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Abstract 

 The purpose of this study is to discover stakeholder perspectives of the civic education 

program at an international school in Europe.  The research questions were: (1) how do the 

stakeholders define civic education, (2) how do the stakeholders describe the civic education 

program and (3) what are the intended outcomes of this program.  

 Five school administrators, five teachers and eleven students  were interviewed for this 

single case, qualitative study.  Study findings indicate that the majority of stakeholders 

interviewed wanted a participatory civic education program, which included international 

interaction and community civic engagement.  Based on the study results, a participatory civic 

education model was created for this international school.  That model consists of four 

components; curriculum development, service-learning, character education and administrative 

support.  Of those components, several sub components are included such as global citizenship 

representing a sub component of character education. Goals have also been developed in order to 

help guide the school towards the final objective of a participatory civic education program.   

 Given the dramatic growth in international schools worldwide, it would behoove other 

international schools to construct a civic education program at their school for the benefit of 

student learning and student global mindedness development.  
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Chapter One: Context, Background, and Rationale for the Study  

  

"Education … like democracy, is always in the making, forever incomplete, founded in possibilities."  

 Maxine Greene (Paoletti Philips, 2006)  

 

The importance of civic education to maintain civilization has been recognized since 

early philosophers began envisioning an ideal society (Sundberg, 2008).  As a result, civic 

education is the vehicle used to maintain a nation's vitality (Sundberg, 2008).  Patrick believes 

that the duty of the state (in the words of the founding fathers) is to "provide ordered liberty, 

prevent majority tyranny and protect private rights” (Patrick, 2008, p. 2).  It is quite clear that a 

healthy democracy also needs interested citizens for its democratic vitality.  Therefore, civic 

education is a necessity to teach citizens about their rights and for a democracy to function well.  

Many believe that the preparation of people for civic life in the form of civic education should 

naturally fall upon the education system (Boyer, 1990).  Justice Earl Warren stated during the 

seminal case of Brown vs. Board of Education in 1954 that education is the foundation of good 

citizenship. He suggested that good citizens were the derivations of a healthy education system.   

Many researchers believe better educated individuals equal a more civically active 

society.  This civically active population ultimately creates good citizens which are beneficial to 

society (Dee, 2004; Flanagan and Levine, 2010; Kahne and Middaugh, 2008; Brand, 2010).   

Research has demonstrated, however, that students at present are less interested in civic 

engagement than previous generations (Billig, 2004; HSSSE, 2005; Kahne & Westheimer, 2014).  

This causes one to wonder if present civic education is addressing students' needs in terms of 

fostering a civic curiosity.  Furthermore, Billig (2004) notes that young people feel that they 

cannot make a difference in their communities nor have a meaningful impact on government or 
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politics.  Putnam also indicates in his research that a higher percentage of the present electorate is 

less likely to vote than previous generations (Henn and Foard, 2014).  This number is still in 

decline (Putnam, 1995).   

Problem Statement 

The need for civic education 

At present, there is need for an increased focus on civic education (Galston, 2001).  This 

is due to social evolutions such as globalization (Selby, 1994; Takaks, 1999; Morley, 2000), 

emerging demographic changes (Shreshta & Heisler, 2011), dwindling school resources (Soule, 

2008) and a growing youth disinterest in politics (Dudley & Gitelson, 2003; Galston, 2004; Bos, 

Williamson, Sullivan, Gonzalez & Avery 2007; Cogan & Dericott, 2014).  

Globalization as accelerating interconnectivity 

Globalization is an ongoing, modern phenomenon that is changing the way citizens of 

most nations view the world and interact with each other.  Increasingly, countries are becoming 

more demographically heterogeneous in terms of national origin including first, second and third 

generation citizens (Van Der Bly, 2007).  As a result of the increasing number of ethnically 

diverse people, citizens are left without clear definitions of their national fidelity (Bakhtiari & 

Shajar, 2011) and what their civic responsibilities are towards another and how they should 

posture themselves abroad as citizens of their nation (Takaks, 1999; Morley, 2000).  Some 

educational experts suggest that educational systems must adopt a more "globalized civic 

education curriculum" to help citizens cope with global influences (Myers, 2006; Banks, 2008; 

DeJaegher, 2009; Oxley & Morris, 2013; Cogan & Dericott, 2014; Banks, 2015).  This has been 

conceived as many in the United States grapple with the ever-increasing contact with non-

Americans, which is nurtured by globalization (Morley, 2000).  That idea has many merits, 
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especially given that it could help create an inclusive learning environment for new citizens of the 

United States and for nationals coping with the influence of global cultures.  Global civic 

education also addresses a potential "ripple effect" of policies in the US (Lane, 2005).  This 

means that whatever changes happen in America, could affect other countries.  In terms of civic 

education, Dorf (2008) suggests people should be made aware of their "global community" and 

how domestic policies could affect other people around the world.  

A global citizenship model addresses some social issues, but it does not address a 

citizen's understanding of their national civic responsibilities or for their nation's place in the 

world according to Biesta (2008).  It also does not address how democratic nations culturally 

interpret democracy (Johnson, 1984, p. 73).  For example, in the United States there is a 

"presidential democracy" whereas in countries such as France and the UK there are 

"parliamentary democracies" (Kaiser, 1997) and Turkey has "Political Islam" (Toros, 2010).  

Different forms of government cause for dissimilar interpretations of what civic responsibilities 

are for each citizen (Torney-Purta, Lehmann, Oswald, & Schulz, 2001).  This is why it is 

important for a nation to develop a national and culturally appropriate understanding of civics, 

which is at the heart of a civic education curriculum.  According to Dale and Roberton (2002), 

this should include a global civic education model, but only to the point of being more 

interculturally inclusive in order to create responsible citizens.  Biesta (2008) states, "Responsible 

citizens are depicted as individuals who have ‘respect for others’ and a 'commitment to 

participate responsibly in political, economic, social and cultural life’ and who are able to 

‘develop knowledge and understanding of the world and Scotland’s place in it" (Biesta, 2008, p. 

38).  Similarly, responsible citizens in the United States should also develop civically active 

behavior, knowledge of the world and how the U.S. is positioned socially and economically in a 

global sense.  This defined thinking of being a U.S. citizen abroad whether on vacation or for 

work helps U.S. citizens to understand how they should posture their intercultural behavior and is 
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even more appropriate in terms of demographic changes with the influx of immigrants (Shreshta 

& Heisler, 2011).   

Demographic challenges 

Demographics in terms of majority and minority populations are projected to change in 

many western nations, for example in the United States (Shreshta & Heisler, 2011).  Historically, 

most research on minority to majority comparisons has been on the educational attainment 

differences between African-American and Caucasian students, with neglect of the Hispanic 

population (Clayton, 2011).  The Hispanic (or Latino) population of the United States, however, 

is expected to grow to 30.2 percent of the total populace by 2050.  This figure includes first and 

second generation Hispanics (Shreshta & Heisler, 2011).  In 2050, it is also expected that half of 

all students will be of Hispanic origin (Portes & Smagorinsky, 2010).  According to Avery 

(2007), "far less research has examined the way in which immigrants' conceptions of citizenship 

in the United States are integrated with their previous experiences as citizens of another country" 

(Avery, 2007, p. 26).  One can extrapolate from this that the upcoming demographic change 

means that the increased population diversity in the United States has an impact on the allegiance 

of new and established citizens (Flanagan & Levine, 2010).  Other nations such as the United 

Kingdom and Germany are dealing with similar issues (Banks, 2008).  Since 2015, the refugee 

crisis in Europe is also causing further demographic challenges for most European Union nations 

(Cini & Borrogan, p. 2, 2016).  Therefore, the inclusion of counter narratives and intercultural 

understandings would be welcome in civic education programs to help all parties cope with the 

change in demographics (DeJaeghere, 2009). 
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Dwindling School Resources 

Soule (2008) observed that there is a threat to non-traditional (e.g. social studies) school 

resourcing.  Soule states schools are increasingly placing their emphases into areas directly 

related to math, engineering, technology and science.  As a result, civics teachers are receiving 

fewer resources and support from school districts (Soule, 2008; Kahne & Westheimer, 2014).  

Westheimer and Kahne (2014) state that in 2003, federal spending on civic education "totaled less 

than one half of one percent of the overall department budget.  This loss of funding and support in 

turn challenges U.S. civic education programs to meet the ongoing globalization demographic 

changes (Soule, 2008).  The loss of resources in civic education could cause for a decrease in 

quality civic education thereby causing a drop in youth interest in community and politics (Soule, 

2008). 

Youth Disinterest in Politics 

There are a number of forces affecting the youth’s civic behavior.  One of those forces is 

the youth becoming less civically engaged due to various social phenomena (Niemi & Smith, 

2001; Dudley & Gitelson, 2003; Galston, 2004; Bos, Williamson, Sullivan, Gonzalez and Avery 

2007).  Furthermore, according to Billig (2004) and the HSSSE study (2005), another force is that 

the youth seem to have a lack of community interest and academic engagement (Billig, 2004; 

HSSSE, 2005).  This is contrary to the 2008 election where the largest turnout of U.S. youth 

voters has shocked the traditional voting numbers for this group.  This was not repeated in 2012.  

Researchers do not agree on why this happened.  Therefore, this could be viewed as a one-time 

event (CIRCLE Staff, 2013).  Researchers often perceive that less civic engagement is due to 

youth behavioral attitude changes.  Flanagan and Levine (2010) have found that 21st Century 

youth exhibit fewer characteristics of citizenship (with the exclusion of volunteerism) than 

previous generations.  They suggest that this is because the youth are maturing at a slower pace 
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than in previous years.  As a result, the variables that traditionally have promoted individuals to 

become more active in civics are not present.  Those variables such as fewer marriages, delayed 

childrearing and the absence of long-term jobs are a loss for society, potentially causing the 

incoming youth to be less politically active and civically minded (Flanagan & Levine, 2010).   

Time for Civic Education 

Given that there is a need for civic education, many researchers argue as to when the best 

time is to impart civic knowledge and skills to citizens.  This usually focuses on when people 

learn best and most efficiently.  Some civic education scholars have found that school is an 

ineffective place for people to learn about civic laws and duties (Cook, 1985).  This belief, 

however, was primarily in the era before the 1980s and was because there was the belief that a 

person's social atmosphere formed their opinions at a greater level than school, thus making civic 

education through schooling not efficient (Cook, 1985).  Present research contradicts these 

assertions (Galston, 2001; Torney-Purta, 2002; Sherrod, Torney-Purta & Flanagan, 2010).  

Sherrod, Flanagan, and Youniss state that it is best to teach young Americans about civics 

because it is still a time that their opinions can be influenced (Cogan, 1999; Sherrod, Flanagan, & 

Youniss, 2002; Dudley & Gitelson, 2003).  In addition, Gutmann (1999) found that many schools 

already include civics in some form in their mission and vision statements in terms of their 

educational goals.   

Finally, a recent survey by the CIRCLE (The Center for Information and Research on 

Civic Learning and Engagement) Staff from Tufts University finds that there is a direct 

correlation between a student's exposure to civics coursework and their likelihood of knowing 

current information about government (CIRCLE Staff, 2013).  Walling (2007) expands on this by 

making the statement that students that take civics courses are approximately ninety-two percent 

more likely to vote than those that do not.  These same students display a proclivity for 
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government knowledge that is equal to that of older adults (CIRCLE Staff, 2013).  Furthermore, 

the only time that many Americans have the opportunity to learn about their civic responsibilities 

is in high school (Kahne & Middaugh, 2008).  This is before a crossroad happens at which they 

must decide to graduate high school, drop out (legally), take the GED or go on to higher 

education (Kahne & Middaugh, 2008).  Additionally, this is a time when the cost of education is 

relatively free to individuals, making it an interesting time to reach students with civic courses 

(Kahne & Middaugh, 2008).  Other researchers have found the upper secondary levels to be the 

prime time to instruct civics as they are maturing and have the opportunity to enact their 

experience through service-learning opportunities after school or eventually in higher education 

opportunities (Hart, Donnelly, Youniss & Atkins, 2007; McGuire, 2010).  This is a natural setting 

where learning and community-engaged practices are combined, which is considered the 

optimum civic learning time by many researchers (Parker-Gwin & Mabry, 1998; McGuire, 2010).   

A case study of a school helps illustrate the effect of present civic education efforts as 

well as expose potential areas that need addressing for future studies.  An international school in 

Europe, which is operated in part by several government defense ministries, is used as the context 

for this study.  This is because a number of different national education systems work in close 

proximity.  This allows for an interesting view on how the cultures affect another in the civic 

education realm while exploring national civic curricula.  This could be a further rich scenario 

because the students are children of different NATO affiliated nationals.  They in essence already 

experience a heightened form of patriotism and civics as they are learning in facilities 

administered by their department/ministry of defenses.  This is because they come into contact on 

a daily basis with government and civic issues. 
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Context of the Study 

The International School 

  
 The international school examined in this study was established in the late 1960s by four 

"governing nations." This international school provides primary and secondary national sections 

situated in the Netherlands.  The school consists of four national and one "international" sections, 

which represent British, German, Canadian, "international" (i.e. a conglomerate of other 

nationalities that are too few to be counted as a section) and the U.S. educational systems.  All 

four of the national sections are charged with teaching their military and civilian members' 

children.  These students arrive and depart daily from neighbouring nations from over five 

different military installations on the same school buses.  The fifth "section" of the international 

school, the international section, is charged with coordinating the facilities, facilitating 

international cooperation, representing a lose group of other nations (such as Norway, Poland and 

Italy) and maintaining fluidity in daily operations.  The international section also facilitates the 

learning of a small amount of international students (Anonymous, Personal communication, 

2014).   

 Each national section is required by their governmental authorities to maintain (or 

exceed) a curriculum that is designed according to their national schooling system.  At the 

elementary level, this means that three curricula (two North American and one British) are 

interwoven with the most demanding standard being used as the foundation of the teaching (this 

is different per subject area).  At the secondary level, the North American sections work together 

to maintain a level of cooperation through integrating a few courses (as opposed to all the 

sections working closely together like the elementary section).  This level of cooperation is 

minimal as both nations prescribe different educational standards thus making cooperation 

cumbersome.  The British section does not maintain a secondary school and sends their secondary 
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level students to either boarding school or a local international school.  The German section, on 

the other hand, is entirely decoupled from all other sections and operates autonomously 

(Anonymous, Personal communication, 2014). 

 The U.S. national social studies curriculum is one that has a civic education foundation 

(Anonymous, Personal communication, 2009).  This is a major component of the international 

civic education program.  This begins in pre-kindergarten when students are taught to "Live and 

Participate in a Community."  By third grade, students are expected to "Understand Continuity 

and Change in Communities."  In the eighth grade students learn "U.S. History and Geography: 

Growth and Conflict."  The eleventh grade's standard for social studies is "United States History: 

Continuity and Change in the Twentieth and Twenty-First Centuries" and the twelfth grade is 

"U.S. Government." In other grades, there are other civic related topics infused in the curriculum 

such as "People Who Make a Difference", "Regions of the United States" and "World History" 

(several grades).  All of those courses are examples of government and community based 

education according to McConnell (2007).  Yet, this is only one national approach to civic 

education.  How do all nations with a secondary representation experience the civic education 

program at the international school?  This question and others are addressed by the ensuing 

research project. 

 The international school has several important service-learning and leadership programs.  

One such program is the Air Force and Army "Junior Reserve Officer Training Corps" (JROTC) 

program (Schaffer, Berman, Pickeral & Holman, 2001).  While this is not a mandatory activity, 

many students do decide to join this program.  At this school, this is approximately 10 percent of 

the student body, which includes most student nationalities (Sergeant of local JROTC, Personal 

Communication, October 10, 2014).  Given the number of students participating in JROTC, it is a 

program that has relevance to this study.  The purpose of JROTC is to "motivate young people to 

be better citizens" (Calderon, 2000).  Given the inclusion of this program and its popularity 
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among students, it could be stated that the JROTC program is a part of civic education at this 

school.  The international school also provides other non-mandatory, service- and experiential 

learning opportunities such as Model United Nations, Harvard Model Congress Europe, Junior 

Leadership Seminar, International Student Leadership Institute participation, National Honors 

Society and other programs.  In addition, all national systems require students to graduate with 

some civic education given that they must take their nation's history and government courses.  

These courses are also offered in advanced placement options to students through the U.S. 

curriculum.  Yet with all of these service- and experiential opportunities, after school programs 

and civics related coursework, there are still no data available on what effects these programs are 

having on teachers' instruction.  What effect do the numerous cultures have on each other in terms 

of this international school's civic education program?  One idea is to look at standardized testing 

and that the scores might tell us about students' understanding of civic issues.  Yet standardized 

scores only give a snapshot of student understanding of a topic and could be considered not 

entirely reliable (Au, 2007).   

Significance  

 The international school in question is an example of school where national education 

systems and their standards connect.  There are few (if any) other schools that attempt to blend 

country specific educational standards.  Furthermore, the students and teachers are in an atypical 

international school environment in that they primarily have educators that are nationally trained 

and not specifically educated for international schools (i.e. the qualifications for staff do not 

include international experience).  In addition, international interdisciplinary coursework at the 

secondary level is minimal given that each section has its own national leadership and standards.  

Secondly, the study of military students is important because very little is known about the 
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children of military members (Esqueda, Astor & De Pedro, 2012). Finally, there is no evidence to 

what effect the civic education program at this international school is having on its students. 

