participants' responses were elicited in order to 

benefit future curriculum  m aterials for children's rights education, 

w h ich  ca n  help s tu d e n ts  to u n d ersta n d  an d  ex erc ise  th e ir  

participation rights, in keeping with their developmental capacities.

In order to benefit curriculum  m aterials for children's rights 

education, the central p u rp o se  of th is research w as to explore how  

curricular experiences in fluenced  the child participants' em erging  

conceptions of their participation  rights emd responsibilities. The 

term  children's em erging conceptions refers to categories w hich are 

being form ed through observations and experiences, and u su a lly  

expressed  in words or p h rases (Kaltsounis, 1987; Martorella, 1985; 

Melton & Limber, 1992; Welton & Malian, 1988).

This research p urpose stem s from an  understanding th a t in 

order for ch ildren  to  ex e rc ise  their participation  righ ts and  

responsibilities meaningfully, they need to have an awareness o f those  

con cep tion s (Lickona, 1991; Melton & Limber, 1992; Noddings, 

1988; Reardon, 1995). Thus, a  basic aim of Primary-level curricula  

sh ou ld  be to create co n d itio n s w hich are conducive to h elp ing  

promote students' conceptual development. This notion is reinforced
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by McGuire (1991), an educational researcher and writer, who stated:

[tjhe curriculum of the primary school m ust develop children's 
socia l relationships w ith parents, peers, and others; engage 
children in activities w hich prom ote exploratory experiences; 
and foster skills and conceptual learning in an orgemized and  
planned way. Additionally, the curriculum  m ust encourage 
children to discover the world and their place in it and provide 
op p ortu n ities for th em  to d evelop  se lf-co n fid en ce  and  
imagination in a  world o f change and challenge. Conceptual 
development is impUcitly embedded in such  experiences, (p. 6)

Thus, it could be said that Primary-level children need equitable

op portu n ities w hich prom ote co n cep tu a l developm ent, or the

conceptualization process (Kaltsounis, 1987; Martorella, 1985; Welton

& M alian, 1988), w hereby they ca n  form conceptions of their

participation rights and responsibilities under appropriate direction

and guidance of a teacher. Within the context of this case study, the

term equitable opportunities refers to circum stances which recognize

and promote the right of all female and male students to have ju st and

reasonable equal access to quality educational learning experiences

(Noddings, 1988; Reardon, 1995).

With a view to providing appropriate direction and guidance for

Primary-level students to understand and exercise their participation

rights, educators need to recognize the developmental nature of how

children come to experience — conceptualize and exercise — rights to

participate and com m ensurate resp on sib ih ties, and in fluences o f

curricular experiences on that developm ent (Martorella, 1985; Melton

& Limber, 1992; Noddings, 1988; Reardon, 1995). In order to benefit

future curriculum materials for children's rights education, there w as
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a  need to identify learning and teach in g  strategies w h ich  were 

appropriate to the ways in which children actually view their world. 

Furthermore, it was necessary to identify what curriculeir experiences 

were effective in promoting children's emerging conceptions o f their 

participation rights and  responsibilities, while exercising the sam e.

Thus, the rationale, or grounds for undertaking th is  research, 

was straightforward: there was a need for classroom -based research  

that explored how curricular experiences, which include learning and 

teaching strategies, influenced children's emerging con cep tion s of 

their participation rights and responsibihties. Within the context of 

th is case study, the term team ing an d  teaching stra teg ies  generally  

refers to educational practices which advance students' learning, and 

m ake active participation possible (Child Participants, April - June, 

1998; Meirtorella, 1985; Noddings, 1988; Reardon, 1995).

In view of this research rationale, it w as logical to explore how  

curricular experiences influenced those who used the curriculum  in 

order to determ ine w hat parts were effective in prom oting their 

emerging conceptions in particular. Through this exploration, the 

researcher also w as able to devise a  framework of ind icators for 

recognizing the ch ild  participants' em erging conceptions o f  their 

participation rights and responsibihties; that is, the ways in  w hich the 

child participants' actuaUy viewed their rights and responsibihties. 

This exploratory research is further explained through the primary 

research question, objectives, and goals stated in the following section.
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V. S ta tin g  th e  Prim ary R esearch Q uestion , O bjectives, and Goals 

(a) R esearch  Q uestion

Operationalizing this classroom -based research required a case  

study design  and  m ethods w hich facilitated an exploration of how  

curricular experiences influenced th e  child participants' em erging  

con cep tion s d u r in g  im p lem en tation  o f The W orld A rou n d  Us 

curriculum. A research design that concentrated on the study o f a  

single case, or one group of n ineteen Grade 3 children, w as guided by 

this primary research  question:

H ow d oes participation  in  d elivery  o f  a  curriculum  for ch ildren's 

rights ed u ca tion , and d irect in vo lvem en t in  classroom -based  

curriculum  developm ent p ro cesses, in flu en ce th e  ch ild  

participants' em erging co n cep tio n s o f th eir p articipation  rights 

and resp on sib ilities?

(b ) R esearch  O bjectives and Goals

In line w ith  th is  research  q u estio n , qualitative data were 

collected, analyzed, and interpreted on  how curricular experiences 

influenced the children's emerging conceptions of their participation  

rights an d  resp o n sib ilitie s . T he d ata  collection , a n a lysis , and  

interpretation procedures were undertaken by the researcher during 

the formative stages o f the curriculum  development processes, w hen  

the C ontext-Input-Process-Product E valuation Model (Stufflebeam, 

1983) was employed.
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In ligh t o f the Process E valuation  procedure, the research  

objective  o f this ceise study weis to explore the im plem entation of T he  

World A round Us with students' direct Involvement, w hich was mainly 

focused  on  im plem enting th e  curriculum , w hile it a lso  included  

d esign in g  or redesign ing a s  w ell a s eva lu atin g  asp ects of the  

curriculum. Related to this research objective, the research goal w as 

informing educational practice on  children's em erging conceptions of  

their participation  rights and  responsib ilities, in order to benefit 

future curricu lum  m aterials for children's rights education, to  be 

discussed in Chapter 4.

In ligh t o f the Product Evaluation procedure, the research  

objective  o f  th is case study w as to explore the im pact o f this Primary- 

level cu rr icu lu m  for ch ild ren 's  rights ed u ca tio n  on children's 

em erg in g  c o n c e p t io n s  o f  th e ir  p a r t ic ip a t io n  r ig h ts  a n d  

responsibihties. Related to th is research objective, the research goal 

was building educational theory on  children's em erging conceptions, 

to be d iscussed  in Chapter 5.
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vL D elineating T heoretical A ssum ptions o f  th is  Case Study

Underlying theoretlcEil assum ptions, and related understandings, 

on which th is case  stu d y  proceeded were delineated in order to 

become aware of behefs and to limit b iases. The process o f identifying 

these assum ptions involved keeping notes on  personal thoughts and  

reflections throughout th is case study, which helped the researcher to 

become aware of the following assum ptions.

( 1 ) In keeping with th e spirit o f  the United Nations D ecade fo r  

Human Rights Education  proclaim ed by the UNGA (1995), it w as 

assum ed  that the sch oo l curriculum  can  be a powerful resource  

through which hum an rights can be understood and exercised by 

students at all levels (Eisenberg, 1992; Erickson & Shultz, 1992; 

Gersch, 1996; Hart, 1992, 1997; Noddings, 1984, 1988, 1992, 1995; 

Scott, 1996). Consequently, in order to benefit future curriculum  

materials for children's rights education, the researcher searched for 

effective m eans for providing appropriate guidance and direction to 

help students understand and exercise their participation rights and  

resp onsib ilities, a s w ell a s for recogn izing  children's em erging  

conceptions of their participation rights and responsibilities.

(2 ) It w as assu m ed  th a t fu n d am en ta l to exploring ch ildren's  

emerging conceptions of their participation rights and responsibihties 

w as a  stu d y  o f ch ild ren 's evo lv ing  ca p a c itie s  from a m oral 

developmental perspective. A review of theory and research literature 

revealed that children's experiences o f rights and responsibilities cem
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be understood In term s o f three interactive evolving capacities of 

moral development: reasoning, responding, prosocial acting.

The sign ificance of view ing children's emerging conceptions  

from a m oral developm ental p erspective w as that each  o f the  

com ponents o f m oral developm ent com e into play a s  children  

experience -- conceptualize and exercise -- their moral rights and  

responsibilities (Alleman & R osaen , 1991; Damon, 1988; Garrod, 

1993; Hersh, Miller, & Fielding, 1980; Lickona, 1991; Scott, 1987). 

Thus, as a basis for th is exploratory research, the child participants' 

emerging conceptions were viewed from a framework involving the  

interactive capacities o f moral development.

In a related  m anner, th e  research er proceeded  on  the  

u nderstand ing  th a t  w h ile  th e  con cep tu a liza tion  p ro cess is  

predominantly a cognitive activity, it can be seen  as an interactive 

process that sp an s cognitive, affective, and behavioural capacities  

(Kaltsounis, 1987; Martorella, 1985; W elton & Malian, 1988). In 

keeping with th is understanding of the conceptualization process, 

influences on the three capacities were taken into consideration when  

identifying strategies which prom ote the child participants' evolving 

ca p a citie s  for co n cep tu a liz in g  their participation  righ ts and  

responsibihties, while exercising the sam e.

(3) It was assum ed that curricular experiences influence children's 

conceptualization process in general (Gersch, 1996; Lickona, 1991; 

Martorella, 1985; Noddings, 1988; Reardon, 1995; Scott, 1996), and
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could influence their emerging conceptions of participation rights and  

responsibihties. Consequently, the researcher endeavoured to m ake 

connections between curricular experiences, with the students' direct 

involvement in the curriculum developm ent processes, and children's 

emerging conceptions o f their participation rights and responsibihties 

throughout this case  study.

In a  re la ted  m anner, th e  resea rch er  proceeded  on th e  

understanding that Primary-level children can begin to recdize that the  

exercise o f participation rights can  a lso  carry som e responsibihty, 

such as a  social responsibihty to ensure that the rights o f others are  

respected. While the CRC as an international covenant addresses adult 

and state responsibihties to children, th is  research proceeded on the  

assum ption that children should have an  awareness o f responsibihties 

(Anderson, 1980; Hart & Prasse, 1991; Lickona, 1991; Nelms, 1987; 

Reardon, 1995). In consequence, them es and issues surrounding both  

children's participation  rights and responsib ih ties were addressed  

within The W orld Around Us curriculum , and explored during th is  

case study. This approach to education and  research should not imply 

that one's inherent rights are contingent upon one's responsibihties ; 

rather, children have inherent rights by virtue of being m em bers o f  

the hum an family, and these hum an rights are not som ething earned  

through fulfillment o f responsibihty (Kohler, 1979; UNGA, 1989).

(4) It w as assum ed  that fundamental to developing an awareness o f  

how  cu rr icu la r  e x p er ien c e s  in f lu e n c e d  ch ild ren 's  em erging
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conceptions of their participation  rights and responsib ilities w as 

listening to the case stu d y  students' voices by hearing, reading, and  

observing, while a sk in g  w hat le sso n s m ay be gained from their 

resp onses (Cox, 1991; C ullinan, 1993; Davie. 1993; E rickson  & 

Shultz, 1992; Garbarino & Stott, 1989; Gersch, 1996; Paley, 1986; 

Rodham Clinton, 1995). The three data collection  m ethod s o f  

interviews, narratives, an d  observations a ssisted  the researcher in 

hearing, reading, and  observing  the ch ild  participants, and in  

answ ering the research q uestion , which explored how curricular  

experiences influenced children's emerging conceptions.

In a  related m anner, it was assum ed that these m ethods for 

collecting the qualitative data respected the variances in the child  

participants' abiUties to express their thoughts and feehngs in spoken  

and written words, a s w ell as through their actions. Furthermore, it 

was assum ed  that the children were sincere in their responses to the 

interview questions and curriculum  activities. It was recognized that 

the interview data could be shaped by the child participants' abilities 

to understand  questions and to articulate responses (Cox, 1991 ; 

Cullinan, 1993; Garbarino & Stott, 1989; G ersch, 1996; Rodham  

Clinton, 1996; Strother, 1987). Within the context of this case study, 

the researcher-child  interview s allowed an  access to the personal 

world o f the child participants through open-ended q u estion s, in  

conjunction with observational m easures and children's writings, to be 

further d iscussed  in Chapter 3.
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( 5 ) It was assum ed that the basic unit of anailysis for this case study  

consisted  of descriptive phrases excerpted from transcriptions and  

n o tes  gathered  th rou gh  the three data  collection  m ethods of 

interview s, narratives, and observations. D escriptive data were 

collected and collated into a phrase database constructed through a 

multi-step process o f inductive content analysis. This process enabled 

the researcher to m ove through the collection of qualitative data in 

order to find patterns and meaning in the information; subsequently, 

the researcher proceeded  from c lu ster in g  the excerpts around  

em ergent th em es, through develop ing "conceptual categories"  

(Merriam, 1988, p. 133), and then to devising a wholistic framework 

of Participatory Indicators for recognizing the child participants' 

emerging conceptions, to be further d iscussed  in Chapter 5.
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vü. O rganization o f  th e D issertation

In this section, the organization of the four rem aining chapters 

of this dissertation is summarized:

C hapter 2 : Literature Review, is  devoted to provid ing a 

theoretical framework for exploring children's emerging conceptions 

of their participation rights and responsibihties, within the context of 

this case study; it is divided into three parts:

Part 1, CRC and Children's Participation Rights, is devoted to 

reviewing a body o f theory and research literature that addresses 

children's rights sta ted  in the CRC in general, and children's  

p artic ip ation  r ig h ts  and r e sp o n s ib ilit ie s  in p a rticu la r , w ith  

imphcations for this case study.

Part 11, Children's Participation Rights and Moral Development, 

is devoted to reviewing a body of theory and research literature that 

ad d resses the th ree in teractive ca p a citie s  o f ch ild ren 's  moral 

development, with implications for th is case study.

Part 111, Children's Participation Rights and R esearch, is devoted 

to reviewing a body of theory and research Uterature that addresses 

ch ildren's exp er ien ces of particip ation  rights during  research  

conducted both in and out o f school, with implications for th is case 

study.

Chapter 3: Methodology, is devoted to d iscussing the research  

design and m ethods employed for operationalizing th is classroom - 

based case study; it is divided into two parts:
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Part I, Research D esign, is  devoted to addressing the case study 

design em ployed in this research on children's em erging conceptions 

of their participation rights and responsibilities.

Pent II, M ethods for Collecting the QuaUtative Data, is devoted to 

addressing the data collection m ethods -- interviews, narratives, and 

observations — employed in th is study for triangulation of methods.

C hap ter 4: Inform ing E d u cational P ractice, is  devoted to 

analyzing and  interpreting the findings, which w ere collected during 

the curriculum  im plem entation via the Process Evaluation procedure; 

it is divided into two parts:

Part I, D iscussing the Process Evaluation Findings, is devoted to 

detailed analyses of the findings, in which five guiding questions are 

inductively analyzed, w ith im plications for inform ing educational 

practice.

In Part II, Informing Educational Practice, Interpretations of the 

Process Evaluation findings are reported on identifying the learning 

and teach ing  strategies, w hich  effectively prom oted the children's 

emerging conceptions of their participation rights and responsibilities 

within the context of this case study.

C hapter 5: Building Educationsil Theory, is  devoted to analyzing

and interpreting the findings, w hich were co llected  on curriculum  

impact via the Product Evaluation procedure; it is divided into two 

parts:

Part I, D iscussing the Product Evaluation Findings, is  devoted to
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detailed analyses o f  the findings, in  w hich the participatory rights 

expressed in the CRC guide the d iscu ssion s on recognizing the child 

participants' em erging conceptions, w ith im phcations for building  

educational theory.

In Part II, Building Educational Theory, interpretations o f the 

Product Evaluation findings are reported on devising the firamework of 

in d ica tors for reco g n iz in g  th e  ch ild  p artic ip an ts' em erging  

conceptions of their participation rights and responsibilities. The 

final chapter closes with a  summ ary o f key contributions of th is case 

study, as well as its Umitatlons, w hich serve as a springboard for 

recom m endations o f further research w ithin the field o f Children's 

Rights Studies.
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Chapter Sum mary

This chapter provided an introduction to the classroom -based  

case study, which recognized the present United Nations Decade fo r  

Human Rights Education  of 1995 to 2004. In support o f  th is decade 

and in view of the rights amd principles of the CRC, educators need to 

provide appropriate direction and guidance for children to understand 

and exercise their participation rights and responsibilities, consistent 

with their developmental capacities.

Through this exploratory case study, the researcher searched for 

effective m eans for providing appropriate direction and guidance to 

stu d en ts , as w ell a s for recogn izing  the ch ildren 's em erging  

conceptions o f their participation  rights and resp on sib ilities. A 

cornerstone of th is research w as Ustening to the children's voices 

during the im plem entation of the curriculum  for children's rights 

education entitled  The W orld A round Us (Murray, 1995). The 

researcher Ustened to the child participants while asking what lessons 

may be gained from their voices about educational practice and theory 

on children's emerging conceptions, as documented in the remainder 

of this dissertation.
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CHAPTER 2 

LITERATURE REVIEW 

Providing a  T h eoretica l Framework 

C hapter A bstract

This chapter is devoted to a  review of theory and research  

literature th a t provides a  th eo re tica l framework for exploring  

children's em erging con cep tion s o f their participation rights and 

responsibilities, within the context o f this case study. In what follows, 

three areas of literature relating to participation rights are reviewed. 

Accordingly, this review of literature is divided into three parts.

In Part I, CRC and Children's Participation Rights, a  body of 

theory and research literature is reviewed that addresses children's 

rights recognized in the CRC, in  general, and discusses participation 

rights and responsibilities in particular, with implications for this case 

study. This part o f the chapter is  divided into four sections a s outlined 

here. In the first section, background information is reviewed that 

provides an overview of the CRC. In the second section. Articles 1 to 

5 of the CRC are reviewed, w ith  im plications for this case study. In 

the third section, the set of s ix  articles on children's participation  

rights in the CRC is reviewed, w ith  im phcations for this case study. In 

the fourth section , another sev en  articles which generally support 

children's participation in the CRC are reviewed, with imphcations for 

this case study.
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In P art II, C h ild ren 's P artic ip ation  Rights an d  Moral 

Developm ent, a body o f theory and research literature is reviewed, 

w hich  a d d ressed  th e  m oral d ev elo p m en t o f ch ildren , w ith  

im phcations for this ca se  study. This part of the chapter is divided 

into two sections as outlined  here. In the first section, theory and  

research literature on ch ildren's m oral developm ent is  reviewed, 

which revealed that children's experiences of participation rights and  

responsib ilities can  be u nd erstood  in term s of three interactive  

evolving capacities o f  m oral developm ent. In the second section, 

theory and research literature is  reviewed, which delineated the  

theoretical differences in  the three capacities, with im phcations for 

this case study.

In Part 111, Children's Participation Rights and Research, a  body 

of theory and research  literature is  reviewed, which concerned  

children's experiences o f  participation rights during research, with  

imphcations for this case  study. This part o f the chapter is divided 

into two sections as outlined  here. In the first section, hterature on 

research  s tu d ie s  is  re v ie w e d , w h ich  con cern ed  ch ild re n 's  

participation  rights in  lega l and  p sych olog ica l con texts, w ith  

im phcations for this case study. In the second section, hterature on  

children's involvem ent in  curricular research  is reviewed, w ith  

imphcations for this case study. Key points of this chapter are briefly 

summarized in the Chapter Summeuy.
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P a r ti 

Children's P articipation  R ights and th e  CRC

L R eview ing Background Inform ation on  th e CRC

With the adoption o f the United Nations Convention on the 

R ig h ts  o f the C h ild  (CRC) on  N ovem ber 20 , 1 9 8 9 , the global

com m unity took a  significant step  forwards in the way it values and  

respects children and their rights (Garbarino, 1990; Hart & Prasse, 

1991; Melton, 1991). The CRC is  an  international covenant that 

identifies the m inim um  Internationally acceptable standm ds to which  

each of the world's children is entitled. Within its 54  articles written 

in legal terms, the CRC recognizes the hum an rights and freedoms of 

every child through rights of protection, provision, and participation.

It can be sa id  that hum an rights are inherent sin ce they are 

inseparable from a  person, and inafienable since they cannot be given 

or taken away (Lickona, 1991; Melton, 1991; Rodham, 1978; UNGA,

1989). In addition, hum an rights are moral rights, which become 

legal rights w hen  esta b lish ed  w ith in  dom estic law s o f signatory  

co u n tr ies  (Lickona, 1991; M elton, 1991; Rodham , 1978). As 

recognized in the preamble o f the CRC, children's hum an rights are 

cla im s to those th ings w hich  are essen tia l to children's freedom, 

justice, and peace hi the world (UNGA, 1989).

As an international treaty, the CRC reinforces responsibihties of  

sta te  parties and adu lt m em bers o f society  to respect and ensure
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special rights for each  of the world's children (Article 1), free of 

discrimination based  on statuses su ch  as age, race, class, euid gender 

or their family's status, activities, or behefs (Article 2) (UNGA, 1989). 

By recognizing children  as in d iv id uals w ith sp ec ia l r ights and  

freedoms, all children as hum an beings m ust be ensured  equitable 

access to moral rights of protection, provision, and participation.

The h u m an  rights of ch ildren  sta ted  in the CRC concern  

p ro tec tio n  from harm such  as sexual abuse, abduction, violence, and 

exploitation as weU as provision  o f adequate resources for survival and 

proper developm ent such  as food, shelter, clean water, health  care, 

and formal primary education. The CRC also recognizes partic ipa tion  

rights which sta te  that children should  know of their rights and be 

able to voice them  (UNGA, 1989; UNICEF, 1990).

The Inclusion of participation rights makes the CRC the most 

com prehensive statem ent of children's rights ever proclaim ed and 

internationally adopted (Melton, 1991). S ince the CRC reaffirms 

children's rights o f provision and protection rights, and  w ith the 

inclusion of participation rights for children, it recognizes children as 

developing persons who are capable o f eventueilly participating in civic 

hfe. As a  result, w hat were once seen  as the needs o f children to 

protection, p rov ision , and p articipation  have been elevated  to 

something far harder to ignore — their rights.

Children are inherently least capable of assuring their own 

welfare due to their evolving intellectual, social, moral, emd emotional
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capacities (Articles 5 and  14.2); and, it  is  b ecau se of children's  

inherent n eed s, vulnerabilities, and so c ia l restrictions that som e  

rights cannot be enacted u ntil adulthood h as been reached, such  as  

political rights like voting (Alston, 1992; Melton, 1991; Price Cohen, 

1995; R odham , 1978). T hu s, a d u lts , so c ie ty , and s ta te s  are 

increasingly obligated to ensure children's hum an rights of protection, 

provision, and participation as recognized in  the CRC (Alston, 1992).

The CRC was unanim ously adopted by the UNGA on November 

20, 1989 and  it went into force on Septem ber 20, 1990, in less time 

than any other human rights treaty (Health and Welfare Canada, 1992). 

At the tim e o f writing th is dissertation in  1999, the CRC has been  

ratified by all but two nations -- SomaUa and the United S tates o f  

America according to the United Nations Children's Emergency Fund 

(UNICEF, 1999).

In Septem ber 1990, world leaders m et at the United Nation's 

World S um m it on Children in New York City where p lans were 

debated and described to implement the articles of the CRC (UNICEF,

1990). Two docum ents were adopted at th at sum m it in Septem ber 

1990, w hich  outlined an agenda to improve the lives of the world's 

children by the 21st cen tu ry  the World Declaration on the Survival, 

P rotection  and the D evelopm ent o f Children an d  Plan o f Action. Both 

docum ents were published w ithin the booklet entitled First Call For 

Children  in  which it was declared "that the growing minds and bodies 

of children should  have a  first call on our societies and that children
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should be able to depend upon that com m itm ent in good tim es and in 

bad" (UNICEF, 1990, p. 5). Under international law, the first call 

principle on the world’s  resources for food, health care, and education  

implies that nations which have ratified the CRC are obfigated to meet 

the b asic  n eed s of a ll children before an y  other priorities are 

established (UNICEF, 1990).

With the international adoption o f the CRC, those sta tes who 

have signed and ratified the covenant are obligated to abide by its 

standards and to fulfill related responsibilities (Health and Welfare 

Canada, 1992). Canada ratified the CRC on December 11, 1991, which  

coincided with the 45th  anniversary of UNICEF (Health and Welfare 

Canada, 1992). Thus, Canada' ratification o f the covenant in 1991 

m eant that the universal standards established in the CRC are to be 

interpreted and applied into this nation's dom estic law, child-related  

policies and services, and  everyday behaviours (Health and Welfare 

Canada, 1992). While Canada's ratification o f the covenant was initially 

without the support of the Alberta government, it should be noted that 

the province o f Alberta finally endorsed the CRC in 1999 (The 

Province, March 1999). However, Canada's ratification of the CRC 

came with two reservations; the first one addresses treatment of youth  

in detention, and the second  one addresses custom  adoptions within  

Aboriginal com m unities (Health and Welfare Canada, 1992).

To be more specific, with regards to young offenders. Article 37  

(c) o f the CRC requires separate detention o f children from adults.
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W hile Canada gen era lly  agreed w ith th is  principle, the federal, 

provincial, and territorial governments voiced concern that the article 

m ight not allow them  to protect the well-being of young offenders or 

the safety of the pubhc. Consequently, when Cemada ratified the CRC, 

it reserved the right not to detain children separately from adults in 

circum stances w here su ch  action is neither appropriate nor feasible 

(Health and Welfare Canada, 1992).

In addition. Article 21 of the CRC states that adoptions m ust be 

"authorized only by com petent authorities . . .  in accordance with 

applicable law and procedures" (UNGA, 1989). Canada's governments 

con su lted  with n a tio n a l Aboriginal organizations and agreed that 

ratification of the CRC should not mean an end to customary forms of 

care, such  as adoptions am ongst Aboriginal people (Health and Welfare 

Canada, 1992). This stipulation is in accordance with Article 30 of the 

CRC in which indigenous children are ensured the right to enjoy their 

own culture, religion, and language with members of their community.

Thus, it cou ld  be concluded that w hile the CRC provides a 

benchmark by which progress in safeguarding the dignity and worth of 

children cem be m easured, it lends support to individual and collective 

actions to protect and  promote the rights o f the child (Melton, 1991; 

Price Cohen 1995). Moreover, it can be sa id  that the CRC is most 

powerful when u sed  by those who are moved to act on behalf of the 

rights and guiding principles espoused w ithin it, to be d iscussed  in 

the next section o f th is chapter.
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iL R eview ing th e  G eneral Framework o f  th e  CRC

This section  is devoted to reviewing the first five articles of the 

CRC, which provide a  general framework for interpretation o f its 

subsequent articles. If the CRC is to be an  effective instrum ent used  by 

th ose  who work w ith  or on behalf o f  children, then  its  general 

framework needs to be exam ined so th a t legal interpretations of 

children's rights can  be better understood (Alston, 1992). In what 

follows, any legal interpretations o f articles have been cited  from 

pubUshed sources, which have been accordingly acknowledged herein.

Canada’s  ratification of the CRC im plies that the guiding  

principles outlined in the first five articles o f the docum ent and the 

children's rights contained  in its su b seq u en t articles are to be 

recognized and  en sh rin ed  into d om estic  legislation, policy, and  

services (Franklin, 1995; Price C ohen, 1995). In the following  

d iscu ssion , the five articles are considered  w ithin the con text of 

Canadian federal law  in general, and BC provincial law in particular 

since this case study w as conducted in BC, emd the education system s 

in Canada are under provincial jurisdiction (Province o f BC, Ministry of 

Education, 1989). All articles contained  w ithin the CRC m u st be 

interpreted within the context of Article 41 ; th is article notes that the 

standards estab lished  in the CRC are n ot to supersede an y  higher 

stan d ard s le g is la ted  through a  s ta te 's  n a tion a l law  or other  

international treaties (Franklin, 1995; Price Cohen, 1995).

Since the artic les o f the CRC sh ou ld  be interpreted in  the
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context o f the entire docum ent, the d iscu ssions w hich follow make 

references to other relevant articles con tained  in  the covenant: 

recognizing th e child a s  an  individual (Article 1), ensuring non- 

discrim m ation o f children (Article 2), acting in  their best interests 

(Article 3), em bedding r igh ts in to  ch ild -rela ted  law s, policies, 

services, or practices (Article 4), and providmg appropriate direction  

and guidance, consistent with evolving their capacities (Article 5).

(a) A rticle 1: D efin ing th e  C hild
For the purposes of the present Convention, a  child m eans every 
hum an being below the age of 18 years u n less , under the law  
applicable to the child , majority is a tta in ed  earlier. (UNGA, 
1989)

Through this article, it is made clear that a  child is an individual 

with hum an rights of protection, provision, and participation. At the 

international level, according to the CRC, a child is  a person under the 

age of 18 years, unless a  country’s law states a n  earlier age (UNGA, 

1989). At the federal level m Canada, with regards to matters relating 

to federal law  "there is no general age of majority which applies in all 

contexts. Rather, each law se ts  age limits w hich are appropriate for 

its purposes" (Canadian Heritage, Human Rights Directorate, 1994, p. 

7). At the provincial level in BC where this case study was conducted, 

a ch ild  is an individual who is under 16 years of age, whereas a youth  is 

an individual who is 16 years o f  age or over and under 19 years, with 

regards to m atters relating to provincial law (Province of BC, Ministry 

of Social Services, 1994).
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(b) A rticle 2: Freedom  from  D iscrim ination
1. S tates Parties shedl respect and ensure the rights se t  forth in 
the present Convention to each child w ithin their jurisdiction  
w ithout discrimination o f any kind, irrespective of the child's or 
h is or her peirent's or legal guardian’s  race, colour, sex, language, 
religion, pohtical or other opinion, national, eth n ic or social 
origin, property, disabiUty, birth or other status.

2. S tates Parties sh a ll take all appropriate m easures to ensure  
that the child is protected ageiinst all forms of discrim ination or 
punishm ent on the b asis of the sta tu s, activities, expressed  
opinions, or behefs o f  the child's parents, legal guardians, or 
family members. (UNGA, 1989)

Through this article, children are recognized as individuals with 

special rights and freedoms, and their need for protective care from 

discrimination is acknowledged (Alston, 1992; Franklin, 1995). When 

the notion o f person sta tu s a s stated in Article 1 is viewed in context 

with th e  n on -d iscrim in ation  clau se a s sta ted  in A rticle 2 , an  

imphcation for this classroom -based case study was that a ll the child  

participants needed to be ensured equitable access to rights of 

protection, provision, and participation.

To explain further, the rights stated in the CRC m ust be apphed 

to ah children without exception and, therefore, the state in general, 

and the pubhc school system  of BC In peurticular where this case study  

was conducted , is charged with the responsib ility  o f  protecting  

children from discrim ination based on status, such  as age, race, class, 

and gender, or their family's status, activities, or beliefs (UNGA, 1989).
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(c) A rticle 3: B est In terests o f th e  Child
(Partial Excerpt) In all actions concerning children, whether 
undertaken by public or private social welfare institutions, courts 
of law, administrative authorities or legislative bodies, the best 
interests of the child shaU be a  primary consideration. (UNGA, 
1989)

Through this article, it is recognized that children's parents and 

caregivers as well a s society  m ust at all tim es protect the best 

interests of children and youth. This principle is reiterated in Articles 

9 and 18, and it guides interpretations and applications o f the other 

rights contained in the CRC, whereby children m ust b e treated as 

h u m a n s worthy o f protective care, respect, d ign ity , and  the  

opportunity to participate in society (Alston, 1992; Franklin, 1995; 

Hart & Prasse, 1991; Price Cohen, 1995).

Interpretations o f this principle were varied in publications and 

definitions can be ambiguous ; however, within the context of this case 

stud y , the term b e s t in terests  o f  the child  generally  refers to 

circum stances which protect and promote children's developm ent of 

their social, spiritual, moral, physical, and mental health capacities to 

the fullest potential, and not detract from their developm ent (Alston, 

1992; Franklin, 1995).
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(d) A rticle 4: M easures to  Im plem en t
S ta te s  Parties sh a ll u n d erta k e  all appropriate leg isla tive , 
adm inistrative, and other m easures for the im plem entation o f  
the rights recognized in the present Convention. With regeird to 
econom ic, so c ia l and  cu ltu ra l rights. S ta tes  Parties sh a ll  
undertake su ch  m easu res to the m aximum  exten t o f their  
available resources and, where needed, within the framework o f  
international co-operation. (UNGA, 1989)

Through th is  article, s ta te s  are required to take appropriate 

legislative, administrative, and other m easures needed to im plem ent 

the rights described in the CRC. Accordingly, ratification o f the  

covenant m eans that countries declare their intent to be accountable 

for its rights emd principles; thus, Cainada's ratification o f the covenant 

in 1991 m eans that governments in  this nation have an obligation to 

take step s to im plem ent the rights o f the child in to  its federal, 

provincial, and territorial ch ild -related  laws, policies, and services  

(Canadian Heritage, Human R ights Directorate, 1994; Health and  

Welfare Canada, 1992).

An im plication for th is c a se  stud y  was that the rights and  

principles o f the CRC should be enshrined into laws, policies, services, 

and everyday behaviours relating to th e  public school system  in BC, 

which is under provincial governm ent jurisdiction (Canadian Heritage, 

Human Rights Directorate, 1994).
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(e) A rticle  5: Appropriate D irection  and Guidance 

C on sisten t w ith  Evolving C apacities o f  the Child
S ta tes  Parties sh a ll resp ect th e responsibilities, rights and  
d u ties  o f parents or, w here applicable, the m em bers o f the  
extended family or com m unity as provided for by local custom , 
legal guardians or other persons legally responsible for the child, 
to provide, in a manner con sisten t with the evolving capacities 
of the child, appropriate direction and guidance in the exercise 
by the child of the rights recognized in the present Convention. 
(UNGA, 1989)

(1) A pprop riate D irection  an d  G uidance: Through th is article, 

children are seen  as developing persons who are entitled  to realize 

their rights under the appropriate direction and guidance of parents 

or other responsible adults such a s  educators (Alston, 1992; Reardon, 

1995; UNGA, 1989), an asp ect that is  reiterated in Article 14.2. 

Furthermore, the point that fam ilies are primarily responsible for the 

upbringing an d  appropriate so c ia liza tio n  of th e ir  ch ildren  is  

recognized in Article 18. When Articles 5 and 18 are viewed together, 

an im phcation is that governments are obligated to respect the rights 

and responsibiU ties of parents, extended family m em bers, and legal 

gum dians, w hen providing direction and guidance to their children to 

exercise rights (Alston, 1992; Gaxbaxino, 1990; Price Cohen, 1995).

Most law s assum e parents w ill provide a safe and  nurturing  

environment for their children, and  they will provide the first natural 

defence of th e rights of the child; a s  a  consequence, society takes on  

the role of parent substitute for the care emd responsibility of children 

within the school system  (Alston, 1992; Melton, 1991; NichoUs, 1990; 

Price Cohen, 1995). Since the law s that govern the school system s in  

Canada are w ith in  the ju r isd iction  o f provincial and  territorial
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governm ents, there is  separate legislation for each  province and  

territory which provides guidelines, standards, and exceptions o f care 

for those who act on behalf of children's parents (NichoUs, 1990).

For exam ple, educators in BC are obUgated to abide by the 

Ministry o f Education laws expressed in the School A c t  (1989). This 

piece of provincial legislation states that educators in BC are required 

to fulfill certain d u ties and responsibilities like that of a parent, 

excluding adm inistering corporal punishm ent, according to common 

law (NichoUs, 1990). Another imphcation of Articles 5 and 18 for this 

case study was that school personnel who took care o f the students  

during school activities were ethicaUy and legaUy obUgated to act in 

loco p a ren tis  (in place o f parents) with the child's best interests in 

mind (NichoUs, 1990), which included the teacher as well a s  the  

researcher, who were both members of the BC College of Teachers.

(2) E volving C apacities o f  th e  Child: In both Articles 5 and 14.2,

the evolving capacities  clause is stated, which se ts  children's rights 

apart from adult rights since chUdren are dependent upon the actions 

of sta tes and responsible adults, in general, to provide necessary  

protection, security, and minimum standm d of Uving as estabUshed in 

the CRC (Garbarino, 1990; Price Cohen, 1995). To explain further, 

the need for special rights stem s from the fact that children are 

typicaUy least capable o f assuring their own welfare, and they can be 

negatively affected by m istreatm ent because of their evolving physical.
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moral, spiritual, aind intellectual capacities and vulnerabilities (Alston, 

1992; Fra n k lin , 1995; Geirbarino, 1990; M elton, 1991).

The in c lu sio n  o f the evolving ca p a c itie s  c lau se a lso  gives 

recognition to th e  developm ental nature o f how  children com e to 

experience rights to participate and responsibiUties within the world 

around us (Alston, 1992; Franklin, 1995; Garbarino, 1995; Hart, 1992, 

1997). That is, it has been stated that "children m ust be understood  

as emerging citizens, not as deficient or incom plete citizens, and their 

developm ent m ust be understood in relation to ways in which their 

experiences influence their further development" (Alleman & Rosaen, 

1991, p. 121). Thus, an imphcation of Article 5 for this case study was 

that while the notion of evolving capacities recognizes children's need  

for protection, it edso connotes growth and se ts  the expectation that a 

child will be in creasin g ly  empowered to d irect h is or her own  

developm ent (Alston, 1992), by experiencing — conceptualizing and  

exercising — their participation rights.
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iü. Exam ining Children's P articipation  R ights in  th e  CRC

This d iscussion  is devoted to exam ining children's participation  

rights contained in the cluster of Articles 12 through 17, w hich most 

exclusively refer to civic participation, with im plications for th is case 

study: right to have voices heard and considered (Article 12), right to 

freedom of expression (Article 13), right to beUefs (Article 14), right 

to association (Article 15), right to protection of privacy (Article 16), 

and the right to access appropriate information (Article 17).

With reference to the ex erc is in g  p articipation  rights by 

children, it has been said  there are different levels of participation. A 

ladder metaphor h as been developed by children's rights advocate. 

Hart (1992, 1997), to represent eight levels of child participation in 

p rojects. On th is  p artic ip ation  ladder, n o n -p a r tic ip a tio n  or 

manipulation is represented by the low est rung and child-initiated  

decisions shared with adults is represented by the highest rung. Hart 

(1992) has noted th at "through genu ine participation in  projects, 

which involve so lu tions to real problem s, young people develop the 

skills o f critical reflection and com parison of perspectives which are 

critica l to the se lf-d eterm in ation  o f  p o litica l beliefs" (p. 43). 

Children's participation in this case study could be placed on  the sixth  

rung o f Hart's ladder sin ce d ecision -m aking  ab ou t curriculum  

development processes w as shared by the students and their teacher, 

while the study w as initiated by the researcher.
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(a) A rticle 12: R igh t to  have V oices Heard and C onsidered
The child has the right to express his or her opinion freely and  
to have th at opinion taken into accoun t in  any m atter or 
procedure affecting the child. (UNGA, 1989)

Through th is  article, adu lts and others sh o u ld  give greater 

consideration to the voices of children. An im phcation of Article 12 

for this case study w as that the right to be heard and  considered may 

be m ost meaningfuUy exercised when adults assu m e responsibiUty for 

respectfully Ustening to the children's voices (Cullinan, 1993).

W hen Article 12 is viewed w ith Article 5 regarding evolving  

capacities o f the chid, it could be seiid that children have a right to 

participate in  m aking decisions w hich concern them  in accordance 

with their developm ental capacity (Garbarino, 1990). Perhaps by 

participating in  decision-m aking activities, children can be helped to 

develop their sk ills  to consider choices and con sequ en ces, m ake 

informed d ec isio n s, and  follow through w ith responsib le action s  

concerning the rights and responsibiUties to oneself emd others.

To a ss is t  children in developing their participatory skiUs such as  

Ustening, decision-marking, as weU as expressing views, schools could  

benefit from m odelling dem ocracy through collaborative teacher- 

student decision-marking processes in order to help prepare students  

for responsible citizenship  (Anderson, 1980; Flekkdy, 1996; Hart & 

P rasse, 1991; R eardon, 1995; Riley, 1984). T h is  process w as  

u ndertaken  th ro u g h o u t the s tu d en ts ' cu rr icu la r  ex p er ien ces  

particularly w hen  they  took part in  decision-m aking, whereby the  

voices o f children were respectfuUy heard and considered.
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Listening to the children's voices during curricular experiences 

is congruent with the ideas o f educators Erickson and Shultz (1992) 

who wrote:

perspectives and voices of students them selves need to appear 
more prom inently in  research  on teach in g , learning, and  
curriculum if student's experience of curriculum is to become an  
object of serious attention  by reseeuchers. . . . The absence o f  
student experience from current educational discourse seem s to 
be a  consequence o f system atic silencing o f the student voice, 
(p. 481)

This silencing of the stud en t voice is m ost apparent in the area 

of individued and shared decision-m aking (Garner & Acklen, 1979; 

Kohn, 1993; Scott, 1996). Thus, in an age when children should be 

seen and heard (Province of BC, Ombudsman, 1994), an implication of 

Article 12 for th is ca se  stu d y  w as that stu d en ts need equitable 

opportunities to voice op in ions, concerns, and p lans as learners; 

moreover, children need appropriate direction and  guidance that 

helps them to make informed individual and shared decisions, in light 

of their participation rights expressed in the CRC.

In addition, an im phcation of Article 12 for th is case study w as 

that each child participant's right to decide on  participation in  

research w as restricted sin ce the children could  not give informed 

con sent on their own in accordance with the E thics Guidelines - 

R esearch  w ith  Human S u b jects  published by S ocia l Sciences and  

Hum anities Research C ouncil o f Canada (SSHRC)(1998). Informed 

co n sen t is the procedure w hereby persons ch o o se  w hether to 

participate in a study after being apprised of its details (Bersoff &
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Hofer, 1990; K eith-Spiegel, 1983). Accordingly, informed consent  

has three main com ponents as explained by Bersoff and Hofer (1990): 

know ledge  c o n c e r n s  p r e s e n tin g  a d e q u a te  in fo rm a tio n  in  

understandable terms; voluntariness con cern s participation w hich  

m ust not be coerced; and capacity, by their definition, concerns an  

ability to give consent.

An implication o f  the first point concerning know ledge  for this 

case study was that the researcher needed to explain to the child  

participants the purpose of the research, the procedures to be used  

such as interviews, a  description of the potential benefits, as well as 

the child's rights to refuse to participate in terms that the children  

could understand (Bersoff & Hofer, 1990; Keith-Spiegel, 1983). At 

the outset of th is ca se  study, the children were given introductory 

inform ation on the purpose of the research; for exam ple, the  

researcher explained that she needed to leam  about children's rights 

and responsibilities by asking them questions and listening to their 

answers, by reading their writing, looking at their pictures, and by 

periodically visiting their class.

Similarly, the parents or guardians who provided consent for the 

children's participation in th is case stu d y  were provided with an  

introductory session  prior to the researcher starting the case study. 

Fifteen parents o f th e  n ineteen  stu d en ts , a s  w ell as the school 

principal and the classroom  teacher, attended the one-hour m eeting  

convened on March 15, 1998 after sch o o l w hen  the group w as
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presented with an overview of the curriculum. Its objectives, as well as 

the goals of the reseeirch. It w as explained to the families that the  

researcher w anted  to learn w hat c la ssroom  experiences w ould  

promote the children's emerging Ideas about their participation rights 

and responsibilities.

The researcher further explained at the Introductory m eeting  

that she would review sam ples of work written by the students related 

to the curriculum activities; however, th is review was not m eant a s an 

assessm en t or test o f  the students' Uteracy skills. This Information 

w as additionally stated  In the letter th at went home with the consent 

form to each parent or legal guardian for signatures, before any  

classroom -based research started. It w as further explained by the  

researcher that In order to preserve confidentiality and to respect the 

children's privacy, the parents cou ld  be provided with a general 

statem ent of findings but not specific details about any child.

An Implication o f the second point concerning voluntariness for 

th is case study w as that the researcher made every effort to make It 

clear to the class o f Grade 3 students, a s well as their parents, that 

there w as no p u n ish m en t for ch o o sin g  not to participate or to 

withdraw (SSHRC, 1998, Guideline 42); In so doing, the child's right 

to refuse participation, or dissent, w as ensured. To address the third  

point concerning capacity  to give consent, minors may not legally give 

co n sen t to serve a s  participants In research  projects In Ceuiada 

(SSHRC, 1998). Instead, perm ission from an authorized person or
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agreement by an adult fully capable of being informed m ust be obtained 

on behalf of the child (SSHRC, 1998). An imphcation o f this point for 

this case study was that the researcher was required to obtain written 

parentEil or legal guardieui consent for each research participant under 

the age o f majority in  accordance with the E thics G uidelines - 

Research with Human Subjects pubUshed by SSHRC (1998).

In resp on se to th is  requirem ent, the researcher obtained  

written con sent from all parents (SSHRC, 1998, GuideUne 13) who  

signed consent forms on behalf of their children to participate in this 

case study (SSHRC, 1998, Guideline 41), prior to starting the research  

in the classroom. This requirem ent of gaining consent from parents 

or legal guardians for children's participation in research is intended  

to safeguard those persons w hose capacity for self-direction is not 

legally con sid ered  to be fu lly  developed or is  tem porarily or 

perm anently impaired as m ay the case with som e special needs  

persons (Gersch, 1996; Melton & Limber, 1992; Price Cohen, 1995). 

Since no children in care o f the state were involved in the research, 

informed consent did not have to be obtained from a legal guardian 

(SSHRC, 1998, Guideline 41).

In addition, the researcher also obtained the written consent o f  

school district superintendent, and the verbal consent of the school 

principal, the classroom  teacher, and all n ineteen  o f the ch ild  

participants, prior to conducting this case study. (Refer to  Appendix A  

- Sam ple L etter and C onsent Form  to  Parents/L egal Guardians.)
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(b) A rticles 13 and 17: R ight to  E xpression and A ccess Inform ation  
A rticle 13
(Partial Excerpt) The child shsdl have the right to freedom of  
expression; this right shall include freedom to seek, receive and  
impart information and ideas of aU kinds, regardless of frontiers, 
either orally, in writing or in print, in the form of art, or through 
emy other media of the child's choice. (UNGA, 1989)

A rticle 17
(Partial Excerpt) States Parties recognize the important function  
performed by the mass media and shall ensure that the child has  
access to information and material from a diversity of national 
and in ternational sou rces, esp ecia lly  th o se  aimed at th e  
promotion of his or her social, spiritual and moral well-being  
and physical and mental health. (UNGA, 1989)

Through Article 13, children's freedom to express views and to

impart or receive information through "media of the child's choice" is

addressed (UNGA, 1989). Also stated in the sam e article is the point

that the "exercise of this right may be subject to certain restrictions"

as necessary for "respect of the rights or reputations of others" and

"for the protection of national security of public order (ordre public),

or public health  or morals" (UNGA, 1989). Thus, an  implication of

Article 13 is that children, like their caregivers, have a responsibility

to express them selves in w ays w hich  resp ect the rights and

reputations o f others (Franklin, 1995); for example, not making fun

when another classm ate expresses ideas or opinions during a c la ss

discussion.

Related to Article 13 concerning the right to obtain information 

is Article 17, which states children sh ou ld  be offered a ccess to  

information from vsulous sources, including m ass media. Also noted in  

Article 17 is the point that the State m u st protect children from
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harmful materiails (UNGA, 1989). Taken together, an im plication  of 

Articles 13 and 17 for th is case study w as that both the teacher and  

the researcher shared a  responsibility to ensure students h ad  access  

to sufficient and appropriate inform ation to contribute to achieving  

their learning tasks. For example, th e  stud en ts needed a cc e ss  to 

learn ing m aterials su c h  as ch ildren's books, a ccess  to effective  

leeuning strategies su ch  a s  the three-step  decision-m aking m odel to 

be described in Chapter 4, and a ccess  to hum an resources su ch  as  

teachers or peers in order to gain su itable information.

In view o f the children's rights to participate en sh rin ed  in 

Articles 12 and 13 o f the CRC, which concern the participatory skills  

o f d ecision -m aking  and  expressing  v iew s freely, and  A rticle 17 

concerning a ccess to inform ation, th e  researcher endeavoured  to 

conduct th is research in  a m anner th a t n ot only resp ected  but 

enhanced  the child  participants' developing capacities for m aking  

informed decisions. Thus, prior to undertaking this case  study, the 

classroom  teacher at the researcher's request invited the student's  

individual views on voluntary participation or to refuse participation in 

this school-based study in  accordance w ith Guideline 42 of th e  ethics  

guidelines published by SSHRC (1998). The children were informed  

of their options in that each child could  agree to participate or choose  

to w ithdraw  from the s tu d y  at a n y  tim e, w ithout any negative  

consequences to them. The children's responses indicated that there 

was unemimous agreement for participation in th is case study.
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It cou ld  be sa id  that th e  ch ild  participants gave a sse n t or 

affirmative agreement (SSHRC, 1998, Guideline 13) to participation in  

th is research. This notion of a ssen t is supported by evidence gathered 

during research conducted by Abramovitch (1991) and colleagues at 

the University o f Toronto on children's capacity to give m eaningful 

assen t to peirticipation in  psychological research. The findings showed  

the children as young as 5 to 12 years o f age generally understood  

w hat was expected  o f them  d uring  psychological s tu d ie s , and  

presumably they "therefore have the capacity to give their a ssen t or 

d isse n t to th e  research" (Abram ovitch, Freedman, T hoden, & 

NikoUch, 1991, p. 1107).

In view o f these findings, and in accordance with Article 17 of 

the CRC concerning access to appropriate information, the researcher 

involved in this case study informed the potential child participants by 

clearly explain ing w hat the right to a ssen t or d issen t m eant in 

practice. The children were informed o f the options, and their voices 

were heard and considered before legal consent or d issent w as given 

on their behalf; th u s, the active participation of the children in 

decisions about them  and their sch o o l life was encouraged and  

facihtated by the researcher.
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(c) A rticle 14: R ight to  Freedom  o f  B eliefs
(Partial Excerpt) 1. S tates Parties shall respect the right of the 
child to freedom of thought, conscience emd religion.
2. S ta tes  Parties sh a ll resp ect the rights and  d uties of the  
parents and, when applicab le, legal guard ians, to provide 
direction to the child in the exercise of h is or her right in a  
m anner con sisten t w ith the evolving capacities o f the child. 
(UNGA, 1989)

Through th is article, the right of freedom of beliefs -- thought, 

reUgion, and conscience -- is  addressed; th is freedom is subject to 

appropriate direction and guidance by parents, legal guardians, or 

those acting in  place of the parent su ch  as teachers, congruent with 

Article 5 of the CRC. Within BC, however, where the classroom -based  

case study w as undertaken, public schools m ust be conducted as a 

secular system  with no religious dogma or creed taught a s stated in 

the provincial School Act, section  95  (Province of BC, Ministry of 

Education, 1989). An imphcation of Article 14 for this case study was 

that issues about reUgion can be addressed in school su ch  as showing 

its role in our culture and history, although a particular reUgion cannot 

be promoted a s  good or true (NichoUs, 1990).

Public sch o o l system s in  C anada are expected  to promote 

responsib le c itizen sh ip  through  civic, m oral and  so c ia l va lues  

education — often coUectively referred to as citizenship education — to 

varying d egrees in  accordance w ith  p olicies o f th e  provincial 

Ministries of Education (Health and Welfare Canada, 1992). In BC, 

citizenship education is advocated in the curriculum resource entitled 

Personal Planning Integrated Resource Package: K  to 7  (Province of 

BC, Ministry o f Education, 1995), w hich is peirt o f the provincially
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prescribed elem entary-level curriculum focusing on students' personal 

development. W hile th is publication "emphasizes the family's role in  

teaching moral an d  behavioral stemdeirds" (Province of BC, Ministry of 

Education, 1995, p . 4), it does not preclude pubUc secular schools  

from providing education in which moral issu es are addressed.

Since th is research  w as conducted w ithin a  classroom  in BC's 

religiously d iverse and  m ulticu ltural pub lic schoo l sy stem , an  

implication of Article 14 for this case study w as that consideration had  

to be given to what moral values could be legitimately promoted during 

the curricular experiences offered to the child  participants through  

The World Around Us curriculum.

First, a fundam ental question had to be asked: What are moral 

values? According to Lickona (1991), two types o f values can be 

determined: nonm oral and moral. Nonmoral values express w hat we 

want or like; for exam ple, one might personally value reading a  certain  

book, but he or sh e  is not obliged to do so. Moral values teU u s  what 

ought to be done and  they carry responsibility; for example, to care for 

our children, to act fairly in dealing with others.

Moral va lu es can  be further defined a s  either universal or 

nonuniversal hum an values (Lickona, 1991); that is, our fundam ental 

human worth and dignity are seemingly affirmed by universal hum an  

values su ch  as treating all people justly, respecting their rights and  

lives, and equaUty. By contrast, nonuniversal hum an values are not 

connected to universal moral responsibility but perhaps can be linked
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to a  strong p ersonal obligation; for exam ple, certain  ob ligations  

specific to one's own religion such  as acts o f worship or observations 

of holy days could be considered nonuniversal moral values (Lickona, 

1991). Thus, these personal obligations m ay not be imposed on  others 

since an  im portant fact m ust be remembered: people o f different

religious beliefs a s  w ell as people with no reUgious ciffiliations are 

included in our multicultural society in and out of school.

Based on th is line of thought, the researcher referred to hum an  

rights docum ents in  which both the m oral values of r e s p e c t  and  

responsibility  are enshrined; for exam ple, the Universal Declaration of 

Human Rights (UNGA, 1948), the Canadian Charter o f R ights and  

F reedom s  (Government of Canada, 1982), and the United N ations  

Convention on the R ights of the Child (UNGA, 1989). In consequence, 

the curricular experiences throughout this case study offered students  

ongoing opportunities for atta in in g  m oral va lues o f r e s p e c t  and  

responsib ility , to be further discussed below.
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(d) A rticle 15: R ight to  A ssociation
States Parties recognize the rights of the child  to freedom of 
association and to freedom of peaceful assembly. No restrictions 
may be placed on  the exercise o f these rights other than those 
imposed in conformity with the law and which are necessary in a 
democratic society  in the interests o f national security or pubUc 
safety, pubUc order (ordre pubUc), the protection  o f pubUc 
health or morals or the protection o f the rights and  freedoms of 
others. (UNGA, 1989).

Through th is article, the right o f children to m eet with others 

and to join or form associations is addressed. However, in view of this 

right, children also have a responsibiUty to exercise th is  right in ways 

w hich respect the safety, health, an d  rights of others (Nelms, 1987; 

Reardon, 1995). This responsibiUty reflects the m eaning of Article 

15, w hich further s ta te s  that in conform ity with the law and in 

protection of others' rights and freedoms, the child's right to freedom 

of association may be restricted w hen exercised (UNGA, 1989).

An imphcation o f Article 15 for th is case study w as that when 

children chose to read, play, or work with others in a  group activity, 

then they had a  responsibiUty to do so in ways w hich respected the 

safety, health, and rights of their peers a s weU a s  th e  teacher; for 

example, no put-downs or intentionaUy hurting another's feelings (Day 

& D rake, 1983; N elm s, 1987; N oddings, 1992; R eardon, 1995). 

During this case study if it were beUeved that some stu d en ts were not 

ready to handle group d iscussions and shared revelations with respect 

and sensitivity, or they preferred to work alone, then su ch  situations 

were addressed during teacher-student d iscussions, a s weU as through 

the structuring of the curricular experiences.
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For exam ple, in order to address each child 's em otional and

social abilities and to respect a  child's decision to participate alone, as

well as recognize the m erits o f individual work and play, m ost

curricular experiences were consequently set up so that they could be

accom p lish ed  by either sm a ll group or in d iv id u a l efforts, a s

appropriate for the given situation  and individual. To illustrate this

point, the directions to com plete a Learning Centre activity state:

Listen to and talk about questions with one or tw o partners. You 
can also decide to work b y  yourself. Sometimes you will need to 
work and p lay  with partners.
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(e) A rticles 16 and 19: P rotection  o f  Privacy and from A buse 
A rticle 16
1. No ch ild  sh a ll be su b jected  to arbitrary or u n law fu l 
in terference w ith  h is  or her privacy, fam ily, h om e or 
correspondence, nor to unlawful attacks on his or her honour 
and reputation.

2. The child h a s the right to the protection of the law  against 
such interference or attacks. (UNGA, 1989)

A rticle 19
The State sh a ll protect the child from all forms of maltreatment 
by parents or others responsible for the care o f the child  and 
estabUsh appropriate socia l programmes for the prevention of 
abuse and the treatment of victims. (UNGA, 1989)

Through Article 16, children have the right to protection from

interference with privacy, family, hom e, and correspondence, and

from libel and slander. The understanding that some issu e s  are not

open to public scrutiny is enshrined in the School Act (Province of BC,

Ministry of Education, 1989). In this BC education legislation, the

children's right to privacy is recognized, especially in m atters relating

to their personal inform ation and sch oo l records (H ansen, 1992;

NichoUs, 1990; Province o f BC, Ministry of Education, 1989).

An implication for this case study w as that the researcher spoke

with the child participants about possible disclosures before the study

started in that sh e explained to the stu d en ts their work would be

included in this dissertation; consequently, it may be seen  by other

people in addition to the researcher, although aU nam es w ould be

removed from the work before others viewed it to preserve anonymity.

This practice w as congruent w ith the Ethical G u idelin es  -

Research with Human Subjects (1995), which states "if confidentiality
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or anonym l^ cannot be guaranteed, pEirticipants should be made aware 

o f p ossib le  c o n se q u en ce s  " (SSHRC, 1998 , G u id elin e  31) and, 

therefore, ch ildren  m u st be given the option o f not participating. 

C onsequently, in keeping with Article 16 concerning privacy and  

Article 17 concern ing access to appropriate inform ation, the child  

participemts were informed of their right not participate in any activity 

which required disclosure of personal information or thoughts, while 

still encouraged to participate in learning and research processes.

Since children could not give legal consent for participation in 

th is case stu d y , there were no ea sy  so lu tion s to balancing the  

children's right to privacy with the parent's right to know information 

when it w as th e  parents who provided consent for their children to 

participate.

In order to respect the students' right to privacy, w hen parents 

of three child participants made inquiries during th is research, the 

researcher shared with those parents information on how  their own 

children generally responded or acted. For example, in one situation  

when the child had written a creative poem, the researcher explained  

that the child appeared to be actively engaged throughout the entire 

activity. In practice, the researcher provided no specific findings 

yielded through th is case  study on any of the child participants to 

parents; similarly, no information about any child's academ ic progress 

was provided h y  the researcher, who referred inquiring parents to the 

classroom teacher for su ch  progress reports.
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In accordance with Article 19 of the CRC concerning protection 

from abuse, exceptions to th is rule m ust be made if the child should  

disclose that he or sh e  is  at risk of self-harm , at risk of harming  

others, or is being abused  or neglected (Province of BC, Ministry for 

Children and  Fam ilies, 1998). A lthough no su ch  d isclosures by 

students were made to the researcher during this case study, if one 

had been m ade, then  th e researcher had a  legal duty to break  

confidentiahty and to report any suspicion or disclosure of child abuse  

or neglect, pursuant to the Child, Family a n d  Community Service Act 

(Province o f BC, Ministry o f Social Studies, 1994).

That is, the researcher would have reported the matter to the 

appropriate school authorities, and to the Ministry for Children and 

Families, in order to protect and care for the child (Province of BC, 

Ministry for Children and FamÜies, 1998). According to the Handbook 

fo r  Action on Child A buse an d  Neglect, such a  report would be made to 

a child protection socia l worker at the M inistry for Children and  

Families office that provides child protection services (Province of BC, 

Ministry for Children and FamiUes, 1998).
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iv. CRC A rticles w h ich  Support Children's P articipation

This section is devoted to d iscussions on seven articles stated  in 

the CRC, which generally  support children's participation , with 

im plications for th is ca se  study: the right to sp ec ia l care and

education for children w ith special needs (Article 23), the right to 

education (Article 28), and the right to education for personal growth  

and developm ent, as children move towards responsible citizenship  

(Article 29). Other rights which support children's participation  

include: the right of minority or indigenous children to enjoy their 

own culture emd to practise their own religion and language (Article 

30), right to participation in play, cultural and artistic activities 

(Article 31), protection from exploitation (Article 36), and  the right to 

be informed of CRC content (Article 42) (UNGA, 1989).

(a) A rticle 23: R ights o f  Children w ith  S pecia l N eeds
(Partial Excerpt) S ta tes Parties recognize that a  m entally or 
physically disabled child should enjoy a  full and decent life, in 
conditions which ensure dignity, promote self-reliance, 
and facilitate the child's active participation in the community. 
S tates Parties recognize the right of the disabled ch ild  to special 
care and shall encourage and ensure the extension, subject to 
available resources, to the eligible child  and th o se  responsible 
for h is or her care, of assistance for which application is made 
and  which is appropriate to the child's condition and to the 
circum stances o f the parents or others caring for the child. 
(UNGA, 1989)

Through th is article, the right o f children w ith  m enta l or 

physical d isabilities to have both specia l care and ed u cation  is 

recognized, which can help them achieve self-reliance and an  active 

life in society. Parents and caregivers su ch  as teachers need to be
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sensitive to this notion and need to help children develop a  sen se  of 

respect and acceptance for varying abüities within them selves and of 

others (Lickona, 1991; Noddings, 1 9 8 8 , 1995; Reardon, 1995). 

According to the School A ct of BC, sp ec ia l education programs and 

facihties m ust be provided for handicapped  or other children with  

specialized at-risk needs within the pubhc education system  (Province 

of BC, Ministry of Education, 1989). This inclusion policy em ployed  

w ithin BC public sch oo ls  m eans that w hen  possible, children with  

special needs are included in regular classroom s in sch oo ls within  

their com m unities.

An implication for the case study o f Article 23 when viewed in 

conjunction  Article 2 9 , w hich concerns children's developm ent to 

reach their fullest potential, was that curricular experiences offered 

through the curriculum  for children's rights education needed to be 

structured to meet the abilities and needs of aU participating students  

(Day & Drake, 1983; Scott, 1996). For exam ple, one child who had 

cerebral palsy was enabled to participate actively in the curricular  

experiences throughout th is case study w ith  the assistance o f a  Child 

Support Worker. In addition, som e children opted to respond to the 

learning activities w ith both words and  pictures, since th ey  were 

developing their literacy sk ills to ex p ress  them selves m ore fully  

through words.
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(b) A rticles 2 8  and 29: R ights to  E ducation  
A rticle 2 8
(Partial Excerpt) S tates Parties recognize the right o f the child  
to ed u cation , an d  w ith  a v iew  to achieving th is  right 
progressively and on the basis of equal opportunity, they shedl, in 
particular:
(a) Make primary education compulsory and available free to all. 
States Parties shall take all appropriate measures to ensure that 
school discipline is adm inistered in a  manner con sisten t with  
the child’s  hum an dignity and in  conformity with the present 
Convention. (UNGA, 1989)

A rticle 2 9
S ta tes Parties agree that the education  of the child sh a ll be 
directed to:
(a) The developm ent o f the child 's personality, ta len ts  and  
mental and physical abüities to their fullest potential;
(b) The d evelopm en t o f resp ect for hum an r ig h ts  and  
fundamental freedoms, and for the principles enshrined in the 
Charter of the United Nations;
(c) The developm ent o f respect for the child's parents, h is or 
her own cultural identity, language and values, for the national 
values o f the country in  which the chüd is livmg, the country  
from w hich he or sh e  may originate, and for c iv ilizations  
different from his or her own;
(d) The preparation o f the chÜd for responsible life in a  free 
society , in the sp irit of understand ing, peace, to lerance, 
equality of sexes, and  friendship am ong all peoples, ethnic, 
national and religious groups emd persons of indigenous origin;
(e) The developm ent o f respect for the natural environm ent. 
(UNGA, 1989)

Through these two articles, the right to education is addressed: 

Article 2 8  is devoted to the provision o f an education for every chüd, 

w hereas Article 29 is  devoted to the general goals o f chüdren's  

education. Thus, it could be said that the CRC offers educators and 

school-based  researchers a  theoretical and practical framework for 

providing equitable opportun ities for s tu d en ts  to exp erien ce -- 

conceptualize and exercise — their rights and  responsibilities with  

guidance from responsible caregivers. In accordance with Articles 28
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and 29, the CRC encourages education that fosters the development of 

the children's capacities to achieve their fullest potential.

This notion is echoed in the Mission Statem ent o f the BC public 

school system , which notes that the purpose o f the public sch oo l 

system  is to help students develop to their potential and to gain the  

knowledge, sk ills and attitudes necessary for responsible life in our  

democratic society  (Province of BC, Ministry of Education, 1989). An 

important tmpUcation of Articles 28  and 29 for th is case study w as  

that the pubUc school system should protect students, in view o f heir 

protective rights; and, it sh o u ld  provide opportun ities for the  

development o f children's intellectual, physical, social, emotional, and  

moral cap acities, and foster their progress tow ards responsib le  

citizenship  (Anderson, 1980; Flekkdy, 1996; Hart & Prasse, 1991; 

Reardon, 1995; Riley, 1984).
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(c) A rticles 3 0  an d  31: R ight to  P articipate in  C ulture, Art, and Play 
A rticle 30
1. In th ose S ta te s  in  which ethnic, religious or lingu istic  
m inorities or p erson s o f in d igen ous origin  ex ist, a  child  
belonging to su c h  a  minority or who is  indigenous sh a ll not be 
denied the right, in  community with other members o f h is or 
her group, to  enjoy h is or her own culture, to profess and  
practise h is or  her own rehgion, or to u se  h is or her own 
language. (UNGA, 1989)

A rticle 3 1
1. S tates Parties recognize the right o f the child to rest and  
leisure, to engage in play and recreational activities appropriate 
to the age of th e  child and to participate freely in cultural life 
and the arts.

2. States Parties shall respect and promote the right of the child 
to participate fully in cultural and artistic  life and  shall 
encourage the provision of appropriate and equal opportunities 
for cultural, artistic, recreational and leisure activity. (UNGA, 
1989)

Through Article 30, the children of minority populations have a 

right to participate in their own cultural, linguistic, and reUgious 

heritages. In Canada, where society is culturally diverse, many schools 

are multicultural in their student populations. Multiculturahsm as an 

educational con cep tion  h as recognized th a t children enrich  the  

cultural context of th e  classroom  through the diversity of their beliefs, 

values, and languages.

For example, w ithin the BC public school system , the School A ct 

states "students w hose parents have the right under section 23  o f the 

Canadian Charter o j  R ights and Freedom s to have their children  

receive instruction in  a  language other than English are entitled to 

receive that instruction" (Province of BC, Ministry of Education, 1989, 

p. 9). Thus, s tu d en ts  enrolled in the BC pubhc school system  are
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entitled  to in stru ction  in either E nglish  or French languages in  

accordance w ith  the School A c t  (Province o f BC, M inistry of 

Education, 1989). In addition, this legislation states that public school 

boards may permit the provision o f educational programs in a  language 

other than EngUsh or French, a s  warranted within the school districts 

throughout BC. This provision resp ects the right o f children of 

minority populations to participate in their own linguistic heritages.

In a  related manner, through Article 31, the right of all children 

to participate in cultural and artistic activities as well a s  play and  

leisure is recognized. In support of th is universal right, it has been 

said that education with sound  philosophies and quality instruction  

should respect the children's right to play (Benninga & Crum, 1982; 

Krogh, 1985). Pursuant to Article 30, in general, the curricular 

experiences offered during th is case  stud y  endeavoured to capitalize 

on cultural diversity, while incorporating role playing, puppetry, and 

artwork. In particular, curricular experiences im plem ented through  

The W orld A rou n d  Us offered  the ch ild  participants equitable  

opportunities to explore cu ltura l sim ilarities and differences; for 

exam ple, ch ildren's literature th at focu sed  on various Canadian  

heritages, and by reading and writing their own poem s and stories 

about cultural diversity. The diverse cultural backgrounds which came 

to school with the children, a s  w ell as commonedities eunongst them, 

were acknowledged w ithin the m ulticu ltural classroom  where this  

case study was conducted, to be further discussed in Chapter 4.
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(d) A rticle 36: P ro tectio n  £rom E xploitation
S tates parties sh a ll protect the child against all other forms of 
exploitation prejudicial to any aspects o f the child's welfare [not 
covered in articles 32 on child labour, 33 on  drug abuse, 34 on  
sexual exploitation, and 35 on sale, trafBcking, and abduction]. 
(UNGA, 1989)

Through this article, children have the right to protection from 

exploitation. Since avoidance of exploitation is a  primary concern in 

any d iscussion  on the rights of children as research peirticipants, every 

effort m u st be made to protect them from potential consequences of 

research su ch  as physical, mental, emd social discom fort, harm, amd 

deception (Franklin, 1995; Gersch, 1996; Price Cohen, 1995). An 

important im plication for th is case study w as that the rights, safety, 

and welfare of all participants had to be adequately  protected as 

articu lated  in the SSHRC (1998) G uideline 2 6 , w hich  concern  

minimization of risk to research participants.

In light of the children's need for protection  from potential 

harm, the SSHRC (1998) Guidelines 18 through 21 on the use of 

deception were considered  in particular. R esearcher Keith-Spiegel

(1983) explored th e  sp ec ia l vulnerability th a t ch ildren  have to 

deception in  research and how debriefing may not undo the damage 

done by the deception.

To illu stra te  th is  point, one area th a t ca n  be especia lly  

com prom ised by deception  o f children is trust o f authority figures. 

According to K eith -Sp iegel (1983), debriefing m ay actually inflict 

additional harm, especially in younger children if they become further 

confused as a  result o f the follow-up discussion. It could be said that
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su ch  stud ies are u n eth ica l since the p ossib le negative soc ia l and 

em otional consequences outweigh the benefit to be derived from their 

findings. Thus, an implication of this point for this case study was that 

the utm ost vigilance w as needed to assure that the children were not 

exploited for the sake o f educational research.

While deception is not justified in research with children, it can 

be sa id  that incom plete d isclosure m ay be warranted in som e  

situations such as w hen prior knowledge on the child's part on  the 

specific purpose or hypothesis of the stu d y  would clearly b ias the 

responses (Keith-Spiegel, 1983). Under su ch  circumstances it may be 

legitimate to give child subjects a general statem ent of the research  

content and processes and inform them  as to what participation is 

expected  to involve for them  (Keith-Spiegel, 1983), as previously  

discussed  in Chapter 2 section  iii, (b) on Article 13 and 17, Right to 

Expression and Access Information.



6 7

(e) A rticle 42: R igh t to  be Inform ed o f  R ights (and R esp on sib ilities)
States Parties undertake to m ake the principles and  provisions 
of the C onvention widely know n, by appropriate and  active 
means, to adults and children alike. (UNGA, 1989)

Through th is article, all children, and not ju st adults, have the

right to be informed o f the content of the CRC; consequently, the CRC

has challenged educators and others to fulfill an obligation to help

children and y o u th  u nderstand  and  exercise their  r ights, and

responsibilities (Lickona, 1991; Resirdon, 1995; Selby & Pike, 1988).

Canada's progress in effectively dissem inating information about the

CRC was reported by national, provincial, and territorial governments

in Canada's first report prepared by Canadian Heritage, H um an Rights

Directorate. It is  im portant to note that th is report recom m ended

that educational programs about the CRC be further developed and

implemented in C anada for persons o f  all ages ( Ceinadian Heritage,

Human Rights Directorate, 1994).