 This study is focused on an international school and the affect that the civic education 

program has on its stakeholders.  The school's mission statement is focused on creating good 

citizens.  "… International School provides an engaging curriculum that empowers all students to 

be life-long learners in a global society" (Anonymous, Personal communication, 2014).  While 

the civic education program is not something that is explicitly detailed in a document or verbally 

noted, many civic education components are a part of the coursework and extra-curricular 

activities at this international school.  

Purpose of the Study 

 The purpose of this study is to discover stakeholder perspectives of the civic education 

program at an international school in Europe. 

Research Questions  

 Some important questions that are answered through this research are:  

 How do the stakeholders define civic education?  (a) What are the differences and 

similarities in stakeholder perspectives?  (b) How do the perspectives align with the civic 

education literature? 

 How do the stakeholders describe the program? (a) What are the differences and 

similarities in stakeholder perspectives?  (b) In what ways do national perspectives influence 

stakeholder perspectives? 

 What are the intended outcomes? (a) Unintended? (b) What are some strengths as 

evidenced by the outcomes? (c) What are some opportunities as evidenced by the outcomes? 
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Definitions   

To clarify the meaning of a number of concepts associated with this study, a list of 

concepts with their definitions follows: 

 Civic education according to Cogan (1999) is defined as "programs taking place in 

schools that prepare young citizens for an active role in their communities in their 

adult lives." 

 Cogan (1999) defines citizenship education as civic education including out-of-

school experiences usually involving non-school institutions such as religious 

organizations, the media and community organizations.  It is more expansive than 

school dominated civic education and is therefore not the focal point of this 

dissertation. 

 Civic responsibilities is defined as active participation in the public life of a 

community in an knowledgeable, committed, and productive manner, with a focus 

on the common good (Gottlieb & Robinson, 2002). 

 Experiential Learning is the process of learning through practice and is often 

defined as learning through contemplation of actions (Felicia, 2011). 

 Citizen -The dictionary defines a citizen as a native registered or naturalized 

member of a state, nation, or other political community ("Citizen", 2015.).  This 

definition is somewhat limited, however, as a person may be a citizen of a club, 

community or university.  Furthermore, qualities that enhance society such as critical 

thinking and participatory citizenship could also be considered necessary citizen 

traits and are not a part of the dictionary definition (Schoeman, 2005).  Therefore, for 

the purposes of this study, a citizen is defined as a member of a community. 
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 Active civic participation is defined as someone who contributes to society in a 

"tangible manner" such as voting, running for office, serving in government/military, 

volunteering for office, acting in a religious leadership capacity, writing an opinion 

article published in a magazine or volunteering for community service (Vogel & 

Leiprecht, 2006). 

 The manner at which people participate in the life of a community with the intention 

of improving conditions for others or to help mold their community's future is 

referred to as civic engagement (Addler & Goggin, 2005). 

 The Junior Reserve Officer Training Corps (JROTC) program instills values of 

citizenship, service to the United States, and personal responsibility to students in 

secondary school (Hanser & Robyn, 2000, p. 4). JROTC is a program that trains 

secondary students in the values of the military and provides them an opportunity to 

be part of a student social group.  

 Model United Nations (MUN) is a simulation of the United Nations General 

Assembly, Security Council or other UN body, which places students into a situation 

where they must use diplomacy and negotiations to advance their agenda.  In essence, 

students become ambassadors of UN member nations.  They discuss current events 

while drafting resolutions, plotting strategies, negotiating with supporters and 

adversaries while resolving current conflicts (United Nations, 2001). 

 The Model United States Senate (MUSS) was originally created by a group of 

political science majors at Goucher College.  The MUSS has been envisioned to 

increase high school students' understanding of the U.S. legislative process and to 

encourage their political engagement.  Each student is assigned to act as a senator and 
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debates legislation, attends party caucuses and participates in floor sessions (Goucher 

College Model United States Senate, 2012). 

 International Student Leadership Institute is an organization created to increase a 

student's leadership aptitude.  It is a program that intermingles U.S. and Canadian 

students and helps them to learn the skills of leadership and membership in task-

oriented groups (International Student Leadership Institute, 2014). 

 The Junior Leadership Seminar is a middle school civic education after school 

activity.  This is a weeklong experience in which attendees participate in specialized 

leadership-based sessions.  These sessions help students develop decision-making 

skills, leadership characteristics, time management, goal setting, fund raising, team 

building and intercultural skills (Instructional Specialist, Personal Communication, 

2012). 

 The international school civic education program is defined as a number of 

curricula and extra-curricular activities at the school.  This is not a defined program, 

but one that is the combination of many different learning opportunities.  The 

following are all a part of the program: At the secondary section of the international 

school, there are a number of civic related courses: U.S. History, U.S. History (AP), 

U.S. Government, U.S. Government (AP), Canadian History, Civics (Canadian), 

Canadian Geography, World Issues (A Geographic Analysis), Travel and Tourism (A 

Geographic Perspective), Street Law, Honors World History 9 and 10 and Junior 

Reserve Officers Training Core (level I through IV).  There are also many extra-

curricular opportunities for students such as Model United Nations, Model European 

Parliament, Model Harvard Congress Europe, Comenius Project, International 
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Student Leadership Institute, Junior Leadership Seminar and sports events with local 

national teams. 

 The school stakeholders are defined as teachers, administrators and former students.  

These stakeholders hold many different nationalities, some holding more than one.  

The German, American, Norwegian, Dutch and Canadian nationalities are all 

represented within the stakeholder group. 

 Military children are children of military members.  They are taught in ordinary 

learning environments (i.e. not special schools with the military at the core of every 

activity). 

 Civic knowledge is the (Schulz, Ainley & Fraillon, 2011) increasing sophistication 

of civic content knowledge and civic cognitive processes through wider policy and 

institutional processes that determine the shape of civic communities. 

 Civic participation is often considered to (Schulz, Ainley & Fraillon, 2011) 

comprise three primary sub domains, which are decision-making (organizational 

governance and voting), influencing (debating, developing proposals and 

demonstrating) and community participation (volunteering, organizational 

participation and remaining informed). 

 Comparative civic values (Engel, 2000) are defined as comparing different civic 

value systems (when a person places priorities into different areas than others to the 

benefit of their communities) 

 Civic attitudes are the (Bringle & Steinberg, 2010) behavioral intentions to be 

involved in future community service, beliefs about skills and competencies and civic 

attitudes such as social justice and diversity. 
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 An example of Global citizenship empathy would be (Pennington, 2014) people 

that value diversity and interconnectedness. 

 The Debate Club is a combination of different simulation options for students at the 

International School such as Model European Parliament, Model Harvard Congress 

and Model United Nations. 

 World Issues is a course at the International School that is designed to provide 

students with an opportunity to explore global issues (and satisfies the Ontario 

curriculum). 

 Personal Finance is a course that helps students explore various important life skills 

such as paying taxes, life planning (income distribution, paying for rent, etc.) and 

designing a career path.  

 Service-learning is an educational strategy that includes the teaching and learning of 

civic responsibility by students.  It integrates meaningful community service with 

instruction and reflection that enriches the learning experience while strengthening 

communities (Battistoni, 2017).  Most importantly, however, the service should 

equally benefit the recipient and the provider.  In other words, the "service enhances 

the learning and the learning enhances the service" (Furco, 1996). 

Theoretical and Conceptual Frameworks  

 This research project is inspired and guided by the framework Ecological Development 

(Bronfenbrenner, 1988), which is focused on an individual's intellectual and behavioral growth.  

This theoretical framework helps one see how individuals are impacted by five systems; 

microsystem (local environment influences such as family, peers, neighborhoods), mesosystem 

(interactions between microsystem, e.g. how experiences at home are related to school), 

exosystem (when the individual has no role in the experience, but they directly impact the 
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microsystems), the macrosystem (how a culture and society influence a person) and 

chronosystem (cumulative experiences over a person's lifetime e.g. divorce, birth of baby, death 

of relative).  This theoretical framework is the inspiration for this project and directly linked to 

the research questions.  Yet, the last two systems (macro and chronosystem) look to linkages at a 

higher level than this research project, so they will not be included in the conceptual framework.  

Therefore, the conceptual framework could be seen as the microsystem (e.g teacher colleagues), 

the mesosystem (e.g. staff member's home life in relation to work life at the international school) 

and the exosystem (e.g. knowledge gained in a professional development course, which is utilized 

at work) all contribute to teacher, student and administrator perception of the international 

school's civic education program. 

Conclusion 

The literature suggests that civic education needs more interest from academics and 

politicians in order to remain effective.  Fortunately, civic education is being recognized as 

important for preparing students to be active citizens.   

The study of this international school is an instance where national curricula are 

intermingled causing for an interesting mix of schooling ideology.   Findings from this study may 

help localize issues related to the civic education program and potentially provide more areas for 

research within the international school.  The fact that the international school is enveloped in a 

government-oriented milieu makes its study interesting in terms of exploring particular aspects of 

civic education. 
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Chapter Two: The Evolution of Civic Education  

Introduction 

A literature review follows to help illustrate how civic education is practiced in different 

forms.  This review also includes how civic education is applied to both national and international 

programs.  First, the History of Civic Education section is an overview of how civic education 

evolved in the United States.  The section dedicated to the Need for Civics answers the questions 

of why civics is important for society and the many opinion differences between civic education 

researchers.  A global overview of how civic education is different by various institutions is the 

section labeled as International Civic Education.  The proceeding section is a description of the 

Military Community. 

History of Civic Education 

 Prior to 1916, civics has been primarily taught through the history curriculum.  The first 

observance of a civic education curriculum in the United States was in 1916 by the National 

Education Association when they established the Commission on the Reorganization of 

Secondary Education or CRSE (Cogan, 1999).  This group found that there was a need to 

overhaul the secondary curriculum.  The CRSE commission created a smaller unit; dubbed "The 

Civics Study Group," which focused on developing a civic education curriculum.  This study 

group proposed that there should be a 9
th
 grade level course called Community Civics.  This 

course was to be a mixture of economics, government and the evaluation of social structures.  

This was suggested because many students left school after the 9
th
 grade, thus making this 

academic year to be very important for all students to be exposed to civic education (Cogan, 

1999).  The second suggestion was to create a course for the 12th grade, which was labeled 

"Problems of Democracy." This course was to build upon the Community Civics and meant to 
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foster participatory citizenship in students (Jenness, 1990).  The reason for this is because 

citizenship education (often considered a broader context than civic education) was the goal of 

the entire school as opposed to civic education which usually refers to some singular civic 

courses.  

 In 1918, a new document was created by the Civics Study Group, which suggested the 

inclusion of a citizenship theme as the overarching point of education in America.  This was 

molded into a document referred as "Cardinal Principles of Secondary Education" (National 

Education Association, 1928).  This, in essence, codified education as a means of creating 

citizenship sentiments among U.S. citizens and solidified the National Education Association's 

focus on civic education. 

 In modern times, a new push for expanding the role of civics in the classroom has 

occurred (Schneider, 1994).  This is because of the perceived loss of attention for civic studies by 

placing more emphasis on math and science.  The hope is that with the creation of civic 

educational standards that this important discipline will not be lost in the focus-changing 

environment of U.S. schools (Schneider, 1994). 

 People often confuse civic education with citizenship education.  According to Cogan 

(1999), there is a difference between civic education and citizenship education (the latter is not 

used for this study).  Civic education, according to Cogan, is primarily the formal coursework 

leading to the understanding of how government works.  This includes courses such as 

Community Civics and Problems of Democracy (e.g. U.S. history).  Those courses focus on the 

institutions, processes of government and symbols.  The institutions (among others) would be 

Congress, Supreme Court while the processes would be defined as legislation, voting and checks 

and balances.  The symbols would involve the anthem and flag and important actions of being a 

citizen such as taking an active role in the community (Cogan 1999).  Citizenship education 

includes civic education and out-of-school experiences such as religious organizations, 
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community organizations and the media.  It is much more "associationist" according to Parker 

(1996).  While citizenship education is more encompassing, civic education is utilized as this 

study's primary research area because it is more akin to the curricular norm of schools. 

 Given this historical overview, a major question is to why civics is even important.  Why 

should it be studied when there are many other types of foci available for schools?  Finite 

resources can only support so many initiatives by schools.  This is why a need for civics must be 

well documented and the benefits must be clear to policy makers and society as a whole. 

Need for Civics 

Aristotle once claimed in his book, Politics: "If liberty and equality, as is thought by 

some, are chiefly to be found in democracy, they will be attained when all persons alike share in 

the government to the utmost" (Branson, 1998).  Aristotle believed that having citizens participate 

in politics was a very important aspect of ensuring a strong democracy.  This means that denizens 

need to act in a self-governing style as opposed to acquiescently allowing the dictums of those in 

power to lead their lives.  Civic education is about learning the ability of self-governance and is 

vital for a democracy to remain vibrant (Branson, 1998).  This is why civic education is 

paramount to retain a strong society's belief in their civic institutions.  This includes the society of 

the United States. 

Restructuring Civic Society 

Americans have some hurdles to overcome that are hampering their interest in becoming 

civically engaged.  Barber (2012) gives five difficulties that must be overcome in order for 

society to increase civic engagement (thus stimulating more interest in civic education).  Those 

six conditions are the (1) ideology of neo-liberalism and privatization (i.e. that government is bad 

and that companies are good).  Barber uses many examples where government has been helpful to 

society such as through the funding of public education.  (2) Multiculturalism is another difficulty 
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that society must overcome.  It has at times been considered a threat (by some) to the U.S. way of 

life (Barber, 2012).  In Barber’s opinion, this should be changed to a strength as the many 

immigrants bring innovation, persevering attitudes and skilled labor.  (3) Political polarization has 

been making U.S. politics convoluted for the regular citizen.   Barber purportes that people isolate 

themselves with technology causing groupthink.  "Infotainment" news organizations such as Fox 

and NBC are driving this isolation "culture" even further.  (4) Global interdependence should be 

kept in check so that democratic nations retain some sovereignty.  Barber has found this to be a 

cumbersome ordeal as one change in government policies in one nation could ripple throughout 

the world affecting other countries.  Finally, (5) the proliferation of inequality has been becoming 

a major problem for Americans.  Some of the wealthy make four hundred times the national 

average income; others make four thousand times that number (Barber, 2012).   Furthermore, 

Barber observes that the social and economic elite live in their own communal enclaves thereby 

losing their vision of what a typical U.S. family’s life is like. He questions how any young citizen 

of the U.S. who views this happening could still give trust to the democratic political system.  

Barber believes that Occupy Wall Street Movement is an example of how the youth responds to 

the "economic elite."   He believes that the U.S. political system needs to be “cleaned” in order to 

model good civil values to students (Barber, 2012).    

Bahmueller also writes about problems with society's participation in civics.  According 

to Bahmueller (1999), "civil society" is defined as autonomous and self-organizing associations 

of society.  Furthermore, he suggests that society should continue to defend certain liberties such 

as religion, right to own property, speech, the press and personal freedoms.  He cautions, 

however, in line with Barber, to the reader that it would seem that Western society has been 

moving towards a more "Eastern View" of civic values to where the average citizen simply will 

distrust all political activity and behavior (Eastern View could be attributed to the Communist era 

in Eastern Europe).  Particularly, he expresses the opinion that there is a dearth of civic 
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knowledge and that more people should participate in political actions such as voting to overcome 

their cynicism of civic institutions (Bahmueller, 1999).   

Bennett, Wells and Rank (2009) express that one of society's greatest ills is the inability 

of the youth to connect with the public.  They believe that modern students (digital natives born 

after 1980), have: (a) a weak sense to participate in government, (b) prefer lifestyle politics (e.g. 

volunteerism, social activism and political consumerism), (c) mistrust media and politicians and 

(d)  join loose networks for social action.  Educators, according to their research, need to reach 

this digital audience with a number of strategies.  Some of these are to explain how government 

works, demonstrate common history, discuss contemporary issues in the news, parse political 

messages with the students, teach them how to contact their representatives, understand the role 

of interest groups and parties and teach confidence in government and institutions (Avery, 2007; 

Bennett, Wells & Rank, 2009).   Echoing the fact that the youth is disconnected from society, 

Bennett also finds that “Millenials” are twice more likely to vote on MTV than in an actual 

election (Bennett, 2008).  Bennett with this research makes the case that there is a need for 

"digital strategies" to reach the "Millenails."  Some digital strategies, however, have been 

explored by new research.  Owen, Soule, Nairne, Chalif, House and Davidson (2011) completed a 

study that found that students that take civics courses are two times more likely to become 

digitally engaged for their preferred presidential candidate (Owen, et al., 2011).  This interest 

should be harnessed and utilized for more civic engagement.  Ultimately, this will help lessen 

some of the challenges presented by America's 21st century democracy. 

Culture Change 

 Branson (2005) finds that there are civic education problems in 21st century 

democracies.  In particular, she states that those that had received civic education instruction 

often prefer the system of direct democracy, which is a system that allows for more citizen 
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participation as opposed to a representative democracy.  Branson (2005) feels that "membership 

organizations" (lobbyists) are causing the political landscape to become obfuscated.  She cites a 

number of polls where participants were in political decision-making roles due to the mistrust of 

their representatives.  Branson believes this was due to membership organizations taking over 

politics.  Examples are the farmer and tobacco lobbyists.   Branson uses this last example as a 

means of corralling people together through civic education (i.e. teaching them to take action to 

counter interest groups).  She states that more robust civic education courses could help people 

feel less disenfranchised by politicians and consequently feel more empowered in terms of 

governing the nation.  She envisions these courses to further teach more about direct democracy 

(Branson, 2005).  