An implication o f Article 42 for the case study w as that the CRC

needs to be introduced to children in order for them  to learn about

rights and to m ove tow ards assertin g  their rights a s  developing

resp on sib le  c it iz e n s . In keeping w ith  Article 42  con cern in g

dissem ination of information about the CRC, the child participants in

th is  case  stu d y  w ere afforded eq u itab le  op p ortu n ities to gain

knowledge about rights and responsibilities, as well as skills and values

necessary to live in  the world both as children and later a s  adults

(Anderson, 1980; Flekkdy, 1996; Hart, 1992, 1997; Hart & Prasse,

1991; Reardon, 1995; Riley, 1984).
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Part n  

C hildren's Participation R ights 

and M oral D evelopm ent

L Children's C apacities o f  M oral D evelopm ent

Theory and research literature reviewed in preparation for this 

case study has revealed that children's experiences o f participation  

rights and resp on sib ilities can  be understood in term s of three 

interactive evolving ca p a c itie s  o f m oral developm ent: reasoning 

(cognitive), responding  (affective), and prosocial acting  (behavioural) 

(Alleman & Rosaen, 1991; Damon, 1988; Garrod, 1993; Hersh, Miller, 

& Fielding, 1980; Kaltsounis, 1987; Lickona, 1991; Martorella, 1985; 

Scott, 1987; W elton & M alian, 1988). Therefore, fundam ental to 

exploring ch ildren 's em erg in g  conceptions of their participation  

rights and responsibiUties w as a  study of children's evolving capacities 

from a moral developm ental perspective.

The sign ificance o f v iew ing children's em erging conceptions  

from a m oral d evelopm en tal perspective w as th at each  of the  

ca p a cities  o f m oral d evelop m en t com e in to p lay  a s  ch ildren  

experience — conceptualize and  exercise -- their moral rights and  

responsib ilities (Alleman & R osaen , 1991; Dam on, 1988; Garrod, 

1993; Hersh, Miller, & Fielding, 1980; Kaltsounis, 1987; Lickona, 

1991; Martorella, 1985; Scott, 1987; Welton & Malian, 1988).

W ithin th e  co n tex t o f  th is  ca se  stud y, the term  moral
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develo p m en t refers to m oral knowing, feeling, and acting sin ce  all 

three capacities can be involved in children's developing morahty - -o r  

their sen se  o f what is right or good (Alleman & Rosaen, 1991; D a m o n ,  

1988; Garrod, 1993; Hersh, Miller, & Fielding, 1 9 8 0 ;  Lickona, 1 9 9 1 ;  

Scott, 1 9 8 7 ) .  When writing o f morality, researcher Damon ( 1 9 8 8 )  

stated that it is a m ultifaceted  entity that inclu d es a "sense o f  

resp o n sib ility  for a c tin g  on  one's concern  for o th ers. S u c h  

responsibility may be expressed  through acts of caring, benevolence, 

kindness, and mercy (p. 5). He further stated that "[mjorality includes 

a concern for the rights o f others. This concern im plies a sen se  of 

justice and a  com m itm ent to the fair resolution of conflicts " (Damon, 

1 9 8 8 , p. 5). In subsequent writing, Damon (1 9 9 3 )  used the term s of 

"head, heart, and habit" (p. ix) to organize his d iscussions surrounding 

moraUty o f children and youth.

This description o f morality suggests that the capacities of moral 

development can be seen  as interactive since each one is influenced by 

the others: decisions and  actions are affected by reasoning, and

feeUng and how one th in k s and  feels is influenced by behaviours 

(H ersh, M iller, & F ie ld in g , 1 9 8 0 ;  Lickona, 1 9 9 1 ) .  H owever 

intertwined the capacities o f moral development are in  practice, it is 

useful to delineate here the theoretical differences am ongst them  in 

order to identify impUcations for this case study.

The reviews w hich  follow on the three capacities were cited  

from stu d ie s  con d ucted  in  North America on ch ildren's m oral
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experiences by research team s led by researchers such  as Kohlberg, 

Selman, GilUgan, Noddings, as well as Eisenberg. In consequence, the 

theories and research reviewed here sh ou ld  not be construed as  

universally applicable; rather, these theories and research findings 

may have m ost relevance to societies which espouse an individualistic 

orientation to decision-making and action such  as Canada, rather than 

to cultures which espouse a  more collectivist orientation to decision­

making and action (Garrod, 1993).

Furthermore, the pubUshed Literature reviewed here addresses 

the evolving capacities o f six- to twelve-year-old children since the 

developing moral, social, emotional, and intellectual capacities of the 

Grade 3 students who participated in th is case study ranged beyond 

their chronological ages of eight and nine years (Alleman & Rosaen, 

1991; Garrod, 1993; Kohler, 1979; Selm an, 1980).
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iL D elin eatin g  th e  T heoretical D ifferences

Ca) C apacity for R easoning (C ognitive)

(1) K ohlberg: According to the theory of mo red developm ent put 

forth by Kohlberg (1984), children's moraUty is based on  intellectual 

or cognitive development; moreover, it is guided by reasoning based  

on w hat is  fair an d  ju st. T his theory o f moral developm ent is 

seem ingly prem ised on  the a ssu m p tion  that acting in a  m oral way 

requires a high stage of moral reasoning; however, even though some 

children and adults can reason morally and decide what is a  fair or just 

action, does not necessarily m ean that they will take fair or ju st action.

In h is  m oral developm ent research  with children, Kohlberg

(1984) found that a s  children grew older, they tended to progress 

through a series o f stages in their reasoning about what w as the best 

action in various hypothetical situ a tion s which involved com peting  

rights. D uring interview s, Kohlberg (1984) noted rea so n s which  

children gave for resolving moral dilemmas; and, as a  resu lt o f this 

research, he claim ed that ch ildren  grow through predictable and  

progressive levels o f  reasoning, or preconventional, conventional, and 

postconventional, which reflect their understanding o f justice.

Briefly summarized, Kohlberg's research findings indicate that at 

the low est or preconventional level, children apparently see  morality 

as imposed by others and behave morally out of fear of punishm ent. At 

this low est stage, decisions and actions are dependent on  conformity 

to ru les, and  ch ild ren  are typ ica lly  unab le to tak e another's
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perspective distinct from, their own (Kohlberg, 1984). This inabiUty is 

m entioned b ecau se taking another's point o f view  is  considered  a  

precursor to moral decisions and actions (Selman, 1980).

At the middle or conventional level, children cem take another's 

point of view but not concurrent with taking their own. At this level, 

children apparently see decision-m aking and behaving m orally a s  

either doing w hat others w ant in anticipation o f praise or abiding by  

rules; and, they are typically able to conform to expectations of a  group  

(Kohlberg, 1984). At the h ighest or postconventional level, d ecision s  

and actions are guided by the universal moral principle of ju stice;  

however, according to Kohlberg (1984), th is level o f moral reasoning  

can  be ach ieved  w hen p erson s are nearing adulthood, and  n o t  

apparently in childhood.

W hile Kohlberg's work on children's m oral developm ent is  

noteworthy for th is case study in that it explores children's morality in  

term s o f focusing on m oral reasoning and decision-m aking, so m e  

w eaknesses have been identified within h is selected research sam ples  

and m ethods (Garrod, 1993). The apparent inadequacies included:

(1) the subjects were American boys who were ten years of age and  

over; (2) the dilem m as p osed  to the children were often rem oved  

from the lives o f m ost boys and girls, for example, dilemma of w hether  

to steal drugs to help a sick  person; and (3) m ost children generally  

functioned  a t th e  preconventional level o f m oral reason ing th a t  

included obedience to authority and self-interest (Kohlberg, 1984).
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(2) Im plication  for th is  C ase Study: An implication of Kohlberg's 

theory and research for this case study on children's conceptions of 

their participation  rights and resp o n sib ilities  w as th a t m oral 

developm ent of children younger than  ten  years is not adequately 

represented by h is theory, and it does not sufficiently describe the  

moral reasoning and decision-making o f all children. In consequence, 

the theory and research of Selm an (1980) is reviewed here since h is  

work expanded Kohlberg's model.

(3) Selm an: A model of perspective taJting w as developed by Selm an  

(1980), based  on interview  data co llected  from a population o f  

American children, which included girls and boys who were younger 

than  the participants in Kohlberg's research. Briefly sum m arized, 

Selm an theorized that children progressed through five levels (0 - 4) 

of perspective taking, or taking points o f view of others, which provide 

a framework for interpersonal understanding (1980). Selman's (1980) 

five-leve l m odel reflected  a  p ro g ressio n  from an egocen tr ic  

perspective when children apparently do n ot recognize that other's 

view s or perspectives m ay be different from their own, to the  

developm ent of the capacity to take th e  perspective o f others' and  

coordinate them with their own.

The two levels of th is model m ost relevant to this case study  

with students ages 8 and 9, are Levels 1 and 2 which focus on children 

5 to 12 years, sin ce the developing m oral, social, em otional, and
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in te lle c tu a l c a p a c itie s  o f  ch ild ren  ca n  range b eyon d  th e ir  

chronological ages (AUemein & Rosaen, 1991; Garrod, 1993; Kohler, 

1979; S e lm an, 1980). At Level 1 or approxim ately 5 - 9  years, 

children's understanding of another's perspective is lim ited to the  

physicad where "individuals are se en  to respond to action w ith like 

action" (Selman, 1980, p. 38); for example, a  child that received a  hug  

is likely to hug back. A t this stage, children tend to focus on one 

perspective at a time rather than coordinating points of view (Selman, 

1980). According to Selm an (1980), at Level 2 or approximately 7 - 

12 years, there is evidence of "a reciprocity of thoughts and feeling, 

and not merely actions " (p. 38); for exeimple, a boy student asks a girl 

classm ate in a friendly voice if she enjoyed playing the soccer game 

and if she wants to play the game again. In so doing, the boy student is 

showing an awareness o f  the girl's perspective by inquiring into her 

thoughts and desires about soccer. At this level, children tend to have 

an aw areness o f another's perspective and that th is aw areness  

influences self and other's view of each other (Selman, 1980).

(4) Im plication for th is  C ase Study: An im plication of Selm an's

theory and research on  perspective taking for th is case stu d y  on  

ch ild ren 's  c o n c e p t io n s  o f th e ir  p a r tic ip a tio n  r ig h ts  an d  

responsibilities was that Primary-level children can take perspectives 

o f others; and, ch ild ren  need opportu n ities w hich  foster their  

developing perspective taking sk ills and  their sensitivity to needs.
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rights, and responsibilities of others.

Related to Selm an's theory o f  perspective taking, educators are 

provided w ith  learn ing  and tea ch in g  strateg ies research ed  and  

effectively used  by Krogh (1985) as well as Benninga and Crum (1982). 

Krogh's findings, based  on research w ith Primary children, indicated  

that hterature-based approaches to learning that involved children's 

literature, reasoning, role playing, and guided d iscu ssion  facilitated  

the you n g  ch ildren 's developm ent o f soc ia l u n d erstan d in g  and  

perspective taking capacities.

Moreover, researchers Benninga and Crum (1982) coordinated  

children's levels o f  perspectives, a s  p ut forth in Selm an's theory  

(1980), w ith se lec ted  children's literature in order to encourage  

children  to co n sid er  different p ersp ectives. T hese research ers  

combined the reading o f children's hterature with story dram atization  

and role playing a s  an  imaginative m eans to develop effectively the  

perspectives o f you n g  leeimers. They concluded that perspective  

taking is a  gradually developed reasoning abüity that can be facihtated  

by the exposure o f young children to hterature supported by vicarious 

role-taking activities. If this interactive approach to learning were 

applied to ch ildren 's rights ed u ca tio n , then  real or im aginary  

dilemmas in which rights confhcted may be resolved through vicarious 

role play and related discussions.
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(b ] C apacity for R esponding (Affective)

(1) G illigan  and  N oddings: The theory and research literature on  

moral developm ent reviewed here addresses work by Gilligan (1982) 

and Noddings (1984, 1988, 1992, 1995) on children's capacities for 

moral caring and responding — an ability to respond. In response to 

the notion that moral developm ent is based on ju stice  and rights, an  

alternative theory based on  care and responsibility w as posited by 

Gilligan (1 9 8 2 ). When Gilligan (1982) spoke with w om en about their 

own life stories, conflicts, and  difficult personal d ecisions, su ch  as  

abortions, sh e  heard a con cern  that w as centred  on  care and  

competing responsibilities rather than on competing rights.

Through interviews w ith  m ales and fem ales aged six  to sixty, 

Gilligan with A ttanucci (1988) identified an affective orientation to 

moral developm ent that w as inapparent in Kohlberg's work; that is, 

moral decisions were judged on how well they m aintained or restored  

relationships and how effective they were in helping others. Gilligan 

theorized that there were two m oral orientations: one based on

justice and focused on rights, and one based on care and focused on  

responsibihties and relationships with others (1982). Gilligan's theory 

was not intended to replace Kohlberg's (1984) m oral developm ental 

theory but rather it reflects the moral thinking and feeling of females 

and males. According to Gilligan, som e m ales m ay have a  less fully 

developed morality of caire than  fem ales due to differing sociedization 

(GiUigan & Attanucci, 1988).
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Noddings (1984) elaborated Gilligan's theory and described this 

moral perspective as "an eth ic of caring" (p. 27), which sh e  later 

labelled "relational ethics" (Noddings, 1988, p. 218). This theory 

assu m es that one does not become ethically m ature by achieving  

independence but, rather, by participating in  relations in  w hich  

resp on d in g , in terd ep en d en ce , and co o p era tio n  are involved  

(Noddings, 1988). According to Noddings (1984, 1995), in order to 

move towards m eeting th is goal of responding, interdependence, and 

cooperation, curricular changes need to be im plem ented so  that 

resp o n siv e  in te r a c t io n s  betw een  tea ch er  an d  ch ild ren  are  

experienced. To this end, interactive approaches to teaching such  as 

"dialogue, modeling, th e provision of practice, and the . . . teacher 

[who] nurtures the e th ica l ideal of caring" sh o u ld  be generally  

incorporated into the learning environment (Noddings, 1984, p. 179).

(2) Im plication  for th is  C ase Study: An im phcation of Gilligan's and 

Noddings' theory and research on caring and responsibility for this 

case study on children's emerging conceptions o f their participation  

rights and resp o n sib ilitie s  w as that ch ild ren 's growth toward  

responsible citizenship m ay best be fostered by promoting both values 

of care and justice in each  girl and boy. Cooperative relationships in 

the classroom  may b est be fostered by educators through facilitating 

collaborative d isc u ss io n s  and decision-m aking, and show ing and  

reinforcing respectful actions toward children and others.
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(c) Capacity for P rosocia l A cting behavioural)

(1 ) E isenberg: The theory and research  literature on  prosocial

acting reviewed here ad dresses work by Eisenberg (1992) s w ell as 

Eisenberg, Reykowski, and  Staub (1989). Findings from stu d ies in 

both  naturalistic and  laboratory se ttin g s  by E isenberg and  her 

associates suggest that increased prosocial acting can be linked to a 

num ber of contributing factors; modelling of behaviours by adults, 

peer in teraction , a d u lt  u se  o f rea so n in g  to s e t t le  co n flic ts , 

responsibility  for se lf  and  others, and reinforcem ent (Eisenberg, 

1992; Eisenberg, Reykowski, & Staub, 1989). The effectiveness of 

su ch  interventions w hich  enhanced prosocial acting were correlated  

with age; that is, the stud ies showed the greatest efficacy o f modelling 

and other direct techniques w as with children twelve years and under 

(Eisenberg, Reykowski, & Staub 1989).

First, m odelling o f  prosocial behaviours by a d u lts  increased  

prosocial acting of children especially w hen adults were consistent, 

nurturing, verbalized their feelings o f concern, and  labeled  their 

behaviours as helpmg others. Second, adult use of reasoning to settle 

conflicts and d isputes w ith children enhanced prosocial behaviours. 

For exam ple, children w h o se  parents or teachers exp la in ed  the 

reasons for their actions and the potentially hcumful effects o f other 

actions were more likely to behave in prosocial ways w hen away from 

adult supervision than th o se  who were threatened w ith  punishm ent 

(Eisenberg, 1992; Eisenberg, Reykowski, & Staub 1989).
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Third, it  w as found that w hen adults consistently  reinforced  

prosocial acting, especially when that reinforcement was accompanied  

by an explanation  o f who did w hat for w hom  and why, children's 

prosocial resp onses continued beyond the period of reinforcement. 

Fourth, when adults had high but realistic expectations of children's 

responsibilities, their prosocial responses increased. Fifth, it was 

found that others who m odelled behaviours w ith whom the child  

strongly identified or who had high prestige, for example, peers, also 

influenced prosocial actions but to a  lesser extent than adults. Sixth, 

both the cognitive aspect o f em pathy, su ch  a s  recognition o f the 

feelings of o thers, a s  well a s  the affective com ponent, su c h  as  

em otional response to another's situation , contributed to prosocial 

actions (Eisenberg, 1992; Eisenberg, Reykowski, & Staub 1989).

(2) Im plication  for th is  C ase S tudy: An im plication of Eisenberg's 

research for this case study was that several conditions which promote 

prosocial acting  could be translated  into educational practices and  

applied  in  c la ssro o m s; for exam ple, en cou rag in g  coop erative  

interactions, and  assigning stu d en ts reasonable responsibilities. In 

keeping with Article 29  of the CRC, children m ay best leam  about 

taking resp on sib le  action if  role m odels, su ch  as teachers and  

research ers, provide appropriate d irection  an d  gu id an ce that  

prom otes s tu d e n t participation , co n s is te n t w ith  evolving their  

capacities.
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Part m  

Children's P articipation  R ights and R esearch

i. Children's E xperiences o f  P articipation  R ights in  R esearch

(a) R ogers and W rightsm an (1978)

(1) Sum m ary: A review of published research hterature on issu es  

surrounding children's participation rights reveals a number of stud ies  

co n d u c ted  in  p sy ch o lo g ica l research  c o n tex ts . The m ateria l 

particularly investigates the view s and attitudes o f adults and youth  

about children's rights, with apparently few studies investigating the 

perspectives of children.

For exam ple, a ttitu d es toward children's rights from two 

orientations were studied by Rogers and W rightsman (1978), who  

considered nurturance rights a s  those which stress "the provision by 

so c iety  of supposedly beneficia l objects, environm ents, services, 

experiences . . . for the child (p. 61); and, self-determination rights, or 

participation rights, were considered  those "potential rights w hich  

would allow children to exercise control over their environm ents, to 

make decisions about what they want, to have autonomous control over 

various aspects of their lives" (p. 61). The purpose o f the study w as to 

test the hypothesis that four groups, namely high school students, 

undergraduate education students, other undergraduate students, and  

adults w hose ages ranged from 24  to 41 years, would differ in their 

m easured attitudes toward the extension of rights to children.
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The Children's Rights Attitude Scale w as constructed to a sse ss  

five basic content areas: "health, éducation-information, econom ic,

safety-care, and legal-judicial-political" (Rogers & Wrightsman, 1978, 

p. 63) from both nurturance and self-determination orientations. For 

each o f the five content areas sixty items were generated to produce a 

scale with 300 item s. This attitude scale w as administered to 381  

participants, with statistical analysis on the data. According to Rogers 

and W rightsman (1978), the findings indicate that the high school 

students responded with significantly more positive attitudes toward 

the extension of self-determination rights than the other three groups.

(2) Im plication  for th is  Case Study: An implication of the research  

by Rogers and W rightsman (1978) for this case study on children's 

participation rights and responsibilities was that while children have 

the righ t to ex p er ien ce  their p artic ip ation  rights for se lf-  

determination, they m ight face persons such  as parents or educators 

who are willing to extend nurturance rights but reluctant to encourage 

the exercise of participation rights.

It could be said that adults in general emd educators in peirticular 

need to realize that children have the inalienable right to exercise  

their participation rights, within the Umits of their evolving capacities 

and w ith  appropriate direction and guidance, in accordance with  

Article 5 of the CRC.
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(b) M elton S tu dy (1980)

(1) Summary: A study by Melton (1980), lawyer and psychologist, 

focused on children's view s o f their peuticipation rights; its purpose  

w as to test the hypothesis that "children in  higher school grades and  

o f high-SES backgrounds would be m ore likely to give h igh-level 

responses and to advocate rights for children than would younger and  

lower-status children" (p. 186). Eighty first to seventh grade stud en ts  

of various Boston suburbs were interviewed for responses to twelve 

vignettes which involved conflicts with sch o o l personnel and parents 

su ch  as access to school records, privacy o f  a  diary, and m edical 

treatment without parental consent.

Melton (1980) concluded that it "appears that children often  

have the cognitive capacity to exercise rights and perhaps function as 

'm ature minors' at lea st in a lim ited w ay earlier than th ey  are 

frequently thought to be able. It is clear, though, that children under 

third grade should not be permitted to w aive  rights because they do 

not know what the word means" (p. 189).

(2) Im plication  for th is  C ase Study: An im phcation of the research  

by Melton (1980) for this case study was th at children under Grade 3 

can understand having rights, but not giving up rights; thus, the legal 

w aiver o f children's rights m ust be a ssu m e d  by parents, lega l 

guardians, or the state, and the exercise o f  children's rights shou ld  be 

under adult direction and guidance to be congruent with Article 5.
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(c) M argolin S tu d y  (1982)

(1) Sum m ary: A stu d y  by Margolin (1982) considered  children's 

views on rights for self-determ ination w ithin an elem entary school 

setting with 365 children in Grades 2 through 6. The purpose of the 

study was to survey the students' "preferences for ad u lt or child 

control in  seven  s itu a tio n s  w h ich  are currently  d en ied  self- 

determ ination, e ith er by conventional parent control or by legal 

statute" (Margolin, 1982, p. 97). The survey involved cartoons of 

situations including television, food, bedtime, residence, and voting.

Statistical analysis of the collected data indicated that the Grade 

2 children preferred restrictions on  their self-determ ination except 

for voting. While 66% of the children in  the American study thought 

that they should  be able to vote for their country's president, there 

was a sharp increase in support for self-determination by the children 

in Grade 3 and up, especially in the girl population. This finding, 

consistent with M elton's (1980) study, m ay reflect a  transition in 

children's conceptions about their own power to exercise their rights.

(2) Im plication  for th is  Case Study: An implication o f the research 

by Margolin (1982) for th is case stu d y  w as that there m ay be a 

transition in children's conceptions about their own power during 

third grade, the sam e grade in w hich th is case study w as conducted. 

The strong support o f  self-determination rights by girls m ay have been 

a reflection of their increased experiences o f exercising their rights.
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(d] Ruck S tu d y  (1994)

(1) Summary; This doctoral research assessed  children's reasoning  

about nurturance and seh-determ ination rights involving vignettes of 

moral dilemmas in varying contexts. The study included 169 girls and  

boys aged 8 to 17, from five schools in Toronto. Statistical aneilysis of 

the data revealed that children’s  reasoning about self-determ ination  

situations appeared to correspond with the Kohlberg's m ulti-stage  

model of moral reasoning, to be d iscussed  in Part 111 of this chapter. 

For example, responses congruent with the first stage of reasoning, 

where one apparently behaves morally out of fear of punishment, were 

given by the youngest subjects. Responses congruent with the final 

stage of reasoning, where rights were seen  in term s of abstract 

principles, were given by the two oldest groups of subjects. Reasoning 

about nurturance rights revealed that older participants referred to 

aspects of parental obligation, w hereas younger children m entioned  

consequences to them  if nurturance rights were not ensured.

(2) Im plication  for th is  C ase Study: An imphcation o f the research  

by Ruck (1994) for this case stud y on children's participation rights 

and responsib ilities w as that reasoning about rights appeared to 

depend on the specific context in which the rights were vicariously  

experienced by th e children in the vignettes. Thus, it could be said  

that consideration  needs to be given to how  con textual factors  

influence children's experiences o f their rights as in this case study.
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iL Children's P articipation  in  Curricular R esearch  

Ca) Curricular R esearch

(1) Sum m ary: A review o f reports and docum ents on curricular 

research reveeded decades of studies focused on changes o f cognitive 

functioning or attitudes a s  a  result o f curriculum  im plem entation. 

However, curricular research  th a t w as focused  on  first-person  

accounts of children's direct participation in curriculum development 

w ere seem in g ly  rare (G arner & A cklen, 1979); rath er, the  

researcher's or teacher's thoughts were represented in descriptive  

narrative accounts of classroom s (Connelly & Clandinin, 1988).

There seem s to be a paucity o f students' voices in curricular 

research, possibly because children have not been ask ed  to speak  

about their curricular experiences (Erickson & Shultz, 1992). Even if 

young children were a sk ed  to reflect upon and rep resen t their 

experiences through w ritten  or spoken narratives, however, they  

m ight not be able to answ er immediately; they w ould  need  to be 

educated in ways that build in strategies which help them  to question, 

assess, and describe their experiences.

(2) Im plication for th is  C ase Study: An implication o f these findings 

for this case study w as th a t there was a  need to con d uct research  

focusing on students' active participation in deUvery o f a curriculum, 

and to ensure that strategies o f questioning, reasoning, and  narrative 

Avriting were incorporated into The World Around Us curriculum.
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(b) Curricular C ase S tu d ies

( 1 ) Summary: A further review of literature on curricular research

show s that qualitative case studies have been especially useful to help 

educators develop insight into processes o f curriculum  developm ent 

and evaluation. For exsunple, a  report by W em er, Frankcombe, Grieve, 

a n d  W atson  (1 9 8 3 )  d o cu m en ted  c a s e  s tu d ie s  on  program  

im plem entation exp erien ces in BC, su ch  a s  programs on teacher  

effectiveness, writing, students with special needs, and com puters.

All the case stu d ies  in this report by W em er and colleagues 

(1983) focussed on  program im plem entation procedures and  their 

outcom es, both anticipated and unplanned, in order to benefit future 

curricular designs. This review showed "a growing recognition o f the 

role th a t s tu d en ts  p lay  in  program im plem en tation . A lthough  

im plem entation p lan s and activities are different in elem entary and 

secondary  sch o o ls , contributors at both  levels acknow ledge the 

m om entum  s tu d e n ts  can  give to a  program  change" (Werner, 

Frankcombe, Grieve, & W atson, 1983, p. 3).

(2 ) Im plication for th is  Case Study: An imphcation of these findings 

for th is case study w as that the case stu d y  design can be u sefu l for 

exploring curriculum im pact and implementation. This case study was 

undertaken in order to explore how curricular experiences influenced  

ch ildren's em erging conceptions o f their participation rights and  

responsibihties, in order to benefit future curriculum materials.
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Chapter Sum m ary

This chapter provided a review of theory and research hterature 

that concerns children's rights stated  in the CRC in general, and their 

participation rights and resp on sib ilities in particular. With the 

inclusion of participation rights contained within a cluster of Articles 

12 through 17, the CRC recognizes children as developing persons 

who are capable o f eventually participating in civic life. As a  result, 

what were once seen  as the needs o f children have been elevated to 

som ething far harder to ignore -- their rights.

This chapter also provided a review of theory and research  

literature that addresses children's moral development. The review of 

literature revealed that children's experiences of participation rights 

and responsibilities can be understood in terms of three interactive 

evolving capacities o f moral developm ent. This chapter provided a 

further review o f  theory and research  literature th a t concerns 

children's experiences of participation rights in research conducted  

both in and out of school. An implication for this case study was that a 

better understanding was needed o f children's evolving capacities to 

experience their participation  righ ts and  resp o n sib ilities , with  

appropriate direction and guidance. In Ught of the literature reviewed 

in this chapter, it could be concluded that the voices of children and 

youth are particularly important w ithin an educational context given 

children's participation  rights to exp ress opinions an d  to make 

decisions about matters that directly affect them.
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CHAPTERS 

METHODOLOGY 

R esearch D esign  and M ethods 

Chapter A bstract

This chapter is devoted to d iscussing  the research design and  

m ethods em ployed for operationalizing this classroom -based  ca se  

study. In order to develop a logical argument that supports a case  

study design with the collection o f qualitative data, consideration is  

given to how the theory and research surveyed in the Literature 

Review drives the research d esign  a s  well as the m ethods for 

conducting this exploratory study. Accordingly, this chapter is divided 

into two parts.

In Part 1, Research Design, the case study design employed in  

this classroom -based research on children's emerging conceptions o f  

their participation rights and responsibilities is introduced. This part 

of the chapter is  divided into five sections as outlined here. In the  

first section, an  interpretive approach to qualitative research is  

addressed. In the second section, characteristics o f the case study  

design to collect qualitative data within the classroom are outlined. In 

the third section , the evaluative, descriptive, and interpretive case  

study components employed for collecting, analyzing, and interpreting 

qualitative data  are outlined. In the fourth section , a model for 

operationalizing this case study involving the system atic collection.
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analysis, and interpretation o f the qualitative data is presented. In 

p a rticu la r , th e C ontext-lnput-Process-Product Evaluation M odel 

(Stufflebeam , 1983) is introduced in th is  section , and the three 

phases involved in the curriculum  developm ent processes including  

design or redesign, implementation, and evaluation are described. In 

the fifth section, a m ultifaceted conceptual framework that links the 

design o f  th is case  stud y w ith three qualitative data collections  

methods is  outlined.

In Part II, M ethods for Collecting th e QuaUtative Data, the 

m ultip le m ethod s se lec te d  in order to co llect qualitative data 

qualitative d ata  on ch ild ren 's  em erg in g  co n cep tio n s o f  their  

participation rights and responsibilities are addressed. This part of 

the chapter is divided into two sections a s outlined here. In the first 

section, the three qualitative data collection m ethods employed during 

this case study are described: interviews, narratives, and observations. 

In the second  section, issu es surrounding rehability and validity of data 

collection m ethods are d iscussed , which perm itted the researcher to 

explore h o w  cu rricu lar exp erien ces in flu e n c e  the c a se  stu d y  

c h ild r e n ’s  c o n c e p t io n s  o f  th e ir  p a r t ic ip a t io n  r ig h ts  and  

responsibilities. Key points of this chapter are briefly sum m arized in 

the Chapter Summary.
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Part I 

R esearch D esign

L D escribing an  In terpretive Approach to  Q ualitative R esearch

In order to show  that an  interpretive approach is well su ited  to 

the search for answ ers to the research question  that gu ided  this  

exploratory study, it is  especially significant to delineate the difference 

betw een a  p ositiv ist approach and an  interpretive approach  to 

research in the socia l sciences. A positivist approach a ssu m es that 

objects and events ex ist independent of people's perceptions o f them, 

w hereas an interpretive approach a ssu m es the world is  a  highly  

subjective phenom enon  th at involves p ersonal in teraction s and  

perceptions (Gaskins, 1994; Merriam, 1988; Yin, 1993, 1994).

To explain further, taking a  p ositiv ist approach to research  

might involve the construction  and adm inistration of a survey with  

specific questions in order to gather quantifiable data during a  pre-test 

and post-test experim ent (Gaskins, 1994; Merriam, 1988; Yin, 1993, 

1994). Those questions would be based on the researcher's definition  

o f key terms, and prem ised on the assum ption  that each  question  

m eans the sam e thing to each respondent -- an  assum ption that can  

often be incorrect. With certain conceptions su ch  as age or reading  

vocabulary that could be measured with statistica l precision, it m akes 

se n se  from a p o s it iv is t  perspective to im pose su ch  stan d ard  

definitions and to reduce information to num erical m easures.
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If, however, a  researcher were to focus on an exploratory study 

as in the case o f this present research, then quantitative procedures 

become more problematic. When speaking o f the study o f children 

involving an interpretive approach to research, G askins (1994) noted 

that the researcher "does not study behavior lifted out of the context 

in which it occurs and one takes the context to be a s m uch a  part of 

the focus of the study as the actors" (p. 316). Congruent with this 

contextueilistic approach to research, the present research explored 

the phenom enon of children's conceptions o f their participation  

rights and responsib ilities in light of curricular and  "contextual 

influences " (Combleth, 1988, p. 89), which shaped their experiences 

within the classroom, to be discussed in Chapter 4.

To be more sp ecific , from an interpretive approach, this 

research  w as u nd ertak en  in order to explore how  curricular  

experiences influenced the children's emerging conceptions o f their 

participation rights and responsibilities, w ith a view  to benefiting  

future curriculum  m aterials for children's rights education. The 

researcher listened to the children's responses by hearing, reading, 

and observing, while asking w hat lesson s m ay be gained from the 

students' vo ices for inform ing educational practice and building  

educational theory. Therefore, it could be said that not everything that 

is important can  be m easured with statistical treatm ent, and that 

doing so  w ou ld  have b een  an  in ap p rop ria te  ap p roach  to 

operationalizing this exploratory study.
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This study involved qualitative research that u sed  qualitative data 

collection m ethods. Qualitative research is characterized by Bogdan 

and Bilken (1992), as w ell as Guba and Lincoln (1989), as research  

with quaUtative or nom inal data, and with the context being accorded 

as much importance as th e phenomena under study, in contrast to its 

quantitative counterpart th a t typically reUes on statistica l treatment o f  

numbers as the beisis of m aking cleiims.

Bogdan and B ilk en  (1992), as w ell a s  G ask in s (1994), 

emphasized that the natural context — circum stances or environments 

that surround and influence particular events or experience -- should  

be the direct source o f the qucditative data. The collected data can be 

analysed inductively and Interpreted with a view to building theory 

(Bogdan & Bilken, 1992; G askins, 1994).

In qualitative research  the primary objective is to understand  

the m eaning of an experience (Bogdan & Biklen, 1992; Gaskins, 

1994). Accordingly, quaUtative research attem pts to explore and to 

understand how parts w ork together in order to create a whole 

experience (Merriam, 1988); moreover, it proceeds on three key  

methodological assum ptions outlined here.

( 1 ) QuaUtative research assum es the world is a  highly subjective 

phenom enon that involves personal in teractions and  perceptions, 

whereas quantitative research is based on an assum ption that a single 

objective reaUty ex ists (G askins, 1994; Merriam, 1988; Yin, 1993, 

1994). The former is primarily concerned with process as in this case
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stud y  in which the researcher w as in terested  in children's direct 

involvement in the curriculum  development processes.

(2 ) Q ualitative research  a ssu m es that m eaning is em bedded in 

peop le's experiences (G askins, 1994; Merriam, 1988; Yin, 1993, 

1994); and within the context o f  th is  ca se  study, the researcher  

looked for m eaning in  the children's curricular experiences. In 

p articu lar , the resea rch er  w as in tere sted  in  how  cu rricu lar  

experiences during im plem entation o f a  curriculum  for children's 

rights education in fluence children's em erging conceptions o f their 

pairticipation rights and responsibilities.

(3) Qualitative research assum es the researcher is involved in field 

work w hen the data is being collected; and within the context o f this  

case study, the researcher went ou t to the 'field,' or the classroom  

site, in order to collect quaUtative data within the educational setting  

(Gaskins, 1994; Merriam, 1988; Yin, 1993, 1994).
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iL O utlining C haracteristics o f th is Q ualitative Case S tudy

While a case study can involve qualitative or quantitative data or 

integrate a com bination o f the two (Gaskins, 1994; Stake, 1994), the 

research reported in  th is dissertation is focused on a case study with 

quahtative data, or a  quahtative case study. Merriam (1988) describes 

a qualitative case  stu d y  as an "intensive, ho Us tic description  and  

analysis of a  bounded phenomenon such as a program, an  institution, a 

person, a process, or socia l unit" (p. xiv). Merriam (1988) and Yin 

(1993, 1994) have suggested  that a  quaUtative case study is an ideal 

design  for the p resen tation  o f data gathered  during naturalistic  

research conducted in a  natural setting su ch  as a classroom.

Furthermore, Merriam (1988) stated  that the "decision to focus 

on quaUtative ca se  stu d ies  stem s from the fact that the design is 

ch o sen  precisely b eca u se  researchers are in terested  in insight, 

discovery, and interpretation rather that hypothesis testing" (p. 10). 

Accordingly, the case  study design was weU-suited to th is classroom- 

b ased  research o n  ch ild ren 's em erg in g  co n ce p tio n s  o f their  

participation  righ ts an d  resp on sib ilities for the sev en  reasons  

discussed  below:

( 1 ) The researcher ch ose  to conduct a  case stu d y  b ecause this 

design  has been view ed as a usefu l m ean s to investigate both a 

phenom enon and the context in which it takes place, w hen either 

"the con text is  h yp oth esized  to co n ta in  im portant explanatory  

variables about the phenom enon, or . . . the boundaries between the
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phenomenon and context are not clearly evident" (Yin, 1993, p. 134).

In line w ith Merrieim's (1988) description of a  qualitative case  

study, the researcher explored the "bounded phenomenon" (p. xiv) of 

the participating children's conceptions of their participation rights 

and responsibiUties which emerged during their experiences with the 

curriculum for children's rights education. In this case  study, the 

participating children's conceptions of their participation rights and  

responsibilities were considered the phenomenon, and the classroom  

where the curriculum was im plem ented was considered the context.