Flanagan and Levine (2010) find that the difficulty of some social classes and some races 

to participate in civic engagement are primarily due to a lack of education and resources.  The 

researchers believe that civic education should be equally taught across all classes.  An additional 

major problem, in Flanagan and Levine’s opinion, is that the youth are involved less in civic 

matters at present than in past years (excluding community volunteerism).  They find that this is 

because of a delay in responsibility as many people live longer bachelor lives and study for longer 

periods (i.e. higher education).   Flanagan and Levine find, however, that this delay only lasts 

until people settle and then they become more involved in civic matters such as voting and city 

management (Flanagan & Levine, 2010).   

Hanson and Howe (2011) have a different belief about the behavioral change in the 

youth.  They believe the delay in behavior to be due to the fact that civic coursework is focused 

on aggregative democracy learning, which in their findings is too simplistic as it focuses 

primarily on how to get majority opinion to control legislation.  They express that civic education 

should focus on deliberative democracy which states that citizens should deliberate on proposed 

laws (Hanson & Howe, 2011).  As a result, they believe people feel left out of civic matters and 
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therefore become turned off to civics.  Avery (2011) describes deliberation at a much larger scale 

through a ten-nation research project in which civic deliberation skills were taught across the 

globe.  She finds that by teaching students a deliberative democracy model, students increase 

their empathy on a range of issues and they would also learn more as they enmesh themselves 

into the civic discussions led by their teachers.  Avery concludes from that experience that 

deliberation should be taught in teacher education and civic education (Avery, 2011). 

Disagreement on Civic Education Timing 

There are some aspects of civic education, however, that are still controversial.  

Detractors often cite that civic education is not very effective if commenced by the age of 

secondary school (Pasek, Feldman, Romer & Jamieson, 2008).  In fact, Dee theorizes that higher 

education and degree attainment increase the participation rate of adults in civics, therefore 

implying that civic education from high school might not be that effective (Dee, 2004).   Brand 

furthers this by analyzing the likelihood of higher educated students to participate in civic 

activities.  He finds that as the higher education training increases, so also does the civic behavior 

of students and eventually graduates (Brand, 2010).  Furthermore, some researchers claim that 

students retain little civic education knowledge after high school with prior models of teaching 

civic education, e.g. without service-learning (Pasek, et al., 2008).  While new research is 

showing that there are gains to be made from formal civic education, still few have analyzed the 

long-term effects of civic courses (Pasek, et al., 2008).  An analysis evaluating Philadelphia 

public high schools from 2002 through 2003 is one of the few.  In this analysis, an innovative 

battery of new civics courses for two semesters have been given to students.  After the 2004 

presidential election, the authors of this research (Pasek, et al., 2008) went back to those students 

to see who had participated in the presidential election of 2004.  They found that those students 

that had experienced two semesters of civic education had reported greater self-efficacy for 
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political participation and this continued into political attentiveness and knowledge of candidate 

positions (Pasek, et al., 2008).  In addition, increased voting occurs (in comparison to those that 

are not exposed to the civics courses).  The findings of the researchers is that supplementary civic 

education programs such as Student Voices can increase political participation through self-

efficacy and skills in researching media information following government and political 

happenings.  This validates that an innovative civic education curriculum in secondary school is a 

positive undertaking (Pasek, et al., 2008).  The researchers Kiousis, McDevitt and Wu (2005) 

conclude that schools that teach courses about the news, discussions and information integration 

on opinion strength and political predispositions increase a student’s political identity through 

civic awareness.  This eventually causes students to be more active in the U.S. political system 

(Kiousis, et al., 2005).  Both studies (Pasek, et al., 2008) and (Kiousis, et al., 2005) provide 

critical input in that students need a connection to the modern world with what they are learning, 

especially in the secondary environment. 

The Merits of Secondary Civic Education 

Along the same lines, Kahne and Middaugh (2008) review civic coursework to see at 

what age level it would be most effective in attracting students' interests as well as inform them of 

their rights.  They believe that secondary school is the most important time as this is a crossroads 

for students as some students will decide to enter the workforce and others go to higher 

education.  In addition, they feel that this time period is important as the coursework will be 

without cost to the student as the government handles secondary education funding (Kahne & 

Middaugh, 2008).  In other words, most people would have access to civic education in school as 

opposed to other venues that include less of the overall population (e.g. higher education). 

While there is some debate as to the role in civic education that schools should play, 

schools play an important part as it is seen in as the primary place where youth develop their civic 
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knowledge, skills and behaviors.  Civic education, however, transcends the school's 

responsibility.  It must also have support from politicians and society in general.  In turn, 

democratic societies can flourish as they educate their populace in how to understand their public 

institutions and to be good citizens. 

Civic Education 

There is a major component of life that is important to citizens of all nations.  They must 

understand how their society works in order to support the democratic institutions that control 

their lives.  Many researchers believe that civic education is the vehicle to help society understand 

and take control of their democratic rights (Patrick, 2008).  Avery (2007) states that people in 

essence need to be taught how to assert their rights and make use of and trust their civic 

institutions (with a healthy hint of skepticism, as some civic institutions are not to be trusted).  

Furthermore, Patrick believes that civics courses are an important element of informing citizenry 

of their rights and of their duty to protect their way of life.  He suggests that there should be three 

central themes embedded in the curriculum.  They are (a) providing ordered liberty, (b) 

preventing majority tyranny and (c) protecting private property.  The author defines ordered 

liberty as the people of a given nation deciding to empower and regulate their own government in 

order to attain a satisfactory level of daily operations.  The second aspect, preventing majority 

tyranny, is to avoid alienating minorities by allowing the majority to set the rules (Patrick, 2008).  

Finally, he says that the government should protect private rights and property.  He posits that 

without these three core topics, society would eventually lose itself by the erosion of morals 

(Patrick, 2008).  Therefore, it is important that the civic education literature is complete to where 

a definition of civic education could be found to help drive well-structured programs that create 

knowledgeable citizens. 
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Genres of Civic Education 

Researchers do not agree on how to implement civic education programs in order to most 

effectively impact society.  One view is from Boyte (2005).  He suggests that ordinary citizens 

should be taught to be “active” participants in their democracy.  Citizens should not only be 

voters, volunteers and consumers, however, they should be problem solvers and inventive in 

creating public goods through the medium of "public works" (Boyte, 2005).  Public works are 

projects that will better society by connecting individual and institutional interests by inviting 

people to "make work more public," collaborative and filled with public betterments (Boyte, 

2015).  Citizens should be involved in “public works” in order to gain an understanding of their 

community and develop an understanding of how they can operate in unity to be the change of 

their society.  In other words, civic education should be directed towards creating citizens that 

take control of public problems and control their society's decision-making (Boyte, 2005).  An 

example of a school that used Boyte's model is the Catholic Saint Bernard's High School in St. 

Paul, Minnesota.  This school has been closed in 2009 due to the Great Recession (Boyte, 2008). 

Dionne (2012) describes Etzioni’s “communitariasm” as a civic education model that 

bases its support for society and its institutions above the state (government) and market.  Bell 

(2001) suggests this about Etzioni's theory because central bureaucracies (government) lack the 

understanding of local cultures, identities, values and communities.  Furthermore, Etzioni (2011) 

believes that denizens must come to agreement on central principals that serve their nation’s 

common good.  In other words, citizens should find an agreement to principles that all can follow 

a middle ground without any deferment to minorities.  Examples would be national or military 

service, voting and obeying laws.  Yet beyond those common good principles, there should be 

freedoms, which allow citizens to deviate therefore allowing for “subcultural” differences.  This 

in effect, places local cultures at the forefront of society and government as a second rung in 
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society (Etzioni, 2011).  The Maryland school systems has been using Etzioni's 

communitarianism work for some time (Branson, 2014).  This is somewhat different from Banks 

(2008), which finds that civic education should prepare students for global citizenship.  He states 

this because developing a global civic education focus allows for home cultures and languages of 

students from diverse backgrounds to help attain structural equality.  Banks’s ideal curriculum 

would include “transformative citizenship” which would help a student actualize values and 

moral principles beyond the national laws.  This type of citizen would take action in supporting 

social justice even if this violates laws or governmental structures.  This is different from Etzioni 

because Banks believes that cultural understanding is paramount to society as opposed to 

Etzioni’s common good principles that are equal to everyone (Banks, 2008).  It has been difficult 

to find a school implementing the model suggested by Banks.  I have found none. 

Noddings views civic education from a different perspective.  She believes that civic 

education should be formulated with character education in mind.  Namely, she suggests that 

most societies begin character education in an Aristotelian manner.  Fables, stories and traditions 

are taught to children in order to help them gain an understanding of society, their upbringing and 

life as in the time of Aristotle.  Noddings (1997) believes that this is the natural manner at making 

people understand their community and ultimately society.  Furthermore, the character education 

can serve multiple purposes.  It could portray values by a society, while simultaneously 

instructing a student in scientific or mathematical literature (Noddings, 1997).  Noddings work 

does not, however, account for differences in sub-cultures, which both Etzioni and Banks address.   

Some researchers, however, do not define what they perceive as the best form of civic 

education, but attempt to define what most school systems have implemented as their civic 

education models.  Westheimer and Kahne (2004) formulate the three most prevalent types of 

civic education programs in schools.  Those are the (a) personally responsible civic education 

program: this student is taught to be responsible in the community (e.g. pick up litter), pay taxes, 
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obey laws and help those in needs (e.g. flood relief).  A personally responsible citizen may also 

contribute food or time to food banks or volunteer (e.g. soup kitchen).  The desired outcomes of 

this civic education style are personal responsibility and character education through the 

development of honesty, integrity, self-control and productiveness.  CHARACTER COUNTS! is 

an example of an organization that attempts to develop a personally responsible citizen 

(Westheimer & Kahne, 2004).  The (b) participatory citizen is meant to operate actively in civic 

affairs and the social life of the community at local, state and national levels (Westheimer & 

Kahne, 2004).  Students in this type of civic education program learn about how government and 

institutions (e.g. church) work.  The pupils learn to focus their energies for organized efforts.  

One example would be for students to influence school policies.  This type of person would, for 

example organize a food drive for the homeless (as opposed to the personally responsible citizen, 

which would volunteer time).  Jefferson, Franklin, and Dewey are all proponents of this type of 

civic education (Westheimer & Kahne, 2004).  Westheimer and Kahne (2004) also define another 

type of civic education program.  The (c) justice oriented citizen is one who learns to critically 

assess social, political and economic structures while exploring strategies for change to society.  

A clear difference of all three would be that a participatory citizen would organize a food drive 

for the homeless, the personally responsible citizen would donate food and the justice-oriented 

citizen would critically analyze this happening and attempt to find a manner at fixing this social 

injustice to avoid future "food drives for the homeless" (Westheimer & Kahne, 2004).   

Another form of civic education named “social justice” has been originally coined by 

Freire (Nieto, 2004).  This civic education philosophy focuses on the development of values in 

students.  The overarching drives are to increase equality among individuals and promote social 

change through skills and experiences.  This is because Nieto (2004) finds that society is always 

evolving and changing.  Critical thinking, progressiveness and exposure to different perspectives 
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are the central skills necessary to be successful as a society.  This civic education model is 

comparable to the justice-oriented concept explained by Westheimer and Kahne (2004). 

Civic Education Explained 

Civic education is described by Tournier (2009) as something that cultivates virtues, 

knowledge and skills necessary for political participation.  In essence, this is "political education" 

(Gutmann, 1999).   Political education is an important aspect of having the young prepare to carry 

their roles as citizens.  In some instances, it allows people to carry out their roles as citizens more 

efficiently as it trains them in the value of their opinions, knowledge and skills for each other 

(Gutmann, 1999).   

Civic Education in its Infancy 

Some, however, believe that civic education is still in its infancy in the United States.   

Walling (2007) believes that the demonstrable aspect of this has been how states could not agree 

on how they implement civic education in their curricula.  For example, the state of Colorado 

requires only a half-credit or semester of civics or government coursework to graduate.  Idaho on 

the other hand, requires five courses, two of which are in government and US history and one that 

has to be economics.   

Researchers such as Soule (2008) and Galston (2004) agree that civic education is taught 

haphazardly.  Galston expresses this because students are being taught civic courses at differing 

levels and with non-conforming interests.  This has meant that students have not been able to 

engage or practice their civic knowledge with each other thereby causing civic education to be 

primarily theoretical and less applicable (Galston, 2004). Soule (2008) explains that the remedy 

to this teaching deficiency are the many government simulation experiences that could be 

provided to students in order to provide them with ample exposure to civics as well as its 



   31 

 

practicality. She also demonstrates that other extra-curricular programs would be most helpful to 

students to nurture their interests in civic education (Soule, 2008).   

Civic Education Instruction 

Klofstad analyzes student civic interactions.  His analysis shows that the more students 

speak among another about civic related topics (e.g. governmental policies and political issues) 

the more inclined students are to getting involved in civic activities (note that this was at the 

university level).  This research is further interesting, because it pairs students that are highly 

knowledgeable and interested about civics with those that do not care as much.  The analysis 

demonstrates that interest can be piqued for those uninterested conversing with the civically 

minded student (Klofstad, 2009).   Hahn writes a compelling piece on how to effectively teach 

civic education, which builds upon Klofstad’s findings.  She finds that "turning points in history" 

such as Pearl Harbor (1941), President Obama's election and similar events should be included to 

make the coursework more relevant to the students.  She even suggests that teachers attempt to 

tread into controversial current affairs topics in order to pique student interest (Hahn, 2009).   

Mason and Delandshere (2010) believe that there is a manner at which teaching civic 

education is meaningful and can pique student interest.  They find in particular that local cultural 

values have to be included in civics in order for the denizens to understand and absorb civic 

education.  They find through their research that non-fixed choice questions and open-ended 

questions paired with engaged dialogue would help create a more effective civic education 

(Mason & Delandshere, 2010).  Naturally, this would work if resources are abundant for 

educators.   Soule (2008) further comments about instructor quality for civics.  She finds trends 

that stem from the increasing gap of income inequality, cultural diversity, technological changes 

and the present focus on math and science.  She believes that well trained teachers in intercultural 

diversity, socio-economic ills, technological savants as well as internet savvy educators could 
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help lead U.S. students to become productive members of society (Soule, 2008).  Given these 

major hurdles, is there a way to make civic education more relevant to students?  Bobek, Zaff, Li 

and Lerner (2009) advanced a research project to find the benefits of civic education and how it 

could be made most relevant to students.  They find that experiential learning in conjunction with 

civic education (which includes various instructional strategies, such as service-learning) is 

necessary in order for students to learn the meaning of civic society.  Ben Berger (2015) also 

demonstrates this principle through the evaluation of his classroom practices in conjunction with 

his students learning experiences.  This is juxtaposed to how the traditional civic instructional 

method of teach and assess provides little room for practical applications. 

Service-Learning 

Furco and Billig (2002, p.5; Mitchell, 2008) believe that service-learning is a growing 

type of community based experiential learning approach that often promotes civic learning.  This 

is because there is much literature touting the benefits of combining classroom-based experiences 

with community-based learning experiences (McGuire, 2010).  In fact, McGuire writes that 

service learning could be a helpful component of civic education even sans civic instruction 

(McGuire, 2010).  Furco suggests that the more effective service-learning programs involve 

problem-solving activities and academic applications thus create opportunities for more robust 

civic education programs (Furco, 2002).   Galston (2001) confirms this information with the fact 

that experiential learning is the best method of having civic education retained by students.  

Galston also notes that private and public schools offer equally effective courses in civic 

education, which is contrary to the perception that many people have of private schools (in other 

words they assume private schools give an “elitist” education) (Galston, 2001).   

While community service and service-learning are separate topics, community service is 

often considered an integral part of service-learning (Jacoby, 1996; Zlotkowski, 1998).  Hart, 
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Donnelly, Younnis and Atkins (2007) have sought to know if there was an influence of high 

school community service participation, civic knowledge and extracurricular involvement on 

voting and volunteering in early adulthood.  They find that voluntary and school required 

community service were strong predictors of adult volunteering and voting.  Furthermore, student 

involvement in high school extracurricular activities is found to be predictive of voting and 

volunteering.  These activities have to be considered an instrumental activity (e.g. yearbook, 

student government and debate club).  Expressive activities such as sports, band, chorus and 

drama are not helpful in causing people to be more engaged in civics (Hart, et al., 2007).  

Therefore, how could one plan effective community service and service-learning programs?  

Parker-Gwin and Mabry suggest that for civic and academic outcomes to manifest, that service-

learning needs to have two goals for the participants.  Through a study of 260 students, they find 

that a student’s service learning experience could be enhanced by regular critical reflection and 

extensive integration of service activities with course material (Parker & Mabry, 1998). 

Eby (1998), however, contends that via service-learning community members often 

"become objects rather than participants or passive recipients rather than actors." Furthermore, 

Eby contends that service-learning often creates a disconnect between a student and the 

community that is receiving the service-learning benefits.  Often times the support that the 

student provides is already available in the community, but is ignored.  This causes the student to 

view the community as "needy" causing the student to separate their understanding of how the 

individual issues they are fixing can affect the wider society by creating an individualism effect.  