(2) The researcher ch o se  to conduct a case stu d y  because it 

permitted the research to focus on a  "single phenom enon or entity" 

(Merriam, 1988, p. 10) or th e case under study. The researcher 

selected  a single case for stud y that was one classroom  of nineteen  

Grade 3 stud en ts, and their classroom  teacher, at the Auscultare 

School (pseudonym) within the public school system of BC.

(3) The researcher chose to conduct a case study because it looked 

at a  particular situation, instance, or phenomenon, w hich meant the 

case study and its data and findings were particularistic  (Gaskins, 

1994; Merriam, 1988). S in ce the data and findings were considered 

particular to the site-sp ecific  context where collected (Yin, 1993, 

1994), an impUcation for th is case study was that the research data 

and findings docum ented in Chapter 4 and Chapter 5 were particular 

to the context of the specific classroom  of Grade 3 children where the 

research was conducted.
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(4) The researcher chose to conduct a case study because It allowed 

for the extension o f the reader's understanding o f the phenom enon  

under study, which m ean t the case  stud y  was heuristic  (Gaskins, 

1994; Merriam, 1988; S take, 1994). The participating children's 

conceptions of their participation rights and responsib ilities were 

considered the phenom enon In th is research; thus, th is case study  

was heuristic In that Its purpose w as to explore how  curricular 

experiences Influenced ch ildren 's em erging con cep tion s o f their  

participation rights and  responsibilities, with a view  to benefiting  

future curriculum m aterials for children's rights education.

(5) The researcher ch ose to conduct a  case study because It relied  

on inductive reasoning, w hich  m eant that u nderstand ing  o f the  

phenom enon under stu d y  emerged "from an exam ination of data — 

data grounded In the con text Itself ... rather than  verification or 

predetermined hypothesis" (Merriam, 1988, p. 13). This classroom - 

based case study Involved collection. Inductive content analysis, and  

Interpretation of Its quaUtative data, each to be d iscussed  In Chapter 5.

Briefly stated, the goals o f  Inductive content analysts within the 

context o f this study Included organizing the data Into Interpretable 

and meaningful categories as well as identifying reasonable conclusions 

and Insights based on the data (Gaskins, 1994; Merriam, 1988; Yin, 

1993, 1994). Inductive con ten t analysis of the data  Involved the 

system atic organization o f the word and phrase tables w hich emerged 

from the collected data and  Its perceived themes.
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(6) The researcher chose to conduct a  case study because it w as the 

preferred design for research that ask s how  or w hy  questions, and 

when it focuses on contemporary phenom enon within a  naturahstic  

context, according to G askins (1994), Merriam (1988), and Yin (1993, 

1994). T his ca se  s tu d y  explored  how  curricu lar exp erien ces  

in flu en ced  the c h ild  p a rtic ip a n ts' em erg in g  c o n c e p t io n s  o f  

participation rights and  responsibiUties, w hich  can be considered a 

contemporary phenom enon, and it took place in a naturahstic context 

of the classroom.

(7) The researcher ch o se  to conduct a case stu d y  b eca u se  it 

permitted the inclusion  o f varied components: evaluative, descriptive,

and interpretive. Wliile case studies can be essentially descriptive or 

interpretive or evaluative, som e research is  best served through a 

com bination of th o se  com ponents (G askins, 1994; Merriam, 1988; 

Stake, 1994; Yin, 1993), a s in this case study, to be introduced in the 

next section of this chapter, and further d iscussed  in Chapter 4 and 

Chapter 5.
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iii. O utlining Evaluative, D escriptive, and Interpretive C om ponents

As previously stated, through this case study the researcher was 

searching for effective means for both providing appropriate direction 

and gu id an ce to help  stu d en ts  understand  an d  exercise their 

participation rights and  responsib ilities, as w ell a s  recognizing  

children's em erging conceptions o f their participation rights and  

responsibihties. Q ualitative research w as undertaken in order to 

explore how curricular experiences influenced the child  participants' 

em erg in g  c o n c e p t io n s  o f th e ir  p a r t ic ip a tio n  r ig h ts  and  

responsibilities, with a  view to benefiting future curriculum  materials 

for children's rights education

As previously stated  in Chapter I, this classroom -based  case 

stu d y  on exp lorin g  ch ildren 's em erging co n ce p tio n s  o f their 

participation rights and responsibilities w as guided by this research 

question: How does participation in delivery o f a  curriculum  for

children’s rights education, and direct involvem ent in classroom- 

based  cu rricu lu m  developm ent p ro cesses , in flu en ce  the child  

participants' em erging conceptions o f their participation rights and 

responsibilities? Responding to th is question required a  case study 

design and m ethods which employed the system atic p rocesses of 

collecting, analyzing, and interpreting the qualitative data. These 

processes were effectively operationalized through case study design 

that com bined evaluative, descriptive, and interpretive case study  

components, as briefly outlined next.
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(1) The Evaluative Component: This com ponent primarily focused  

on the system atic data collection process (Merriam, 1988; S take, 

1994; Yin, 1993). With a  view  to benefiting future curriculum  

m aterials for children's rights ed u cation , qualitative data were 

collected  on  children's emerging conceptions of their participation  

rights and responsibilities. The data collection process was facilitated  

through both Process Evaluation and Product Evaluation procedures 

(Stufflebeam , 1983), in order to explore the im plem entation and  

impact of curricular experiences on children's emerging conceptions 

of their participation rights and responsibilities.

(2) D escriptive Component: This com ponent of the case stu d y  

primarily focused on analyzing the descriptive data (Merriam, 1988; 

Stake, 1994; Yin, 1993), which were system atically collected during  

both P ro cess  E valuation  and  Product E valuation  procedures 

(Stufflebeam, 1983). During this case study, analysis of the descriptive 

data served "the function of allowing a researcher and an audience to 

make se n se  of what transpired in a setting, yielding a patterned, 

sy n th es ized  u n d erstan d in g  o f it" (M cC utcheon, 1981, p.  6). 

According to Bogdan and Biklen (1992), data analysis in qualitative 

research involves the following:

system atically searching and arranging the interview transcripts, 
fieldnotes, and other materials that you accum ulate to increase  
your own understanding of them, and to enable you to present 
w hat you  have discovered to others. A nalysis involves the 
working of data, organizing it, breaking it into manageable units, 
syn th esiz in g  it, searching for patterns, discovering w hat is  
important and what is to be learned, and deciding what you will 
tell others, (p. 153)
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(3) Interpretive Component: This com p onent of the case stud y

prim arily focused  on interpreting the descriptive data (Merriam, 

1988; Stake, 1994; Yin, 1993). The interpretive component addresses  

con clu sion s drawn from th is case s tu d y  and  im plications for the  

research  goals of both informing ed u cationa l practice and building 

educational theory.

With reference to informing educational practice, the researcher 

searched for effective m eans for providing appropriate direction and  

guidance to help students understand an d  exercise their participation  

rights and responsibilities, in accordance w ith their developm ental 

capacities. W ith reference to b u ild in g  ed u cation a l theory, th e  

researcher searched for descriptive s ig n s  for recognizing the child  

participants' emerging conceptions o f their participation rights and  

responsibiUties.
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br. M odel for C ollecting, A nalyzing, and Interpreting th e  Data

Ca] C ontext-Inpnt-Process Product (CIPP) E valuation M odel

In order to collect, analyze, and interpret the qualitative data 

concurrently and system atically through the evaluative, descriptive, 

and interpretive com ponents previously outlined, the Context-Input- 

Process-Product (CIPP) Evaluation Model developed by Stufflebeam  

(1983) was modified and adapted to m eet the needs of th is particular 

case study. It should be noted that when the curriculum for children's 

rights education. The World Around Us, w as originally developed and 

w ritten by the researcher (Murray, 1995), the Context Evaluation  

procedure (needs a sse ssm en t) and  In p u t Evaluation procedure 

(curriculum content and strategies) were conducted, and so  these two 

procedures were not repeated at the outset of this case study.

The CIPP Model (Stufflebeam, 1983) w as modified whereby only 

the Process and Product Evaluation procedures were em ployed in 

order to facilitate the concurrent and system atic collecting, analyzing, 

and interpreting of qualitative data. The Process Evaluation procedure 

concerned im plem enta tion  o f the curriculum, since it w as important 

to consider how and where the curriculum w as actually implemented  

w hen analyzing how the curriculum  influences those w ho u se  it. In 

addition, the Product Evaluation procedure concerned im pact  o f the 

curriculum  (Stufflebeam, 1983).

Taken together, the Process and Product Evaluation procedures 

en a b led  the research er to co llect and  analyze qualitative data
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concurrently and systematically in the form of excerpts selected from 

interviews, narratives, and observation notes w hile focusing on the 

children's capacities for reasoning, responding, and  prosocial acting. 

To explain further, the researcher proceeded through the Evaluative 

Component o f ca se  study on the u nd erstan d ing  that curricular 

experiences in fluence conceptual developm ent in  general (Gersch, 

1996; Lickona, 1991; Martorella, 1985; N oddings, 1988; Reardon, 

1995; S co tt, 1 9 9 6 ), and can  in flu en ce  ch ild ren 's em erging  

conceptions of participation rights and responsibilities.

In so doing, the researcher endeavoured to make connections 

between the ch ild  participants' curricular experiences and their  

em erg in g  c o n c e p t io n s  o f  th e ir  p a r t ic ip a t io n  r ig h ts an d  

responsibilities, to be discussed in the analysis and interpretations of 

the findings in Chapter 4 and Chapter 5.
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(b ] Curriculum  D evelopm ent P rocesses

Within the context o f  the case study, the students' curricular 

experiences involved th eir  participation in delivery of The World  

Around Us curriculum and their direct involvement in its classroom - 

based curricu lum  developm ent p r o c e sse s . W hile the ch ild  

participants' direct involvem ent in  th e  curriculum  developm ent 

processes was mainly centred on im plem enting the curriculum, and it 

also included designing or redesigning as well as evaluating aspects of 

the curriculum, as outlined here.

The term  curriculum deve lopm en t p ro cesses ,  according to 

Miller and Seller (1990), generally refers to three key p rocesses  

included in an evolving cycle of curriculum  development: design,

im plem entation, and  evaluation . D uring the curriculum design  

process, the curriculum  sp ec ia list or classroom  teacher typically 

develops materials which include content and strategies to best su it  

the needs, abilities, and interests o f  the children (Miller & Seller, 

1990). However, for the purposes o f  th is case  study in which an  

existing set of curriculum  materials w as previously designed by the  

researcher, the stu d en ts were offered opportunities to participate  

actively in the redesigning  o f  existing materials as well as the des ign  o f  

additional activities. For example, the students voiced their opinions 

on the existing curriculum content and processes, and suggested new  

ideas and made decisions on  curricular design matters, with a  view to  

benefiting future curriculum  materials for children's rights education.
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The stu d en ts  were key figures in  curriculum im plem enta tion  

processes which can be seen as an e v e n t  experienced at school, not as 

a  product (Miller & Seller, 1990). The im plem entation p h ase was 

considered an  evolving process th a t involved interaction of teacher  

and students, w hich  w as m eant to "lead to m utual adaption o f the 

program . . . [that] can  range from superficial dialogue about the 

progreim to com plete examination and  revision of it" (Miller & Seller, 

1990, p. 14). S tu d en ts' direct involvem ent in the im plem entation  

phase of the curriculum  is em phasized in the detailed amalysis which 

follows in Chapter 4.

The curriculum  evaluation p r o c e s s e s  in vo lved  formative 

evciluations of the curriculum during its implementation. For example, 

the children decided  that more artistic  activities were needed in 

order to express their ideas in a  v isual memner, and so they suggested  

creating a  mural. The evaluation process also involved im pact of the 

cu rricu lu m  o n  ch ild ren 's em erg in g  co n cep tio n s d u r in g  their  

participation in  its  dehvery, a s noted above in the CIPP Evaluation  

Model description (Stufflebeam, 1983).
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V. Fram ew ork Linking C ase S tu d y D esign w ith  M ethods

F undam ental to exploring the child participants' em erging  

conceptions o f their participation rights and responsibilities was the  

construction o f a  conceptual framework that Ünked the design of th is  

case study w ith its data collection methods. A case study design and  

m ethods were employed for the system atic p rocesses of collecting, 

analyzing, and  interpreting the qualitative data. These processes were 

effectively operationalized through a  case study design  that combined  

evaluative, descriptive, and interpretive com ponents. This design  

supported th e  collection o f qualitative evidence th a t reflected the  

child participants' thoughts, feelings, Euid actions.

For th e  purposes o f th is research, a  m ultifaceted conceptual 

framework w a s developed for exploring the ch ildren's em erging  

conceptions o f their participation rights and responsibilities. Based  

on the theory and research hterature reviewed in  Chapter 2, Part II, 

on children's m oral development, construction of th is framework was 

prem ised on  th e  understand ing th at interactive capacities w hich  

children experience during m oral developm ent sim ilarly come into  

play during the conceptualization process (AUeman & Rosaen, 1991; 

Dam on, 1988; Garrod, 1993; H ersh, Miller, & Fielding, 1980; 

K altsounis, 1987; Lickona, 1991; Martorella, 1985; Scott, 1987; 

Welton & M alian, 1988). A framework that involved three len ses  

served as the freune of reference: capacities for reasoning (cognitive), 

responding (affective), and prosocial acting (behavioural).
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The u se fu ln ess  o f  th is kaleidoscopic framework w as that it 

linked together three interactive capacities o f children's development 

w ith  three d a ta  co llec tio n  m ethods o f  in terview s, narratives, 

observations. These m ethods were selected for th is research because  

they enabled the researcher to collect qualitative data on the ch ild  

participants' em erging conceptions of their participation rights and  

responsibihties. In so doing, data were gathered by Ustening to the 

child participants' voices, w hich involved hearing students' voices  

during informal conversations and sem i-structured interviews; and, 

Ustening involved reading students' words and pictures, and observing 

their actions and interactions during im plem entation of The World  

Around Us, to be further discussed in Part II of this chapter. (Refer to  

n ext page Figure 1 - M ultifaceted  C onceptual Framework.]
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Children's Capacities: Reasoning, Responding, & Prosocial Acting

Figure 1 . M ultifkceted C onceptual Framework
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Part n  

M ethods for C ollecting th e  Q ualitative D ata  

L D escrib ing th e  Three Q u alitative D ata C ollection  M ethods

Within the context of th is  case  study, m ultiple data collection  

m eth od s w ere se le c te d  in  ord er  to explore how  curricular  

experiences in fluenced  the child  participants' em erging conceptions 

o f their participation  rights an d  responsib ilities, w ith  a view to 

benefiting future curriculum  m aterials focused on children's rights 

education. In particular, three data collection m ethods -- interviews, 

narratives, observations -- w ere em ployed in th is  ca se  study for 

triangulation o f m ethods. According to Berg (1995), M athison (1988), 

and Popham (1988), triangulation  refers to the u se  o f different 

methods to collect data as a strategy for enhancing the validity and 

reliability o f the research findings.

The rationale behind "methodological triangulation" (Mathison, 

1988, p. 14) is that u se of m ultiple methods can help the researcher 

to cross-reference the responses o f the participants (M athison, 1988). 

According to Yin (1993), the researcher needs "to a sk  the sam e 

question o f different sources o f evidence; if all sou rces point to the 

sam e answer, you have successfully triangulated your data" (p. 69); as a 

consequence, the researcher should  have increased confidence that an 

event occurred if information from at least three sources all converge 

and suggest sim ilar findings.
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The m ethods o f interview s, narratives, and observations were 

assessed  for suitabüily by the researcher during the pilot program of 

the Primsiry-level curriculum  for children's rights education within a 

major urban school d istrict in BC during April 1996 through June  

1997. When using the three data collection methods, it w as kept in 

m ind by the researcher th at the words expressed by th e  child  

participants inevitably varied in descriptiveness depending on their 

abiU ties to articulate their answ ers in written or sp oken  forms 

(Garbaulno & Stott, 1989). When less description was involved, some 

of the children's responses could not be readily clustered around an  

em ergent theme; con sequ en tly , th ose  excerpts were listed  alone  

instead of clustered with a  related theme.

The raw data were recorded and transcribed if necessary, while 

the students' names were coded in order to preserve confidentiality  

and anonym ity. To be more specific, the excerpts of the n ine girl 

students were coded as GS 1 through GS 9 and the ten boy students  

were coded as BS 1 through BS 10 so that GS 1 indicated Girl Student 

1 w hereas BS 10 ind icated  Boy S tu d en t 10. For exam ple, the 

following excerpts illustrate how the raw data were coded:

Girl Student #3:

GS 3 You take time to listen  and that fe e ls  right to me.

Boy Student #3:

BS 3 I understand w h a t you need me to do now.
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Specifically, the researcher selected  three m ethods to collect 

qualitative data on the participating stud en ts' written and spoken  

words and their actions during their curricular experiences: (a) sem i­

stru ctu red  in terview s prim arily w ith  ch ild  particip an ts, p lus  

interviews with the classroom  teacher and interested p arents/legal 

guardians, (b) children’s  narratives, and (c) participant observations, 

to be discussed next.

Ca] Sem i-Structured Interview s

In keeping w ith the exploratory nature of the case study that 

highlighted the sign ificance of listen in g  to the children's voices, 

qualitative data on children's verbal expressions were collected via 

sem i-structured interviews, which involved the researcher using a list 

o f q uestion s to gu ide the interview s. The term sem i-stru ctu red  

interview  refers to a  process "guided by a Ust o f questions or issu es to 

be explored, but neither the exact w ording nor the order o f the 

questions is determined ahead of time" (Merriam, 1988, p. 74). This 

qualitative data collection strategy has been supported by Bogdan and 

Biklen (1992), Garbarino and Stott (1989), Merriam (1988), and Yin 

(1993, 1994) who suggested  that interview s are effective m eans of 

data collection, especia lly  when u sed  in  conjunction w ith other 

methods, such as narratives and observations, as employed during this 

case study.

According to Merriam (1988), the sem i-structured interview
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format "allows the researcher to respond to the situation  at hand, to 

the em erging worldview o f the respondent, and to new  ideas of the  

topic" (p. 74). The sem i-structured  interview w as ch osen  over a 

highly structured  interview, w hich  is "an oral form of the written 

survey" (Merriam, 1988, p. 73) su ch  as a  questionnaire, or the  

unstructured interview in w hich "there is no predeterm ined set of 

questions" (Merriam, 1988, p. 74), but more conversational in tone. 

In addition, the researcher had informal conversations with the child 

participants in their classroom , w hich  allowed for spontaneity and  

flexibility of questions and responses.

In pcirticular, the sem i-structured evaluation interview (Rubin & 

Rubin, 1995) w as conducted in order to develop an  understanding on 

which characteristics of the curriculum  processes were perceived to 

be effective or ineffective for the children and the teacher. Briefly 

stated, an evaluation interview is one where the researcher attempts 

"to learn  w h eth er  new  program s, projects, or other types of 

intentional changes are living up to expectations" (Rubin & Rubin, 

1995, p. 27). (R efer to  A p p en d ix  B - S am p le S em i-S tru ctu red  

Interview  Q uestion s for Child Participants.)

While conducting interviews and collecting related quahtative 

data, the benefits and risks of such  interviews became apparent. First, 

a benefit of u sing this m eans of data collection w as that the interview 

did not require the child respondent to read or write. However, the 

risk w as that the interview data cou ld  be in fluenced  by children's
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m aturity and their abilities to understand questions and to articulate 

responses (Cox, 1991; Garbarino & Stott, 1989).

Second, another benefit was that the interview allowed a  more 

direct a ccess  to the personal world of the ch ild  through open-ended  

questions over observational or written m easures. A risk of gatherm g  

data through interviews w as that the children's responses cou ld  be 

in fluenced  by the interviewer's tone o f voice or by her nonverbad 

behaviours. Similarly, the types of questions, could have influenced  

how the child participants verbally expressed their ideas, or perhaps 

even ch o se  to withhold their responses (Garbarino & Stott, 1989; 

Hills, 1993). Keeping in m ind these possible influences on children's 

responses, the follow p o in ts were u sed  a s  guidelines w hen  the  

research er designed the interview  q u estio n s . Each p oin t w as  

con sid ered  and p ractised  by the research er w hen co n d u ctin g  

interviews with eighteen o f the nineteen the students:

( 1 ) The mterviewer asked  each  case study student to bring to the  

interview  som ething that he or she had drawn or written (Hills, 

1993). For example, som e students brought their Charter o f Rights 

that they had individually printed on scroll paper. The interview then  

began w ith  the child talking about the conten t o f the Charter w ith  

which he or sh e had some expertise and familiariiy.

(2) T he interview er rem ained  n on -ju d gem en ta l by a ccep tin g  

everything that the child participants expressed  (Hills, 1993). For 

example, BS 2 stated: I g o t the b es t ideas in c la ss so I sh ou ld  g e t
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more time than o ther k ids. In response, the interviewer reminded  

him that all interviews with students were a  maximum o f 10 m inutes.

(3) To help reduce the child participants' se lf-con sc iou sn ess (if 

existent), the interviewer let them represent a  peer group (Garbarino 

& Stott, 1989). For example, the interviewer asked the children:

I w ould like to lea m  w h a t children in you r group (or classroom  think

are som e responsibilities of children instead of. What do you think are

som e children's responsibilities?

This excerpt w as transcribed from the response of OS 2:

We think all children can take som e responsibility to listen  to 
parents. We can share a responsibility to look after a  computers 
a t a  com puter room. All children can share a  responsibility to 
give som e re sp ec t to each other. Children can  ta k e  som e  
responsibility to sa ve  electricity a n d  turn lights off. We can  
share a  responsib ility  to help m y fr ien d  (name deleted) in a  
wheelchair a n d  give her a  p u sh  w hen  she gets tired. We can  
share a  responsibility to not budge in fron t of a  line.

(4) For the evaluation  interviews, th e  interviewer u sed  probing  

q u estion s so that clarity of the child  participants' op in ions and  

responses about the curriculum topics and activities were enhanced . 

For example, the interviewer asked the child participants questions  

such as: How should this activity be changed to make it better? Why? 

or How come? W hat d id  you leam  by doing this activity?

These guidelines were based on the assum ption that a  primary 

contribution  o f researchers to ed u cation  is to practise types of 

research that reveal significant characteristics about how  and why  

children leam  and develop (Garbarino & Stott, 1989). To th is end, 

open-ended questions were included in the interview p rocesses with
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the child participants and adults.

The u se o f such questions was defended by Bogdan and Biklen 

(1992), who have mainteiined that such  quahtative data collection is 

su ita b le  w hen the researcher is "concerned w ith understand ing  

behavior from the subject's own frame o f reference" (p. 2). The 

questions referred to aspects of curricular experiences; for example, 

the stud en ts were asked their opinions on the curriculum materials.

Additional semi-structured interviews were conducted with the 

teacher and with six parents who had indicated their interest in being 

interviewed w hen they signed their children's con sen t forms. The 

interview s conducted with the teacher were valuable in that the 

in form ation  provided by her often corroborated find ings o f the 

researcher or expanded the meaning of those findings, as d iscussed  in 

the data emalyses and interpretations in Chapters 4 and 5.

The parent interviews were conducted at a  time and place away 

from th e  classroom  site  that w as m utually  agreed upon  by the 

respondent and the researcher, so that confidentiality and privacy 

could be preserved. These interviews ranged in length from thirty 

m in u te s  to ab ou t on e hour. The p aren ts' s c h e d u le s  were 

accom m odated by conducting four interviews in person and  two by 

telephone. Informed consents to be interviewed were signed  by the 

parents prior to the interviews se ss io n s  taking place. (R efer to  

A ppendix C - Sam ple C onsent Form for Adult Interview .)
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Unlike the insights and information provided during the teacher 

interviews, it was found that the parent interviews were generally less  

valuable a s  far as corroborating the researcher's findings. The parents 

seem ed eager to talk about their children and  them selves, as they  

responded to the researcher's sem i-structured interview questions, 

although the interviews were not limited to th o se  questions. The 

questions focused on the parents' notions o f w hat they thought terms 

such as responsibiUty and righ ts  meant to their children.

Other questions focused on what responsibifities their children 

assum ed at home; and, what rights their children exercised at home. 

R esponses to this fine of questioning provided the researcher with 

insights into the children's actions beyond the scope o f the classroom; 

for exam ple, if the children were provided w ith opportunities to 

experience their participation rights and responsibilities at home as 

they were in the classroom.

Perhaps the m ost enhghtening information that the six  parents 

provided during the interviews was their u nsoh cited  com m ents on 

how often the children apparently spoke a t hom e with enthusiasm  

about The W orld A round Us activities in w hich  they took part at 

school. All the parents stated their support o f the implementation of 

this curriculum  for children's rights education , and five of the six  

parents m entioned that they would like to see  the u se  of sim ilar  

curriculum materials within all grades. (R efer to  A ppendix D - Sam ple 

Sem i-Structured Interview  Q uestions for A dult P articipants.)
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It should be noted that at the beginning of every interview with  

either the parents, teacher, or child  participants, the researcher  

explained the purpose o f the case study, w hat w as expected o f the 

in terview ee, an d  th a t the resp o n d en t m ay a sk  q u estio n s for 

clarification at a n y  tim e. The in terview ees w ere asked if  their  

responses might be taped, and if  in agreement, then the interview was 

taped; however, all cassette recordings were destroyed after analyses. 

During the interviews, notes were taken by the researcher for later 

transcription, w hich  w ere destroyed upon com pletion of analyses to 

ensure confidentiality.

It w as kept in  mind, however, th at the u se  of an interview  

a ssu m es th at resp on d en ts p o sse ss  th e  n ecessary  know ledge or 

language sk ills to answ er the q uestions (Garbarino & Stott, 1989; 

Gersch, 1996; Kohn, 1993). And so , the ch ild  may not only be 

unwilling to com m unicate their attitudes, values, and feelings about 

such  issu es as curricular activities, but he or sh e  might sim ply be 

unable to do so for developmental reasons. In order to elicit data firom 

the unable or unw ilhng child respondent, the researcher additionally  

gathered qualitative data through written techniques and observational 

m ethods within th is case study, to be d iscussed  next.
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(b) Children's Narratives

Data collection through the children's narratives involved the 

u se o f two key instrum ents, w hich offered the child  participants 

opportunities to write their reflections on the curricular experiences:

(1) journals, or Thinking Logs a s  called in The W orld Around Us 

curriculum, in w hich the children wrote responses to each of the 

literature - based  curricular activ ities and (2) I am  learning . . . 

formative self- evaluation activity.

First, narrative writing in Thinking Logs w as facilitated by 

providing students with curricular experiences in w hich learning and 

teaching strateg ies were u sed  to broaden their reading-listening- 

viewing-writing interests, such as concept mapping, role playing, to be 

further d iscu ssed  in Chapter 4. Second, children's reflections on 

their curricular experiences were facüitated through the I am learning 

. . .  sheet, which provided a means of formative evaluation at the end of 

each activity within the ten thematic modules contained in The World 

Around Us curriculum, to be further discussed in Chapter 4. (Refer to  

Chapter 4 , F igure 5  - Sam ple I am  team in g . . .  S heet.)
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(c) Participant O bservations

The m ethod o f participant observations involved the u s e  low  

inference checkUsts and high inference field n otes written during the  

observations. According to McCutcheon (1981) there are two m ain  

types of observations: p a rtic ip a n t observation  in  which the observers 

engage in the activities they set out to observe and non-partic ipan t 

observation, in w hich  the observers stand  a loof from the activities  

under observation su ch  as behind a  two-way mirror.

Participant observation was well-suited to th is case study since  

qualitative data w ere collected  on children's written and sp oken  

words as well as their actions. According to McCutcheon (1981), the 

method of participant observation has two inherent benefits for case  

study research; th a t  is, observation  s tu d ie s  are su p erio r  to 

experim ents and su rveys w hen  data are co llected  on non-verbal 

behaviours, and the process enables the observer to discern ongoing  

behaviour as it occurs and to record field notes.

For example, the researcher used higher inference field notes  

during observations, which asked questions su ch  as: W hat evidence

show s that children are (or are not) actively participating in sh a red  

decision-m aking?  At other tim es a lower inference checkU st w as  

used, which focused on specific skills such  as: Does the child a s k  fo r  

help when needs it. or p la y s  well with others, or in itiates in teractions  

with adults  (R efer to  A ppendix E - Sam ple Classroom  O bservation  

Checklist.)
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iL D iscussing R eliab ility  and V alid ity  o f  S elected  M ethods

It w as noted  by the researcher a t the prelim inary stages of

preparing for this case  study that MacDonald and Walker (1975) made

the point that a  ca se  study with quahtative data can  have potential

limitations. For exam ple, this case stu d y  could only reflect a  partial

account of the phenom enon under stud y  because it involved selection

at every stage by the researcher. The researcher was cautious about

potential inherent problem s w hich, according to MacDonald and

Walker (1975), could have surfaced throughout this case  study such as

becoming too involved in events

or situations under study; problems over confidentiahty of data; 
problem s stem m ing from com petition  from different interest 
groups for a c c e ss  to and con tro l over the data; problem s 
concerning pubhcation, such  as the need to preserve anonymity 
of subjects; problem s arising from the audience being unable to 
distinguish data from the researcher's interpretation of the data, 
(p. 4)

To avoid su ch  potentia l problems, th e  researcher endeavoured to 

structure carefully both the study design and its implementation, and 

sh e took steps to assu re the trustworthiness and dependability of the 

research in light o f  reliability and validity of the qualitative data 

collection m ethods, a s  discussed here.

(a) R eliab ility: W hen any type o f research activity is  designed, 

whether it be qualitative, or quantitative, or a combination of both, the 

researcher m ust give consideration to the reliability and validity of 

data collection m ethods. According to Yin (1993, 1994), reliability is
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concerned w ith  the stability, con sisten cy , and  predictability of 

methods during m ultiple tests, or the extent to w hich the study can  

be replicated u sin g  the selected m ethods. Both Berg (1995) and  

Popham (1988) m aintained that w ithout rehability m ethods may not 

reflect the actual state of a  situation under study.

The system atic collection of data helps to ensure reliabüity in 

that similar procedures could be followed in multiple case studies or 

in a study conducted by multiple researchers. As previously outlined, 

system atic p rocesses o f  collection, analysis, and interpretation of 

qualitative data were employed through a com bination of evaluative, 

descriptive, and interpretive case study components.
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Cb) VaUdity

The validity of the m ethods used for data collection cind analysis 

is concerned with the accuracy of the m ethods, or the extent to which  

the instrum ents m easure w hat the researcher thinks sh e or he is 

measuring (Berg, 1995; Merriam, 1988; Popham , 1988). In this case  

study, the question of validity arose with respect to internal vahdity  

and external validity of the research m ethods.

The term Internal valid ity , according to Berg (1995), Merriam  

(1988), and Popham (1988) refers to th e  ex ten t to w hich  the  

instrum ent represents the content of interest. For example, in order 

to corroborate observation findings, both higher inference field notes  

and low er inference observation  c h ec k lis ts  were u sed  by th e  

researcher for added consistency to observations.

The researcher further endeavoured to ensure internal vahdity  

and to corroborate findings by asking s tu d en ts  related, probing  

interview questions about curricular activities. For example, responses 

about a  Learning Centre activity were eUcited firom the children during 

their interviews though probing questions su ch  as: What p a r t o f the 

activity d id  you like doing the best? W hy? W hat p a rt do you think  

other children would like to do? W hy?  The responses to su ch

questions were analyzed for patterns and them es in order to clarify 

answ ers and determine how and why the children assessed  certain  

strengths or w eaknesses o f the given learning activity (Cox, 1991; 

McCutcheon, 1981).
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The term external validity, according to Berg (1995), Merriam  

(1998), and Popham  (1988) refers to the generalizabillty o f  the  

research findings. The case study data were particular to curricular 

experiences of the stu d en ts w ith in  the site-specific con text where 

they were collected (Yin, 1993, 1994). Consequently, th e  findings 

docum ented in th is  d issertation  w ere unlike experim ental design  

find ings w hich ca n  lead to a  s ta t is t ic a l generalization  from a 

representative sam ple to a larger population; rather, the data yielded  

through this case stu d y  could lead to generalization of theory to other 

situations, also called "theoretical generalization" (Erickson & Shultz,

1992, p. 479).

Theoretical generalization sh o u ld  be seen as a  "process that 

resides in the judgm ent of the reader o f that study rather than  in the 

operations of the author am assing data  and analyzing it (sampUng and  

statistica l generalization)" (Erickson & Shultz, 1992, p. 479). The 

process of theoretical generalization could be underteiken by readers of 

th is case study; th at is, they would have to decide if circum stances  

elsew h ere were su ff ic ien tly  s im ila r  to th is  p resen t research  

docum ented in th is  d issertation  to warrant the application  o f its  

particularistic data and findings (G askins, 1994; Merriam, 1988; Yin,

1993, 1994), to be ftirther d iscussed  in  Chapter 5.
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C hapter Summary

The chapter d iscu ssed  the qualitative case stud y  design, which 

incorporated a combination o f evaluative, descriptive, and  interpretive 

com ponents to operationalize th is  case stu d y  th a t explored how 

curricular experiences in fluenced  children's em erging conceptions of 

their peuticipation rights and responsibilities. For the purposes of this 

classroom -based case study, a modified model o f the Context-Input- 

Process-Product (CIPP) Model for curriculum evciluations (StufQebeam, 

1983) w as employed, w hich  addressed  Process (im plem entation of 

curriculum) and Product (im pact o f curriculum) evaluation procedures 

during the implementation o f  The World Around Us curriculum.

In order to collect qualitative data during this ca se  study, the 

researcher developed a n d  em ployed  a m u ltifaceted  conceptual 

framework, w hich w a s u se d  as a b asis for exp loring children's 

conceptions o f their participation rights and responsibiU ties. The 

con cep tu a l fram ew ork lin k ed  togeth er th e  th ree  c a se  study  

com ponents with the interactive capacities of moral developm ent, as 

well as the three data collection m ethods of interviews, narratives, and 

observations. The CIPP M odel, th e  m u ltifa ce ted  co n cep tu a l 

framework, and the three d ata  collection m ethods presented  in  this 

chapter permitted the researcher to collect, analyze and  interpret the 

qualitative data on the ca se  stud y  students' thoughts, feelings, and 

actions by listening to their  voices during im plem entation  o f The 

World Around Us, to be further d iscussed  in Chapter 4 and  Chapter 5.
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CHAPTER 4  

INFORMING EDUCATIONAL PRACTICE 

D iscussions on  th e  Process E^valuation Findings 

Chapter A bstract

This chapter is devoted  to d isc u ss io n s  on analyzing and  

interpreting the data, w hich were system atically collected during the  

formative stages of the Process Evaluation procedure in the CIPP 

Evaluation Model (Stufflebeam , 1983). T he Process Evaluation  

procedure facilitated an  exploration o f the im plem entation  o f The  

World Around Us curriculum  for children's rights education. The 

exploration o f cu rricu lu m  im plem entation  yielded th e  P rocess  

Evaluation findings, w hich  led to inform ing educational practice. 

Accordingly, this chapter is divided into two parts.