In other words, the student is so far removed from that community that they do not see that their 

individual future also depends on that community (Eby, 1998; Hondagneu-Sotelo & Raskoff, 

1994).   In addition service-learning can do harm to communities as volunteers often change 

causing a bond to be frayed as the present volunteers change hands with new volunteers causing 

relationships to be short-term.  Finally, service-learning often takes the place of government 
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intervention causing needed long-term support to a community to be negated as there is a 

perception of needs met by service-learning participants (Eby, 1998). 

Eby (1998) does state, however, that a strong service-learning program that is enduring, 

long-lasting, and engaging for all parties can create for a well received and effective program.  A 

leadership program is one component of service-learning that often helps support service-learning 

projects (Boyte & Farr, 1997). 

Leadership 

 

 Leadership is a component of civic education that is often practiced in schools 

(AEDCCMS, 2004).  According to Woyach (1993), leadership in civic education is "best 

understood as a dimension of leadership itself, distinctive only in that it involves special 

competencies.  In general terms, leadership involves the structuring and initiating activities that 

citizens must perform if groups (the public) are to organize themselves, establish goals and 

priorities, make decisions, settle conflicts, and in general accomplish their goals".  Conover and 

Searing (2000, p. 108) find that students identify themselves as civically involved, but their 

concepts are rudimentary as they focus on rights, which is more individualistic and passive in 

comparison to what a true leader does (Conover & Searing, 2000, p. 108).  

 Usually leadership is considered an extra-curricular or co-curricular activity (Astin, 1985; 

Woyach, 1993).  Prior research has found that school leadership activities play an important role 

in preparing students for leadership roles (Schuh & Laverty, 1983; Cox, 1988; Ellis, Small-

McGinley & De Fabrizio, 2001).  Therefore, the decline in club funding and scheduling should be 

considered an important threat to civic education as leadership opportunities become lessened for 

students (Woyach, 1993).  
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Other Issues 

Given the nature of civic education, do males and females absorb the same information or 

do they have different proclivities as a result of civic edification?  Metzger and Smetana (2009) 

wrote an analysis on this topic.  They parsed it by gender.  The researchers found that males 

typically felt that political involvement was a duty for society whereas females felt that 

community service was obligatory for society.  Both groups felt that more civic involvement 

meant less personal justification for service and it was seen in a positive light (i.e. the more 

involved the more positive the view was of that type of behavior).  Interestingly, if males and 

females were together, then they both prioritized political involvement (e.g. voting) as a more 

important duty than community service.  Metzger and Smetana (2009) think this is because 

adolescents have the feeling that in order to preserve a democracy, they must vote (even if in 

reality other types of civic actions are possible; see social justice by Banks and Freire).  They also 

found that positive behavior increased among adolescents if they were involved in community 

projects and extracurricular programs (Metzger & Smetana, 2009).   

While researchers in the United States agree that civic education is taught in a haphazard 

manner, what are other nations doing in terms of civic education?  A relevant review follows that 

shows other international perspectives on civic education. 

International Civic Education 

Although global civic education research is providing domestic civic education programs 

with new direction, a further look at international civic education is included in this study.  This is 

because many nation states are interpreting civic education through different lenses and original 

factors (Banks, 2008).  Hahn (2008) believes that globalization and other global force changes are 

causing changes in civic curricula; thus a fresh look at civic education is becoming increasingly 

important to see the evolution of civic education programs around the world.  The catalyst of 
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these global changes emanates from the fall of the Soviet Union.  Those nations that comprised 

this union, have been attempting to create programs that would educate their citizenry with their 

rights and responsibilities according to their new laws (Hahn, 2008).  As a result, Hahn has been 

calling for an "international exchange" on best practices in civic education (Hahn, 2008).  The 

international exchange might not be applicable to all civic education programs around the world 

but could help in sharing best practices.  Rapoport (2009) expresses some reservations to an 

international civic "best practices" sharing opportunity.  In Russia, for example, there has been a 

call to return to “State Patriotism Education.”  This has been receiving a lot of criticism globally 

as it reflects an older, Soviet type of civic education.  For example, Russian civic education has 

been calling for "authoritarian democracy."   Rapoport questions if this would be a return to an 

anachronistic form of viewing the state (Rapoport, 2009).  Best practice sharing could run into 

other cultural snags.  Yang and Chung (2009) found this at a Taiwanese school.  They discovered 

that students were interested in civic education; however, they were not accustomed to critical 

thinking (a skill needed to evaluate if you agree with your leaders' decisions) and thus did not 

participate well in their research.  This was because critical thinking has not traditionally been a 

skill taught or encouraged by Taiwanese educational leaders (Yang & Chung, 2009).  Finkel has 

done something comparable to this Taiwanese study, only he focuses on the Dominican Republic 

and South Africa.  He finds that in those nations civic education had to be paired with civic 

engagement (e.g. teach about voting and subsequently voting) or people would not learn and 

retain civic knowledge in those cultures (Finkel, 2002).  Cogan and Morris (2001) made a more 

expansive study.  They compare various Anglo and Asian civic education curricula.  The results 

are that Anglo centric nationalities had their civic curricula focus more on the study of 

democracy, the country's constitutional history, democratic values and citizen's rights.  Instead, 

most Asian nations had their studies focus on "good citizenship," "the common good," moral 

education and various values associated with civics (Cogan & Morris, 2001).  In addition, even if 
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the courses are developed as a tool in training civically minded denizens, obedience and social 

order are the actual realizations from all national civic courses.  The Anglo nations are especially 

strong in the last two realizations.  Finally, flexibility, relevance and variation are most associated 

with Anglo civic curricula.  Equality of access and moral behavior are the main hallmarks of 

Asian civics courses (Cogan & Morris, 2001).  

European Civic Education 

 Different from both Asian and Anglo civic programs are European programs.  The 

German system for example, has its own challenges.  Richter (2006) explains how the German 

civic education system lacks direction and resources.  This has been because the government does 

not support the curricula through standards leaving the course open to local interpretation.  As a 

result, civic education has been underfunded and under supported.  This has caused many German 

students to not be exposed to civic education and thus they do not learn at an early age about their 

civic rights and responsibilities (Richter, 2006).  Future research would have to identify if the 

lack of support had an actual impact on German civics and interest in government. 

A study of Italian students shows that those students that report more acute civic 

engagement interests have aspirations to contribute to their communities (Crochetti, Jahromi & 

Meeus, 2012).  These same students are highly achieving and involved in volunteer activities.  

The findings thus make it clear that civic education is not as effective in influencing student civic 

engagement as their behavior is already set prior to being exposed to civic education (Crochetti, 

Jahromi & Meeus, 2012). 

 Some research compares different civic education programs from around the world.  In a 

global civic education comparison, the U.S. schools achieves high marks from Torney-Purta 

(2002).  This would be because U.S. schools focus on rigorous civic content and skills, have open 

classrooms for discussions, encourage participative school culture and emphasize the importance 



   38 

 

of the electoral process.  To answer the thesis of how international civic programs compared, 

Torney-Purta (2002) uses a study from the International Association for the Evaluation of 

Educational Achievement (IEA) of 90,000 students (fourteen year olds) in 28 countries.  These 

students have been tested on knowledge of civic content and skills, surveyed about concepts of 

citizenship, attitudes toward governmental and civic institutions and political actions.  What has 

found was universally categorical, that the more resources a student has at their disposal and the 

higher educational level achieved, the more they will be civically active.  One additional 

observation from this study is that the more women were in parliament in a nation (or high-level 

governmental jobs), the more positively students viewed women in the workplace.  The 

Scandinavian countries scored the best in this category and South American nations and Russia 

scored the lowest in terms of positively viewing women in the workplace (Purta-Tomey, 2002).   

Civic Education in International Schools 

 Civic education is in its infancy in the international school environment.  This is because 

most civic education research and institutional support is focused on national as opposed to 

international schools (Schultz, 2009).  In fact, often the phrasing "international civic education" is 

referring to a comparison of different national (or regional) civic education programs (Taylor, 

2002).  This is also because international schools tend to focus on global citizenship as opposed 

to civic education per se (Kennedy, 2012).  This is due to the nature of the international school 

environment and the fact that the school is comprised of large groups of heterogeneous student 

populations (Kennedy, 2012). 

 At present, civic education is making an influx into international schools.  For the most 

part, the focus, however, is on service-learning and on extra-curricular opportunities as opposed 

to a curriculum based model, which is more comparable to national civic education programs 

(Carter, 2013).  One example program would be the Global Citizenship Diploma where students 
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are challenged to complete various independent extra-curricular and service learning projects.  

The students must then submit a reflection based on their experiences and explain how those 

students have received global citizenship training.  They can gain certificates or diplomas that 

could complement their high school degrees.  While this program only has three participating 

schools (as of March, 2015) it still shows that there is an interest in global citizenship (Global 

Citizen Diploma, 2015).  The British Council, which also provides curriculum support for 

international schools throughout the world, also provides some global citizenship guidelines.  It 

encourages teachers to incorporate themes of global citizenship education such as "Identity and 

Belonging, Sustainable Living, Fairness and Equality, Conflict and Peace and Rights and 

Responsibilities" (Global Citizenship Themes, 2014).  

Culture Export via Civic Education 

 Yet, one aspect of civic education is also the export of national values through external 

civic programs.  Craddock has created an analysis on how civic education could be applied to 

supranational and national organizations.  First of all Craddock linked civic education to “Soft 

Power” which is a concept developed by Joseph Nye.  Soft Power is meant to illustrate the other 

power that a government had at its disposal such as financial pressures and diplomatic channels 

as opposed to military action (hard power) (Craddock, 2005).  In Craddock's analysis, he 

primarily focuses on civic educational program from the European Union and the United States.  

He evaluates how they exported their civic ideals also known as soft power using civic education 

as its vehicle.  He finds that the U.S. has seen more effectiveness in exporting its civic education 

programs due to the unique spin that U.S. teachers brought to the programs.  This spin is to allow 

the receiving nation’s culture to become fused with the concept of democracy thereby allowing 

the local population to practice civics in a culturally familiar milieu.  The EU on the other hand 

has major problems because the lawmakers of this supranational body do not speak with one 
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voice in the political sphere (unlike the economic realm), that is, most nations in the European 

Union do not agree with a single approach to civic education and therefore their programs often 

are too weak to have any type of effect on the receiving nations.  Furthermore, the EU programs 

also seem to stress European citizenship thereby limiting the areas where civic education could be 

taught (i.e. their education is not applicable outside the EU's sphere of influence).   Some have 

also criticized the European Union's civic education program.   Kuhn (2006) criticized five 

components of the European Union civics program.  First (1) he is critical in that most European 

programs' curricula lack empirical studies about civic education’s effectiveness and do not 

provide data on these curricular programs, which cause the programs to be less effective. (2) The 

curricula seem to depict the model citizen as one that is more capable of being involved as 

opposed to one that is active (i.e. a citizen that is knowledgeable about civics but does not 

necessarily act continuously in this role). (3) the lack of training in political conduct and decision 

making competencies, (4) it should be stressed in civic curricula the political and cultural history 

to correct past political mistakes or “naïve ideas” and (5) democracy and learning should also 

complement another and are dependent on another and cannot be separated in civic education 

(Kuhn, 2006).  Finally, Mason (2006) cautions that the idea of exporting a civic education model 

would not be effective.  Particularly, Mason finds that democracy cannot be exported into other 

cultures at the initiative of the sending nation.  Only nations that invited international institutions 

to come and teach civics are open to actual societal change (Mason, 2006).   

Even if there seems to be some agreement that international civic education practices are 

relevant to be shared between nations, those programs that have been successful have infused 

some form of cultural adjustment in their curriculum.  Marquette (2007) cautions that strong 

governmental institutions are necessary or the entire civics program would be useless as program 

participants would become demoralized if they could not practice their new found knowledge 

(Marquette, 2007).  This is different from the US where through civic education citizens learn 
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they can access strong and trustworthy institutions.  Those same institutions support citizens in 

enjoying a stronger democracy.  One manner, of citizens supporting said institutions is by joining 

the military, a basic civic commitment (Snider, 2003).  This begs the question to what level are 

institutions and the community supported by military members? 

Military Community 

Some consider working for the military as one of the basic civic commitments that a 

denizen should make in support of their country and democracy (Snider, 2003).  Yet, how 

important is community engagement within the military community (note that community 

engagement is the closest connection to civic education as literature is very sparse on civic 

education within the military)?  In other words, once one begins to serve in the military, is there 

an end to one's civic duties?  Researchers Bowen, Martin, Mancini, and Nelson (2001) commit a 

study to answer this question.  They found that the military community is one of the most 

important aspects of military life.  In fact, the unit commanders and human service organizations 

are seen as critical resources nurturing military community engagement and strengthening the 

sense of community among Air Force associates (Bowen, Martin, Mancini & Nelson, 2001).  Yet, 

one area not addressed in that research is the affect of military life on children.  Most importantly, 

how are the children educated? 

Huebner, Mancini, Bowen and Orthner (2009) echo this sentiment with their research on 

how informal and formal networks could be better utilized to serve children of military members 

in dealing with parental deployments.  They find that the stress of deployment mingled with 

programs such as the Air Force support center or Army Readiness Program would be crucial to 

helping military families deal with this military malady (Huebner, et al., 2009).  Drummet, 

Coleman and Cable (2003) also find that the stress on military families is uncanny.  What is 

important about their research is that they find that families are often ignorant about what is 
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possible in terms of career development for the active duty spouse and that military support 

institutions are often underutilized.  They call for a more efficient support network for families in 

order to alleviate the stress associate with serving the military (Drummet, et al., 2003). 

A report produced by Esqueda, Astor and De Pedro (2012) has even made "a call to 

action" in terms of research on children of military members that are in public schools (note that 

these are not schools that are run by a ministry of defense).  This is because they find that these 

children are typically overlooked whenever schools implement policies and procedures for their 

patrons (Esqueda, et al., 2012).  Therefore, a school system dedicated and organized by the 

military would be an answer to those students that are often lower on the priority of education 

decision-makers.   

Summary    

Civic education is a vital component of any healthy democratic system.  If people are to 

be aware of their civic rights and responsibilities then they must be educated to do so or face 

tyranny (De Montesquieu, 1900).  Furthermore, there are major hurdles that are happening in 

societies around the world causing civic education to be of greater importance as demographic 

changes mingled with globalization are causing citizens to re-evaluate their values towards 

domestic and non-domestic citizens. 

The international school studied for this dissertation is a school that is emerging as a civic 

education experiment.  As students are learning leadership, civic studies and community 

lifestyles, they are becoming aware of their civic responsibilities to their society in an 

international environment.  Given the international component of all of the different national 

sections and the research associated with their civic education experiments, this international 

school could provide an interesting look into not only the sparsely researched government-run 

community, but also how globalization affects students in an international environment. 
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Chapter Three: Methodology and Methods 
 

Introduction  

 The goal of research is to create groundbreaking and edifying information.  Yet it must 

also be grounded in sound research methodology and methods.  Defining the methodology and 

philosophical driving forces in any research project is an important aspect of a study (Merriam, 

2009).  The following topics comprise chapter three which are the Statement of Study Purpose, 

Research Questions, Methodology, Qualitative Methods and Single Case Study help explain this 

in further detail. 

Purpose of the Study 

 The purpose of this study is to discover stakeholder perspectives of the civic education 

program at an international school in Europe. 

Research Questions  

 Some important questions that are answered through this research are:  

 How do the stakeholders define civic education?  (a) What are the differences and 

similarities in stakeholder perspectives?  (b) How do the perspectives align with the civic 

education literature? 

 How do the stakeholders describe the program? (a) What are the differences and 

similarities in stakeholder perspectives?  (b) In what ways do national perspectives influence 

stakeholder perspectives? 

 What are the intended outcomes?  (a) Unintended? (b) What are some strengths as 

evidenced by the outcomes? (c) What are some opportunities as evidenced by the outcomes? 
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Methodology  

 Defining the methodology of a dissertation is one of the primary objectives of this 

section.  It is considered fundamental by Merriam (2009).  Marshall and Rossman (2010) state 

that qualitative research grounded in interpretative study has been a useful tool for "…behavior, 

education, management, social work, nursing and more."  According to Creswell (2013, p. 17), a 

qualitative methodology should be employed when emerging methods, open-ended questions, 

interview/observation, document data and audiovisual data is analyzed.  This provides for a 

theme and pattern interpretation.  Therefore, this dissertation is an emerging study that utilizes 

open-ended questions.  These questions are driven by research obtained from various educational 

documents.  As a result, a qualitative methodology is the format for this project. 

 One drawback is the problem of neutrality in regards to inquiry-based research (Denzin 

and Lincoln, 1994, p.13).  According to Williams and May (1996) this problem could be 

overcome by avoiding a focus on predicting or explaining an expected outcome.  Williams and 

May suggested that a researcher using qualitative methods should focus on understanding their 

research.  This is accomplished through maintaining an interpretive paradigm (Williams and May, 

1996).  Therefore, from the researcher's point of view, it is important not to impose an outsider's 

purview, but one of discovery and a description of the insider view (Merriam, 1998, p.4).  

Interpretive researchers should therefore attempt to inquire from their subjects about their natural 

behavior in regards to the research topic.  This in turn, according to Williams and May (1996) 

causes those subjects to construct meanings and interpretations of their behavior.  This could 

cause some disruption, as social actors must develop meanings and interpretations of their 

behaviors (Williams and May, 1996).  Therefore, for this research project the interpretive 

paradigm was utilized.  As a result, questions were asked in order to discover interpretations, 

understandings, perceptions, and theories that subjects may hold. 
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Qualitative Research 

The perspectives of the interviewees in relation to civic education at this international 

school are the crux of the study.  This inherently is a qualitative inquiry (Marshall and Rossman, 

2010).  

 Patton (1990) states that qualitative methods provide for both details and depth in terms 

of research.  Furthermore, Denzin and Lincoln (1994, p.1) argue that qualitative methods cut 

through subject matter, disciplines and fields.  

 Rossman and Rallis (2012, p.9) construct eight characteristics of qualitative research and 

researchers: 

1.  Research is natural 

2.  Research should always draw on multiple methods in order to respect the humanity of the 

research participants. 

3.  Research is developing and emergent. 

4.  Research is interpretive. 

5.  Researchers should view social situations as complete or seamless. 

6.  Researchers should systematically reflect on their behavior and roles in research. 

7.  Researchers should consider how their personal biases could influence their study. 

8.  Researchers rely on moving dialectically between deduction and induction in an intricate 

environment. 

 In the end, researchers that employ qualitative methods are attempting to find the 

"complexity of social interactions as expressed in daily life and with the meanings the 

participants themselves attribute to these interactions" (Marshall and Rossman, 1995, p.2).  

Qualitative studies therefore should include descriptions of people, events, interactions, 

happenings and observations.  These studies could also include direct quotations from people 

including thoughts, beliefs, attitudes and applicable experiences (Patton, 2015). 
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 To provide rich information and well-grounded accounts, interviewees were placed in a 

natural setting, which was familiar to the school environment in order to maintain a level of 

familiarity with the respondents (Miles and Huberman, 1994; Marschall and Rossman, 2010).  

Empty classrooms or empty spaces in the library or another place of choosing of the interviewee 

were utilized for the interviews. 

 Creswell (2013) explains that a researcher must interpret the data and make 

interpretations in order to develop a pattern of understanding.  Therefore, I exercised regular 

introspection while questioning the research participants in order to allow the least amount of 

researcher bias to influence the research.  This was because I had already acted as a social studies 

educator at this international school and have been the department chair for a number of years.   

Constructivist Study 

 In this study, the focus is on the civic education program at an international school in 

Europe.  Perceptions of teachers, administrators and alumni were explored as they described the 

civic education program.  The interviewees were asked their perception of the civic education 

program at the school and what the outcomes were of the program.  The questions for the teachers 

and administrators were "holistic" in that they focused on the program's planning, implementation 

and perceived impact.  The students were asked what their perceptions were of the 

implementation and impact as they were not involved in the planning phase.   

 This study was bound by time and space (Yin, 2008).  A constructivist research design 

aides a researcher in the understanding of a specific context of social practice, which also 

integrates participatory dimensions into the research process (Lincoln & Guba, 1985; Lincoln & 

Guba, 2013).  Guba and Lincoln (1989b) and Green (2000) stated that a constructivist approach 

enables the identification of contextualized meaning from various points of view with the intent 
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of creating a single, collaborative reconstruction from the disparate realities that exist (Stordy, 

2012).   

Research Design  

 The research design is an important section of this dissertation.  It demonstrates the 

means by which the information gathering process is designed.   

Location Selection  

 This international school was selected because of its unique nature.  This is because it is 

an international school with many different national curricula.  This is contrary to a more typical 

international school, which could be interdisciplinary and offer a single curriculum (such as the 

International Baccalaureate) (Gehring, 2001).  What can be seen at this international school is an 

environment where nationally driven and domestically educated staff intermingle in an 

international as opposed to an integrated global setting.  Therefore, the differences of curricula 

and cultures are palpable, as educators are required to honor and enforce their national civic 

curricula.  This makes this international school unique as well as a viable research location. 

Community   

 The community that comprises this international school is quite diverse.  Those students 

directly populating the school are primarily military dependent, government civilian and NATO 

civilian children (although a small handful are non-government associated).   

 The parents are in a total workforce of almost 4000 military, civilian service members 

and contractors.  In terms of families, almost 10.000 individuals are related to those 4000 

governmental affiliated people (counselor, Personal Communication, 2015).  Note that even if the 

school houses almost 1000 students, many other students go to schools in the surrounding area, 
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boarding schools and quite a few associates of these NATO installations are without children or 

dependents (counselor, personal communication, 2015). 

Data Collection Procedures 

 
 According to Merriam (2009), a component of qualitative research is for the researcher to 

act as a primary instrument of collecting and analyzing the information.  For this project, 

interviews were used to gather the data.  The interviews were subsequently analyzed by the 

researcher as he challenged his findings in various contexts.  This in turn allowed the researcher 

to challenge the data according to Merriam (2009).  At the end of the study, the interviews were 

compared to relevant civic education literature to ascertain how or if the school deviated from 

standard civic education practice. 

Data Analysis Procedures 

 In working on this research project, the researcher produced a "… generalizing and not 

particularizing analysis" (Lipset, Trow, and Coleman, 1956, p.p. 419-420).  This was because the 

research was comprised of the theoretical frameworks within this dissertation.  Those theoretical 

frameworks guided the research in data collection with the help of concepts and models (Marshall 

and Rossman, 2010, p. 252). 

 According to Miles and Huberman, p.9, 1994, analyses from qualitative methods are 

typically drawn from the following procedures: 

1. Affixing codes to a set of field notes drawn from observations or interviews. 

2. Noting reflections or other remarks in the margins. 

3. Sorting and sifting through these materials to identify similar phrases, relationships 

between variables, patterns, themes, distinct differences between subgroups, and 

common sequences. 

4. Isolating these patterns and processes, commonalities and differences, and taking 
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them out to the field in the next wave of data collection. 

5. Gradually elaborating a small set of generalizations that cover the consistencies discerned in 

the database 

6. Confronting those generalizations with a formalized body of knowledge in the form 

of constructs or theories. (p. 9) 

 As a result of working with the data, themes, and categories were developed in order to 

aggregate findings more effectively (Merriam, 2002, p. 7; Creswell 2013, p.65).  There was a 

search for convergence and external divergence from categories (Guba, 1978).  Subsequently, 

data was chunked in themes and categories through a coding process (Rossman and Rallis, 2012).  

 The emerging ideas that come from the categories and themes were tested for alternate 

explanations.  This was to strengthen the findings.  According to Marshall and Rossman (2010), 

alternatives should be identified and examined for emerging rationalizations.  Finally, the report 

was written by comparing stakeholder responses to the documented civic education literature. 

Interviews 

 According to Merriam (2009, p. 114), interviewing is one of the primary means of 

collecting qualitative data.  Therefore, semi-structured interviews were used to ascertain the 

interviewees' perspectives on the civic education program at this international school.  First, a 

data analysis took place to where the relevant literature was analyzed.  Secondly, questions from 

the literature were used as a foundation to create a semi-structured interview protocol.   

 The interviewees were first approached in an informal setting and received information 

on the study through a personal explanation.  In the case of students, they were explained about 

the study only if (a) they have reached the age of 18 and (b) if their national administration had 

given prior approval.  If an interest was noted, then the participants received an electronic letter 

explaining the study in more depth.  Two days after the first letter, all participants received 
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another electronic letter requesting their consent for the study.  Those consenting were requested 

to contact the researcher in order to set a date and time for the interview.  All interviews took 

place after school and in the case of the students from the same national background as the 

researcher, they took place after graduation in order to minimize any type of implicit power the 

interviewer could hold over them.   

 The interviews were approximately one hour in length; however, some were shorter.  

First the interviewee was explained the project again and was given an option to not participate.  

Afterwards, definitions were given to the interviewee to help prime them for the upcoming 

questions.  The definitions were given in paper format.  Then the three formal questions were 

given to the interviewees with the sub questions included.  This was to ensure the interviewee's 

understanding of the study.  Subsequently the interview began and enough time was given for 

follow up questions and unexpected responses from the interviewees.  

 The location of the interview was in a quiet enough location so that maximum focus was 

given for this study.  Empty classrooms, empty offices and other locations with easy access for 

the interviewees were used.  The interviewer allowed the interviewee to select the location (from 

the prior mentioned venues) in order to maximize the interviewee's comfort throughout the 

process.  If, however, the interviewee was not available for an interview in person, then the I 

offered to conduct the interview via Skype or Google Hangout.  This electronic means of 

interviewing was considered a last resort.  None of the interviewees were interviewed via 

electronic means. 

 The interviews were recorded on two separate devices.  The first device, a laptop, had a 

software program that recorded the conversation (i.e. Audacity).  It is a royalty free product.  The 

second digital device was an Mp3 player that was a backup device used to record all audio.  

When the interviews were complete, both audio recordings were reviewed to find the most 

complete and clear audio recording.  Whichever file was obsolete was subsequently permanently 
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deleted.  The only file that remained was one recording per interview.  All the audio files were 

stored in a secure location on my laptop, one that was only accessible by password protection.  

The computer also had a login that was password protected.  Furthermore, all audio files removed 

from the Mp3 player so that this player would never have recordings other than immediately after 

an interview session (i.e. no files were stored on the Mp3 player). 

 I completed the transcriptions by computer (in Microsoft Word).  While this was a time 

consuming process, more time was allotted with the data in order to gain further insight into the 

interviewee responses. 

Participant Selection Procedure 

 
 Creswell (2013, p. 189) suggests that it is best to purposefully select participants or 

locations "that will help the researcher understand the problem and the research question."  

Creswell states that this does not necessarily have to include random sampling or stratification.  

Miles and Huberman (1994) state that the setting, the actors (interviewees), the events and the 

process (events as they are being undertaken by the actors within a location) are the most 

important variables to consider when selecting participants.  Merriam notes (2009) that a 

researcher should select from a sample the most that could be learned with the focus on 

discovery, gaining insight and understanding.  In addition, given the small sample size of able 

professionals, a small sample of great diversification has been attained using Creswell and 

Merriam's research.  Patton stated that Opportunity Sampling (Patton, 2015, p. 235) is a great 

manner of gaining diversity in qualitative research.  Therefore, the sample criteria is very 

important in order to gain a holistic understanding of a topic.  In order to attain this 

understanding, I set several criteria for the teachers.  First, only educators from the different 

nationals that had middle and high school teachers were selected as these sections comprised the 

secondary section.  Second, the teachers must have had at least 1 year of experience at the 
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international school.  Third, they should have had some connection to the civic education 

program (per definition in this study).  Finally, I constructed a teacher matrix with variables such 

as age, stage in career, nationality, gender, type of civic education input in the program and 

degree attained.  The matrix, however, was somewhat limited given the small number of civic 

education related educators.  This matrix was also teacher centric in that the other groups were 

not included in this selection procedure. 

 The administrators and students who were included in the study were selected through a 

different procedure.  Following a query with alumni and graduating seniors, those who expressed 

availability and willingness to participate were selected.  The same process was used for the 

administrators.  Based on a personal query, those that expressed interest were included in this 

study.  Therefore, according to Yin (2008), this study took advantage of convenience, access and 

geography. 

Participants 

 
 This international school has few educators that only teach civic education (i.e. solely 

teaching courses relating to civics education).  Yet there were a number of educators that were 

involved with civic education related topics such as community engagement (e.g. international 

soccer games, international clubs and Model European Parliament).  Administrators were also 

involved in the broader context of civic education and thus were also included in this study.  

Former students were included in order to give a context of the impact of the program.  In order 

to gain a reliable participant response, twenty-one current and former international school 

stakeholders from this school were interviewed for this dissertation.  Of those stakeholders, three 

were U.S. section teachers, one was a Canadian section teacher, one was a German section 

teacher, five were administrators representing the Canadian, US and other sections and eleven 

were former students or 18-year-old seniors that were graduating. 
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 The following were the North American teachers that volunteered for this study.  One 

was a male, in his early forties and taught both advanced placement history and government.  He 

was a former military officer and has a doctorate of philosophy in political science.  The second 

was a gifted teacher.  She has a master degree from Cambridge University.  She instructed 

through the aide of the software program dubbed "Brainpop" which was a program that taught 

students about STEM and civics related topics.  She has also been a part of the "Brainbowl" 

which was a yearly competition among U.S. students where they competed in social knowledge.  

She has worked different levels (K-12) at the international school and was in her late forties.  The 

third North American teacher was an instructor of the JROTC program at the international school.  

He is a retired US air force colonel.  He has helped the international school gain many awards for 

its outstanding JROTC performances and was an integral part of the leadership team of the 

school.  He was in his early sixties.  The fourth U.S. teacher taught courses such as Sociology, 

Digital Awareness and Family Counseling.  He is married and has had a keen interest in 

developing documentaries that critically address social ills.  He used his Digital Awareness 

course for this work and was in his early fifties.  He also used character education as a primary 

teaching vehicle for his courses. 

 One German educator has also participated in this study.  He was a married father and 

taught physical education courses to K-12 students.  He was an educator involved in the 

Comenius Project for the German section and instructed high school students on educational trips.  

He was in his early forties. 

 Some school administrators were interviewed for this research project.  The first 

administrator was the U.S. secondary school principal.  She was a former German language 

teacher and has been in the U.S. educational system since the early seventies.  She has also 

participated in the Comenius Project and was in her early sixties.  The second was the U.S. 

secondary school assistant principal.  She has been in the U.S. educational institution system for 
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almost 20 years and was a doctoral student at Bethel University in Education Studies.  The third 

administrator was the school director.  He was from Germany and has a doctorate from a 

prestigious German university.  He had been a principal prior to coming to this international 

school and was in his late forties.  Another administrator had been working as an assistant 

principal and counselor for the Canadian section.  He had been an educator for over 30 years.  

The final administrator interviewed was the principal of the Canadian section.  He has been an 

educator for over 25 years and led schools at many different levels in Canada. 

 Nine former students (of which all were 18 or older) were interviewed for this 

dissertation.  Of the students that participated, three were of Asian descent (of which two were 

both Caucasian and Asian), eight were Caucasian and one was mixed (Caucasian and African-

American).  There were a total of five females and six males.  The first is a student in the U.S. 

and graduated from the international school in 2015.  He is studying to be a medical doctor.  The 

second former student is an U.S. student that had been studying at this international school for a 

number of years.  He is studying political science in the Netherlands.  He graduated in 2015.  The 

third student was a writer and long-term student at this international school.  She has already 

published two books and is working on her third book in a series.  She is studying science at a 

university in the United States.  The fourth student was a student that had moved around many 

different international schools.  She is a German national and is studying to be an international 

educator since graduation (2016).  The fifth student is a Turkish alumnus that studied at the 

school for almost 3 years.  When he arrived, his English was virtually non-existent.  At present, 

he speaks a good English and plans to study political science in Turkey.  He graduated in 2016.  

The sixth student is a German native that grew up at the German countryside.  This international 

school was her first experience with an international school and this experience was "life-

changing" for her.  She graduated in 2016.  The seventh student was an U.S. section student that 

is studying engineering in the US.  He graduated in 2016 and played virtually every sport the 
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school offered and participated in many after school activities.  The eighth alumnus graduated in 

2016 as well.  She participated in many sports and was captain of a number of sport programs in 

her senior year.  The ninth student was class president numerous years and was involved in many 

sports and after school programs.  He graduated in 2016.  The tenth alumnus graduated in 2016 

and is from Norway.  He is studying political science in the Netherlands and participated in the 

soccer program at this international school.  The final former student, the eleventh alumnus is of 

mixed Asian and Norwegian descent.  She has participated in many Comenius activities and 

sports activities offered by this international school. 

Interview Analysis 

 Data was examined by using an idiosyncratic analysis (Dey, 2003, p. 29) which helped 

identify the different unique characteristics of participant groups.  This was based on the Miles 

and Huberman (1994) bimodal organizational structure that received input from the interview 

protocol and follow-up questions. 

 Marshall and Rossman (2010) suggest that emergent analytical strategies involve the 

adjustment of interviews for the different classes of people and events that are discovered.  Yet, 

case study research was the mode of research for this project with detailed descriptions of the 

setting and interviewees and an analysis of the collected themes according to Creswell (2013, p. 

65). 

Instrument 

 Interview questions developed by Anderson (2010) were utilized as the inspiration for the 

interview questions of this study.  They were adapted for this study with the permission of 

Anderson.  Organization of the questions were kept in a similar format to Anderson (2010).  A 

copy of the questions are in the Annex I. 
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Budget and Timeline 

 The budget for this study was quite limited.  This was because I was already present at 

the location for the study.  Small items were needed, such as a transcription software program, 

some treats for the participants (e.g. crackers and cheese) during the interviews and miscellaneous 

items.  Therefore, the proposed budget was modest. 

 The timeline was much more important for this project, than the budget.  This was 

because the international school students graduated in June and in order to gain access to these 

students, the interviews had to take place in this time period. 

Single Case Study 

 "The classic case study consists of an in-depth inquiry into a specific and complex 

phenomenon…set within its real-world context" (Stake, 1995; Yin, 2013).  The phenomenon in 

this case is the aggregation of the perceptions of the stakeholders at this international school.  

This is in a real-world context and could provide relevant information to show how people 

interact in terms of civic education at the school.  A single case study is considered especially 

relevant in "efforts to evaluate highly broad and complex initiatives" (Yin & Davis, 2007) such as 

"…systems reforms, service delivery integration, community and economic development 

projects, and international development" (Yin & Davis, 2007).  In this case, the perceptions of a 

community are observed and evaluated in an international context thereby making the case study 

format more appropriate. 