In Part I, D iscu ss in g  the Process Evaluation Findings, the  

detailed analyses of the findings are reported in three sections as 

outUned here. In the first section, the Process Evaluation procedure 

conducted during th is ca se  study is  reviewed. In the next two 

sections, five guiding questions which expand on the primary research 

question initially stated  in  Chapter 1 are inductively anedyzed and  

discussed. Im plications are noted throughout these d iscu ssion s for 

informing educational practice, which involved identifying the s ix  

learning and teaching strategies, to be sum m arized in Part II of this 

chapter.
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In Part II, Informing Educational Practice, the interpretations o f  

the Process E valuation  find ings are reported in  two section s a s  

outlined here. In the first section , the six  learning and teaching  

strategies are summarized, which effectively promoted the children's  

emerging conceptions of their participation rights and responsibiUties 

within the con text o f th is ca se  study. In the secon d  section , 

conclusions are drawn from th e  Process Evaluation findings for 

informing educational practice on  children's emerging conceptions o f  

their participation rights and responsibiU ties. Key p oin ts o f th is  

chapter are briefly summarized in the Chapter Summary.
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P a r ti 

D iscussing th e  P rocess Evaluation F indings 

L P rocess E>valuation Procedure

The Process Evaluation procedure facilitated the exploration of 

the im p lem en ta tion  o f th e  cu rr icu lu m  w ith  s tu d en ts ' d irect  

in volvem en t in  the cu rr icu lu m  developm ent p ro cesses . T heir  

involvem ent centred on p rocesses o f im plem enting the curriculum , 

while it also included designing or redesigning and evaluating aspects  

of the curriculum . According to Stufflebeam  (1983), the "process 

evaluation, in  addition to prom oting im provem ent and supporting  

accountability, also fosters understanding of phenom ena under study" 

(p. 133). It w as im portant to consider both  the co n tex t and  

im plem entation  p rocesses w h en  analyzing h ow  the cu rricu lu m  

influenced those who used  it because this information explained w hat 

was done at the particular case study site; therefore, this information 

may be usefu l should there be interest in repUcating simileir research  

in the future w ithin a com parable context. In light of the Process 

Evaluation procedure w ithin th is  case  study, the research  ob jective  

w as to explore the im plem entation  o f The W orld Around Us w ith  

students' involvement.

Related to th is research  objective w as th e research goa l o f  

informing educational practice on  children's em erging conceptions of 

their participation rights and responsibilities, with a  view to benefiting



127

future curriculum  m aterials for children's rights ed u cation . This 

research goal w as m et through the exploration o f the curriculum  

im plem entation processes, since this case study led to identifying six  

effective learning and  teach ing stra teg ies, w hich prom oted  the 

children's em erging conceptions o f their participation rights and  

responsibilities. R estated  from Chapter 1, the term  learning and  

teaching s tra teg ies  generally refers to educational practices which  

advance students' learning, and make active participation possible 

(Child Participants, April - June, 1998; Martorella, 1985; Noddings, 

1988; Reardon, 1995).

In keeping w ith  both the research objective and goal cited  

above, the following d iscussions are focused on the Process Evaluation 

findings, which were guided by five questions; these questions are 

intended to expand on the primary research question in itially stated  

in Chapter 1. The first question addressed contextual factors, £uid the 

second question concerned conceptions associated  with their rights 

and  resp on sib ilities . The next three q u estio n s exp lored  how  

curricular experiences influenced the participating children’s  evolving 

capacities for reasoning, responding, and prosocial actin g  from a 

moral developmental perspective.

To explain further, the reviewed hterature in Chapter 2, Part II, 

revealed th at ch ildren 's experiences o f participation rights and  

responsib ilities ca n  be understood in term s of three interactive  

evolving capacities o f  moral development. Moreover, the interactive
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capacities w hich  children experience during moral developm ent 

similarly come into play during the conceptualization process (AUeman 

& R osaen, 1991; Dam on, 1988; Garrod, 1993; Hersh, Miller, & 

Fielding, 1980; Kaltsounis, 1987; Lickona, 1991; Martorella, 1985; 

Scott, 1987; Welton & Malian, 1988). Consequently, how curricular 

experiences influenced the participating children’s  evolving capacities 

were viewed by the researcher through three lenses: capacities for 

reasoning (cognitive), responding (affective), and prosocial acting  

(behavioural).

Throughout the d iscussions which follow, implications are noted 

for informing educational practice on children's emerging conceptions 

of their participation rights and responsibilities. Sam ples of data 

drawn from the database of inform ation collected from children's 

interviews, narratives, and observations are included in  order to 

dem onstrate and  docum ent various patterns and them es, and to 

substantiate the interpretations of the Process Evaluation findings.
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ii. G uiding Q uestions on  C ontextual Factors and C onceptions

This section  is devoted to responding to two guiding questions; 

the first q u estio n  exp lored  h ow  con textual factors in fluenced  

im plem entation of the curriculum  with students' direct involvement in  

its curriculum  developm ent processes. The second question explored  

how key co n ce p tio n s  a s so c ia te d  w ith  ch ild ren 's righ ts an d  

re sp o n sib ilitie s  were in tro d u ced  and  rein forced  through  th e  

implementation of The World Around Us curriculum.

(a) How did con textual factors in flu en ce im plem entation  o f The

W orld  A roun d Us curriculum ?

This c lassroom -based  ca se  stud y  enabled the researcher to 

explore how curricular experiences influenced the child participants' 

em erg in g  c o n c e p t io n s  o f  th e ir  p a r t ic ip a tio n  r ig h ts  a n d  

responsibilities. Cornbleth (1988) viewed curriculum  construction , 

and its curricular experiences, a s  "an ongoing activity shaped by 

various contextual in fluences w ithin and beyond the classroom  and  

accom plished interactively, primarily by teachers emd students" (p. 

89). Bogdan and Biklen (1982) explained that observations of contexts 

are u sefu l m ethods for in vestigatin g  in fluences that can  sh a p e  

experiences during a given case study. They have emphasized that the  

natural context, or th e  c ircu m sta n ces and environm ents w h ich  

surround and influence particular events or experiences, should be a  

direct source o f the quEilitative data (Bogdan & Bilken, 1992).
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To extend this line o f thought to th is  case  study in which the 

phenom enon  and the con text were in tegrally  bound together, the  

vEirious contextual factors which can influence implementation o f the  

curricu lum  were con sid ered . The in terrela ted  factors o f school, 

p h ysica l, personal, soc ia l, and  cu ltu ra l con texts were seen  as  

influences on the im plem entation of The World Around Us curriculum  

as analyzed below.

C1 ) S ch o o l Context: This case  study w as conducted at an elementary 

sch oo l w ithin  a large sch o o l district loca ted  in  southern B ritish  

Columbia, Canada. According to dem ographic statistics provided by 

the sch oo l district's board office to the researcher, the public school 

where th is case study was undertaken had a  student population of 369  

and tw enty teachers in Ju ne 1998. It w as situated in a com m unity  

near a  post-secondary facility. The case stu d y  was conducted over a  

three-m onth  period between April and J u n e  1998 at the Auscultare 

School (pseudonym ), w here the data  w ere collected during the  

researcher's classroom visits o f approximately 40  hours.

From the ou tset o f undertaking th is  ca se  study, the sch oo l 

d istr ict's  superin tendent, th e  sch oo l adm inistrative officers, the  

classroom  teacher, the child participants, and  the children's parents 

offered their collective support to the researcher. As a consequence, 

a ccess ib ilily  to the case stu d y  site  w as straightforward and the  

rese8u*cher felt m ost welcomed.
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Before the research started in the classroom, aU the parents had 

signed consent forms which permitted their children to participate in 

this case study; however, one parent requested that her child not be 

interviewed on a  one-to-one basis, and so  he was never interviewed by 

the researcher. Consequently, the researcher w as able to collect 

qualitative data on all nineteen children through observations and  

written work, an d  on eighteen  ch ildren  v ia  interview s. Further 

evidence of parental support o f this case study w as the participation of 

six  parents in  sem i-structured interview s, w hich were individually 

conducted by the researcher.

(2) P h y sica l C on tex t: The p h ysica l con text o f the classroom

included the spatied dim ensions, physical objects such  as furniture, 

equipment, and materials, and arrangem ents of those objects. The 

classroom  site w as a  portable structure situated am ongst four other 

portables behind the maiin school building. A set o f steps led up to the 

north door of the portable classroom and a ramp built to accommodate 

the wheelchair u sed  by a student led up to the south  door.

Within the classroom, a  series of Learning Centres were available 

for individual or sm all group curricular activities. This environment 

became a m ost effective physical arrangem ent w hen the students  

learned to work cooperatively and responsib ly  w ith one or more 

partners, emd w hen they could work with httle teacher direction. The 

students' desks were grouped in three rows of five, and one row with
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four desks, which accommodated the wheelchair of one student.

It appeared that the children had ow nership o f their classroom  

since its w alls displayed m asses of student work. For example, the  

walls were covered with students' individual Charters of Rights as well 

as two large scrolls on which were printed th e  Classroom Charter of 

Children's Rights and Children's R esponsib ilities. According to the  

children's resp onses during interviews, th o se  charters seem ingly  

served as v isu a l rem inders to the s tu d e n ts  o f their rights and  

responsibilities.

The upper portions of the walls displayed large sheets of chart 

paper which listed the students' brainstorm ing ideas of what they  

needed, w ho and w hat th ey  respected , ch ild ren 's rights, and  

children's responsibilities. During the latter part of this case study in 

June 1998, the students' project on Canadian geography was tied in 

with their study of children's rights and responsibilities, and so papier 

mâché m aps of Canada and students' renderings of this country's flag 

surrounded their charters of rights and responsibiUties.

The classroom  included a smaU Ubrairy o f  children's fiction and  

non-fiction books as well as the fifty-five children's books included in 

The World Around Us curriculum  resource k it. The children were 

encouraged to access and share the curriculum  books in their spare 

time and reading period, which they frequently did, as weU as when  

they were actively engaged in planned curricular activities.
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(3) P erson al C on tex t: T he personal con text o f th e  c lassroom  

included nineteen Grade 3 child participants; the ten  boys eind nine 

girls were either 8 or 9 years of age, including one se t  o f twin boys. 

The class com position a lso  included one classroom  teacher, and one 

Child Support Worker w ho attended a  fem ale stu d en t w ith special 

need s. The child's sp ec ia l needs in clu d ed  "cerebral palsy, v isu a l 

im pairm ent, and cognitive developm ental delay, " a s sta ted  by the  

student's peurent to the researcher during an  interview.

According to the teacher, four boys required Uteracy assistance, 

and two girls required both  Uteracy and num eracy assistan ce, and so  

they were eUgible for specia l services from the teacher in  the school's 

Learning Resource Room. A s the students expressed during individual 

interview s with the researcher, w orking with th is sp ec ia lis t  w as 

perceived by the children a s  having a  "special activity time" rather 

than an  indication of having special learning needs.

(4) S o c ia l C on text: T he social co n tex t involved th e  research

participants, including th e  nineteen stu d en ts, the teacher, and the 

researcher, who interacted within the classroom  to varying degrees. 

For exam ple, both  th e  researcher a n d  the teach er openly and  

c o n s is te n t ly  d is c u s s e d , m odelled , p ra c tised , a n d  rein forced  

participatory skills su ch  a s  expressing ideas and respectfully Ustening  

to others. While helping children to develop their participatory skills  

in the classroom , other soc ia l sk ills for interdependent Learning
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Centre activities were also  modelled by the teacher and practised by 

the students. For exam ple, the child participants took part in  sharing 

materials, dividing a  given task  into m anageable units o f work and 

study, accepting others' ideas and op in ions, solving problem s and  

conflicts, recording group efforts, and verbally evsduating group work.

Since the researcher w as periodically peirt of the socia l context, 

it should be noted that her mere presence in the classroom could have 

evoked a Hawthorne effect (Hills, 1993); that is, the child participants 

might have perceived the researcher as a novelty and in consequence, 

occasionally reacted to her rather than th e curricular experiences. 

Keeping in mind the possib ihty of the child participants' reactivity to 

the researcher, w hich could  have distorted the data, the classroom  

teacher was asked to pay particular attention to the students' actions 

as well as their written or spoken words in th e researcher's absence. 

The teacher's com m en ts indicated  that th e researcher's periodic 

visits to the classroom  seem ingly had no particular influence on the 

children's responses, and so there was no indication of a  Hawthorne 

reaction during this case study.

(5) Cultural C ontext: The school district where the case stud y was 

conducted had a poUcy o f open enrollment, w hich allowed parents and 

children the choice o f w hat elementary sch oo l to attend. The case  

stud y classroom  represented  the school's m ulticultural diversity in  

that Asian, European, and First Nations heritages were included in its
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com position, and English was a secon d  language for three o f the 

children. The importance of cultural diversity was em phasized during 

the im plem entation o f The W orld A round Us curriculum; that is, 

a ccess  to accurate information ab ou t cultural heritages o f those  

represented in the classroom, and other cultures su ch  as Hutterites, 

w as provided to the children through veœious media, su ch  as books, 

computers, videos, and people. In an effort to value cultural diversity 

and to foster acceptance of the u n iq u en ess of people, gu ests were 

periodically invited into the classroom  to educate the students about 

aspects of various heritages, such  as writing Chinese calligraphy.

In addition. The World Around Us curriculum provided learning 

activities linked to cultural diversity and unity. In Module #3, Activity 

#2 entitled Traditional Names, the right of children to have their own 

name and identity is addressed. With the support of the story called 

Cheryl's Potlatch  (Thompson, 1991), the students had the opportunity 

to learn about a girl, Cheryl, w ho attended a potlatch  where she  

received her traditional First Nations nam e, Deele. In keeping with 

Article 30 of the CRC, which recognizes the rights for children of 

minority populations to participate in their own linguistic and cultural 

heritages, m ulticulturalism  w as a reality that w as respected  and  

celebrated during this case study, to be further d iscussed  in the next 

section of this chapter.
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(b) How were key co n cep tio n s a ssocia ted  w ith  ch ildren's rights 

and resp onsib ilities in troduced  and rein forced  through th e  

im plem entation  o f T he W orld A rou n d  Us curriculum ?

( 1 ) Curriculum  C ontent and Strategies: The im plem entation of The 

World A round Us curriculum  introduced and reinforced the child 

participants to content and strategies, w hich  focused on children's 

participation rights and responsibilities, a s  w ell as their rights of 

protection and provision identified in the CRC. Implementation of the 

set of curriculum materials in the case study classroom  were intended 

to help foster an appreciation of cultural diversity and a  respect for the 

dignity and worth of children and others. In accordance with Article 

30 concerning the right o f children to participate in their own 

cultural heritages, a primary purpose of th is curriculum was to help all 

child participsmts feel included and valued during this case study, and 

to show  respect towards people w ithin their own and from other 

cultural groups. Throughout the children's curricular experiences  

during th is case study, the practice of honouring cultured and ethnic 

uniqueness and similarity w as combined in order to provide a basis for 

introducing and reinforcing acceptance of cultural diversity and unity.

Pursuant to Article 2 9  of the CRC, goals of education include 

fostering the developm ent o f the child 's capacities to the fullest 

potential and assisting in the preparation o f the child for responsible 

life in a firee society. In support of these developm ental processes, the
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CRC a lso  recognizes that children m u st be informed of their rights 

(Article 42); taken together, th is cu rricu lu m  for children's rights  

education was intended to help the child participants both understand  

and exercise their rights and resp on sib ilities, and  promote their  

responsible citizenship, with the support o f ten thematic modules.

T he ten  them atic literature - b a sed  m od u les supported  the  

children's conceptualization process in addition to their literacy and  

participatory sk ills . The m odules in c lu d ed  con ten t, or th em atic  

subject matter, on issu es  and them es relating to children's rights and  

responsibilities through five or more sam ple Uterature-based activities 

in each  module. The m odules also included  learning and teaching  

s tra teg ie s  such  as concept m apping an d  responsive writing, to be 

d iscu ssed  throughout the remainder o f th is chapter. The content and  

strategies were incorporated into existing subject areas of the Grade 3 

curriculum, such as language arts and socia l studies. In addition, the 

rights-related m aterials provided an ex ten sion  to EC's provincially  

prescribed curriculum  resource entitled Personal Planning Integrated  

R esource Package: K  to 7 (Province o f EC, Ministry of Education,

1995).

W ithin the fifty-five learn ing activ ities , th e  con ten t and  

strategies were linked to selections o f children's literature, su ch  as  

storybooks or poems. The Uterature selected  for im plem entation w ith  

The W orld Around Us curriculum  reflected Kohlberg's (1984) theory  

of moraUty in that som e Uterature addressed  issu es of justice, rights.
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or decision-maMng. In addition, other selections supported GUligan's 

(1982) and Noddings' (1984, 1988, 1992, 1995) theories of morality 

in that some literature addressed issu es  of caring and responsibility.

In light of Eisenberg's (1989) theory on prosocial behaviours, 

literature that dem onstrated and reinforced prosocial sk ills such  as 

cooperating, helping, and listen in g  were included in  the curricular 

experiences. The children's Uterature was selected for its inclusion of 

role models who display such orientations, but does not stereo typically 

portray them , w ithin  a variety o f roles and situ ation s. (Refer to  

A ppendix F - S e lec tio n  C riteria for Prim ary-Level R esources.)

During the three-month data collection period o f this case study, 

the child participants had equitable opportunities to participate in the 

curricu lar exp erien ces offered through  The W orld Around Us. 

Restated from Chapter 1, w ithin the context of th is case study, the  

term  equitable opportunities refers to circumstemces which recognize 

and promote the right of all female and male students to have just and  

reasonable equal access to quaUty educational learning experiences 

(Noddings, 1988; Reardon, 1995).

All nineteen Grade 3 students had opportunities to participate in 

th e  activ ities o f  M odule #1, w h ich  introduced and  reinforced  

conceptions associated  with rights, respect, and responsibilities. In 

addition, all stu d en ts could take part in the activities provided in 

Module #3 on Names and Countries, Module #5 on Special Needs and  

Care, Module #6 on Famüies and  Friends, Module #8  on Safety, and
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Module #10 on Peace Education. The remaining four modules, Module 

#2 on Individuality, Module #4 on Health Care and Shelter, Module #7 

on Education and Play, and Module #9  on  Protection of Child and  

Environment, were com pleted by some o f the students either on an  

individual basis or within sm all groups at the Learning Centres set up 

within the classroom. Those students had opportunities to share their 

com pleted work with classm ates, so that all the children could gain  

from the sm all group or individual curricular experiences.

This process allowed the researcher to collect qualitative data  

on ch ild  participants' em erging conceptions during the curricular 

exp erien ces of all ten m odules. Restated from Chapter 1, the term  

children's emerging conceptions  refers to categories which are being 

formed through observations and experiences, and usually expressed  

in words or phrases (Kaltsounis, 1987; Martorella, 1985; M elton & 

Limber, 1992; Welton & Malian, 1988). It should be noted that words 

or phrases, in themselves, were not conceptions but simply the nam es 

or labels used to represent them  (Welton & Malian, 1988).

W hen writing on the conceptualization process, Cullinan (1993) 

stated that "[s]tudents (and all learners) formalize elusive concepts as 

they sh ape them in words and express them . Putting concepts into 

language makes them memorable; labels for concepts gives us handles 

to hold on to. Taking ownership of ideas involves putting them  into 

our ow n words" (p. 2). As described next, the conceptualization  

p rocess w as facilitated through various learning and teach in g
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strategies implemented during this case study, which were intended  

to help  expand the stud en ts' u nd erstan d ing  of key conceptions  

associated with children's rights, such as hum an rights, human needs, 

responsibilities, fam ily , fa irn ess, respect, and privacy.

(2) C oncept M apping: The strategy o f concept mapping involved

constructing a netw ork or web of key w ords, events, or objects 

resulting in a concept map. A concept m ap is  typically com posed of a 

num ber o f related con cep tion s with o n e  identified as the focal 

conception on the map (Martorella, 1985; Taba, 1967).

During im plem entation of The World Around Us curriculum, the 

child participants were introduced to the strategy of concept m apping  

(Martorella, 1985; Taba, 1967) together w ith  both sentence frames 

and Venn diagram activities, as d iscussed  below. In Module #1 on 

Introducing Rights and Responsibilities, Activity #1 entitled W hat are 

Children's Rights?, the stu d en ts  were in itia lly  introduced to key 

conceptions such  a s  wants and needs  an d  rights  through sentence  

frames. To explain this activity further, the teacher brainstormed with 

the stu d en ts in order to becom e aware o f  prior know ledge and  

experiences of the ch ild  participants and  w hat conceptions they 

already held. This process w as facilitated by giving the stu d en ts  

opportunities to finish groups of sentences frames, which included the 

initial words o f a  sen ten ce in  order to help  the students frame their 

thoughts around certain ideeis, as illustrated by the following examples;
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I want to be . . . to have . . .  to do . . .

BS 2 /  w an t to be  taller than I am  right now.
I w an t to have a  dog, cat, three horses, and a  big yard  fo r them.
I w an t to do  the b es t I can.

I have a right to think . . .  to f e e l . . .  to do . . . to say. . .

BS 1 I have a  right to think w ith  m y imagination so  I can make things. 
I have a  right to f e e l  good inside and outside.
I have a  right to live in a  sc fe  place.
I have a  right to sa y  I like this or I don’t

I want to be . . . I need to do . . .  I have a  right to . . .

GS 4  /  w an t to be the Prime M inister o f Canada w hen  I grow up.
I need to do  good work a t school to be good a t  University to get 
a  Job.
I have a  right to become the Prime Minister o f  Canada.

Following a su bseq uent c la ss review of som e of the students' 

com pleted sen ten ce  fram es, the children were divided into sm all 

groups in order to d iscu ss how their wants were seen  to be the sam e  

as their needs, and how their n eed s  were seen to be the same as their

rights. The children also d iscu ssed  differences between wants and

needs, and printed their ideas on the Circles Page, which was a  venn  

diagram or configuration com posed of two intersecting circles. The 

Circles Page w as a  useful tool to help the child participants distinguish  

betw een sim ilarities and differences because it provided a v isual 

structure for m aking such  com parisons and contrasts (Murray, 1995).

This Circles Page activity provided a structure for the students  

to represent th eir  con ception s o f W ants w ithin on e circle. N eeds  

w ith in  the se co n d  circle, and  R igh ts  were p rin ted  w ithin the  

overlap p in g  p o rtio n  o f th e  In tersectin g  c ir c le s . Som e ch ild
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participants repeated the sam e words in both N eed s  and Rights 

sections, such  as fre sh  air, water, and fam ily; th is repetition suggested  

that they were beginning to see a  commonahty between what hum ans 

need to Uve and their human rights. During the completion of this 

task, it w as succinctly stated by GS 7 that:

W ants can make me happy, an d  needs can make me healthy.

The next day, the c la ss  reviewed the C ircles Page (venn  

diagram) activity and proceeded to implement the strategy of concept 

m apping, w hich  w as intended to reinforce the key conceptions 

introduced through both the sentence frames and the Circles Page. In 

order to con stru ct a  concept m ap, the child participants worked 

through a  four-step procedure with the direction o f their teacher. 

This strategy w as m ost often coUaboratively done by the whole class, 

and recorded on the chalkboard during brainstorming sessions when 

everyone had opportunities to express their ideas aloud about a given 

conception, theme, or issue.

As docum ented here, the teacher guided her students through 

each of the four main steps involved in concept mapping: list, group, 

link, and label (Martorella, 1985). The four step s involved in the 

strategy o f  concept mapping led to creating a concept map about 

rights in May 1998, as printed on the classroom chalkboard.

First, the teacher posed the question: What do w e really need to 

live and grow ?  The children responded with key words and phrases 

which they associated  with their conceptions related to the question.
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such as food, fam ilies, friends, school, clean  water. Second, the words 

were grouped or clustered around com m on them es, such as fam ily, 

school, and world, which were listed on  the board. Third, clusters of 

related conceptions were linked with lin es or arrows; and fourth, the 

lines were labelled su ch  as learning a n d  belonging. These labels 

showed how the groups and subgroups o f words were related to each  

other and to the focal conception. The children eventusilly came to 

the conclusion that the conception o f r ig h ts  w as linked to all those  

terms and to the question of what we really need to live and grow; as a 

consequence, they decided to print that term  within the oval at the 

top o f the concept map.

An implication for informing educational practice was that the 

strategy o f concept mapping, in com bination with sentence frames 

and the Circles Page, helped to convey to the students as vividly as 

possible those properties or attributes w hich made up a conception, 

such as rights  (Martorella, 1985). Furtherm ore, the children were 

helped by their teacher to explore and  reason  about common or 

different attributes of two or more conceptions by asking:

W hat is the sa m e / different about... ? W hy/H ow  come?

The child participants were further offered opportunities to 

identify examples and non-examples o f a  conception in order to help 

them begin to discriminate its attributes; for instance, some exam ples 

excerpted from children's journals o f hum an n eeds  included fo o d , 

water, shelter, clothing, air, and love, w hereas non-examples of human
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needs Included video gam es, castles, and violins.

In summary, analysis of the Process Evaluation findings revealed 

that curricular experiences which involved the strategy o f con cep t 

m apping  effectively introduced and reinforced conceptions associated  

w ith rights, respect, and responsibilities. This strategy offered the 

child participants' an  effective m eans to explore and  expand their 

knowledge o f existing conceptions, and to express in  a  visual manner 

their understanding o f those conceptions (Martorella, 1985; Taba, 

1967). (Refer to  n ex t page Figure 2  - Sam ple C oncept Map.)
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Figure 2 . Sam ple C oncept Map
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ÜL G uiding Q uestion s on  Child Participants' E^volvingCapacities

This section  is devoted to considering another se t o f three 

questions, which explored how curricular experiences influenced the 

child participants' evolving capacities for reasoning, responding, and 

prosocial acting in  m oral developm ental term s. Fundam ental to 

exploring children's em erging con ception s o f their participation  

rights and responsibiUties w as a  study of children's evolving capacities 

from a  moral developm ental perspective. To explain further, the 

literature reviewed in  C hapter 2, Part II, on moral developm ent 

revealed that ch ildren's experiences o f participation rights and  

responsib ilities can  be understood in term s of three interactive 

evolving capacities: reasoning  (cognitive), responding  (affective), and 

prosocial acting (behavioural).

In what follows, how  curricular experiences influenced the child 

participants' evolving capacities were taken into consideration when 

identifying strategies w hich  effectively prom oted their em erging  

con ception s. C urricular in flu en ces on  th e  capacities o f m oral 

development were studied  because each com es into play as children 

experience -- conceptualize and exercise -- their moral rights and 

responsibilities (Alleman & Rosaen, 1991; Damon, 1988; Gaurrod, 

1993; Hersh, Miller, & Fielding, 1980; K altsounis, 1987; Lickona, 

1991; Martorella, 1985; Scott, 1987; Welton & Malian, 1988).

Similarly, w hile th e  conceptualization process is predominantly 

a cognitive activity, it ca n  be seen as an interactive process that spans
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process th at sp an s cognitive, affective, and behavioural capacities 

(K altsounis, 1987; Martorella, 1985; W elton & M alian, 1988). In 

keeping with th is understanding of the conceptualization process, the  

three capacities were explored in order to identify the strategies  

w hich prom oted  the ch ild ren 's em erging con cep tion s of their  

participation rights and responsibilities. As a basis for th is exploratory 

research, therefore, the child participants' emerging conceptions are 

viewed here through their three interactive capacities, while einalyzed 

from a perspective of moral development.

(a) How d id  curricular exp erien ces in flu ence th e  ch ild  participants' 

evolving cap acities for reasoning  as voiced  through interview s 

and narratives as w ell as dem onstrated  during observations?

( 1 ) C apacities for R easoning: Within the context of th is case study, 

capacities for reasoning in moral developmental terms generally refer 

to thinking about what it m eans to be moral and why we should be 

moral (Lickona, 1991). It has been said that moral reasoning allows 

children to consider choices and to make decisions about what is a fair 

or just action (Kohlberg, 1984); for example, reasoning why all the 

students in the classroom  have the right to be em otionally and  

physically safe, based on w hat is ju st  and fair. The capacity for 

reasoning w ithin a  hum an rights framework can involve perspective 

taking because children need to be able to imagine how someone else



148

thinks, feels, or sees the world, in order to reason  why they should  

behave morally towards others (Selman, 1980); for example, taM ng  

another's view point or feelings so  no bullying or hitting others.

(2) D ecision-M aking M odel: A three-step decision-m aking m odel 

used  throughout the curriculum  implementation w as introduced to the 

stu d en ts in Module #1 on  Introducing Rights and  R esponsibilities, 

Activity #5 entitled Making Decisions. The first step  in the decision ­

m aking model involved identifying a  given problem. The second step  

involved considering options and alternate plans, a s well as possible 

consequences o f those op tion s. The third step  involved the c la ss  

making a sheued decision based on consensus w hen voting took place 

and each child expressed h is or her decision with a  raised hand. That 

is, the option that received the majority of votes w as selected a s the 

c la ss decision for solving the problem, as explained by the teacher  

during the foUow-up class d iscussion.

It could be said that through this decision-m aking process, the  

students were beginning to understand suid appreciate the m erit of 

others' ideas, choices, and decisions. For exam ple, this process was 

followed when the c lass charters were constructed  as d iscu ssed  In  

conjunction with the final question  in th is section , in w hich the  

children had to consider and  m ake decisions about what rights and  

responsibilities were included  or excluded in  their c la ss charters. 

CRefer to  n ext page F igure 3  - Sam ple M aking D ecision s.)
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M aking D ecisio n s

First: Problem 

Describe the problem.

Ifound a  puppy.

Second: Choices

Think about the choices. How does each choice help you? How does 

each choice help others? What might happen to you and to others if 

these choices are made? List what might happen beside each choice.

Choice: 

keep it 

leave it 

advertise  

SPCA 

radio

What might happen: 

allergic reaction  

might g e t hurt 

wrong ow ner steals  

good care  

distan ce

Third: Decisions

D ecide which ch o ice  you  w ant to m ake. List your d ecision  or 

decisions here.

I would take it to the SPCA because it will get good care.

F ig u res. Sam ple M aking D ecision s
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This three-step decision-m aking process w as also implemented

in  order to help  the child participants solve problem s in peaceful

ways, or peaceful confhct resolution. Using th is model, the teacher

guided the child participemts through the three step s to help them

see how their own basic rights were bound up in the hum an rights of

others, which m eant that the exercise of their rights were restricted

in practice (Reardon, 1995), as illustrated through this vignette:

During a  teacher-led  d iscu ssio n  the children exam ined an  
in ciden t th a t occurred th e  previou s d a y  w h en  BS 1 had  
dem anded  th at BS 9 give up the much coveted w indow  se a t a t 
the fro n t o f the school bus, im m ediately behind the bus driver. 
In th is situation , the ch ildren d iscu ssed  the idea  th a t even  
though BS 1 might w a n t BS 9's bus seat, freed o m  o f choice is 
restricted an d  that BS 9 is righfully entitled to the seat. In this 
situation, the classroom teacher advantageously used  the school 
bus argum ent to provide a  positive focus to a  lesson  on conflict 
betw een  rights of the children, while using the decision-making 
model a s  a  fram ew ork fo r  talking over the problem  and finding a  
resolution to the problem.

Together, the children and their teacher identified the problem, 
considered options such as alternating days, or one boy gets the 
se a t going to school and the other sits in the s e a t going home, or 
whoever g e ts  to the se a t f i r s t  s its  there. The stu den ts decided  
that the s e a t should not be lim ited to Just the tw o boys and that 
it should be available to all interested students, and so they voted 
on the decision  that since the se a t is open to anyone, then  
whoever g e ts  to the se a t f ir s t  should s it there without argument.

The teacher subsequently asked the students if the seat should

be given up to students with special needs who walk on crutches or

u se a wheelchair. All the children decided that the seat should be

given to a person with special needs because as summ ed up by BS 2:

Some people [with special needs] really need the fron t sea t  
because it is too hard to g e t to the back of the bus, and not ju s t  
because they w an t to look out the window.
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From a moral development perspective, it could be said  that the  

reasoning of the child peirticipants w as at the postconventional level 

according to Kohlberg's (1984) m odel o f moral developm ent, where 

decisions and actions are guided by the principle of justice. According 

to Kohlberg (1984), th is level of m oral reasoning can be ach ieved  

w hen persons are nearing adulthood, and  not apparently in childhood. 

However, analysis o f the Process Evaluation findings revealed that 

som e of the child participants were reasoning about what was a  fair or 

ju st action, by stating that giving up the seat would be the right thing  

to do because the disabled person really needed the front seat. In so  

doing, child participants were sh ow in g  an aw areness o f an oth er  

person's perspective and th is aw areness seem ingly influenced their 

decision-making and actions.

When children were asked by the researcher to evaluate their 

u se of this three-step model, they sta ted  that it helped them  w hen  

solving a problem because it gave them  a way to think about issu es  

before making decisions. Some of th e  child participants voiced the  

idea during interviews that even though every situation was som ew hat 

different, they found that the three step s helped them go over things  

with classm ates, or on their own. Thus, an imphcation for inform ing  

educational practice w as that by m oving through the three step s of 

th is  decision-m aking m odel, the s tu d e n ts  were developing their  

decision-m aking skills, w hich helped them  in forming conceptions of 

ch oices, decisions, and consequences.
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Once the ch ild  p articip an ts u n d erstood  th e p rocess for 

com pleting the three-step  decision-m aking model, they were able to 

u se this model individually as they becam e more independent of their 

teacher and peers. As dem onstrated in written resp onses on the  

M aking D ecisions  p ages, som e s tu d en ts  w ere becom ing more 

reflective about choices and were realizing consequences of decisions, 

or what might happen if certain choices were m ade and actions were 

taken.

In summary, analysis of the Process Evaluation findings revealed 

that curricular experiences which involved a decision-m aking model 

influenced children's evolving capacities for reasoning; that is, this 

strategy offered th e child participants' an  effective m eans for the 

s tu d en ts  to develop decision-m aking and problem  solv ing sk ills, 

initially with the teacher's guidance euid subsequently on their own. 

The three-step decision-m aking m odel helped the stud en ts to work 

collectively, in order to see that group decision-m aking involves 

co n sen su s , or to w ork individually in order to find their own  

resolutions to problems.

(3 ) R ole P laying: D uring the curricu lum  im plem entation , the  

children were encouraged to respond to stories by recreating and 

extending them through role playing, or playing a  role and trying to 

take the perspective o f another (Benninga & Crum, 1982; Krogh, 

1985). Within the context of this case study, role playing helped to
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promote the children's perspective taking skills by exposing them  to

characters who dealt with feelings in a  variety of situations. The child

participants were offered curricular experiences in which they could

explore growing, changing, and adapting to new situations through

children's literature. For example, children's literature was presented

with the learning and teaching strategy of role playing, which involved

students hearing a story and then responding to open-ended questions

about the sto iy  posed by the teacher and classmates.

The students were encouraged to respond to the questions by

playing imagineiry roles with or without handpuppets; in so doing, they

could act out alternative ways o f interpreting a scene, a  situation, or a

character, a s illustrated through this vignette:

During the implementation of Module #10 on Peace, Activity #5 
en titled  Living in a  Peaceful an d  Friendly World, the stu den ts  
read the story entitled A nansi the Spider by Gerald McDermott 
(1972). This legend of the Ashanti people in Africa tells about a  
sp ider who gives his six  son s special names with sym bols, which 
represen t their personalities. The studen ts are a sk ed  to read  
the book only up to the poin t where Anansi wonders aloud w hich  
son deserves the prize. The studen ts created and role p la yed  an  
ending to the story, an d  then read and recreated the author's 
ending, a s  either a w hole c la ss or sm all group. The stu den ts  
com pared and con trasted  elem ents of their story ending w ith  
the author's, and then d ec id ed  by voting which ending w a s  
p referred  an d  w h y. In respon se  to th is particu lar activ ity , 
certain stu den ts a sk ed  c la ssm a tes  which sp ider son  w a s m ost 
deserving, how w a s it helpful to his father, w h at does the fa th er  
w an t fo r  his sons, which son  really wants the prize (a moon).

From a  moral development perspective, it could be said that the

students were inquiring into the desires of the storybook characters as

well a s the classm ates. According to Selm an's (1980) theory of

perspective taking, such  reactions could be placed at Level 2 (or



154

approximately 7 - 1 2  years), since there w as evidence of "a reciprocity 

of thoughts and feeling, aind not merely actions," (p. 38). At th is level, 

children tend to have an awareness o f another's perspective and that 

this awareness influences se lf and other's view of each other according 

to Selman (1980).

Thus, an implication for informing educational practice w as the  

stu d en ts were offered opportun ities for further developing their  

perspective taking skills by role playing, which involved responding to 

children's stories by recreating and extending them. In so doing, the 

students were seem ingly moved to im agine how others, such  a s  the  

storybook characters, might think, feel, see, or act and so they were 

helped in taking another's po in t of view .

In summary, analysis of the Process Evaluation findings reveeded 

that curricular experiences w hich involved role p laying  influenced  

child participants' evolving capacities for reasoning and perspective 

taking; that is, this strategy offered the child participants' am effective  

meams to reflect on another's situation and respond to literature, while 

it provided opportunities to enhance literacy skills, and expand their 

perspective takmg capacities.
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(b) How d id  curricular exp erien ces in flu en ce th e ch ild  participants' 

evolving cap acities for respon d in g  a s voiced  through in terview s 

and narratives as w ell as d em onstrated  during observations?

( 1 ) C apacities for Responding: W ithin the context of this case  study,

capacities for responding  in m oral developm ental term s generally 

refer to children's abilities to respond  by expressing concern  and  

caring for oneself, others, hum an rights, and the world around us  

(Gilligan, 1982; GilUgan & A ttanucci, 1988; Noddings, 1984, 1988, 

1992, 1995). Children need to be able to respond to what they learn 

about their rights, and relate it to their hfe experiences (Noddings, 

1995). The capacity for responding within a  human rights framework 

can serve a s a  bridge between reasoning and prosocial acting. For 

example, w hen children see them selves in relationships w ith others 

whereby they care for others as w ell as the self, they may respect their  

own and others rights and take som e responsible action.

(2) R esp on sive W riting: During th is case study, the strategy of

responsive writing  involved providing written responses to children's 

literature, su ch  a s  a  story or poem , through questions b ased  on a  

model developed by H oskisson (1973). The following three types of 

questions were u sed  when reading and responding to a selection  of 

literature; fact, interpretation, and evaluation (Hoskisson, 1973).

For exam ple, in response to  questions of fa c t, learners were
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required to provide an answ er from information gained directly from

the story; in  other words, the facts were th e  words of the author.

Through questions of in terpreta tion , children were asked to explore

what the author meant by w hat he or sh e  wrote in the story, and to

make inferences about the characters' in ten tion s and m otivations.

Through questions of evaluation, children were asked to determine in

what respects they agree or disagree with the author, or to how the

story has application to their own Uves and w hy (Hoskisson, 1973).

It could be said that w hen such q u estio n s were incorporated

into the responsive writing process, children were helped to make

inferences about characters’ intentions and m otivations. For example,

in Module #6  on Fam ilie s  and Friends, Activity #4 entitled Caring fo r

Friends, the student was required to read the book ceilled B est Friends

(Kellogg, 1986), which is a story about two girls w hose nam es were

Kathy and Louise. BS 3 had a  choice o f either reading the book ty

himself or w ith one or two partners; he chose to read it with BS 8 and

then participated in responsive writing by responding to a  series of

written q u estion s presented in  the activity ab out friendship. The

following two evaluative questions. How do you  know th a t a  frien d

understands you ? Why do w e  care fo r  a n d  try  to u nderstan d our

friends?  evoked the following written response from BS 3:

You can tell frien ds like each other because they understand  
each other and share w ith  each other. I can tell that a  frien d  
understands me because he doesn't give sm art remarks and  
gives me good advice. I care and understand fo r  my frien ds so I 
have fr ien d s  and I like making people f e e l  good. I can tell that I 
have a  fr ien d  by knowing they like me an d  a lw a ys  welcome me.
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From a moral development perspective, it could be said that by 

responding to what he had learned about conceptions and relating 

them to h is life experiences, BS 3 w as helped to form emerging 

conceptions su ch  as caring  and f r ie n d s h ip .  S u ch  sam ples o f  

responsive writing were com m only fou n d  throughout the child  

participants' journals, w hich revealed th e u sefu lness of this strategy 

for helping students to m ake inferences about the stories, challenge 

and expand their imaginations through Uterature, and write responses.

Thus, an implication for informing educational practice was that 

responsive writing, involving the three types of questions, helped the 

child participants to differentiate betw een the subjective personal 

dim ension and the more objective pubUc dim ension o f conceptions, 

such  as a  dictionary definition (McGuire, 1991; Welton & Mallam, 

1988). For example, certain child participants had neutral feeUngs 

such  a s  w hen writing about homes; however, the sam e children  

responded with a stronger reaction, either positively or negatively, 

towards a  conception such  as hom eless during a class discussion.

In summary, analysis of the Process Evaluation findings revealed 

that curricu lar exp er ien ces w hich  involved resp o n sive  writing  

influenced child participemts' evolving capacities for responding; that 

is, th is strategy offered the child participants' an effective m eans to 

respond to what they were learning about their rights, and relate that 

inform ation to their life experiences, w hile developing inferential 

thinking skiUs.
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(c) How did curricular exp erien ces in flu en ce th e  ch ild  participants' 

evolving cap acities forprosocialfxcting  as v o iced  through  

in terview s and narratives as w ell as dem onstrated  during  

observations?

( 1 ) C apacities for P rosocial A cting: Within the context of the case  

study, capacities for prosocial acting  in moral developm ental terms 

generally refer to children's prosocial behaviours intended to benefit 

another, su ch  a s  help ing, lis te n in g , and coop eratin g  (Child 

Participants, Ju ne 1998; Eisenberg, 1992). The capacity for prosocial 

acting w ithin  a hum an rights framework can  involve children  

understanding the moral necessity  for treating others as they would 

wish to be treated, or acting in moral ways; for exam ple, refraining 

from harming others and taking responsibihty for one's own actions 

(Eisenberg, Reykowski, & Staub, 1989).

(2) S tu dent Self-E valuation: The I am  learning... sh ee t was a

formative self-evaluation activity for students, which was included at 

the end of each  o f the ten  m od u les of The W orld Around Us 

curriculum. Through this writing process, children's insights about 

issu es  addressed  w ithin the curricu lum  m aterials on rights and  

responsibilities were recorded. This process w as facilitated by the 

teacher asking stud en ts to consider what they were learning through 

the curriculum activities, and to evaluate and summarize those ideas.
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From a moral developm ent perspective, it could be said that this  

strategy offered an effective m eans for the children to begin to teike 

som e responsible action for evaluating their ow n learning experiences, 

while forming their em erging conceptions (Cox, 1991; E isenberg, 

1989; Reardon, 1995). For exam ple, the con ception s of re sp e c t,  

rights, and responsib ility  were introduced through activities in Module 

#1, Introducing Rights and ResponsibiMties, o f  The World A round Us 

and they were reinforced in  the su b seq u en t n ine m odules. The 

following page provides a sam ple of a transcribed I am  learning  ... 

sh e e t  completed at the end o f Module #1 by GS 9.

An implication for informing educational practice was th a t this 

strategy offered the child participants an effective m eans for assessin g , 

evaluating, expressing, and recording their thoughts, feelings, and  

actions on their learning progress. This self-evaluation sh ee t was 

supposed to be completed by the student after each  activity attempted  

in each module, and so  it could provide a formative assessm ent on the  

learning activities undertaken by each child participemt.

In summeuy, analysis o f  the Process Evaluation findings revealed 

that curricular experiences w hich  involved th e  I am  learning... sh ee t  

influenced child participants' evolving capacities for prosocial acting; 

that is, this strategy offered the child participants' an effective m eans  

to a s s e s s  and eva luate  th e ir  own learn ing, w ith the op tion  of 

completing the task  with the assistance of a partner. (Refer to  n ex t 

page Figure 4  - Sam ple I am  tea m in g  . . .  S h eet.)
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I am  learning . . . S h eet

Name: GS 9 Topic: Rights and Responsibilities

I finished activily #1 - What are Children's Rights?

I am learning all children have the right to g e t w h a t they really 
need to live. A ll children have righ ts to think our ideas are 
important too. A ll children have rights to fe e l  like a  good kid. 
All children h ave rights to have a  fa m ily . All children have rights 
to sa y  listen to me.

I finished activity # 2 - Respecting Rights

I am learning I need respect an d  so  do you. I respec t you  
because I help you. We need to care fo r  the environment. We 
cannot pollute the air because w e need fre sh  air to be healthy.

I finished activity #3 - Caring for Each Other

I am learning responsibihty m eans doing something on your own  
without som ebody else  telling you to do it.

I finished activity #4  - Taking Som e Responsibihty

I am learning th a t I have a responsibility to return m y books to 
the library on time. Our class can sh are a  responsibility to make 

frien ds and not enem ies.

I finished activity #5 - Making D ecisions

I am learning I can take som e responsib ility  to dec ide which  
choice is a  good one.

Figure 4 . Sam ple I am  learn in g . . .  S h eet
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(3) C on stru ctin g  Charters: During this case study, the children  

actively euid responsibly participated in constructing charters of rights 

and responsib ilities, which helped  to guide their actions as they  

played, worked, and shared their resources in the classroom. At the  

outset, the child participants gained a collective voice through their 

active participation in the construction of the Classroom  Charter, as 

labelled by the children. The construction of the charter supported a 

classroom  goal of creating a caring place to work and play in that it  

provided a visual means to remind the child participants what to do to 

try m aking a  safe, fair, and caring classroom.

D uring the construction of the classroom  charter of rights, 

q uestions were raised by the students and the teacher concerning  

ch ildren 's participation  rights in particular; for exam ple, the  

children's responses included this one as stated by GS 1:

We have rights to have other people respect us, to give our 
ideas, to make choices each day, to leam  on our own or with 
others, to a sk  questions, an d  to get answers.

The classroom  d iscussions addressed both participation rights 

and resp on sib ilities  and em phasized  how both com ponents can  

promote responsible citizenship. Consequently, the children decided  

that a second charter should be created on children's responsibilities. 

By m aking th is decision to add a charter o f responsibilities, the  

students had evaluated the situation and concluded that it would make 

sense to have a Charter of Rights and a Charter o f ResponsibiUties, 

thus, influencing the curriculum design process.
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It could be sa id  that th is activity helped the students, with their

teacher's guidance, explore reasons why lim itations were necessary on

m ost individual rights in order to protect the safety of the students

and to bring order in  the classroom. To explain further, throughout

th e  p rocess of co n stru ctin g  the se co n d  charter on children's

responsibilities, q u e s t io n s  w ere  r a ise d  c o n c e r n in g  tak in g

responsibility; for exam ple, the children's responses included:

BS 6 Taking responsibility is respecting others' rights and work.

GS 8 Taking responsibility means doing good without som eone telling 
you to do it.

From a moral development perspective, it could be said that this 

approach to collaborative student work w as congruent with research  

by Eisenberg and colleagues (1989), as d iscussed  in Chapter 2, Part II; 

her research findings indicated that adults su ch  as teachers need to 

encourage responsible actions and cooperative interactions, and assign  

stu d en ts  reasonable responsibilities in order to prom ote prosocial 

actions. An exam ple o f student work is illustrated in the following 

C lassroom  Charter, w hich was coUaboratively constructed  with the 

guidance of the classroom  teacher, and originally printed on poster- 

size sh eets of scroll paper displayed on the bulletin board. (Refer to  

n ex t page Figure 5  - Sam ple Classroom  Charter.)
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C hildren 's R igh ts
Children have a  right to:

have fr ien d s  in and out o f school 
belong in this classroom a n d  this school 
have others listening to us 
som e p la y  time
make choices on own or w ith  others
get help in school when w e  n eed  it
clean air an d  w ater
be treated w ith  respect an d  love
be sc fe  in an d  out of school
no bullying by anyone anyw here
special care if w e have specia l needs
leam  and discover and to h ave an education.

C hildren 's R esp o n sib ilitie s
Children have som e responsibility to: 

listen to w h a t others have to sa y  
not be a  bully 
make choices
a sk  fo r  help in school when w e  need it
pu t litter in garbage and recycle  bottles
treat se lf  a n d  others w ith  respec t
act safely in and out of school
do hom ework when assign ed
a sk  questions if w e don’t  understand
a sk  others to Join in
treat others a s  w e w ant to be treated
w ash  our hands and brush our teeth
rem ember to return library books on time
leam  the b e s t w e can.

F igu res. Sam ple C lassroom  Charter
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The students decided that they wanted opportunities to create 

individual charters in which they could independently decide w hat to 

include in their unique lists. These charters mirrored each child's 

conceptions o f children's rights and responsibilities, and reinforced  

the idea that their individual voices were valuable and valued by their 

teacher and the researcher. Although the child  participants were 

encouraged by their teacher to construct their own 'individueil' charter 

of rights, som e chose to print Usts of rights which were prefaced with  

phrases such  as "1 have rights ..." or "We have rights..." or "All children 

have rights... " as illustrated in Figures 7 - 9 .

A nalysis o f the children's individual charters gave no clear 

indication o f either a gender or a particular age influence on  the  

choice of writing from either an  individual or a collective perspective. 

However, based  on the researcher's d iscussion  with the classroom  

teacher about the students' overall academic abilities based on  her 

ongoing a sse ssm e n ts  th rou gh ou t the sch o o l year, a p o ssib le  

explanation emerged.

That is, differing perspectives were perhaps due to the variances 

in the children's overall academ ic su ccess as well as their literacy  

skills to express them selves in the written word. The classroom  

teacher stated to the researcher that BS 9 who created the charter in 

Figure 7 written in the first person, received learning assistance on a  

regular basis for literacy and numeracy skill development. GS 7 who 

created the charter in Figure 8  written as the collective 'we,' w as seen
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by the classroom  teacher a  stu d en t who achieved su cc ess  in m ost 

academic tasks presented to her throughout the Grade 3 curriculum. 

BS 4, who created the charter in Figure 9, and who wrote about "all 

children." was perceived by the classroom  teacher to be academ ically  

advanced beyond his Grade 3 peers; for example, he was studying the 

Grade 4 math text on his own in  May 1998.

It was revealed that the diffeilng perspectives may be influenced  

by the children's academ ic ab ilities and literacy sk ills to put their 

ideas in writing. W hen the researcher asked the children during 

individual interviews why they had chosen to write about "one person's 

rights" or "all children's rights," they offered a range of responses:

BS 9 Because I prin ted it.

GS 7 We are all the sam e so  I w rote fo r  my brother too.

BS 4 All children have the sa m e rights ... because here and
everywhere w e all need the sam e.

From a moral developm ent perspective, it could be sa id  that 

analysis of this activity indicated that the written emd verbal responses 

of BS 9 regarding the individual charter could be placed at Level 1 (or 

approximately 5 - 9  years), according to Selmem's (1980) theory of 

perspective taking. At th is  level, children tend to focu s on  one  

perspective at a tim e rather th an  coordinating points of view. The 

resp on ses of GS 7 and BS 4 cou ld  be placed at Level 2 (or 

approximately 7 - 12 years), s in ce  their responses su g g ested  "a 

reciprocity of thoughts and feeling, and not merely actions" (Selman, 

1980, p. 38). At th is level, children tend to have an aw areness of
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another's perspective and th a t th is aw areness in fluences self and  

other's view of each other.

Thus, an implication for informing educational practice was that 

by focusing on constructing and putting into practice the charters, the 

students were offered a  strategy that guided their ju st  and caring 

thoughts, feelings, actions in  school. This strategy also  helped the 

students begin forming em erging conceptions o f righ ts  o f children  

and their responsib ilities, a s w ell as the conception of fairness. For 

exam ple, w hen the children  experienced in teractions which they  

considered to be fair in the classroom , such  as accessing one book at a 

time from the curriculum resource kit, their emerging conceptions of 

fa irn ess  seem ingly changed. As stated in their journal writings, some 

of the child participants m oved from beUeving w h oever w an ts the 

m ost should g e t the m o st to believing that each person  should get 

w hat they really need.

In summary, analysis of the Process Evaluation findings revealed 

that curricular experiences w hich  involved constructing charters of 

rights an d  responsibilities, and putting them  into practice, influenced  

child participants' evolving capacities for prosocial acting: that is, this 

strategy offered the child participants' an effective m eans to develop 

their cooperative participatory skills, while helping to foster a safe, 

fair, and caring environm ent in the classroom . (Refer to  n ex t th ree  

pages F igures 6 -8  - Sam ple Individual Charter o f  R ights.)
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Rights

I have the right to be free

I have the right to be healthy

I have the right to have shelter

I have the right to have peace

I have the right to eat good food

I have the right to play

I have the right to sleep w hen I'm tired

F igure 6 . Sam ple Individual Charter o f R igh ts
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Children's Rights

We have the right to education.

We have the right to food.

We have a  right to play.

We have a  right to be free.

We have a  right to be safe.

We have a  right to breathe clean air.

We have a right to a  name.

We should be loved.

We have a  right to make choices.

We should be equal.

We have a right to be treated nicely.

1 have a right to plan my future.

We have a right to wear clothes.

We have a  right to eat healthy.

We have a  right to sleep.

Treat each other the way we want to be 

treated.

F igu re? . Sam ple Individual C harter o f  R ights
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All children have the right to:

( 1 ) have clean water and air

(2) make choices

( 3 ) be different

(4) be free and to hve in peace

( 5 ) be safe always

(6) be treated equally

( 7 ) have an  education

(8) always be helped first

( 9 ) be called whatever we want

(10) be helped more if we re disabled

(11) have a  healthy body and have medicine

(12) have healthy m eals and to drink

(13) be loved and cared for

(14) be always put first

(15) beUeve in ourselves

(16) have a  good home

(17) have privacy

(18) to leam  whatever we want, whenever we want

(19) make friends

(20) be respected

Figure 8 . Sam ple Individual Charter o f R ights
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Part n  

Inform ing E ducational P ractice  

L Identifying E ffective Learning and T each ing S trategies

During im plem entation of The W orld Around Us curriculum , 

learning and teaching strategies were em ployed with the purpose o f  

providing appropriate d irection  and  g u id a n ce  for ch ild ren  to 

exp erien ce their p artic ip ation  rights an d  resp on sib ilities . By 

exploring the curriculum  Im plem entation, th is  research led  to the  

identification of effective learning and teach in g  strategies, w hich  

prom oted the child  participants' em erging conceptions o f their  

pcirtlclpatlon rights and responsibilities. Those strategies as d iscu ssed  

In Part I o f this chapter Included: concept mapping, decision-m aking  

model, role playing, responsive writing, student self-evaluation, and  

constructing charters.

With a view to Informing educational practice, it w as revealed  

through analysis o f th e  Process E valuation findings that co n cep t  

m apping w as found to be the m ost effective strategy o f th e  s ix  

strategies for promoting the children's em erging conceptions o f their 

participation rights and  responsibilities. It was especially effective 

when Implemented In com bination with the series of sentence frames 

and the Circles Page (venn diagram). The decision - making m odel was 

an effective strategy for prom oting the ch ild  participants' evolving  

capacities for reasoning, by offering them  opportunities to develop
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decision-m aking and problem solving skills. In addition, role playing 

was another effective strategy for promoting the child participants' 

evolving capacities for reasoning, by offering them  opportunities to 

develop their perspective taking sk ills.

Responsive writing was an  effective strategy for promoting the 

child participants' evolving capacities for responding, by offering them  

opportunities to respond to what they learn about their rights and to 

relate it to their life experiences, a s well as develop inferential 

thinking sk ills. The I am learning... sh ee t was an effective strategy for 

prom oting the ch ild  participants' evolving capacities for prosocial 

acting, by offering them opportunities to assess and evaluate their own 

learn ing. F urtherm ore, c o n s tr u c t in g  charters o f r igh ts and  

responsibilities w as an effective strategy for prom oting the child  

participants' evolving capacities for prosocial acting, by offering them  

opportunities to both create guideUnes for fostering a safe, fair, and 

caring classroom , and to put them  into practice.
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ii. C oncluding C om m ents on  Inform ing Educational Practice

A conclusion  for Informing educational practice can be drawn  

from interpretations of the Process Evaluation findings, w hich  lin k s  

the child  participants' capacities of moral developm ent and  their  

participation rights. The find ings revealed that it was the very  

processes o f children experiencing their participation rights w hich  

seemingly enabled their moral developmental capacities for reasoning, 

responding, and  p rosocia l actin g  to evolve. From a m o ra l 

developm ental perspective, it could  be sa id  th at as ch ildren's  

capacities continue to evolve, perhaps they may come to reason and  

decide w hat is  right, care deeply about it, and act responsibly and  

independently -- as they grow towards responsible citizenship, to be 

discussed further in the Concluding Comments of Chapter 5.

Another conclusion for informing educational practice can  be 

drawn from further interpretations of the Process Evaluation findings, 

which links the child participants' evolving capacities w ith their  

participation rights. The findings revealed that the child participants' 

emerging conceptions were tempered through meaningful curricular  

experiences within the school day, which afforded them opportunities 

for ex p er ien cin g  -- co n cep tu a liz in g  and ex erc is in g  -- th e ir  

p a rtic ip a tio n  righ ts a n d  r e sp o n s ib il it ie s . H ere th e  ter m  

con cep tu a lizin g  gen era lly  re fers  to th e  p ro cess  o f fo rm in g  

conceptions, or the conceptualization  process (Kaltsounis, 1987; 

Martorella, 1985; W elton & M alian, 1988), w hereas the term
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exercising  generally refers to the p rocess of putting in to  practice 

participation  rights an d  resp o n sib ilitie s . T hus, the ch ild ren 's  

emerging conceptions o f their participation rights and responsibiUties 

w ere tem pered through  the a ctu a l exercise of those rights and  

responsibilities during implem entation o f the curriculum.

In a related m anner, interpretations o f the Process Evaluation  

findings revealed that during curricu lum  im plem entation the ch ild  

participants' evolving capacities were n ot significantly influenced by 

their gender. One explanation of this finding was that perhaps gender 

does not exert an in fluence on  ch ild ren 's conceptions of their  

participation rights and  resp on sib ilities  u n til after Prim ary-level 

education, if ever. An additionad explanation was that the children's 

em erging conceptions were sim ilar s in ce  both girls and boys had  

equitable opportunities to participate in all curricular experiences  

with The World Around Us.

Interpretations of the Process Evaluation findings revealed that 

if students are to develop their capacities to achieve their potential in 

accordance with Article 29  of the CRC (UNGA, 1989), then educators 

should be encouraged to match learning and teaching strategies to the 

children's em ergent capacities to conceptualize their participation  

rights and responsibilities. In resp on se , th is case s tu d y  led to 

identifying learning and teaching strategies which were appropriate to 

the ways in which children actually view  their world. Furthermore, 

th is case study led to identifying w h at curricular experiences were
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effective in prom oting ch ildren's em erging con cep tion s o f their 

peirticipation rights and responsibilities, while exercising the same.

Within the context o f th is case  study, it w as found that six  

learn in g  an d  te a c h in g  s tr a te g ie s  e ffectiv e ly  p rom oted  the 

conceptualization process by helping the children to organize large 

amounts o f information about participation rights and responsibilities, 

and to m ake it m eaningful to them . Those strateg ies included: 

concept m apping, decision-m aking model, role playing, responsive 

writing, stu d en t self-evaluation , and constructing charters. In 

addition, those s ix  strategies provided opportunities for the children 

to practise and further develop their participatory skills; for example, 

com m unication  sk ills  su ch  a s  reading, writing, lis ten in g , and 

expressing views, and their socia l sk ills su ch  as decision-m aking, 

problem solving, independence, interdependence, and cooperation.

In general, therefore, interpretations of the Process Evaluation 

findings revealed that the six  strategies which either individually or 

collectively addressed  the capacities o f reasoning, responding, and 

p rosocia l a ctin g  w ere both  effective  in p rom oting th e  child  

participants' em erging conceptions, and appropriate to the ways in 

which children actually viewed their world. In particular, the findings 

revealed that co n cep t m apping  w as m ost the effective o f the six 

learning and teaching strategies for promoting the conceptualization  

p rocess. Through th is strategy, the children's conceptualization  

process w as facihtated by starting with what they already knew about
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certain conceptions, su ch  as rights and responsibilities, and then  

providing opportunities for exploring and expanding their knowledge 

of existing conceptions.

Thus, in support o f informing educational practice on children's 

emerging conceptions, it could be concluded that students of all ages 

m ust be informed of their rights (Article 42) and should  be provided 

w ith ap propriate d irec tio n  and  g u id a n ce  to exp er ien ce  -- 

con cep tu a lize  and ex erc ise  -- their p artic ip ation  rights and  

responsibilities, in keeping with their emerging capacities to do so  

(Article 5) (UNGA, 1989). If children are to becom e free citizens  

capable o f actively and intelligently participating in a dem ocratic 

society where rights are respected and responsibiUties are upheld, 

then more than Uteracy and numeracy skills need to be acquired in  

and out of school. Rather, students need to be encouraged to develop 

their evolving intellectual, social, moral, em otional, physical, and  

conceptual capacities to the fullest potential -- a  right to w hich  

children are entitled, pursuant to Article 29 of the CRC (UNGA, 1989).

Therefore, when developing curriculum m aterials for children's 

rights education, it would seem  that a task for educators is to have a 

knowledge o f curricular experiences which actually promote, not ju st  

assum e, conceptual development, or the conceptualization process, in 

school-age children (Gersch, 1996; Lickona, 1991; Noddings, 1988; 

Scott, 1996). Thus, educators may consider offering m eaningful 

curriculeir experiences w ithin the school day which promote students'
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processes of conceptualizing and exercising their participation rights 

and responsibilities, w hile acquiring and applying participatory skills, 

and attaining moral values, such as respect and responsibility.

It could be concluded that in order for students to leam  about 

their rights and to m ove towards asseirtlng their rights as developing 

responsible citizens, th ey  need to be provided with opportunities to 

gain knowledge, as w ell as skills and values necessary to live in the 

world both as children and  later as adults. Through the development 

and implementation of su ch  curriculum materials for children's rights 

education, educators m ay be better prepared to provide appropriate 

direction and guidance to  help students understand and exercise their 

participation rights a n d  responsibilities, and  to help foster the  

developm ent of more informed, caring, and responsible groups of 

young citizens.
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Chapter Sum m ary

With a view  to benefiting  future curriculum  m aterials for 

children's rights education, qualitative data were collected  on the 

child participants' emerging conceptions of their participation rights 

and responsibiUties. The Process Evaluation procedure facihtated the 

exploration of the im p lem en ta tion  o f the curriculum. This exploration  

of the curriculum  im plem entation w as guided by the five questions 

discussed  in th is chapter. T he p rocesses of responding to those  

questions enabled the researcher to expand on the primary researcher 

question stated in Chapter 1; in addition, it permitted the researcher 

to move through the coUections, analyses, and interpretations of the 

qualitative data in  order to find patterns and m eaning in the  

information. Interpretations of the findings revealed that six  learning 

and teaching strategies were particularly effective in promoting the 

child participants' emerging conceptions, which were appropriate to 

the ways in which children actually viewed their world.

In light of the above d iscussions on Process Evaluation findings, 

it could be said that practice informed theory. That is, those findings 

on effective learning and teaching strategies for promoting the child  

participants' em erging co n ce p tio n s , w h ich  led in to  informing 

educational practice, provided a  springboard for recognizing their 

em erging con cep tion s of participation rights and responsibilities. 

This process led  to bu ild ing  ed u ca tio n a l theory on th e  child  

participants' emerging conceptions, to be discussed next in Chapter 5.
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CHAPTERS 

BUILDING EDUCATIONAL THEORY 

D iscu ssion s on th e Product E valuation Findings 

Chapter Abstract

This ch ap ter  is  devoted to d isc u ss io n s  on analyzing and  

interpreting the data, which were system atically collected during the 

formative sta g es o f the Product Evaluation procedure in the CIPP 

E valuation  M odel (Stufflebeam , 1983). The Product E valuation  

procedure facilitated  an exploration of the im pact o f The W orld 

A rou n d  Us cu rr icu lu m  on th e  ch ild  p artic ip an ts' em erging  

conceptions o f their participation rights and responsibilities. The 

exploration o f curriculum  im pact yielded the Product Evaluation  

findings, w hich  led to building educational theory. Accordingly, this 

chapter is divided into two parts.

In Part I, D iscu ss in g  the Product E valuation Findings, the 

detailed analyses o f the findings are reported in two sections as  

outlined here. In the first section, the Product Evaluation procedure 

conducted during th is case study is reviewed. In the second section, 

the participation rights of children expressed in the CRC are used to 

guide the d iscu ss io n s . Im plications are n oted  throughout these  

discussions for building educational theory, which involved devising a 

framework o f ind icators for recognizing th e  child  participants' 

emerging con ception s, to be summarized in Part II of this chapter.
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In Part II, Building Educational Theory, the interpretations of 

the Product Evaluation findings are reported in four section s as 

outlined here. In th e  first section , inductive conten t analysis is 

described, a process th a t enabled the researcher to devise the 

w h olistic  fram ew ork o f  in d ica tors for recogn izin g  th e  child  

participants' em erging conceptions of their participation rights and 

responsibilities. In the second section, conclusions aure drawn from 

the Product Evaluation findings for building educational theory on 

children's emerging conceptions of their participation rights and  

responsibilities. In the third section, key contributions of this case 

study are summ arized, a s  well as its limitations, w hich served as a 

springboard for recom m endations of further research w ithin the field 

of Children's Rights Studies.
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P a r ti 

D iscu ssin g  the Product Evaluation F indings

L Product E valuation Procedure

The Product Evaluation, procedure facilitated the exploration of 

the im pact o f the curriculum on children's conceptions during their 

participation  in  the delivery o f the curricu lum . A ccording to 

Stufflebeam (1983), the "product evaluation should look broadly at the 

effects of the program, including intended and unintended effects" (p. 

134), in order to improve the existing program or to benefit the  

development of future curriculum materials. In light of the Product 

Evaluation procedure within this case study, th e  research  objective 

was to explore the impact of the curriculum  for children's rights 

education on the child participants' emerging conceptions during  

their participation in its deUvery.

Related to th is  research objective w as th e  research  goal o f  

building educational theory on children's em erging conceptions of 

their participation rights and responsibilities, w ith a  view to benefiting 

future curriculum  m aterials for children's righ ts education. This 

research goal w as m et through the exploration o f the curriculum  

impact, since th is  case study led to recognizing the child participants' 

emerging conceptions of their participation rights and responsibihties 

and to devising the framework of indicators.

In keeping w ith both the research objective and goal cited
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above, the following d iscussions are focused on the Product Evaluation  

findings, w hich were guided by Articles 12 through 17 of the CRC 

(UNGA, 1989). This cluster o f articles was u sed  as a guideline for 

identifying the indicators w hich  provided a whoUstic framework for 

recognizing the children's em erging conceptions o f their participation  

rights and responsibilities; th at is, the w ays in which the child  

participants’ actually viewed them.

Throughout the d iscussions which follow, implications are noted  

for building educational theory on children’s emerging conceptions of 

their participation rights and responsibilities. Sam ples of data drawn 

from the database of information collected from children’s interviews, 

narratives, and observations are included in order to demonstrate and  

docum ent various patterns and them es, and to su b stan tia te  the 

interpretations of the Product Evaluation findings.



182

ii. R ecognizing th e  Child Participants' Em erging C onceptions

(a) A rticle 12 - R ight to  have V oices Heard and Considered

Throughout the im plem entation  o f The World A rou n d  Us 

curriculum, the participation of the children was especially focused on 

their rights to peirticipate in Articles 12 and 13 of the CRC, which  

involved participatory sk ills  o f lis ten in g , decision -m aking  and  

expressing views freely (UNGA, 1989). Those two children's rights 

were central to th is  case  study sin ce  the students were afforded  

ongoing equitable opportunities to participate actively in curricular 

experiences, which involved the individual and collective exercise of 

their rights. The child participants, both boys and girls, were afforded  

opportunities to have ju st  and reasonable equal access to quality 

educational learning experiences (Noddings, 1988; Reardon, 1995).

Throughout th is  case  study, the child  participants were 

encouraged but not obUgated to take part in making decisions and to 

ex p ress  v iew s free ly  ab out th e  d es ig n in g  or r e d e s ig n in g , 

im plem enting, and evaluating asp ects of the curriculum; in  other 

words, the child participants could choose to withdraw from the case  

study, although none did take that course of action. The students' 

curricu lar ex p er ien ces involved providing input by expressing  

opinions, voicing ideas, considering choices, making decisions, and 

sharing decisions about matters affecting their lives — the curriculum  

and its implementation, as well as design or redesign and evaluation, 

with guidance from their teacher (Miller & Seller, 1990).
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In keeping with Article 12 of the CRC, it has been said that 

perhaps the right to be heard  and  considered m ay be m ost 

m eaningfu lly  exercised  w hen a d u lts  assu m e resp o n sib ility  for 

respectfully  listen in g  to the ch ildren's voices (C ullinan , 1993). 

Although the CRC is a m ilestone in the children's rights advocacy 

movement, it does not itself guarantee that voices of children will be 

heard and taken seriously in decision-making matters and th a t people 

will respectfully hsten to their voices.

Even if caregivers have the best interests of children a t heart in 

keeping with Article 3 of the CRC, it does not mean that they are 

really listening to them and to w hat they have to tell u s (Garbartno & 

Stott, 1989; Gersch, 1996; Kohn, 1993; Melton & Limber, 1992; 

Scott, 1996). Perhaps the right to be heard is m ost m eaningfully  

exercised in a reciprocal situation  where the adult responsibility for 

listening to the child is respectfully upheld, such as during the data 

collection processes within th is study. While caregivers, such  as 

parents, educators, or child and  youth  care practitioners, should  

recognize the right of children to be heard and considered , they 

perhaps should edso develop their skills for listening to children, such  

as through work place or com m unity-based workshops.

Som e child  participants expressed  ideas about their right to 

have others h sten  to what they said, and a responsibility to hsten  

respectfully  to others. An im pact o f the curricu lum  o n  child  

participants w as their emerging conceptions of listening, a s  reflected
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in this participatory indicator:

People listening to us, an d  listening to w h a t others say
Table 6 - Prosocial Acting.

B ased  on  an alysis o f the Product E valuation  findings, an  

im plication for building educational theory w as that respectfully  

listen ing to th e  children's vo ices w as a  fundam ental elem ent in  

effective child-researcher com m unications. In the words of educator 

Paley (1986), ’[t]he key is curiosity, and it is curiosity, not answers, 

that we m odel. As we seek  to learn more about a child, we 

dem onstrate the acts o f observing, lis ten in g , question ing, and  

wondering. W hen we are curious about the child's words and our 

responses to those words, the child feels respected. The child is 

respected" (p. 127). Keeping in  mind the children's expressive right 

of speaking out on matters of importance in  their lives in Article 12, it 

could be said  that the role of the caregiver should  encom pass a sen se  

of responsibility for Ustening to the children's voices.

Similarly, the findings revealed that th e  child participants were 

beginning to realize their rights to express their ideas and opinions, 

make choices, and to be heard - -o r  freedom of expression accorded  

to all children in  Article 12 of the CRC (UNGA, 1989). As BS 2 stated:

It is m y right to be a s important as adu lts  . . . to  make choices.

The following excerpts from child participants' narratives and  

interviews illustrated emerging conceptions o f decision-making:

BS 5 Who w ill help me make the right decision?

BS 7 I have a  right to decide on my own or w ith  others.
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An Impact o f the curriculum  on child participants w as their 

em erging con cep tion s o f decision -m akin g , a s reflected  in  th is  

participatory indicator:

We can decide things, and w e  need info/others to help us
Table 2 - Reasoning.

A nalysis o f the Product Evaluation findings revealed that by 

taking part in decision-m aking on  im portant school m atters su ch  as 

their curricu lum , th e  children were provided w ith m ean ingfu l 

opportunities to listen, to share ideas, and to build confidence in their 

own judgem ent. Through the curricular experiences afforded the 

child participants during this case  study, they were enabled to leam  

from each  other through relationsh ips based on cooperation  and  

in terdependence w ith other ch ildren , as they began to develop  

increasing independence in their relationships with the teacher. That 

is, it cou ld  be sa id  that the stu d en ts  were developing a  se n se  of 

independence as they looked less  to their teacher for direction and 

guidance, to be further discussed in  the next section.
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(b) A rticles 13 and 17: R ight to  E xpression and A ccess Information

The am ount of independence children were given to exercise  

their freedom  for expressing their view s an d  m aking d ecision s  

throughout th is case study w as directly related to how responsible 

they were w ith their freedoms. While the ch ild  participants were 

actively involved  in d ec is io n s about cu rricu lar activ ities and  

procedures, the teacher acted  as a d ecision  maker in her own  

classroom , developing and im plem enting curriculum  alongside the  

students through a democratic process. However, this process was 

not one of totally equal partnership of all m em bers in all instances, 

since the children did not have total freedom in their decision-making 

within the classroom .