 A limitation is that this research project was focused on a single school.  This limited the 

number of participants and the type of participant (in this case the participant whether teacher or 

administrator had to have international school exposure as opposed to only a public school 

exposure).  In this study, there were the advantages of convenience, geographic proximity and 

access (Yin, 2013).  This, however, did not mean that this study provided little information, given 
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that in qualitative study the true quality of information is obtained per sampling unit as opposed 

to the number of units (Patton, 2015, p. 169). 

Interviews 

 The interviews were not held during instructional time.  This was a requirement from the 

school, but also allowed the researched population to be more comfortable with the questions.  

This did mean, however, that the interviews were during a non-natural (school) time, in other 

words not where curriculum exposure occurred.  Furthermore, those being researched were of 

different age levels and of dissimilar educational backgrounds.  This meant that some might have 

responded less eloquently to questions and therefore might have received less weight in this 

study.  I attempted to minimize this as much as possible (Creswell, 2013).  During the interviews, 

there was a possibility that those being interviewed were uncomfortable or unwilling to share all 

they knew.  This could have caused some of the findings to be untrue (Marshal and Rossman, 

1995).  Furthermore, some of the participants may have chosen not to participate, thereby causing 

the loss of their responses to make this research less reliable.  Another possibility of convoluting 

the information could have been via the "Hawthorne Effect" to where the researcher's presence 

may have caused bias in the response of the interviewees in some manner (Gillespie, 1993).  

Finally, given the researcher's experience as a listener and questioner, he may not have had the 

perfection needed of a researcher.  This could have caused the respondents to give less qualitative 

responses (Marshall and Rossman, 1995, p. 110). 
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Chapter Four: Data Analysis and Results 

 To inform researchers, educators and instructional leaders, the purpose of this single case 

qualitative study is to discover stakeholder perspectives of the civic education program at an 

international school in Europe. 

Introduction   

 Chapter Four is comprised of data from interviews that are organized into two sections.  

The first section is an analysis of each interviewed group.  Perceptions of the interviewees are 

analyzed by examining data and transcripts that relate to civic participation, comparative civic 

values and civic attitudes.  The second section is a comparison and contrast of the different 

interviewed groups.  This analysis involves looking for patterns across data sets.    

Interview Aggregation of Each Participant Group 

 In this section, interviews from each participant group are reviewed.  The analysis is 

provided in order to show how each participant views civic education at this international school.  

This section is dedicated to the findings from the interviews with (a) students (also referred to as 

alumni), (b) teachers and (c) administrators. 

Students  

 Students were asked about their perception of the civic education program at this 

international school.  Of the eleven students that participated in the interviews four are European 

nationals, one is Asian and the other six are North American (including one of Asian-American 

and one of African-American heritage).  In terms of religion, one student is Muslim, one is 

Mormon and the other nine are either Christian or non-religious.  Of the North American 

students, three graduated in 2015 and the other three in 2016.  The rest were of European or Asian 
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descent and graduated in 2016.  Finally, of the alumni interviewed, five were females and six 

were males.   

 Specifically, the students were asked to describe the program, how they experienced it 

and how it affected their civic engagement.  Several themes evolved from their responses.  The 

following were the emergent themes that emanated from the aggregated responses: (a) civic 

knowledge, (b) civic participation, (c) comparative civic values, and (d) civic attitudes.  Note that 

the students represented various races and nationalities of North American, Asian and European 

descent. 

Civic Education Program 

 In terms of the civic education program, there was a wide array of opinions on the quality 

of the program.  Some students felt as if the program was very expansive and covered many areas 

of civic education.  More students felt that the social studies department was very expansive in 

their teaching of civic skills.  Furthermore, they stated that the social studies department was very 

good in preparing them to be civically engaged in society.  A student felt that the civic education 

program was unique in that it was something different compared to what she experienced at other 

high schools throughout the world.  That same student suggested that the uniqueness of the civic 

education program was tied to the international student body (and not necessarily in relation to 

the social studies department).  A small number of students disagreed with the majority of other 

students and felt that the civic education program was too informal and that their civic 

understanding was primarily strengthened by their connection with their teachers.  They felt that 

the many teachers were positive role models and as such influenced their interest in their 

communities.  One student felt that the program was not well defined.  This student wished that 

the school would explain civic education to him specifically as he felt left to interpret it on his 

own.  Another student perceived the program to be shallow.  He stated that there was not much 
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substance to the program and that students were left to create their own conclusions without staff 

input.  The majority of interviewed students believed the civic education program at this 

international school was either of high quality or provided them with the tools to be successful 

citizens.  Therefore, only a couple felt that the program was not a good program.   

Civic Knowledge 

 Some students responded that they felt that there was some teaching of civic knowledge.  

More students felt that they learned more from activities like the Debate Club, which included 

government simulations such as Model United Nations, Model Harvard Congress and Model 

European Parliament than from formal class work.  An outcome of this was that a couple of 

students felt that their peers should be compelled to join after school sports and clubs such as the 

Debate Club.  These students felt that their membership in sports helped them be prepared to 

engage society.  They would like to see the same program offered to all students.  Part of the 

reason why they felt that students should be compelled to participate was because they did not 

realize how important the taught skills were from the Debate Club such as debating, leading and 

deliberating until after graduation.  The last skill, deliberation, is considered to be an important 

component of civic education (Avery & Simmons, 2008).  Almost all students that did not 

comment on the Debate Club as a primary vehicle of learning civic education also felt that the 

social studies department was their primary source of high quality civic education.  One 

observation was that students that did not participate in the Debate Club did not know of its 

relevance to learning civic education.  Conversely, those that did participate in the Debate Club 

spent felt that this experience was more relevant to civic education than formal coursework. 

Civic Participation 

 Many students felt that there was a tacit rule or duty to actively participate in civic 

society.  They indicated that learning about government (i.e. voting) and participation in the 
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Debate Club, but also other opportunities such as serving as leaders on sports teams and after 

school clubs like NHS and student council helped them to see the value of contributing to their 

societies.  Some out of school experiences were also mentioned by students as civic learning 

experiences such as the International Student Leadership Program and the STEMposium.  

 A few students regretted not participating in the Debate Club as they believed that there 

is much that could have been learned in terms of civic participation.  A couple of students 

regretted not participating in sports as they came to see this as an expression of civic participation 

(post high school graduation).   

 There was an almost categorical perception that there was too little activity and 

engagement in their local national community.  Some students mentioned that they had been 

studying at the school for years and had no "relevant experience with anyone outside the school 

doors."  They expressed a wish for more civic engagement in the local community (surrounding 

the school) as they felt like they could not understand or connect with school neighbors.  This 

perception was directed towards local community and not their families or (parental) work 

community as students felt "engaged enough" in their school community.  There was a hope that 

eventually the school would develop a service-learning program to address this need.  The 

students believed that this would be beneficial for their learning, serve as a resume building 

opportunity and serve as a student character development prospect as well as give them an 

opportunity to "learn more about the local culture."  Some students even felt that students should 

be "forced or compelled" to become civically engaged through service-learning.  They indicated 

as their barometer the obligation set forth by the Ontario (Canadian) curriculum that students 

should graduate with at least a certain number of civic engagement hours before graduating.  

There was a feeling that this would be something that everyone could use and could happen to 

help increase a student's understanding of the world.  A few students used the current "global 
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working environment" as their drive for how important civic engagement in international 

locations could be. 

 Finally, a small number of students wanted school officials "to question their needs and 

wants from the school."  They felt that students were not inventoried enough to ask what their 

opinions were of courses, staffing or student study requirements.  Students believed that by 

asking student opinion that the learning environment would become more efficient which would 

help make for a smoother learning experience with all the different national cultures.  A couple of 

students also surmised that if they were asked for their opinions, that this could be one-step 

towards what they referred to as “student centered learning”, which both students wished as the 

primary learning vehicle of the school. 

Comparative Civic Values 

 Students unanimously spoke about their "international" civic (i.e. global citizenship) 

values they had gained from being at the school.  Students changed because of their interaction 

with other students.  None of the students made mention, however, that school experiences 

(curricular, co-curricular or extracurricular) built upon global citizenship.  This seems somewhat 

contradictory, given that prior mentioned programs such as the Debate Club or sports programs 

helped them to engage society.  A manner of explaining this is that the students did not find the 

Debate Club to build upon global citizenship skills, but they did found the program (or the sports 

programs) to build upon national civic education concepts (e.g. such as becoming engaged in the 

local society vis-à-vis becoming engaged with the local intercultural society).  Almost all students 

explained that they had grown to understand other opinions and to respect them (note that most 

did not change their point of view, they just learned to accept other people's point of view), most 

of the student interviewees referred to this as “global citizenship empathy” (Pennington, 2014).  

These students also felt more “safe” in global environments in comparison to before they had 
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attended this international school.  The students also believed they could easily "blend into non-

familiar international environments" or situations due to their exposure of international cultures at 

the school.  When speaking about some important issues that helped them gain insight into other 

perspectives, both North American and European students used different examples.  The North 

American student interviewees used the example of "gun ownership" where they have never met 

people that opposed gun ownership (such as the European students).  The European students used 

"LGBT rights" as their primary point of discussion with North American students.  The students 

perceived that a further support of value change came from reading news from differing 

perspectives; a student even compared reading the U.S. news to that from the U.K. to formulate 

her opinions on world events and other topics.  In turn, this led to “value changes” for most of the 

interviewed students.  Nearly all students described becoming more liberal (although not 

necessarily describing themselves as liberal).  Student interviewees mentioned that empathy, 

deliberation, toleration of different points of view and cultural adaptation (i.e. able to feel 

comfortable in non-native environments) were new skills learned as a result from the intercultural 

exchanges at this international school.  Of those students that had "a very conservative 

upbringing" or little contact with new cultures, a couple are European and a few are North 

American. 

 One compelling point that was evident was that students that came from a single cultural 

learning environment (i.e. grew up in only one location) were greatest challenged by the 

international environment at the school.  The challenge specifically was to their own civic values 

held prior to coming to this international school.  These students believed that they gained the 

most (in terms of their personal learning experiences and personal value changes) from the 

international environment as opposed to students that had already experienced several 

international living experiences.  These were typically North American students, although a 

couple European students described a similar feeling.  On the other hand, some students that were 
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of European origin found the "interaction with different nationalities" to be less "life changing" in 

terms of their civic values. 

 A number of students also felt that there was a major lack of practical courses (i.e. life 

skills) to help them understand the world as opposed to academic rigor at this international 

school.  They felt that while academic learning was important, they were "entirely unprepared" 

(one student mentioned "categorically") to understand how to pay their taxes, develop a budget, 

prepare food or even how to plan for retirement.  These are important civic skills (Finkel & Ernst, 

2005).  Some indicated that one course that helped somewhat in this was the Personal Finance 

course.  Some students regretted not taking this course or felt it was too North American centric 

and was not applicable to a European person.  Other students really enjoyed the World Issues 

course as they felt that it prepared them to understand global issues (note that some students 

mixed global issues with life skills).  All that commented on both courses, however, did not say 

that either course would help them become more civically engaged, only that the coursework 

would help stimulate their awareness of social issues. 

 Finally, there was also a sense of poor planning in school management issues between the 

different school administrators.  This was especially in terms of communication between the 

different national representative heads.  A few students perceived this was a poor model for civic 

behavior.  Some students felt that this poor communication was also evident from the teachers.  

One example of this was when a student stated that some teachers did not show any "interest or 

empathy" in non-native ideas.  This could be because those educators were trained in national 

educational issues and were not aware of global cultural differences.  Those students that made 

these comments would prefer a school environment where the adults demonstrated good global 

citizenship skills among peers so they could replicate the same attitudes among their student 

peers. 
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Civic Attitudes 

 Many students reported having a positive learning experience at the school.  Of those that 

mentioned a positive environment, some mentioned the other students (i.e. peer-to-peer behavior) 

and even if more mentioned the teachers (i.e. teacher-to-student behavior) as their primary source 

of positive interaction. 

 All students felt that they have changed their attitudes in how to deal with society due to 

the experience at this international school.  Most say that they would become more civically 

engaged due to what they have learned, primarily focusing on the Debate Club's influence on 

your civic attitudes.  One alumnus interviewee actually joined her university's government 

council due to the influence of the civic education program at the school.  On the other hand, a 

couple alumni did not change their behaviors drastically, even if they described being more 

cognizant of their post secondary communities and learning discussions they have had in their 

new learning environments.  Those alumni are male as opposed to the alumnus that is female.   

 A mixture of students also felt that there should be "more international interactions at the 

international school."  In particular, they believed that there was too little interaction between the 

different nationalities within the school.  Some students wished that there were more activities 

planned with the other national students such as "pep rallies, class meetings, celebrations, etc."  

Furthermore, a few students participated in the Comenius Project and wished that there would be 

more opportunities to interact with other national schools throughout Europe in addition to the 

different nationalities at the school. 

Teachers 

Five teachers were queried about their perception of the civic education program, what 

they believed the program could accomplish for the students, what role the administration had in 

supporting the program and they were asked to design a program according to their own 
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imaginative civic properties.  The responses were coded with the four following themes (a) civic 

knowledge, (b) civic participation, (c) comparative civic values and (d) civic attitudes.  In terms 

of demographics, the teachers represented various nationalities of North American and European 

descent.  Most were either Christian or non-religious. 

Civic Education Program 

Teachers overall had disparate opinions of what constituted the civic education program 

at this international school.  Most teachers had "no knowledge" of any formalized civic education 

program.  One teacher believed that there was some civic education provided via the social 

studies courses, JROTC and programs such as the Comenius Project.  Another teacher, however, 

perceived that there was "a major push for teaching citizenship skills to the children in the 

elementary section, but not at the secondary school." 

Civic Knowledge 

The teachers felt overall that students were learning important civic concepts at the 

school (even if most stated that they did not perceive a formalized civic education program).  

Most social studies teachers gave examples of work and projects they have committed with the 

students which they perceived to be civic education.  The majority of the teachers did not know 

what other teachers instructed as civic education (or how they defined civic education) and would 

have preferred knowing this information.  In other words, there was a feeling of isolation in terms 

of teaching civic education and they wanted to collaborate more with fellow educators to know 

what they were doing given that there was no common definition or understanding of civic 

education at this international school. 

Civic Participation 

Most educators felt that students were participating well in civic related activities.  A 

number of teachers defined some of those activities (e.g. the Comenius Project, JROTC, Debate 
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Club and ISNY) as "great civic education opportunities," although one educator felt powerless in 

not being able to create more civic engagement opportunities for students at the school.  This 

teacher perceived that there were opportunities for students to actively participate in their 

societies, but that teachers in the school were too focused on their curriculum.  He surmised that 

schools should focus on "character education" and that this international school should do so as 

well.  Note that the majority of teacher interviewees described JROTC as a formal civic education 

course and most defined civic education as after school programs or out of school experiences.  

This meant that less teachers felt that civic education was taught at the school with the exception 

of JROTC and Government class.  This also meant that the majority of teachers believed that 

civic education was imparted in after school activities as opposed to curricular efforts. 

There was also a sense that the school administration did little to nothing to help support 

civic education instruction at the school.  There was one educator, however, that worked in all 

levels at the school (K-12) that felt that the North American head in the elementary section was 

supporting civic education instruction.  Furthermore, one educator felt that there was "adequate 

support from the secondary school administration" (note that this teacher was not North 

American).  One find from the interviews, was that most teachers felt that "service-learning was a 

major lacking component of the school."  They wanted students to (a) learn by doing, (b) apply 

that knowledge in "real world" scenarios and (c) engage the local community more actively.  In 

terms of the community, all teachers defined this as the local European community (surrounding 

the school) and not the families of the students or (parental) work environment.   

One point that was missing was more support for sports.  Only a couple of teachers, 

mentioned sports as "a great way" to foster leadership or management skills for students.  This 

could, however, be due to the lack of sports interest of interviewed teachers and may not reflect a 

major portion of the faculty.  
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 Finally, some teachers mentioned that civic engagement should be a "top priority" for the 

school, as they perceived this to be the most important learned attribute for "good citizenship."  

These same teachers did not see the school administration supporting this as initiative even if they 

felt that civic engagement should be a priority for the school. 

Comparative Civic Values 

When speaking about civic values, most educators mentioned the benefit of an 

international school for students to learn about civic values.  Those that mentioned the 

international environment as a benefit referred to the school as providing global citizenship 

opportunities to the students.  Most teachers explained that this environment allowed students to 

gain access to new ideas and gain new character traits such as "adaptability, tolerance and 

empathy".  Some teachers also mentioned how they attempted to "foster this environment" 

through their teachings and teacher-to-student interactions.  Most teachers mentioned the 

international working environment as a conducive learning element and saw both the students and 

educators benefitting from the international interaction.  A couple of educators, however, 

expressed disappointment with the separation of the nationalities and stated that "the students 

were at a significant learning loss" because they could not intermingle with other international 

students as in previous years.  They felt that the school had become "too fragmented" and could 

benefit from a renewal of commitment to all national learning objectives, especially in fostering 

global citizenship.  In addition, some teachers believed that students from the different 

nationalities should interact more often.  They felt that a learning opportunity had been missed by 

students not being able to "compare their cultural values and opinions" through formal 

coursework offerings and limited (by nationality) after school experiences.  Furthermore, most 

teachers felt that the administration heads inadequately modeled positive international 

cooperation.  This is in part by the communication that was often lacking between national 
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representatives, but also was visible through poor international cooperation.  They perceived this 

to be especially seen during major school events.  Some teachers expressed that other teachers 

could use "intercultural sensitivity training" as they had numerous interactions with colleagues 

that did not bode well in terms of intercultural understanding (note that these educators were of 

separate grade levels of the school even if they were both North American).  A couple of teachers 

felt that the school administrators needed to work better together, especially in terms of 

communication.  Another teacher wished that the school would do a better job communicating 

school trips.  He suggested that by teachers "sharing out of school student learning opportunities, 

that students could increase their knowledge and gain a better understanding of how societies 

have evolved, especially in terms of local European history." 