To explain  further, the children participated in curriculum  

implementation by having som e opportunities for making decisions 

about their learning activities, but not ju st any choice for study was 

acceptable. Rather, the child participants were encouraged to make 

individual choices about classroom  activities in  which they wanted to 

participate during at least som e part of every day; for example, 

working on a Learning Centre activity alone or with a partner, given 

that they had the necessary information, sk ills , and materials to 

complete the task  independently. In so doing, the children were 

guided towards acting independently and m aking responsible choices 

in the classroom as stated by one student, GS 9, in June 1998:

The more good choices I make, the more choices I can make.



187

The students were also encouraged to participate in group  

decisions about activities in  their classroom; for example, the physical 

arrangement of the classroom , decorating the walls with their work, 

or choices of what topics to em phasize in  their study of The World 

Around Us. In addition, the children shared  a responsibility for 

deciding certain classroom  procedures; for example, how to regulate 

turns as Special Helper w hen the researcher visited the classroom , or 

how to regulate clean-up time in a fair way.

Similarly, within the context of this case study, both the teacher 

and the researcher shared  a responsibility to ensure that the child  

participants had access to sufficient and appropriate information to 

contribute to ach iev ing  their learn ing ta sk s . This a c c e ss  to 

information is in keeping with Article 17 o f the CRC, which states that 

children should be offered access to information from various sources, 

including m ass media, w hile they m ust be protect children from  

harmful materials (UNGA, 1989). Thus, the students were offered 

access to learning m aterials such  as children's books, and access to 

effective learning strategies such  as concept mapping to help promote 

their emerging conceptions.

The following excerpts from child participants' narratives and  

interviews illustrated emerging conceptions of accessing information: 

GS 8 We can learn stu ff fro m  each other.

BS 6 I have a  right to m ake m istakes and then leam  more.

BS 3 I have a right to a sk  questions and g e t som e answers.
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An im pact o f the curriculum  on child  participants w as their 

em erging con ception s o f accessing information, as reflected in this 

participatory indicator:

We need to f in d  things out and g e t an sw ers to our questions
Table 2 - Reasoning.

The findings revealed that within the case study classroom  site, 

th e  series o f Learning Centres w as an  effective environm ent for 

offering students access to information and materials from a diversity 

of sources. In addition, a  variety of learning styles and abilities were 

accom m odated w hile the children could "manipulate objects, engage 

in conversation and role playing, and leam  at their own levels" (Day & 

Drake, 1983, p. 13) through the cen tres environm ent. Learning 

C entres accord ing to D ay and Drake (1983) are sp ecific  areas 

"designed by the teacher, the students and the teachers, or by the 

stud en ts that contain  a  variety of learning activities and m edia to 

en h ance the developm ent of con cepts, them es, topics, sk ills , or 

interests" (p. 13). This approach to learning effectively supports  

A rticle 23 of th e  CRC concerning sp ec ia l care requirem ents of 

children with a disability, through different ways of participating in 

the classroom and accessing appropriate information.

To explain further, in accordance with Article 23 o f the CRC, 

children with special needs or a disabihty have a right to special care 

and education to help them  achieve self-reliance and an active life in 

society (UNGA, 1989). The case study classroom  included one female 

ch ild  with extra sp ec ia l needs w ho benefited  from a m odified
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educational program, pursusint to the inclusion policy of the BC pubUc 

school sy stem  as stipulated  in  the School A ct (Province of BC, 

Ministry of Education, 1989). Accordingly, the Child Support Worker 

provided a ssista n ce  to help the child gain access to information that 

supported her learning, su ch  a s  through computer programs. This 

access to information with the assistan ce of the Child Support Worker 

was aimed at promoting the student's cognitive, emotional, and social 

capacities, in  accordance w ith  Article 29 that con cern s helping  

students develop their capacities to potential (UNGA, 1989).

Furthermore, in keeping w ith Articles 17 and 29, and in light of 

Article 42 th a t concerns d issem ination  of information on  the CRC 

(UNGA, 1989), the child peirticipants in this case study were offered 

equitable opportunities to access information about children's rights, 

as well as the rights of all persons, during im plem entation of The  

World Around Us curriculum.

The findings revealed an im pact of the curriculum w as that the 

child participants were beginning to realize that there axe individual 

rights, or m y rights and collective rights, or our rights. For example, 

the fo llow ing excerpts from ch ild  participants' narratives and  

interviews illustrated emerging conceptions of individual rights:

BS 7 I have a  right to think w ith  m y imagination so I can m ake things. 

GS 3 I have a  right to sa y  I like th is or I don’t.

The following excerpts from child participants' narratives and 

interviews illustrated emerging conceptions of collective rights:
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BS 1 We have a right to be safe.

GS 8 We have a  right to have special care if w e got special needs.

BS 5 We have a right to have nobody make fu n  of us or other kids.

An Impact of the curriculum  on child participants was their 

em erging conceptions o f rights, as reflected in th is  participatory 

indicator:

R ights are w h at w e really n eed  to be all right 
Table 1 - Reasoning.

In a related manner, during a class discussion, the teacher asked 

the children "Why do children have rights?" The children's collective 

responses, which were written on a class chart, revealed that they 

were forming emerging conceptions:

Provision Rights:
Children have rights because we need everyone to care fo r  us. 

Protection Rights:
Children have j-ights because w e need everyone to keep us safe. 

Participation Rights:
Children have rights because we need everyone to listen to us.

An impact of the curriculum  on child participants was their

em erging con ception s of participation  rights, a s  reflected in th is

participatory indicator:

Children have rights to think, feel, and do
Tables 1 - Reasoning, 3 - Responding, 5 - Prosocial Acting.



191

(c) A rticle 14 - R ight to  Beliefe

During the curriculum  im plem entation child participants were 

seem ingly attaining m oral values o f responsibility  and  re sp e c t, as  

discussed in this section on the children's right to beUefs.

(1) R esponsib ility: The notion that students have the responsibility  

to show  respect for one another's thoughts, feelings, and actions, as  

well a s  privacy w as reinforced by th e  teacher, as w ell a s  the  

researcher; for exam ple, not m ocking a  peer's ideas or resp on ses  

offered during sm all group activities — or at any time. S u ch  ongoing  

direction and gu idance w as needed in order to en su re  th at the  

classroom  environment w as safe, supportive, and conducive to risk- 

taking so  that the children would feel comfortable enough to express 

their opinions and ideas freely.

The classroom  teacher offered her students inform ation and  

explanations intended to help them develop an aw areness o f their 

rights, w hich can carry responsibihties. Throughout the curriculum  

implementation, the child  participants were offered opportunities to 

see how their own basic rights were bound up in the hum an rights of 

other people, which m eans they may be restricted in practise. For 

exam ple, during a c la ss  d iscussion , the children considered  their 

right to have access to adequate nutrition; with the teacher's guidance, 

the students concluded that access to food implies a responsibihty to 

ensure that the food supply should remain accessible to all and  so one
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person should not take all the food.

The following excerpts from child participants' narratives and  

interviews illustrated emerging conceptions of responsibility:

BS 9 Responsibility is like listening to others w ith  respect 

GS 2 It can be getting along and learning in and out o f  school.

An im pact o f the curriculum  on child participants was their 

em erging co n cep tio n s o f re sp o n sib ility , a s  re flected  in th e se  

participatory indicators:

Taking Responsibility:
Doing good w ithout som eone telling you to do it
Tables 4  - Responding, 5 - Prosocial Acting.

Children's Responsibilities :
Help us do right to live and grow right
Table 4 - Responding.

As stated by child participants during interview session s, the 

n otion  o f r e sp o n s ib ility  in c lu d ed  both p erso n a l and  so c ia l 

responsibilities of citizenship, although those particular terms were 

not used by th e students. An im pact of the curriculum  on child  

p a rtic ip a n ts  w a s th e ir  em erg in g  c o n c e p tio n s  of personal 

responsibility, a s  reflected in th is participatory indicator:

I do w h at I can to help me a n d  everyone
Table 4 - Responding.

Throughout the case study, the students were encouraged by 

their teacher axid the researcher to take personal responsibility for 

their writing efforts, while they were also periodically encouraged to 

write with one or two partners. This sort of group writing activity 

seemingly motivated students to engage with one another and to figure
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out how  to cooperate and collaborate, and additionally seem ed to 

foster a  sense of personal responsibility since they were responsible  

for their own work and for the quality o f work the group produced.

For example, the child  participants were free to ch oose the  

writing activities in w hich  they participated during grouptim e, and  

their  w riting p artners. W hen su c h  grouptim e a c tiv it ie s  were 

organized, students were encouraged to talk and listen  with each  

other; these exchanges resulted in children taking som e personal 

responsibility to resolve problems when differences of opinion arose.

The case study classroom  w as organized so the children could  

additionally take on som e social responsibility; for example, since the 

children could access the fifty-five children's books included in The  

World Around Us curriculum, they were able to monitor w hen these  

item s were not cared for such  as when a  book was misplaced. When 

materials were not put where they belonged, then the students could  

not find or enjoy them. One afternoon when a book w as lost that 

belonged to the whole class and not ju st one student, the teacher took 

advantage of the opportunity for group discussion about how to resolve 

th e problem; as a co n seq u en ce , th e  entire c la ss  sh ared  the  

responsibility to hunt for the lost book until it was located inside a  

cluttered student's desk.

An impact of the curriculum  on  ch ild  participants w as their 

em erging conceptions o f social responsibility, as reflected in th is  

participatory indicator:
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We do what w e  can to make it a  better place  
Table 4 - Responding.

Based on an a lysis  of the Product Evaluation findings, an  

implication for building educational theory was that the children were 

developing an awareness that groups worked best w hen they shared 

responsibihties. For example, the responsibility of clean ing up the 

classroom after lunchbreak was shared by the entire class; whether an 

individual littered the room or not, ah persons were responsible for 

ensuring the classroom was tidy before anyone left.

This procedure was initiated by the students w hen the problem 

surfaced that som e children were tossing their litter under another's 

desk or chair just to get rid of it. The children's solution was no one 

left the portable until the htter was put in either the recycling bin or 

the garbage as appropriate, as decided by the noonhour supervisor, 

and in consequence the students shared the group's responsibihty to 

ensure the classroom was tidied up.

C2) Respect: The moral value of re sp e c t  seemingly helped tell the 

children what ought to be done; for example, the students' responses 

related to notions o f respect included:

BS 8 We need to trea t each other with hugs not hits.

GS 1 We all need to have respect — us, friends, and fam ily .

An impact of the curriculum on child participants was their 

emerging conceptions of respect, as reflected in th ese  participatory 

indicators:
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Looking after each other and the world around us 
Table 1 - Reasoning.

Caring fo r  us and our rights 
Table 3 - Responding.

Treating others like w e w a n t to be treated  
Table 5 - Prosocial Acting.

To exp lain  further, during individual interview s w hich took

place the first week of June 1998, a few children expressed the idea

that they heard an  inner voice -- a  notion that m ost o f the students

believed, when asked during their individual interview:

GS 9 Som etim es I hear a kind o f voice or som ething inside — it 
reminds me to be good, and not do bad stuff.

BS 1 J think abou t w hat (teacher's name) tells us what's right and I 
can hear it in my head after school.

BS 7 When I'm doing right I tell m yse lf  it's right.

Some children seemingly believed that acts which were hurtful,

dishonest, or d isrespectful to other children or adults were wrong.

For exam ple, during an interview  the research er ask ed  about

expressing hes, to which the boy responded:

BS 3 Lying about anything is wrong. It's hard to tru st a liar.
Lying is e a sy  but I don't think it's honest.

The follow ing resp on se  furth er illu stra ted  an oth er  stu d en t's

conception o f re sp ec t, as it unfolded during a  class d iscussion  on

issues of lying:

BS 2 Yeah, lying hurts me and you. Now I fe e l b a d  'cause I lied, more 
than if I told the truth and got in trouble f o r  it. M aybe a  lie hurts 
my respect and you[rs] too. I don't w an t to be  a  liar.

Two other children spoke with the researcher, during a  sm all group

discussion at a  Learning Centre, on the issue of cheating:



196

BS 1 Cheating is like an  ugly game. It fe e ls  like I got punched in the  
stom ach . . . when som ebody cheats me.

GS 8 B ut to me, it's like I got punched in m y heart.

B ased  on a n a ly sis  o f the Product E valuation  findings, an

implication for building educational theory w as that if these students

respected other people, then perhaps they valued  them; and if  they

valued them , then they may have felt a m easure of responsibility for

their well-being. This assertion parallels the ideas that "respect is the

restraining side of morality; it keeps us from hurting what we ought to

value" (Lickona, 1991, p. 67), and, responsibihty is the active side of

morality in that "it m eans orienting toward others, paying attention to

them, actively responding to their needs" (Lickona, 1991, p. 68). In

keeping w ith this understanding, it could be sa id  that as children's

moral cap acities grow, then  perhaps they  m ay be more likely to

choose to help or care for another in spite of the personal costs and to

take responsibility for their actions.

In June 1998, the child participants created lists of ideas about 

what r e s p e c t  m eant to them, which mirrored each  child's conceptions 

of respect for people, as illustrated in this writing by GS 2:

R espec t their singing Be proud f o r  them

R espect how they look Be careful to each other

R espect w h at they do Be good to others

Be nice to each other Don't be b a d  to them

R espec t their w ork  Don't be calling them names

Be p a tien t to others.
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(d) A rticle 15 - R ight to  A ssociation

In keeping w ith Article 15 of the CRC concerning the children's 

right to association  (UNGA, 1989), the stu d en ts  seem ingly were 

developing a sen se  o f belonging in th e  world a s  illustrated by the 

following excerpts from child participants' narratives and interviews: 

BS 4 We really like playing on the soccer team.

BS 6 I w ish  the whole school w a s safe -- like in the classroom.

GS 1 I like being in groups when a t the Learning Centre.

An impact o f the curriculum on  child participants w as their 

em erging conceptions of belonging a s  reflected in this participatory 

indicator:

We should all live and grow in a sa fe  place, where everybody is
wanted
Tables 3 - Responding, 5 - Prosocial Acting.

Thus, the fin d in gs revealed th a t the child participants' 

responses reflected an  apparent interest in belonging to peer groups 

and being with friends. This in terest of the child participants to 

belong and to live in  a secure, peaceful, cooperative and helpful 

environm ent is paralleled in the CRC pream ble paragraph, w hich  

states children should  be brought up in  the "spirit of peace, dignity, 

tolerance, freedom, and soUdarity" (UNGA, 1989). Based on analysis of 

the Product E va lu ation  find ings, a n  im plication  for b u ild in g  

educational theory w as that the rights and principles of the CRC could  

be used  as a theoretical platform on which to build a civil society that 

allows children to feel a  sense of belonging in the world.
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Similarly, the child participants also expressed an interest and  

an apparent need to act in cooperating and helping ways, which can be 

viewed as prosocial acting (Eisenberg, 1992). The following excerpts 

from child participants' narratives and interviews illustrated emerging 

conceptions of cooperating:

GS 7 All children can share a  responsibility to m ake friends.

BS 9 It's good when w e  do the buddy system  so I lea m  from  him and  
he learns from  me — especially when w e read an d  write stuff.

GS 9 We should not allow bullies a t school or anyw here.

An impact of the curriculum  on child participants was their

emerging conceptions of cooperating, as reflected in this participatory

indicator:

Friendly and helpful work and p la y  with others 
Table 6 - Prosocial Acting.

In a related  m anner, the follow ing excerp ts from ch ild  

p articipants' n arra tives and  in terview s illu s tr a te d  em erging  

conceptions of helping:

GS 3 Helping m eans listening to others with respect.

BS 7 Helping m eans working and playing with others.

GS 4 Helping means sharing our thoughts and fee lin gs with Ms. M.

An impact of the curriculum  on child participants w as their 

emerging con ception s of helping, as reflected in th is  participatory 

indicator:

Working and playing w ith  others, listening to others with 
respect, sharing our thoughts and feelings  
Table 6 - Prosocial Acting.
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The following excerpts from child  participants' narratives and

interviews illustrated emerging conceptions of conflict resolution:

BS 8 Children have a  sa m e rights in this world. And the w a y  I se e  it is 
all are equal and should be friends.

BS 2 Now I know how to f ix  a  problem. I think about w hat I can do  
and I choose w h at to do.

An im pact of the curriculum  on child  participants w as their

em erging con ception s o f conflict reso lu tion , as reflected in this

participatory indicator:

We can f ix  problem s in peaceful w a y s  
Table 2 - Reasoning.

In keeping with Article 15 of the CRC concerning the right to 

association, the child participants were encouraged by their teacher 

throughout the case stu d y  to participate in groups independently of 

her and in terdependently  with each  other. Taken together with  

Article 31 of the CRC that concerns the right of children to play and  

recreation (UNGA, 1989), during the curriculum  im plem entation  

processes the stu d en ts were offered opportunities to u se of objects 

such  as puppets, and while interacting and playing with others, and  

participating in role p laying through Learning Centres. However, 

w hen stud en ts ch ose to read, play, or work alone, or if  it were 

believed that som e s tu d e n ts  were n o t ready to h and le group  

discussions and shared revelations with respect and sensitiviiy, then  

su ch  individual preferences and s itu a tio n s  were recognized and  

respected in keeping w ith Article 1 o f the CRC, which concerns the 

individuality of each child (UNGA, 1989).
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In keeping w ith  the child's decision to participate in activities 

alone, m ost activities in The World Around Us curriculum  could be 

com pleted either by sm all group or on an individual basis. For 

example, written directions for an individual or sm all-group Learning 

Centre activity would read: Please decide if you w a n t to read the story 

by yourself or w ith  one or two classm ates. T his approach recognized 

the merits o f both  individual and group work and play, and it 

supported the students' preferences and choices for com pleting the 

activities alone or with one or two partners.
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(e) A rticle 16 - R ight to  Privacy

In accordance with Article 16 of the CRC (UNGA, 1989), the

child participants' right to privacy was respected in a  number of ways

throughout the case study, as described here. The following vignette

illu stra tes how  one stu d en t w as learning ab ou t respect for a

classmate's privacy by not going into her desk:

One student, namely BS 9, s ta ted  he w a s upset w hen not allow ed  
to read  a certain book th a t belonged to the classroom  library. 
When he w a s  asked  if anyone had explained to him w hy he w a s  
not a llow ed  to read the book, he sa id  that another classm ate, 
nam ely GS 7, claim ed th a t it w a s her right to read it, an d  to 
keep the book from  him. BS 9 seem ed corifused since claiming 
a right w a s  not an adequate reason fo r him. The book w a s fou n d  
inside the d e sk  of GS 7 an d  because she had a  right to privacy, 
then BS 9 should not go into her desk  without perm ission from  
the girl. It w a s  explained to the boy by the classroom  teacher 
that he had a  responsibility to respect her privacy and not to go 
into her d e sk  to retrieve the book. When GS 7 fin ish ed  reading  
the book an d  returned it to the classroom  library, then BS 9 
took the opportunity to read  it.

When listen ing to d iscu ssion s am ongst the stud en ts and the 

teacher about events which occurred inside of the classroom , it was 

revealed that the child participants were showing respect for privacy. 

The follow ing excerpts from ch ild  participants' narratives and  

interviews illustrated emerging conceptions of privacy:

GS 2 Some things I share, and som e times I share w ith  Just me.

BS 7 I don't go into anybody's d e sk  but mine.

GS 4 I Just w a n t to daydream  som etim es by myself.

An im pact of the curriculum  on child participants w as their 

emerging con ception s of privacy, as reflected in th is  participatory 

indicator:
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Some thoughts an d  feelings are shared, an d  som etim es not
Tables 2 - Reasoning, 4 - Responding, 6- Prosocial Acting.

T he ch ild  p a r tic ip a n ts  w ere inform ed, and p eriod ica lly  

reminded, by the researcher of their right to withdraw from activities 

which asked  for d isclosure of personal thoughts, su ch  as journal 

writing, in  view of the right to privacy stated  in Article 16 o f the CRC 

(UNGA, 1989). Such  a  privacy situ ation  w as handled through the 

im plem entation of the 'Want To S hare’ or ‘Do Not Want To S hare’ 

procedure. To explain further, if on a  particular day a child wrote 

som ething to be read by the teacher or researcher, then the Thinking  

Log was opened at that page and placed on the ‘Want To Share’ chair. 

On the other hand, thoughts could be kept private when a  closed  log 

was put on the Do Not Want to Share’ chair. So that this procedure 

was not m isused, the stud en ts were rem inded to write and share  

som e entries with peers, teacher, and researcher. Only twice during  

the case study did children choose not to share their work according  

to the classroom  teacher, which suggested that for the m ost part the  

children wilhngly shared their written ideas and opinions w ith the  

teacher and the researcher.

The child participants' right to  privacy was a lso  resp ected  

during their sem i-structured interviews, which were conducted with  

eighteen o f the nineteen students. At the beginning of each interview, 

the researcher explained the purpose of the case study, w hat w as 

expected o f the interview ee, and th a t the respondent m ay a sk  

questions for clarification at any time. The child Interviewees w ere
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asked if their resp on ses m ight be taped, and all agreed; and, all 

ca sse tte  recordings were su b seq u en tly  destroyed after a n a ly ses . 

Throughout the interviews, notes w ere taken by the researcher for 

later transcription; again, this data w ere destroyed upon com pletion of 

analyses to ensure confidentiaUty.

In order to respect the child participants' right to privacy about 

their work during the course of this case study, it should be noted that 

the researcher on ly  spoke w ith others, su ch  as parents, w ith  the 

children's verbed perm ission. For exam ple, the researcher explained  

to an inquiring parent that her child had expressed creative responses  

in a five-line poem , which the stu d en t wrote about herself. The 

decision to share the poem with the parent w as left to the stu d en t  

w ho w as p resen t during th is  con versa tion ; w hen  g iven  the  

opportunity, the stud en t chose to share the poem and read it aloud.

In a similar way, the classroom  teacher appeared to respect each  

student's right to le a m  through trial and error, to try "a variety of 

educational experiences, and if necessary, to fail w ithout acquiring  

stigm as or labels that carry the force o f a continuing burden" (Kohler, 

1979, p. 226-227). To illustrate th is  point, the teacher stated  that 

she accepted the children's right to feel anger and sadness as w ell as 

positive feelings su c h  as joy  and  caring for on eself and others. 

Respecting children during th is ca se  study required the teacher to 

accept the m eanings children constructed  as their conceptions and  

com m unicating that acceptance to them . It required the teacher to
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provide a learning environm ent where the children's expressions of 

their feelings, interests, and values were encouraged and supported.

It could be said that this approach to learning within the case 

study classroom  w as congruent with Noddings' (1984, 1995) goal of 

education that includes promoting interdependence and cooperation  

in the sch oo l settin g . N oddings (1984) s ta te s  that interactive  

approaches to teaching such  as "dialogue, modeling, the provision of 

practice, and the ... teacher [who) nurtures the ethical ideal of caring" 

sh ou ld  be generally incorporated into the learning environment (p. 

179). Based on an alysis of the Product Evaluation findings, an  

implication for building educationsd theory was that such an approach 

to teaching was also a desirable approach for learning about respect of 

children and their rights, as expressed in the CRC and advocated in 

th is case study. As we respect to children, so  they should  be 

encouraged to respect them selves, others, and the world around us  

and to act in fair and responsible ways at school, as well as at home 

and within their communities.
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Part n  

B uilding Educational Theory

L D evising a Fram ework o f  Participatory Indicators

In Part II of th is  chapter, the process of Inductive con ten t  

analysis is  described, w hich enabled the researcher to devise a 

wholistic framework o f Participatory Indicators for recognizing the 

child participants' emerging conceptions o f their participation rights 

and responsib ilities. In ligh t of the research  goal o f build ing  

educational theory, th is  research led to the identification o f the 

Participatory Indicators, linked to articles of the CRC, which mirrored 

the child  participants' emerging conceptions of their participation 

rights and responsibihties.

In what follows, the framework of m dicators is represented in 

the set of six  tables entitled Participatory Indicators, which grew out 

o f inductive content an a lysis  of the collected  qualitative data. 

Inductive content a n a ly sis  of the d ata  involved the system atic  

organization of word and phrase tables which emerged from the data  

by its perceived patterns and themes. When constructing the tables of 

Participatory Indicators, the researcher proceeded through the  

processes o f collecting, analyzing, and interpreting descriptive data. 

Each table consists of three columns of information labelled Emergent 

Themes, Conceptual Categories, and Participatory Indicators, which  

were constructed through the process described next.
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(a) W holistic Fram ework

The data interpretation process w ithin the context o f this case  

study involved the creation of a  w holistic framework com posed of s ix  

tables. It was called a  w holistic  framework since the three interactive 

capacities of m oral developm ent previously introduced in Chapter 2, 

Part II, were used a s  an organizational m echanism  in this framework: 

R easoning (cognitive). R esponding (affective), emd Prosocial A cting  

(behavioural) cap acities. This fram ework was prem ised  on th e  

understanding th at the three interactive capacities w hich children  

experience during m oral development sim ilarly come into play during  

the conceptualization  process (Allem an & Rosaen, 1991; Damon, 

1988; Garrod, 1993; Hersh, Miller, & Fielding, 1980; Kaltsounis, 

1987; Lickona, 1991; Martorella, 1985; Scott, 1987; Welton & Malian, 

1988).

The three developmental capacities are seen as interactive since  

each one is influenced by the others; that is, decisions and actions are 

affected by reasoning and feeling and how  one thinks and feels is also  

influenced by behaviours. Within th is w holistic framework, the child  

participants' capacities for R easoning were represented in Tables 1 

and 2. The ch ild  participants' ca p a c itie s  for R esponding were 

represented in Tables 3 and 4. The child participants' capacities for 

Prosocial Acting were represented in Tables 5 and 6.
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(b) U nit o f  Analysis

In order to collect data and  to analyze the content of the data  

inductively, a  unit of an a lysis  w as identified. According to Merriam  

(1988), a  u n it  m ust m eet tw o criteria in that "it sh ou ld  reveal 

information relevant to the stu d y  and stimulate the reader to th ink  

beyond the particular bit o f information" (p. 132), and it should  be 

understandable and interpretable by itself, in light of the context of 

the study. In view of these criteria, the selected unit of analysis for  

the case study consisted o f descrip tive  ph rases  excerpted from notes, 

ch eck lists, and  transcripts w hich  were collected from interview s, 

narratives, and observations.

T he researcher reviewed narratives in the children's Thinking  

Logs and  I am  learning activity sh eets, as well as the content o f 

observation notes and check lists, interview notes and transcripts of 

interview s. Following the recorded interviews o f eighteen o f th e  

n ineteen  ch ildren , the ta p es were transcribed w ith  com m en ts  

incorporated into the notes for reference during analysis; one parent 

requested that no one-on-one interviews be conducted with her child  

on the signed consent form, and so no formal, recorded interview w as 

carried o u t w ith that child. By Ustening to the students' voices, the  

researcher w as able to create a  database from the descriptive phrases, 

which reflected aspects the ch ild  participants' emerging conceptions 

of participation rights and responsibihties.
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(c) Em ergent T hem es

The inductive process involved sorting the descriptive excerpts 

according to recurring patterns and em ergent themes in the data and  

then coding the u n its by who, w hat, when, and where (Merriam, 

1988). Identifying the em ergent them es involved com paring and  

contrasting each descriptive quote with all the others with different 

m eanings (Berg, 1995; Bogdan & Biklen, 1992). Once em ergent 

them es were identified, they were condensed  into the phrase tables 

since such  qualitative data in the form o f descriptive excerpts could 

not be readily converted to statistical values but could be represented 

in a word database (Berg, 1995; Yin, 1993).

Although the researcher did not have a fixed set o f them es to 

organize the excerpts, the CRC was used  as a guideline for recognizing 

the child participants' conceptions o f their participation rights and 

responsibilities. The rights to participate expressed in Articles 12 to 

17 of the CRC served as general points o f reference (UNGA, 1989). 

The Em ergent Them es  listed in the following tables reflect com m on  

elem ents which em erged from the case study children’s responses, 

which emerged from narratives, interviews, and observations.
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( d ] C onceptual Categories

This p r o ce ss  further Involved  a n a ly s is  o f th e  data by 

system atically organizing the them es previously recorded In the word 

and phrase tab les into "conceptual categories" (Merriam, 1988, p. 

133). M erriam (1988) exp lained  the term  conceptual categories  

refers to overriding categories w hich  em erged through inductive 

content a n a lysis  o f the data. In the colum n en titled  Conceptual 

C ategories  w ith in  the follow ing tab les, ca tegories o f the ch ild  

participants' experiences associated  with their participation rights 

and responsibihties were identified and described.

The conceptual categories were listed under the two headings of 

Conceptualizing  or Exercising, w hich reflected the processes involved 

in the ch ild  p a rtic ip a n ts’ e x p e r ie n ce s  a sso c ia ted  w ith their  

participation rights and responsibilities. These two processes were 

highlighted in the findings presented in Chapter 4 that revealed that 

the ch ild  p a rtic ip a n ts  b en efited  from m ean in gfu l curricu lar  

experiences w ithin  the school day, which afforded them  opportunities 

for ex p er ien c in g  -- co n ce p tu a liz in g  and  e x e rc is in g  -- th e ir  

participation rights and responsibihties. Restated from Chapter 4, the 

term conceptualizing  generally refers to the p rocess o f forming 

conceptions, or the conceptual developm ent process (Kailtsounis, 

1987; Martorella, 1985; Welton & Median, 1988), w hereas the term  

exercising  generally  refers to the process of putting into practice 

participation rights and responsibihties.



2 1 0

(e) Participatory Indicators

W ithin the six  tab les, the Emergent Them es and Conceptual 

Categories were em bedded into a  set of sta tem ents or Participatory  

Indicators, which generally refers to evidence th at mirrored the child  

participants' emerging conceptions associated w ith their partic ipa tion  

rights an d  re sp o n sib ilitie s . The prim ary referen ce p o in ts for 

identifying these Participatory Indicators were children's participation 

rights expressed in the cluster of Articles 12 through 17 contained in 

the CRC (UNGA, 1989); under each  indicator, the key CRC articles 

have been noted in brackets.

S in ce  th is  w holistic  framework o f indicators w as organized  

around the interactive cap acities of reasoning, responding, and 

prosocial acting, it w as found that recurring indicators emerged  

through the m ulti-step Inductive content analysis process described  

above. In particular, the Participatory Indicators of Participation  

Rights, Respect, Privacy, and Belonging were repeated within the six  

tables. (Refer to  Tables 1 - 6 :  Participatory Indicators.)
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EMERGENT
THEMES

•Themes which  
emerged from 
chüd participants’ 
responses: 
narratives, 
interviews & 
observations

•children’s rights
•participation
•protection
•provision
•wants (happy)
•needs (healthy)
•individual rights
•group rights
•respect
•listening
•dignity
•value of children 
•value of all people
• responsibilities 
•fairness 
•justice 
•choices
• consequences 
•reasoning why 
•right & good 
•wrong & bad 
•role playing 
•information 
•media access
• decision-making  
•problem solving 
•charters of rights 
& responsibihties 
•participatory 
skills

CONCEPTUAL
CATEGORIES

•Categories of child 
participants’ experiences 
—conceptualizing & 
exercising processes— 
associated  with their 
participation rights & 
responsibihties

Conceptualizing:
•reasoning by 
understanding why we 
have rights to stand up  
for w hat we beheve in. 
w ithout hurting anyone

•participation rights to 
have voices heard & 
considered, freedom of 
expression, behefs, 
association, privacy, 
a ccess  to appropriate 
inform ation

•perspective taking by 
im agining how som eone 
else  thinks, feels, or sees  
the world

PARTICIPATORY
INDICATORS

•Indicators of child  
participants’ emerging 
conceptions associated  
with their participation 
rights & responsibihties 
(key CRC articles 
bracketed)

•Children's R ights:
•Rights are what we reaUy 
need to be ah right 
(Art. 1-42-rights)
(Art. 3 -bests interests) 
(Art. 5-exercising rights) 
(Art. 29-responsible 
citizenship)

•Participation R ights:
•Children have rights to 
think, feel, & do 
(Art. 5-exercising rights) 
(Art. 12-17-participation 
rights)
(Art. 29-responsible 
citizenship)

•Respect:
•Looking after each other 
& the world around us 
(Art. 14-freedom of 
behefs)
(Art. 29-responsible  
citizenship)

Table 1. P articipatory Indicators: R easoning
C onceptual Categories: Conceptualizing



EMERGENT
THEMES

•Themes which  
emerged from 
child participants’ 
responses: 
narratives, 
interviews & 
observations

•children’s rights
•participation
•protection
•provision
•wants (happy)
•needs (healthy)
•individual rights
•group rights
•respect
•Ustening
•dignity
•value of children  
•value of all people
• responsibilities 
•fairness 
•justice 
•choices
• consequences 
•reasoning why  
•right & good 
•wrong & bad 
•role playing 
•information 
•media access
• decision-m aking  
•problem solving  
•charters of rights 
& responsibilities 
•participatory 
skills

CONCEPTUAL
CATEGORIES

•Categories of child  
participants’ experiences 
- -conceptualizing & 
exercising p rocesses-- 
associated with their 
participation rights & 
responsibihties

PARTICIPATORY
INDICATORS
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•Indicators of child 
participants’ emerging 
conceptions associated  
with their participation 
rights & responsibilities 
(key CRC articles 
bracketed)

Exercising: •Decision-M aking:
•showing respect •We can decide things, &
looking after yourself & we need info/others to 
others at school, home, & help us  
community (Art. 12-voices heard &

considered)
•using 3-step decision- (Art. 13-freedom of 
making process: problem, expression) 
choices / consequences,
decision •Conflict Resolution:

•We can fix problems in
peaceful ways
(Art. 15-association)

•resolving conflicts by 
making decisions based  
on info & reason, & fixing
problems in peaceful ways •A ccessing Information:

•We need to find things 
•accessing appropriate out & get answers to our 
information from human questions 
resources & various media(Art. 17-access

appropriate info)
•participatory skills:
communication = reading, •Privacy:
writing, listening, & •Some thoughts & feehngs
expressing views; are shared, & sometimes
social skills = decision- not
making, problem solving, (Art. 16-privacy)
independence,
interdependence, &
cooperation

Table 2 . Participatory Indicators: Reasoning
C onceptual C ategories: E xercising
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EMERGENT
THEMES

•Themes which  
emerged from 
child participants’ 
responses: 
narratives, 
interviews & 
observations

•children’s rights
•participation
•protection
•provision
•wants (happy)
•needs (healthy)
•individual rights
•group rights
•respect
•hstenm g
•dignity
•value of children 
•value of all people
• responsibihties 
•fairness 
•justice 
•choices
• consequences  
•reasoning why 
•right & good 
•wrong & bad 
•role playing 
•information 
•media access
• decision-m aking  
•problem solving 
•charters of rights 
& responsibihties 
•participatory 
sk ills

CONCEPTUAL
CATEGORIES

•Categories of child 
participants’ experiences 
--conceptualizing & 
exercising processes-- 
associated with their 
participation rights & 
responsibihties

PARTICIPATORY
INDICATORS

•Indicators o f  chhd  
participants’ emergmg  
conceptions associated  
with their participation  
rights & responsibihties 
(key CRC articles 
bracketed)

Conceptualizing; Participation R ights:
•respondm g by expressing •Children have rights to 
concern & caring for think, feel, & do
oneself, others, human (Art. 5 -exercising rights)
rights & the world around (Art. 12 -17-participation  
us; abihly to respond to rights)
what we leam  about rights (Art. 29-responsible
& relating it to life 
exp erien ces

•participation rights to 
have voices heard & 
considered, freedom of 
expression, behefs, 
association, privacy, 
access to appropriate 
information

citizenship)

•Respect:
•Caring for u s  & our rights 
(Art. 14-freedom of 
laeliefs)
(Art. 2 9 -responsible  
citizenship)

•Belonging:
•We should ah  hve & grow 
m a safe place, where 
everybody is w anted

•recognizing grown-ups 
need to protect rights o f  
ah chhdren, & provide for (Art. 15-association) 
needs

•showing respect by 
caring for others in ways 
we want to be cared for

Table 3 . Participatory Indicators: R esponding
C onceptual C ategories: C onceptualizing



EMERGENT
THEMES

•Themes which 
emerged from 
child participants’ 
responses: 
narratives, 
interviews & 
observations

•children’s rights
•participation
•protection
•provision
•wants (happy)
•needs (healthy)
•individual rights
•group rights
•respect
•listening
•dignity
•value of children 
•value of all people
• responsibilities 
•fairness 
•justice 
•choices
• consequences 
•reasoning why 
•right & good 
•wrong & bad 
•role playing 
•information 
•media access
• decision-m aking  
•problem solving 
•charters of rights 
& responsibilities 
•participatory 
sk ills

CONCEPTUAL
CATEGORIES

•Categories of child 
participants’ experiences 
--conceptualizing & 
exercising processes-- 
associated  with their 
participation rights & 
responsibilities

E xercising:
•taking personal 
responsibility by doing & 
being all we can

PARTICIPATORY
INDICATORS
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•taking social 
responsibility doing what 
we can to make this world citizenship) 
a better place

•Indicators of child 
participants’ emerging 
conceptions associated  
with their participation  
rights & responsibilities 
(key CRC articles 
bracketed)

•Taking R esponsibility:
•Doing good without 
som eone telling you to 
do it
(Art. 14-freedom of  
beliefs)
(Art. 2 9 -responsible

•protecting privacy by 
deciding when to sheire 
thoughts & feelings, & 
with whom

•participatory skills: 
com m unication sk ills- 
reading, writing, 
listening, & expressing 
views;
social skills-decision- 
making, problem solving, 
independence, 
interdependence, & 
cooperation

•Children's
R esponsibilities:
•Help u s do right to hve 
& grow right 
(Art. 14-freedom of 
beliefs)

•Personal R esponsibility:
•I do what I can to help  
me & everyone 
(Art. 14-freedom of 
beliefs)

•Social R esponsibility:
•We do what we can to 
make it a better place  
(Art. 14-freedom of  
beliefs)

•Privacy:
•Some thoughts & feelings 
are shared, & som etim es 
not
(Art. 16-privacy)

Table 4 . P articipatory Indicators: R esponding
C onceptual C ategories: E xercisin g
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EMERGENT
THEMES

•Themes which 
emerged from 
child participants’ 
responses: 
narratives, 
interviews & 
observations

•children's rights
•participation
•protection
•provision
•wants (happy)
•needs (healthy)
•individual rights
•group rights
•respect
•listening
•dignity
•vedue of children 
•value of all people
• responsibilities 
•fairness 
•justice 
•choices
• consequences 
•reasoning why 
•right & good 
•wrong & bad 
•role playing 
•information 
•media access
• decision-making 
•problem solving 
•charters of rights 
& responsibihties 
•participatory 
skills

CONCEPTUAL
CATEGORIES

•Categories of child 
participants’ experiences 
- -conceptualizing & 
exercising p rocesses-- 
associated with their 
participation rights & 
responsibihties

Conceptualizing:
•participation rights to 
have voices heard & 
considered, freedom of 
expression, behefs, 
association, privacy, 
access to appropriate 
information

•showing respect by 
treating others as we 
would want to be treated

•respecting diversity & 
unity by recognizing our 
differences & sim ilarities 
make the world more 
interesting, & can be 
helpful, e.g., differing 
skihs

•realizing every child  
needs to feel accepted & 
to belong

PARTICIPATORY
INDICATORS

•Indicators o f child 
participants’ emerging 
conceptions associated  
with their participation 
rights & responsibihties 
(key CRC articles 
bracketed)

•Participation R ights:
•Children have rights to 
think, feel, & do 
(Art. 5 -exercising rights) 
(Art. 12-17-participation  
rights)
(Art. 29-responsible  
citizenship)

•Taking R esponsibility:
•Doing good without 
someone telling you to 
do it
(Art. 14-freedom of 
behefs)
(Art. 29-responsible  
citizenship)

•Respect:
•Treating others like we 
want to be treated 
(Art. 14-freedom of 
behefs)
(Art. 29-responsible 
citizenship)

•Belonging:
•We should ah hve & grow 
in a safe place, where 
everybody is  wanted  
(Art. 15-association)

Table 5 . Participatory Indicators: Prosocial A cting
C onceptual C ategories: Conceptualizing
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EMERGENT
THEMES

•Themes which  
emerged from 
child participants’ 
responses: 
narratives, 
interviews & 
observations

•children’s rights
•participation
•protection
•provision
•wants (happy)
•needs (healthy)
•individual rights
•group rights
•respect
•Ustening
•dignity
•value of children 
•value of all people
• responsibihties 
•fairness 
•justice 
•choices
• consequences 
•reasoning why 
•right & good 
•wrong & bad 
•role playing 
•information 
•media access 
•decision-m aking  
•problem solving 
•charters of rights 
& responsibilities 
•participatory 
skills

CONCEPTUAL
CATEGORIES

•Categories of child 
participants’ experiences 
—conceptualizing & 
exercising processes-- 
associated with their 
participation rights & 
responsibihties

Exercising:
•prosocial acting by 
benefiting others, e.g., 
helping, Ustening, & 
cooperating

•protecting privacy by 
deciding when to share 
thoughts & feehngs, & 
with whom

•cooperating by getting 
along with others in work 
& play, helping ourselves 
leam in & out of school

•respectful Ustening to 
hear ah sides of story 
(issues), ask questions to 
help understand (clarify), 
give ideas to show we care 
(suggestions), & evaluate 
what we hear (evidence)

•participatory skills: 
communication sk ihs- 
reading, writing,
Ustening, & expressing 
views;
social skiUs-decision- 
making, problem solving, 
independence, 
interdependence, & 
cooperation

PARTICIPATORY
INDICATORS

•Indicators of child 
participants’ emerging 
conceptions associated  
with their peirticipation 
rights & responsibihties 
(key CRC articles 
bracketed)

•Helping:
•Working & playing with 
others, Ustening to others 
with respect, sharing our 
thoughts & feehngs 
(Art. 15-association)

•Listening:
•People Ustening to us, & 
Ustening to what others 
say
(Art. 12-voices heard & 
considered)
(Art. 13-freedom of 
expression)

•Cooperating:
•Friendly & helpful work 
& play w ith others 
(Art. 15-association)
(Art. 2 9  - responsible 
citizenship)

•Privacy:
•Some thoughts & feehngs 
are shared, & sometimes 
not
(Art. 16-privacy)

Table 6 . Participatory Indicators: Prosocial A cting
Conceptual Categories: E xercising
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H. Concluding C om m ents on  B uild ing Ekiucational Theory

A conclusion  for building ed u cation a l theory on children's  

em erging conceptions can  be draw n from interpretations o f the  

P rod u ct E valuation  fin d in gs, w h ich  lin k s the fram ew ork of 

Participatory Indicators d iscu ssed  above with the six  learn ing and  

tea ch in g  stra teg ies d iscu ssed  in  C hapter 4. The Participatory 

In d ica tors were excerp ts draw n from  the ch ild  p a rtic ip a n ts' 

expressions of their thoughts, feelings, or actions associated w ith their 

participation rights and responsibihties. The indicators reflected the 

language of the Grade 3 children, and the ways in which th e  child  

p a rtic ip a n ts ' a c tu a lly  view ed  th e ir  p artic ip ation  r ig h ts  and  

responsibilities, w ithin the context o f their world. It could be said  

th a t the six  tables of indicators provided a system atic m ea n s for 

recognizing the child participants' em erging conceptions o f  their 

participation rights and responsibilities, from a wholistic framework 

involving the three interactive capacities o f moral development.

Thus, a Unk between the indicators and strategies w as that by 

u s in g  th is  fram ework o f in d ica to rs  for recognizing th e  ch ild  

p articipants' em erging con cep tion s, th e  researcher w as ab le  to 

identify what strategies were appropriate to the ways in w h ich  the 

children  viewed their world. The researcher w as able to identify  

learning and teaching strategies w hich  were effective in prom oting  

the children's emerging conceptions of their participation rights and 

responsibilities, in accordance w ith their developmental capacities.
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Another conclusion for building educational theory, in light o f  

the Product Evaluation findings, w as that w hile the children were 

forming em erging con cep tion s o f their participation  rights and  

responsibilities, and exercising the sam e, they were also attaining  

moral values pertaining to hum an rights. For exam ple, the ch ild  

participants were dem onstrating respect oneself, parents, friends, 

hum an rights, and th e environm ent, a s w ell a s  taking som e  

responsibihty to exercise hum an rights in ways which respected the  

rights and safety o f others.

In keeping with Article 29 o f the CRC concerning children's 

development of respect for "human rights and fundam ental freedoms" 

and development of respect for the "national values o f the country" in  

w hich they live (UNGA, 1989), the findings revealed that during  

curriculum  im plem entation the children were seem ingly atta in ing  

moral values relating to responsible citizenship, su ch  as re sp e c t  and  

responsibility. These m oral va lues may be considered attributes o f  

responsible citizenship, w hich  refers to understanding and exercising  

participation rights and responsibihties, while acquiring and applying 

participatory skihs, and attaining moral values necessauy to contribute 

to the weU-being of the community, as originahy stated in Chapter 1.

This finding supports the notion that the moral values of respect 

and responsibihty cannot enforced from external authorities, s in ce  

people do n ot n ecessa r ily  act w ith resp ect for rights, or w ith  

responsibihty to se lf  and others sim ply b ecau se a  se t of rules is
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dictated to them (Riley, 1984). Thus, it cou ld  be concluded that 

children's rights education should not be based  on obedience to rules; 

rather, th e  prom otion of attaining such  m oral values need  to be 

modelled, experienced, and developed by children at home, at school, 

and in  the com m unity. Stated in m oral developm ental term s, if 

children are to engage in prosocial behaviours such as respecting  

hum an rights, then they need to come to understand reasons for 

respecting the rights o f others, and for taking responsible actions  

based on the ethiccd treatment of others, as show n in this case study.

In the spirit of the United Nations D ecade fo r  Human Rights 

Education, therefore, the worth of children's rights education may be 

judged by the ex ten t to w hich it affords a ll students equitable  

o p p ortu n ities  to a tta in  m oral va lu es, exp erien ce rights and  

responsib ilities, and develop participatory sk ills . Through su ch  

curricular experiences, children may begin to see themselves as both 

the beneficiaries of their rights and the providers and protectors of 

hum an rights for others. As developing young citizens, students may 

increasingly put into practice their knowledge, skills, and values  

linked to rights and responsibihties to participate, in accordance with 

their developm ental capacities. Accordingly, a  legacy of participating 

in a curriculum  for children's rights education may be that students  

are m oved to protect the rights of others by advocating for the  

inclusion, respect, responsibility, and safety o f ah persons at school, 

and beyond into their communities.
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üi. Sum m arizing C ontributions and L im itations o f th is Case Study

and R ecom m endations for Further R esearch

This section is devoted to sum m arizing key contributions of this 

case study, as w ell a s its limitations; in th is d iscussion, issu es  are 

raised which serve as a springboard for recom m endations o f further 

research w ithin the developing field o f  Children's Rights S tudies. 

Listening to the child  participants w as a cornerstone of th is case 

study, w hich y ie lded  Process E valuation  and Product Evaluation  

find ings. T hese find ings have con tr ib u ted  to both inform ing  

educational practice and building educational theory on children's 

em erg in g  c o n c e p t io n s  of th e ir  p a r t ic ip a t io n  r ig h ts  and  

responsibilities, to be discussed in this section.

In support o f  th is type of research  w hich h ighlighted  the 

children's responses during their curricular experiences, it has been 

stated that "[o]nly when researchers leam  to understand the world of 

the child as the child sees it, will they both be able to contribute to a 

framework o f children's rights, m eeting both the needs of children  

and those o f society" (Verhellen, 1994 , p. 31). The follow ing  

discussion on contributions, as well a s Umitations, of this qualitative 

research on children's rights is divided into four categories:

(a) m ethodological contribution;

(b) practical contribution and theoretical contributions;

(c) methodological, practical, and theoretical limitations; and

(d) vocal contribution.
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Ca) M ethodological Contribution

The qualitative c a se  stu d y  d esign  w as w ell-su ited  to th is  

research that explored both a particular phenom enon and the context 

in  w h ich  it ta k es  p la ce  (Yin, 1993). The child  participants' 

conceptions o f their participation rights and responsib ilities were 

considered the phenom enon, emd the natural setting of the classroom  

was considered the context. A com bination o f evaluative, descriptive, 

and in terp retive ca se  s tu d y  co m p o n en ts  b est su p p orted  the  

operationalization  of th is  research  th at explored how curricular 

experiences influenced the children's em erging conceptions o f their 

participation rights and responsibihties.

A m ethodological contribution o f th is  research lies  in  its 

adaption of the C ontext-lnput-Process-Product Model (Stufflebeam, 

1983) for curriculum  evaluation, whereby the Process and Product 

procedures w ere em ployed. The P rocess E valuation  procedure 

explored the im plem entation of The World Around Us with students' 

involvem ent, w h ich  w a s m ain ly  focu sed  on im plem enting  the 

curriculum, while it also included designing or redesigning as well as 

evaluating  a sp ec ts  o f th e  curricu lum . The Product E valuation  

procedure explored the im pact o f th is Primary-level curriculum  for 

children's rights education on the children's emerging conceptions.

A recommendation for further research is  that the Process and 

Product com ponents of th e  CIPP Model (Stufflebeam, 1983) m ay be 

similarly applied to curriculum  research in order allow the researcher
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to explore the im plem entation and impact o f other existing curricula 

for children's rights education suitable for primary, elementary, and  

secondary students. Exam ples of such  curriculum  materials include: 

In the ch ild’s  b es t in terest: A prim er on the UN Convention on the

Rights o f  the Child (C astelle, 1990), Children have rights! (Save the 

Children - Canada, 1992), Global teacher, global learner (Selby & Pike, 

1988), or The b e s t w e  have to give: The rights o f the child - A

resource guide fo r  grades 4 to 8 (UNICEF - Canada, 1989).

Another recom mendation for further research is that the CIPP 

Model (Stufflebeam, 1983) be employed in  order to make su itable  

m odifications to The World Around Us curriculum  from a  variety of 

cultural contexts and perspectives. One o f the learning objectives of 

this curriculum was to help foster an appreciation of cultural diversity 

and a respect for the dignity and worth o f children and others, in  

accordance with A rticle 30  concerning the right o f ch ildren  to 

participate in their cu ltural heritages. S tudents, teachers, families, 

and com m unity m em bers could be invited to participate in such  

curriculum  research and development projects in order to reflect 

cu ltural values, n eed s, interests, and perspectives in a  genuine  

manner. A key purpose of such research m ay be to in fuse locally  

developed m aterials in to  the existing  sch o o l curriculum , w hich  

increasingly dem onstrate and reinforce the practice of honouring  

cultural and ethnic uniqueness and similarity, in order to provide a 

basis for acceptance o f cultural unity and diversity.
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If the curriculum development team were at the InitiEd stages of 

designing a curriculum  for children’s  rights education, however, then 

the en tire CIPP M odel involving C ontext E v a lu a tio n  (needs  

assessm ent) and Input Evaluation (curriculum content an d  strategies) 

components, as well as the Process Evaluation (implementation) and 

Product Evaluation (impact) com ponents may be more useful. A 

recommendation for further research is that the four com ponents of 

the CIPP Model (Stufflebeam, 1983) be employed in order to benefit 

the design, implementation, and evaluation of curriculum m aterials for 

children's rights education for the primary, elementary, an d  secondary 

levels.
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(b) Practical and T h eoretica l Contributions

As d iscussed  within th is dissertation, in order to benefit future 

curriculum m aterials for children's rights education, the researcher 

was searching for effective m eans for providing appropriate guidance  

and direction to help s tu d en ts  to understand and exercise their  

participation rights and responsibilities, in accordance w ith their  

developm ental capacities. A practical contribution  w as that th is  

research led to the identification of effective learning and teaching  

stra teg ie s  w h ich  p rom oted  the ch ild  p artic ip an ts' em erg in g  

conceptions o f their participation rights and responsibilities. This 

contribution  m et the n eed  o f identifying learn ing and teach in g  

strategies w hich were appropriate to the ways in which those children  

actually viewed their world. Those strategies were concept mapping, 

responsive writing, role playing, decision-m aking model, student self- 

evaluation, and constructing charters, as discussed in Chapter 4.

A recom m endation for further research is that other learning  

and tea c h in g  s tra teg ie s  be developed  w ith  s tu d en ts ' d irect  

involvem ent in the design , im plem entation, and evaluation o f the  

strategies. The purpose o f su ch  strateg ies m ay be to prom ote  

children's em erging con cep tion s o f their participation rights and  

responsibilities, in addition to promoting their emerging conceptions  

of protection and provision rights.

A theoretical contribution was that th is research led to building  

educational theory on children's emerging conceptions through the
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Identification of descriptive Participatory Indicators, w hich  relate to 

articles of the CRC. The se t of indicators provided a system atic meains 

for recognizing the ch ild  participants' emerging conceptions of their 

participation rights emd responsibilities, from a w holistic framework 

involving the three interactive capacities of moral development.

A recommendation for further research is that other descriptive 

indicators be sim ilarly devised based  on th is w holistic framework, 

w hich  mirror children's con ception s o f  p ro tec tio n  a n d  provision  

rights and responsibilities. The purpose o f such research may be to 

develop a com prehensive set of indicators on children's em erging  

conceptions of their participation, protection, provision rights and  

responsibilities, guided by relevant articles in the CRC.
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(c) M ethodological, Practical, and T heoretical lim ita tio n s

The point was m ade in Chapter 3, which addressed  the case  

study design and m ethods, that case study data and findings are 

considered particular to the site-specific con text w here collected  

(Yin, 1993, 1994). Thus, a  methodological limitation of th is case study 

was that it yielded research data and findings that were particular to 

the context of the specific classroom  of Grade 3 children where the 

research was conducted. Consequently, a  practical lim itation of this 

case study was that its findings on providing appropriate guidance and 

direction for promoting em erging conceptions were particular to the 

context of the specific classroom . Similarly, a theoreticed Umitation of 

th is case stu d y  was th a t its  findings on  recognizing the child  

participants' emerging conceptions of their participation rights and 

responsibihties were particular to the context of the study.

Even though the findings documented in th is dissertation are 

particular to the case study site, they could lead to generalization of 

theory to other similar circum stances. To explain th is point further, 

readers of this quahtative case study report, such  a s  child and youth  

care p ractition ers a n d  ed u ca to rs , w ould  h ave to decide if  

circum stances elsew here were sufficiently sim ilar to th is  present 

research situ ation  to w arrant the application o f  its  site-specific  

findings (Erickson & S hu ltz, 1992; Gaskins, 1994; Merriam, 1988; 

Yin, 1993, 1994).

For example, the s ix  learning and teaching strategies, which
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promoted the children's emerging conceptions o f their participation  

rights an d  responsib ilities, could  be u sed  w ith  other groups of 

Primary-level children w ithin other educational settings; however, the 

im pact o f those strategies on other children m ay differ from that 

found th is case study. As noted above, the Participatory Indicators, 

which mirrored the child  participants' emerging conceptions o f their 

participation rights and responsibilities, could be used  as a model for 

developing similar sets o f indicators on other child populations.

In view  of the lim itations of the particularistic findings of this 

case study, a recommendation for further research is  that studies be 

undertaken on the im plem entation and impact o f The World Around  

Us curriculum within a broader range of grades and over a longer time 

period. For exam ple, th is  curricu lum  cou ld  be con cu rren tly  

im plem en ted  w ithin m u ltip le  Grade 3 c la ssro o m s as w ell a s  

Kindergarten, Grade 1, Grade 2, or m ulti-level classroom s. A key 

purpose o f  such research may be to compare patterns in stu d en t  

development, which emerge at the various grades. In addition, a  case 

under stu d y  could be an entire classroom of students over one school 

year, or a  group of ch ildren  over a four-year period su ch  as  

Kindergarten through Grade 3. A key purpose o f su ch  research may 

be to explore the in fluences of the curriculum  on other children's 

u n d ersta n d in g  and ex e rc is in g  of their h u m a n  rights d uring  

longitudinal case studies.
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(d) Vocal C ontribution

The vo ices o f  the ch ild  p a rtic ip a n ts m ade a p articu larly  

significant contribution to this case stud y on children's participation  

rights and responsibihties, which w as undertaken during the U n ited  

Nations D ecade fo r  Human Rights Education. In recognition o f th is  

decade and in the spirit of the CRC, sch o o ls  in partnership w ith  

families and the com m unity can effectively educate students about 

hum an rights and responsibihties and guide them  towards responsible 

citizenship through the school curriculum.

In response, th is  classroom -based  case study was conducted, 

which explored how curricular experiences influenced the children's 

em erg in g  c o n c e p t io n s  o f  th e ir  p a r t ic ip a t io n  r ig h ts  a n d  

responsibihties, in order to benefit future curriculum  m aterials for 

children's rights ed u cation . It w as im portant to con sid er how  

curricular experiences, including learn ing and teaching strategies, 

influenced those who used the curriculum  in order to determine w hat 

parts were effective in  promoting their emerging conceptions.

The researcher searched  for effective m ean s for providing  

appropriate guidance and direction to the stu d en ts as w eh a s  for 

recognizing their em erging con ception s o f participation rights and  

responsibihties. D uring this quest for inform ation, the researcher  

invited the stu d en ts' input and  en cou raged  their participation, 

hstened to their voices, and searched for their points of view, w hile  

demonstrating the significance of hstening to the children's voices.
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A significance of listening to the voices of the child participants 

was reinforced during the researcher's last visit to the case study site, 

when sh e provided them each  with a lapel sash  of three intertwined  

ribbons. Those ribbons were m eant to remind the stud en ts o f the 

human rights accorded £dl children in the CRC. With the distribution  

of the ribbons, a d iscussion  ensued  in which the children linked the 

ribbons in primary colours o f red, yellow, and blue to the three areas 

of their rights. The children linked their provision rights, or care fo r  

us rights, with the red ribbon; their protection rights, or keep us safe  

rights, with the yellow ribbon; and their participation rights, or lis ten  

to us rights, with the blue ribbon. Throughout th is qualitative case  

study, the child participants were learning about the rights expressed  

in the CRC in general, while they were understanding and exercising  

their participation rights and responsibilities in particular.

A recommendation for further research is that qualitative case  

studies be conducted in order to follow the experiences of one child, 

or a sm all group of children, during the implementation o f The World 

Around Us curriculum  for children's rights education over one or 

more school years. For exam ple, the researcher m ight investigate  

w hat hom e, schoo l, or com m u n ity  projects were in itia ted  and  

implemented as a result of increasingly understanding and exercising 

children's rights and responsibihties. A key purpose of su ch  research 

m ay be to explore the ex te n t to w hich children's learning is  

transferred to life experiences beyond the classroom  and into their
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community. Perhaps w hen  children can begin to see how rights affect 

their own and others' lives within familiar contexts such as their  

school, then they may increasingly appreciate and respect persons  

who are similar to or different from them selves both in and beyond  

their communities.

Within the context o f this case study, w hile the researcher w as  

Ustening to the children's voices, she was learning from the group of 

nineteen Grade 3 children, who, with their teacher's direction and  

guidance, actively and cooperatively participated in this research. By 

affording the child  participants equitable opportunities to m ake 

d ecision s and to exp ress opinions during delivery of The W orld  

A round Us curriculum, they collectively m ade a significant vocal 

contribution  regarding children's em erging conceptions of their  

participation  rights and  responsib ilities to the growing field o f  

Children's Rights Studies.
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APPENDICES 

A ppendix A

Sam ple L etter and C onsent Form  to  Parents/L egal Guardians

Dear Parent or Legal Guardian:

Re: Curriculum. Study in Your Child's Classroom

Beginning in (Month) 1998, I plan to conduct a curriculum study 
in (name of city deleted) related to my doctoral research in education  
and child  developm ent through the University of Victoria. The 
curriculum study is approved and authorized by both the (name of 
school district deleted) and the University of Victoria. It will focus on 
the curriculum entitled The World Around Us that w as developed by 
myself for Primary-level students. This curriculum explores important 
them es such  as respect of oneself and others, responsibility, hum an  
rights, famihes, and com m unity. The curriculum activities include 
reading, writing, and talking about these themes; as well, the activities 
can help children to develop sk ills of making individual and shared  
decisions, solving problems, and taking responsible action.

1. When the curriculum  is  used  in your child's classroom , I will 
need to collect information during periodic visits to the school as part 
of my study. This information should  help me gain insight into how  
the curriculum activities generally influence children's conceptions of 
their rights and responsibUities. 1 will review sam ples of work written 
by the students related to the curriculum activities. This review is not 
meant as an assessm ent or test of the students' literacy skills.

2. Also, 1 will observe children informally during my intermittent 
visits to their classroom  over a 3 -m onth period. 1 plan to make 
observations of children during their participation in the curriculum  
under investigation  and  n ot any other time. T hese classroom  
observations will take place during the curriculum activities which  
typically la st about 30 m inutes per lesson. 1 will attem pt to gather 
inform ation on ch ildren 's actio n s and in teractions w ith others 
throughout the observations; for example, W hat sh o w s children are 
willingly and  actively participating in shared decision-making?

3. In addition, 1 w ill periodically interview the child participemts; 
each interview should last about 10 m inutes when 1 will ask  questions 
on student experiences during curriculum  activities. To start each  
interview, 1 will explain the following in terms appropriate to the 
child's understanding: (1) purpose of the interview, (2) w hat is 
expected of the child, (3) taping of the interview is optional, and (4) 
the child can stop the interview at any time.
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4. If you will perm it me to collect information from your child by 
reviewing sam ples o f the child's written work as well as by observing 
and interviewing the child, then please com plete the attached form to 
authorize your inform ed consent. The com pleted form sh ou ld  be 
returned to the child's teacher by (date) w hen it has been signed by 
both yourself and another adult who witnessed your signature.

5. I will need to interview some parents or legal guardiems to gain 
their input about the children's experiences with the curriculum . If 
you are Interested in  also  being interviewed, then p lease note your 
telephone number(s) on  the bottom of the attached consent form so I 
can contact you to arrange a  convenient m eeting time and location.

6. To ensure anonymity, the identity of all participemts in  the study  
will be protected by using false names in the coding and reporting of 
all collected inform ation. This coded data will be safely  stored in 
confidential and locked files and it will be only accessib le to m yself 
and th ose  individuals who s it  on my academ ic com m ittee a t the  
University of Victoria: Drs. P. Cook, A. Pence, J. Hill, T. Riecken, and 
Ms. S. Griffin. To ensure confidentiality, I will destroy a ll interview  
recordings after I transcribe them, and d ispose of n o tes  from all 
interviews and observations as well as any identifying writing sam ples 
collected from child participants. While a ll identifying inform ation  
will be destroyed after the study, all data concerning a  participant who 
w ithdraw s from th e  stu d y  will be im m ediately e lim in ated  and  
destroyed upon his or her withdrawal. When the study is completed, a  
report of my findings w ill be made available to interested  persons 
through the school district.

Should  you w ish  to contact the supervisor of m y academ ic  
program. Dr. Philip Cook can be reached weekdays at (phone number 
deleted) at the School o f Child and Youth Care, Faculty of Human and 
Socia l D evelopm ent, U niversity of V ictoria. Q u estion s on th is  
curriculum study m ay be addressed to me directly, Ellen Murray, at 
(phone number deleted) in Kamloops, British Columbia. I appreciate 
your a ss is ta n ce  and  a s  a teacher, curricu lum  developer, and  
educational researcher, I look forward to working with and learning  
fi"om your child.

Best regards,

Ellen Murray

Attachment: Consent Form for Child Participant
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CONSENT FORM FOR CHILD PARTICIPANT

By permitting th is  child  to participate in  the curriculum  study, I 
understand that the researcher will collect information by reviewing 
sam ples of the ch ild 's written work a s  w ell as by observing and  
interview ing the ch ild  a s  noted in  the attached  letter. And, 1 
understamd and accept that the researcher will make every effort to 
ensure the following:

1. each child's right to privacy will be respected;
2. no breach in confidentiality of information disclosed will 

occur; and,
3. no physical harm, psychological harm, injury to reputation, 

an d /or breach of relevant law will result.

I understand that the child may withdraw from this study at any time. 
If the child w ithdraw s during the study, then all data concerning  
h is/h er  participation will be immediately eliminated and destroyed.

I , ___________________ , parent or legal guardiem of
Print your name here Print

the child's name here agree to allow the participation of this child in 
the curriculum study to be conducted by EUen Murray at (name of) 
School where she will collect information relevant to her academ ic 
research.

NOTE: The signature o f parent or legal guardian m ust be w itnessed by 
another adult.

Signature of Parent
or Legal G uard ian:_________  D ate/M onth/Y ear:___________

Signature of W itn e ss :__________  D ate/M onth/Y ear:__________

If you are willing to be interviewed also by the researcher, then  please 
provide your telephone number(s) below  so  an interview tim e and 
location can be arranged.

Daytime Phone # : __________  Evening Phone # : __________

Researcher: Ellen Murray Phone #: (deleted) (Kamloops, BC)

Supervisor: Dr. Philip Cook Phone #: (deleted) (UVic)

PLEASE RETURN COMPLETED FORM 
TO THE CHILD'S TEACHER (NAME) BY (DATE)
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A ppendix B

Sam ple Sem i-Structured Interview  Q uestions for Child Participants

A selection  o f th e  following interview q u estion s were u sed  as a  
gu id elin e by th e  research er to co llec t o p in io n s of the ch ild  
p artic ip an ts. The q u e stio n s  concern  the children's em erging  
conceptions o f their participation rights and responsibilities, and their 
curricular experiences during the curriculum  development processes 
o f The World Around Us curriculum  for children's rights education.

Curricular E^cperiences: with reference to a  particular activity 
What part o f the activity did you like doing the best? Why/How come?

What part do you think other children would like to do?

How should th is activity be changed to make it better?

What did you leam  by doing this activity?

What might grown up people leam  from completing this activity?

R esponsib ilities; What does the word responsib ility  mean to you?
How would you finish these sentences?

I can take some responsibihty to . . .  .
All children can take som e responsibihty to . . .  .
I can share a responsibihty to . . .  .
All children can share a  responsibihty to . . .  .

What are som e responsibfiities children might have to themselves?

. . .  to their famihes? . . .  to school friends? . . .  to their pets?

Why do children have responsibfiities?

Rights: What does the word righ ts  mean?
How would you finish these sentences?
I want to be . . . to have . . .  to do.
I need to be . . . to have . . .  to do.
I have a right to think . . .  to f e e l . . .  to do . . . to say.
Ah children have rights to think . . .  to feel . . .  to do . . . to say.

What is the sam e/different between rights and needs and wants?

Why do all children have the saime rights in the world around us?

Why do children have rights?
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Appendix C 
Sam ple C onsent Form for Adult Interview  

CONSENT FORM FOR ADULT PARTICIPANT 
(INTERVIEW SESSION)

By participating in the curriculum study, I understand and accept that 
the researcher will make every effort to ensure the following:

1. no person's privacy will be invaded;
2. no breach in confidentiality of information disclosed will 

occur; and,
3. no physical harm, psychological harm, injury to reputation, 

and/or breach of relevant law will result.

I understand that I m ay withdraw from the study at any time. If I 
withdraw during the study, then all data concerning my participation 
will be immediately eliminated and destroyed.

If you are n ineteen  years of age or over and you are willing to 
participate in the study by being interviewed by the researcher as 
noted in the attached letter, then please sign below to authorize your 
participation and to indicate your written informed consent.

I , _________________________ , agree to be interviewed by EUen Murray
Print your name here

when she wiU coUect information relevant to her academic research.

NOTE: The signature of the adult participant m ust be w itnessed by 
the researcher.

Participant S ig n a tu re:__________  Date/Month/Year:

Researcher S ig n a tu re :__________ Date/Month/Year:

Researcher: EUen Murray Phone #: (deleted) (Kamloops, BC)

Supervisor: Dr. PhiUp Cook Phone #: (deleted) (UVic)
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A ppendix D

Sam ple Sem i-Structured In terview  Q uestions for A dult P articipants

A selection o f  the following questions were used  a s  a  guideline to 
collect op in ions of adults. The q uestions concern  the children’s  
curricular experiences during the curriculum  developm ent processes 
of The World Around Us curriculum  for children's rights education.

Classroom  Teacher:
How do you th ink  the curricular experiences influence the children’s  
reasoning capacities? Give examples.

How do you think  the curricular experiences influence the children’s 
responding capacities? Give examples.

How do you think the curricular experiences influence the children’s 
prosocial acting capacities? Give examples.

How do you think the curricular experiences influence the children’s  
emerging conceptions of their participation rights and  
responsibflities? Give examples.

Does my presence in the classroom  influence the children's reactions 
and responses to the curricular experiences? If so, how? Give 
examples.

Parents/L egal Guardians:
What do you think the word responsib ility  m eans to your child?

How would your child finish these sentences?
I can take som e responsibility to . . .  .
All children can teike som e responsibihty to . . .  .
I can share a  responsibihty to . . .  .
Ah children can share a  responsibihty to . . .  .

What are som e responsibfiities your child assum es at home?

What do you think the word righ ts  m eans to your child?

How would your child finish these sentences?
I want to be . . . to have . . .  to do.
I need to be . . . to have . . .  to do.
I have a right to think . . .  to f e e l . . .  to do . . . to say.
AU children have rights to think . . .  to feel . . .  to do . . . to say.

What are som e rights which your child exercises at home?
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Appendix E 

Sam ple Classroom  O bservation C hecklist

Student's Code Name: GS 9
Location: Grade 3 classroom - Case study site
Date: April 22, 1998

SKILLS ACTIONS WORDS

•asks for help when needed «raises hand ++ I'm not sure w h a t this
question means

•initiates interactions 

•considers choices

can you come back  
tomorrow too?

•books to read in work group

•respects own rights

•respects others' rights

I need some w ater  
--I'm so thirsty

•listens to others' responses

•assum es responsibility •moves over so peer can sit

•participatory skills:
• com m unication skills 
reading

writing

listen ing

expressing views

•social skills 
decision making

problem solving

independence

in terd ep en dence

cooperation

reads board m essage  

•chooses partner-poem  writing 

•circle time, group work

I'll m ake changes

•descriptors o f self/partner-poem  

•suggests mixing paint-new colour 

•goes home from school on bike 

 ̂o in s/works w ith peers in circle group 

•cooperative partner activlty-read/write
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A ppendix F

S electio n  Criteria for Prim ary-Level R esources

The se lec tio n  criteria  for the Prim ary-level resource m aterials  
included in The World Around Us curriculum are adapted from a  set of 
guidelines for selecting learning resources published by the Province 
of British Columbia, Ministry of Education and Ministry Responsible 
for MulticulturaUsm eind Human Rights in Selection and Challenge of 
Learning R esources  (1991). In particular, portions o f th e "Social 
Considerations" (Province o f B ritish  Columbia, 1991, pp. 14-19) 
evaluative criteria  are m odified in order to se lec t fiction  and  
information resource materials that are supportive of Primary-level 
children's aw areness and understanding of their rights and related  
responsibilities.

The following criteria Eire considered by the curriculum developer for 
the selection of Uterature, audio, visual, and computer materials within 
the Primary-Level Resource Materials section of this manual:

( 1) How are principles of children's and others' rights reflected?
( 2) How is respect of self, others, and the environment promoted?
( 3) How are individual and shared responsibilities addressed?
( 4) How is problem solving achieved?
( 5) How are independence/interdependence promoted?
( 6) How are feelings, growing, and living in other cultures explored?
( 7) How are First Nations cultures identified and represented?
( 8) How are multicultural diversities and similarities represented?
( 9) How do the activities relate to world experiences of children?
(10) How are the characters Eind roles non-stereotyped?
(11) How are gender equity and non-traditional roles represented?
(12) How are female and male chsiracters shown as caring Eind just?
(13) Is decision-m aking based on fair rules and care considered?
(14) How are speciEd needs and elderly persons represented?
(15) How Eire non-violence and conflict resolution issues addressed?
(16) How are safety awareness and related issues represented?
(17) What is the readability level: vocabulary, style, and format?
(18) How are characters, theme, plot, setting, style represented?
(19) Are the illustrations appropriate to children's understEinding?
(20) Is the content accurate and current?
(21) Is local, Canadian, or international content represented?

Source: Murray, E. (1995). The world around us: A thematic
primarv-level curriculum  for children's rights education. Victoria, BC: 
Author.