In terms of character education, several teachers felt as if character education was taught 

well at the school.  They believed that student "good student behavior" was indicative of well-

taught character education.  A few teachers, however, felt like there was not enough character 

education taught at the school.  One teacher felt that students embody an “entitled culture" and 

this educator felt that the administration supported the “entitled” sentiment by students.  This 

opinion was unique to this teacher and not expressed by any other teacher (or other interviewed 

groups). 

One teacher envisioned that the school could work at a grander level together.  This 

teacher felt that at the school redundant courses were often supported by the national heads.  This 

teacher felt that this caused for a loss of potential learning for students, as they could not access 

different courses due to course redundancies between the different nationalities.  This teacher 

expressed concern because there were gap analyses performed in the past (comparing different 

national curricula), however, he did not understand why those gap analyses were not being used 

to drive the school's course offerings.  In effect, this teacher felt that because the gap analyses 
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were not honored, "administrators were pursuing an inefficient learning environment."  This 

caused students to miss intercultural exchange opportunities as well as learning opportunities. 

Civic Attitudes 

In terms of civic attitudes, one teacher also hoped that there would be a focus on student 

centered learning as this educator believed that students often know better what they need to learn 

as opposed to their teachers.  This teacher even wondered why students were not asked their 

opinions on "class relevance or learning methods."  Students, in this teacher’s opinion, could help 

mold a more beneficial learning environment. 

 Finally, life skills were an important topic for some teachers.  They perceived that this 

area was not addressed enough (or at all) by the school.  They defined life skills by activities such 

as cooking, communicating across diverse cultures, paying taxes, maintaining a vehicle and 

dealing with relationship issues. 

Administrators 

The international school administrators that participated as respondents to the interviews 

were five in all.  They gave their perceptions on what they believed the civic education program 

to be at the school.  They also discussed what the intended and unintended outcomes were of the 

program.  The administrators were also asked what role the school administration had in 

influencing the civic education program.  Finally, administrators were asked to design a civic 

education program according to their own specifications.  The responses were coded using the 

four themes: civic knowledge, civic participation, comparative civic values and civic attitudes.  

Note that the administrators represented various races and nationalities of North American and 

European descent.  All are either Christian or non-religious. 
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Civic Education Program 

In terms of the civic education program, there seemed to be a disconnect to what 

administrators perceived as the civic education program.  For example, one administrator 

suggested that teachers teach civic education different depending on their curriculum (i.e. this 

administrator felt that the civic education program was teacher specific and not a major 

connection throughout the school).  A different administrator perceived the program as 

"piecemeal" to where "one teacher did teach civic education and the next would not decide to 

teach it or would neglect the teaching of civic education by focusing only on the curriculum."  

What was interesting was that a different administrator, however, felt that the program was 

influenced by the administration as a facilitator (i.e. the civic education program was affected by 

administrator-to-teacher-to-student).  The other administrators did not comment on the program 

specifically, just that it was global in nature.  A couple administrators also focused on 

international students and spoke more about global citizenship as opposed to national civic 

education.  In other words, they felt that the civic education program was based more on global 

citizenship than on national civic principles.   

In terms of unintended outcomes of the program, a few administrators perceived that 

there were no unintended outcomes of the civic education program at this international school.  

On the other hand, one administrator felt that the unintended outcome was the success of the 

Debate Club and the fact that teachers primarily taught national based civic education as opposed 

to internationally based civic education.  This same administrator continued that teachers tended 

to "rely on the international employees for the international component of civic education" (as 

opposed to teachers becoming involved in teaching international civic education in their 

classroom).  This administrator felt that this was a shame as teachers could "incorporate global 

civic learning in their classroom."  A different administrator agreed with the previously 
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mentioned administrator in the fact some educators focused too much on their national civic 

education program and not enough on global civic education. 

 An additional point was that most administrators agreed that the Debate Club was an 

"excellent form of civic education for the students."  Most expressed regret with the fact that the 

club did not have all students in the school, as it is a very well regarded learning opportunity for 

the students by students, teachers and administrators at this international school. 

Civic Knowledge 

As previously mentioned, one administrator felt that there was an evident program for 

teaching national civic education to the students, although most administrators focused on the 

international learning environment for the kids.  As a result, most administrators perceived 

students to be learning global citizen values vise-a-vise national citizen values.   

 Furthermore, there was very little discussion to what students have been gaining in terms 

of what teachers instruct.  The focus, however, by most administrators was on what kids were 

learning from each other (i.e. global citizenship skills by student-to-student interaction).   Some 

administrators, however, did laud one educator at the school for his teaching of character 

education.  An administrator also praised the JROTC students for "volunteering for anything the 

administration needed" (which they defined as experiential education).  There was an impression 

from this administrator that the JROTC program was well organized to help serve the community 

and that other teachers could use this as an example to teach civic education. 

Civic Participation 

Some administrators regretted that there was very little experiential education going on at 

the school (even if one administrator lauded the JROTC program).  They believed that students 

would learn best in "real world scenarios," but they felt those opportunities were lacking for 

students of the school.  These same administrators provided the example of how students could 



   73 

 

learn how to participate in their society best by "doing in their community."  A different 

administrator wondered if this was because of the "difficulties with the security environment."  

Interestingly, most administrators placed most of the burden of student civic participation in 

society on the teachers, in other words, teachers needed to teach students to be participants even if 

they recognized there to be a strenuous security environment. 

While many administrators mentioned experiential education, a couple of administrators 

specifically commented that they would like to see a service-learning program at this 

international school.  They both envisioned this to be a "globalized experience" as opposed to a 

"national civic program."  Finally, one administrator expressed disappointment with the fact that 

there were not enough life skills taught to students.  This administrator envisioned cooking, doing 

taxes, engaging technology and more to be some of those life skills. 

Comparative Civic Values 

All administrators lauded the international environment and felt that this was a rigorous 

learning environment for the students to grasp.  They felt that students were challenging each 

other on their civic values and expressed that students would leave the school changed as a result.  

 A few administrators mentioned that they saw the "value of adaptability" grow in 

students that are at the school.  This was in reference to students being "adaptable to different 

intercultural environments."  One of these, however, surmised that students "were not well 

prepared for culture shock" when they returned to their national environments.  That individual 

did not give details on how to prepare the students for this occurrence, but did find it 

troublesome. 

An administrator, however, mentioned that there needed to be "more collaboration among 

teachers of different national origin."  This administrator also felt that some educators "needed to 

learn to accept each other’s culture as opposed to the present intercultural environment to where 
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some educators disliked each other along national lines."  A different administrator echoed this 

sentiment; however, this administrator focused on the "individual egos" as opposed to the cultural 

background of those in leadership positions.  A few other administrators disagreed on these 

premises and felt that this “dislike” was primarily driven by national curriculum requirements and 

that the problem with acceptance between the different cultures was not "culturally based."  Most 

administrators felt that all national sections were attempting to work in their educational 

environments as well as possible even if they noted surmountable difficulties.  One administrator, 

however, did state that more collaboration between the nationalities could happen to the 

betterment of student learning.  This administrator felt that the lack of collaboration could be due 

to the fact that "administrators received very little intercultural training to prepare for working in 

the international environment."  A different administrator echoed a similar sentiment, but focused 

on teachers in that teachers are not taught international education, but national education.  This 

same administrator surmised that there could be more of a focus on an international framework or 

international curriculum and "less on national curriculum."  This administrator also suggested that 

there "should be some international educational training" for teachers at the school to collaborate 

on student learning.  A couple administrators expressed that an additional manner of dealing with 

this would be to "create time for teachers to collaborate on an international scale within the 

school."  While a few administrators mentioned the Comenius Project as potential solutions, still 

working within the building between different national representatives should be a "priority for 

the school."  The outcome, according to a couple of administrators could be that courses become 

integrated at the elective level such as music, physical education and international sports (after 

school clubs). 

In terms of shared civic values, all administrators indicated that global citizenship was the 

primary "civic value" emanating from the student experience at this international school. 
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Civic Attitudes 

The civic attitudes were considered by all administrators to be that students were positive 

in nature and were accepting of each other.  An administrator also referred to students as great 

“self-advocates.” This same administrator felt that this could be translated into giving the students 

more control in the school, thereby allowing them to design their own civic education and 

participate in course planning.  This administrator also felt that “student-centered-learning” could 

be attainable at the school and could be a needed element "to make the school a better learning 

environment." 

Comparing Similar Grouped Responses 

 All respondents were treated in an equal manner in order to retain the highest quality of 

information.  The students, teachers and administrators all used approximately an hour for the 

interview.  Some found it helpful to explain their thoughts on the school in a third person manner 

(while interviewing). 

 To express and understand stakeholder perceptions fully, a number of tables have been 

constructed.  They have been organized by research question with key findings stemming from 

the responses of the various stakeholders.  Where groups corresponded in response or where all 

were in agreement, those responses were also documented in the tables below. 

Research question 1: How do the stakeholders define civic education?   

Table 1 - All stakeholders 

Key finding All groups defined civic education in a disparate manner. 

 

Research question 2: How do the stakeholders describe the civic education program? 

Table 2a - Teachers 

Key finding Teachers did not know what other educators taught in terms of civic education. 
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Key finding Teachers felt constrained in teaching civic education if it deviated from the 

formal curriculum. 

 

Table 2b - Administrators 

Key finding The administrators felt they provided adequate administrative support for civic 

participation activities. 

 

Table 2c - Students and administrators 

Key finding Both students and administrators believed there was a lack of civic education in 

the curriculum. 

 

Table 2d - All stakeholders 

Key finding All stakeholders perceived global citizenship to be a key element of the school 

(with disparate definitions of global citizenship) 

Key finding All stakeholders perceived students to learn civic value changes such as empathy 

and tolerance by student-to-student interaction 

Key finding All stakeholders perceived extracurricular programs to provide best practices for 

civic education 

Key finding All stakeholders perceived a lack of in and out of school international 

interactions at all levels such as student-to-student, student-to-teacher and so on. 

Key finding All stakeholders believed there was a curricular deficiency of service-learning 

with civic engagement of the local national community 

Key finding All stakeholders perceived a lack of leadership communication and model civic 

behavior 

Key finding All stakeholders felt that there was a paucity of character education 

 

Comparing Group Responses 

This qualitative study is to discover teacher, alumni and administrator perspectives on the 

civic education program at an international school in Europe.  Twenty-one participants were 

interviewed for this study of which eleven were students (three graduated in 2015) and all others 

graduated in 2016.  Five were teachers and five were administrators.  The following is a 

comparison of the responses by each group. 
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It is entirely expected that most groups have perspectives, which belie their hierarchical 

bias.  A few teachers and many students felt that the administration was not contributing enough 

to the civic education program at this international school whereas some administrators believed 

that the teachers were not teaching enough experiential education and some students agreed with 

this contention.  One administrator was the only respondent that felt that the administration "was 

doing enough to support the civic education program."  On the other hand, most students and one 

teacher felt that the civic education program and social studies departments were of high quality.  

The administrators did not address their view of the social studies department, but this omission 

could be because their focus was more on global civic education as opposed to national civic 

education (which is often associated with social studies).  Equally, others believed that the civic 

education program was either "too informal, shallow or undefined."  Those were a few students 

and teachers and one administrator.  Many of the groups also agreed that the sports and out of 

school programs were the best means of civic education (with the exception of JROTC and 

government class).  Most students and administrators and one teacher agreed to this fact.  

Furthermore, all of the groups (almost categorically) cited the international cultural environment 

as one of the main strengths of the school. Yet, with the exception of the JROTC program (which 

was mentioned by one teacher a few students), none of the interviewed attributed this strength 

due to anything that either the teachers or administrators were doing.  In fact, many students 

expressed the point that they have "liberalized their personal value systems" due to the student-to-

student interaction.  Most stakeholders referenced this point of view.  Some students expressed an 

interest in their communities or politics due to the Debate Club; however, this did not influence 

how they perceived international student interaction at the school.  In essence, the intermingling 

of student and teacher culture exchange was perceived to be happening.  This provided a benefit 

because there was intercultural learning happening, however, also a detriment in that the school 

was not controlling the process or improving upon it.  Some students and teachers wanted to see 
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more "intermingling of international students" at the school whereas most administrators wanted 

to see "more intermingling of international teachers at the school."  On the other hand, a few 

students wanted "more out of school international interactions" (with other schools throughout 

Europe) which included the support of a couple of administrators.  No teachers voiced support for 

this initiative. 

One important element defining a school is the nature of the interaction between students 

and teachers (Grant, 2016).  Students and teachers mostly perceived that there was a "positive 

learning environment" between students and teachers.  Some students also commented on a 

positive environment between student-to-students, however, no teachers commented on this topic.  

A noteworthy point is that administrators did not give feedback at all in this area.  They did not 

describe if the learning environment at the school was a positive environment from student to 

student or teacher to student.  This has implications in a positive work environment (Kelm & 

McIntosh, 2012) in that administrators should support a positive work environment for better 

student learning.  This creates a question to if administrators perceive the learning environment at 

the school to be positive or negative or if maybe they had not considered this point. 

Additionally, there seemed to be a real need for service-learning at this international 

school.  Some administrators, most teachers, and many students found this as a major 

improvement possibility for the school.  Those same individuals would like to get engaged in the 

local national community using service-learning as the instructional vehicle. 

Some other points are evident when comparing all the groups' responses.  First, the 

administrators tended to respond primarily from an international mindedness with the exception 

of one administrator.  This demonstrated that their focus was primarily on global citizenship/civic 

education.  Furthermore, they found student adaptability to be the most important skill for the 

students to learn from this international school's civic environment which is a quality needed for 
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global citizenship.  One point here is that there was a strong belief that students were developing 

a sense of "global citizenship empathy" by most stakeholders. 

There also seemed to be a strong consensus that courses could help to stimulate the 

understanding of life skills.  Some respondents believed life skills were lacking in curriculum 

options at this international school.  This was not national dependent (i.e. nationality did not 

change this perception).  Some students and teachers and an administrator voiced concern about 

this topic.  What is noteworthy is that the majority of students observed needing life skills as an 

important issue; however, this perception became less evident the higher the leadership spectrum 

at this international school. 

At the same time, the majority of students also spoke about the "international 

environment as one of their most important learning areas of the school."  Teachers, on the other 

hand, placed less stress on the international environment as only a couple of teachers felt this was 

important for a student's learning.  One educator surmised this was because teachers "focused 

more on curriculum" than other learning environments.  Some educators referenced the course 

standards as hampering a deviation from their curriculum.  A couple teachers felt "compelled to 

teach national citizenship as a result of their curriculum requirements." 

One administrator felt it important to note that students did not get enough control of 

their own learning.  This administrator believed that students "should be given more 

empowerment in what they learn and how they learn."  Most of the students and teachers did not 

express the same sentiment. 

 Many of the interviewees perceived that there was "tension" between the different 

national representatives.  They felt that communication was lacking between the different 

international representatives (primarily management) and that people allowed their 

"personalities" and/or "national interests to cloud their willingness" to work across the different 

nationalities.  Those educators that expressed this perception also tended to speak of the fact that 
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educators were trained with national curricula and were then expected to work in international 

environments in essence creating a mismatch of training to work.  This was in direct opposition to 

a few administrators that felt that all national representatives were doing the best they could 

within their given national working framework.  Furthermore, there seemed to be an interest in 

having teachers "model better civic behavior for students."  A few students and teachers and most 

administrators voiced this concern.  

 In summary, it would seem that there were few areas that respondents disagreed on in 

terms of how the school presently operates.  There were some slight deviations with some groups 

indicating that they placed the burden of improvement on the other groupings, in particular 

teachers and students believed that "administrators could provide more support for civic 

education" and administrators and students believed that teachers could provide more support for 

civic education.  Furthermore, it would also seem that most interviewees agreed on how to 

improve the school.  Most believed that there was a need to enhance international cooperation 

within the school, develop a student service-learning program and connect with more schools 

outside of the local area. 
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Chapter Five: Implications for Practice, a Model of Participatory Civic 

Education 

 
 The purpose of this study is to discover stakeholder perspectives of the civic education 

program at an international school in Europe.    

 The final chapter of this dissertation has been written to integrate the relationship of the 

findings from the interviews to the literature with implications for education practices at this 

international school.  A model civic education program has been customized for the school with 

sample goals to help guide school in the transition to a new civic education program.  A section 

on future research has also been included, which incorporates a sample model for civic education 

implementation at an international school.      

Implications for Practice 

Participatory Civic Education Program 

 The primary question of this study was to discover what type of civic education program 

is perceived by the different stakeholders to exist at this international school.  Researchers 

(Westheimer & Kahne, 2004) have provided definitions of what different civic education 

programs typically entail.  Westheimer and Kahne's study, commissioned by the U.S. Department 

of Education, divided civic education programs into three different model civic education 

programs (note that in this section only the first two definitions are utilized as they pertain to this 

study while in the literature review all definitions are present).  Those civic education models are 

the (a) personally responsible citizen and (b) participatory citizen.  In a personally responsible 

citizen civic education program, the student learns that they should demonstrate community 

responsibility such as picking up litter, paying taxes, and obeying the laws of the land.  This type 

of "personally responsible" student might be encouraged to volunteer in the community 
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(Westheimer & Kahne, 2004).  A civic education program in this category is used to teach 

students personal responsibility and character education through the development of honesty, 

integrity, self-control and productiveness.  This type of person typically volunteers time, but does 

not necessarily create opportunities to help the community.  Based on the interviewees' responses, 

this defines the civic education program at this particular international school.  Yet, most 

stakeholders at this international school were not satisfied with this type of program.  Most 

stakeholders at this international school preferred a participatory citizen civic education program.  

A (b) participatory citizen is a person that operates actively in civic affairs and is immersed in the 

social life of the community at local, state and national levels (Westheimer & Kahne, 2004).  

Students in this "participatory" program learn about how government and civic institutions such 

as churches operate.  The students would learn to focus their energies on organizing efforts such 

as changing school policies.  In a sense, the student would learn about civic institutions in order 

to use those institutions for change.  The participatory student would organize events such as food 

drives as opposed to the personally responsible citizen, who would volunteer for an organized 

event.  Commonly cited proponents of civic education such as Thomas Jefferson, Benjamin 

Franklin and John Dewey have all supported a civic education modeled after the participatory 

citizen (Westheimer & Kahne, 2004).  At this international school, the vast majority of the 

participants interviewed suggested a participatory citizen model for the school's civic education 

program.  

Model for Civic Education 

 To help guide the development of a robust civic education program, a model has been 

developed which has been customized for this international school.  This model borrows from the 

literature and is derived from the interviewee responses.  In particular, Cogan and Dericott's 

(2014) work on multidimensional citizenship education has been helpful in guiding the 
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development of the different components of the civic education program.  In this work, Cogan 

and Dericott prescribe that a successful civic education program should include (a) curriculum 

and pedagogy, (b) governance and organization and (c) school community relations.   (a) 

“Curriculum and pedagogy” are the curriculum and service-learning components of this model.  

(b) “Governance and organization” is the administrative support component of the model.  (c) 

Finally, “School community relations” are included in the character education component of this 

model (Cogan & Dericott, 2014).      

 According to Meyers & Nulty (2009) there are five student learning outcomes that should 

be used to maximize student learning.  These should be integrated in the teaching and learning 

materials, tasks and experiences in order to further a student's education.  They are (a) authentic 

and relevant learning, (b) sequential and inter-linked curricula, (c) the utilization of higher level 

thinking skills, (d) alignment with desired learning outcomes and (e) a challenging environment 

with a motivational element to support learning.  In this case, I propose to use relevant outcomes 

as the students want to engage the local community through service learning.  There would also 

be inter-linked outcomes as students apply their skills immediately through character education 

and global citizenship skills.  There would be an alignment of courses through civic education 

being inserted into the curriculum through curriculum changes.  There would also be a 

challenging environment through rigorous service-learning opportunities. Finally, an educational 

leadership component has been designed in order to support the civic education program. 

Core Components 

 The following are the core components of the civic education program at this 

international school: (1) character education, (2) service-learning, (3) curriculum development 

and (4) administrative support. 
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Character Education 

 Character education, according to Noddings (1997; 2013), should be used to portray 

values by a society, while simultaneously instruct a student in educational literature.  This could 

be introduced to students with fables, stories and traditions and later built upon with curricular 

activities.  In character education at this international school, the stakeholders identify the core 

values of the school.  The school leadership team then supports teaching and reinforces those 

values.  Those values in the form of school morals should permeate the learning environment 

such as the classroom, cafeteria, sports event or school function (Haynes, 1994).  Ryan (1996, p. 

75) states that morals are "caught, not taught" as the classroom life provides for a moral meaning 

that shapes students' character and moral development.   

 Some administrators and teachers suggested that an additional emphasis on character 

education is needed for the school, as they perceived it to be too little or not at all present in the 

curriculum.  A few students had wished that they learned  positive character traits and how to 

handle relationships while at this international school.  While many of the students, teachers and 

administrators noted the exceptional positive learning environment between teachers and 

students, most interviewees did not see this translating into civic education.  There were, 

however, some non-curricular character education lessons mentioned by students.  Students gave 

examples of student-to-student interactions where they had learned to become more tolerant of 

different lifestyles and opinions.   For example, the European alumni spoke of developing an 

understanding of gun ownership from interaction with North American students.  North American 

alumni also mentioned that gay rights were important because they had understood different 

points of view as a result of student-to-student interactions with European students.  

 Consequently, a major question the school needs to answer is what character traits they 

wish students to emulate as citizens of this international school.  According to the respondents, 

many learned empathy for other opinions and tolerance for other cultures.  Yet, students indicated 
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to have learned this from student-to-student interaction and not from formal teacher education.  

This international school should address this situation through teacher and administrator 

interventions and instruction.  Specifically, educators could include more lessons on tolerance in 

their curricula and give opportunities to students in their classes so they can discuss topics of 

opposing viewpoints.  Administrators could foster character education by developing more in 

school opportunities for students to meet (e.g. to have more peer-to-peer interactions) and by 

supporting teacher character education efforts (e.g. by permitting curricular deviations).  Yet, 

other character education skills are also important for the civically minded student.  Avery (2011) 

suggests that deliberation would be an important skill for all students to learn.  This particular 

skill makes use of tolerance and empathy to help students learn to come to an agreeable solution 

between opposing opinions.  Critical thinking might be another important quality for the school to 

explore (Nieto, 2004).  These skills build upon the tolerance and empathy that students develop 

by learning from opposing viewpoint discussions.  Furthermore, in building upon these skills, the 

school could explore global mindedness (Hett, 1993; Golay, 2006) which would help students to 

learn new ideas and concepts with the addition of humility. 

 In summary, developing a civic education program that includes character education by 

teaching skills such as critical thinking, tolerance, empathy and deliberation is important in 

developing a robust civic education program at this international school. 

Global Citizenship  

 Much research has connected global citizenship to character education (Narvaez, Bock, 

Endicott & Lies, 2004; Peterson & Seligman, 2004; Berkowitz, Althof & Jones, p. 403).  Some 

have even considered multiculturalism a threat, making the teaching of global citizenship and its 

importance to society a critical component of a civic education program (Barber, 2012).  Yet, this 

did not seem to be an issue for the stakeholders at this international school.  In fact, virtually all 
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respondents were clear that they perceived the school to be a positive environment where cultures 

blended unimpeded.   Yet, most felt that they wanted to see more international cultural activities 

and intercultural experiences at this international school.  Most literature (Gavento & Mayo, 

2009) supports that global working environments should include global citizenship value 

education.  This would play well into the administrators' perceptions of the school, as they 

already tended to view global citizenship to be one of the most important aspects of the school.  

This is as opposed to national citizenship, which is already supported throughout the curriculum 

at this international school (ISS, Personal Communication, 2015).  Furthermore, students already 

support global citizenship in their personal value systems based on respondent interviews.  

Teachers on the other hand are focused on their curriculum as evidenced through their responses 

(with the exception of two educators whom voiced strong support for global citizenship values).  

The curriculum at this international school, for most courses, typically does not include global 

citizenship instruction.  As a result, global citizenship values are not a priority for teachers.  

Therefore, the school needs teacher "buy-in" for showing students the benefits of global 

citizenship.  This could be demonstrated through training in the benefits of global citizenship 

values in complement with national values or by inviting intercultural guest lecturers and most 

importantly through creating long-term international education exchanges such as the European 

Council of International Schools or more exposure to the Comenius Project.  In effect, an 

international educational program for the teachers would have to be created to support an 

initiative driving the school from national to global citizenship values (DeJaeghere, 2009).  

Ongoing student programs would have to be adjusted as well, such as changing the National 

Honor Society chapter to an international "National" Honors Society chapter.  Students would 

need to have many opportunities to mingle with other nationalities, which is also one of their 

main preferences.  If students and teachers have international working environments supporting 

by the administration, then it is highly likely that global citizenship would be well supported by 
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teachers and other school stakeholders.  Finally, a practical means of encouraging students to 

practice global citizenship in their community could be to include the Global Citizenship 

Diploma (Global Citizen Diploma, 2015).  This diploma is created so that students have the 

opportunity to reflect on their experience at the school, demonstrate their commitment to global 

citizenship principles, and show commitment to deal with global issues.  It would be in addition 

to the regular high school diploma students receive, but this would be a means of the school 

showing support for their civically engaged students. 

Service-Learning 

 Most stakeholders regardless of national background unanimously stated that they wanted 

to have a service-learning program at this international school.  Service-learning involves the 

teaching and learning for students so they could adopt civic responsibilities (Battisoni, 2017).  

The service provided should benefit both the receiver and the student (Furco, 1996).  Yet, some 

researchers in civic education have found that differing cultures have competing views of civic 

education and ultimately of what civic service means (McBride, Sherraden, Benitez & Johnson, 

2004).  Therefore, the school would need to have the different stakeholders come to a consensus 

on what defines civic education and civic service.  The literature illustrates that the outcomes of 

service-learning programs can range from peace and international understanding, to improved job 

skills and education, to sustained civic engagement (Hajdo, 1999; Omo-Abu, 1997; Perry & 

Katula, 2001; M. Sherraden, 2001; M. Sherraden, Sherraden, & Eberly, 1990; Dibie, 2014).  

Furthermore, research by Smetger and Smetana (2009) has shown that there is positive behavior 

amplification among adolescents if they are involved in community projects and extracurricular 

programs.  Therefore, it must be considered that a robust service-learning program could help this 

international school to connect both with the community outside the school and could help 

develop service-learning skills which are in demand by students, teachers, and administrators 
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(Furco & Root, 2010; Kahne & Sporte, 2008).  This initiative , if adopted by the school, would 

align the school with civic education literature (Furco, 1996; Battistoni, 2017) and would help 

serve its stakeholders by addressing their requests.  This program should involve all nationals and 

all levels of schooling (i.e. elementary and secondary).  For example, a number of formal classes 

could be created to provide students with the opportunity to learn about their civic 

responsibilities.  The high school could include three classes taught by different nationalities so 

curricular input could vary for student learning exposure.  At the middle school, students could 

learn from a rotational course about different civic responsibilities and at the elementary school, 

students could be taught about modeling civic behavior.  The involvement in the community 

should be student driven (Westheimer & Kahne, 2004), which is one of the requests by some of 

the interviewees.  Some opportunities could be that elementary kids volunteer at retirement 

homes (e.g. monthly visits or seasonal celebrations), middle school students could volunteer at 

local orphanages and lead student driven donation initiatives (note that students would also be 

involved in disseminating the donations).  High school students could lead a more international 

experience by working together with a number of local national schools in a developing country 

or create a student led volunteer organization (for local civic engagement).  The high school 

students would be charged with solving a problem by working with peers from other nations.  A 

critical component of service-learning, which is often overlooked is that the students need to have 

the opportunity to discuss their experiences together in an open forum (O'Grady, 2014).  

Therefore, students need to have multiple opportunities to discuss their experiences and share 

with each other important (potentially life changing) happenings while serving.  This could be 

done closer to the end of the academic term so that the discussions would be more meaningful. 
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Curriculum Development 

 The students seemed to be more aware of a civic education program being present at the 

school in comparison to the professional educators.  In fact, most educators could not identify a 

civic education program at this international school.  Furthermore, in the case of the teachers, 

most did not know what other teachers were doing in terms of civic education.  Additionally, the 

teachers and administrators seemed to be confused on how to define civic education.  The 

teachers were more focused on their curriculum and the administrators were more focused on the 

international mingling of students with the absence of teacher influence.  Jones et al (1999) found 

that teachers tend to focus on material that they test as opposed to having higher-level 

conversations with students.  According to Leming (2000), these higher-level conversations are 

important for students to understand civic education.   

 Due to the a differing in opinions between both educator groups, a different question 

worth exploring could be to what extent do students learn civic education at this international 

school?  Most students described extra-curricular experiences such as sports or the Debate Club 

as the primary civic education vehicle at this international school.  The literature, however, is 

clear in that most researchers suggest that a robust civic education program should include 

teacher instruction with civic instruction (Niemi & Junn, 2005).  It became clear after the 

interviews were conducted that most stakeholders expressed an interest in having a robust civic 

education experience at the school (Galston, 2004).  This experience Conway, Amel and Gerwien 

(2009) suggest should also include practical means of "applying" civic education such as through 

a service-learning program.  These practical means should not be instead of curricular reforms, 

however, but in conjunction with curricular reforms.  Some researchers (Conway & Amel & 

Gerwien, 2009) contend that a civic education curriculum is necessary in order to support a robust 

service-learning program.  Therefore, this international school should encourage teachers to 

address this issue by implementing curricular reforms that would include civic education in the 
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classroom.  One manner at doing so would be to develop a program to where a monthly civic 

education theme is created and disseminated to all teachers (the themes should be created by a 

mixture of stakeholders).  Teachers would be encouraged to focus their lessons on that theme.  An 

example could be to nominate December as the month of "altruism." Students would focus on 

what altruism is and how to envision "acting out" altruism.  One activity could be donating toys 

to a local orphanage.  Most importantly, as mentioned earlier, students (i.e. not adults) should 

select the activity that corresponds with the month in order to support the participatory program. 

 Another important addition to the curriculum would be a comparative value course 

(Robison, 1998).  This course would allow students to explore different cultures in terms of 

religion, practices and belief systems.  This could be similar to "Comparative Values & Belief 

Systems" from South Eugene High School in Oregon (Byrd & Byrd, 2013).  

Administrative Support 

 For the civic education program to be successful, there must be administrative support 

(Seashore, Dretzke & Wahlstrom, 2010).  Suggestions are given for educational leadership 

initiatives and quality assurance in order to ensure a robust civic education program is developed 

for this international school. 

Educational Leadership 

 Some researchers have found that administrators tend to focus more on administrative 

tasks than instructional leadership (Hallinger & Murphy, 1985).  For example, only a couple of 

administrators knew of some character education being taught at the school.  They expressed that 

only one teacher was teaching character education.  There was some sense that the JROTC 

program was involved in community activities and thus also teaching "some" character education.  

These administrators felt that they did not see other teachers implementing character education or 

a civic education curriculum in their classroom.  This would suggest that either most 
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administrators do not have a complete picture of the school environment or that educators do not 

focus on teaching civic related topics with their students.  Furthermore, it would seem that most 

administrators are tending to administrative duties instead of spending time influencing civic 

education instruction.  This was evident from student and teacher responses whenever they did 

not know how the administration influenced the civic education curriculum.  Professor Seashore 

(Seashore, Dretzke & Wahlstrom, 2010) once stated that the administrator is the second most 

important person affecting a student's learning after the teacher.  This means that more could be 

done by the administration in order to help support teachers and students in civic education.  In 

particular, Darling-Hammond (1997) suggests that teachers need joint planning, study groups 

(professional learning communities), peer coaching and opportunities for research.  This could be 

facilitated by the school administration in order to support the civic education program 

(Hammond, 1997).  In the case of the civic education program at this international school, this 

should be in an international setting, as this meets the stakeholder's request for more international 

interaction.  A professional learning community (Nelson, Lebard & Waters, 2010) under the guise 

of an international study group or book club could help nurture international cooperation among 

different cultures and hierarchies at the school.  This could also allow for an informal teacher 

peer-to-peer coaching network to be established within the school (Hammond, 1997).  

Furthermore, the exploration of cultures as a cohort could be a professional learning community 

(PLC) which would strengthen the foundation of the civic education program (Dufour & Eaker, 

2010; Darling-Hammond & Richardson, 2009).  Fortunately, the school does commit to some 

intercultural exchanges already.  There are yearly events held such as the "international staff 

intercultural day" and the "international STEAM day" (and the prior mentioned Comenius 

Project).  Yet, most educators would prefer a vehicle within the school that has all stakeholders 

meet over regular intervals throughout the year.  An international teacher council (which already 

exists) could be strengthened with duties such as planning intercultural training events and 
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hosting professional intercultural seminars at the school.  Yet none of these suggested remedies 

can be accomplished without administrative backing and support.  Therefore, it is of utmost 

importance to have educational leadership from the school's management team. 

Quality Assurance 

 One manner at creating a sustainable civic education program at this international school 

is to embed it in the continuous school improvement (CSI) plan (Schmoker, 2004).  This would 

help develop interest within the school as people can tie the civic education initiative within the 

school and create overall school goals that can be attainable through rigorous review and training.  

Connecting the civic education program with the CSI program would furthermore be helpful in 

developing more educator buy-in for the civic education program (Schmoker, 2004).  An example 

could be to create a goal that is aligned with problem solving.  This goal would include civic 

education values such as empathy, global mindedness and deliberation.  These are all skills that 

work well with problem solving (Henderson, 2016). 

 There should also be a management drive for symbolism and structural changes 

according to Bolman and Deal (2008) as both are powerful drivers of successful school cultures.  

In making structural changes by "internationalizing" the campus (which has been partially done) 

and organizing national educators in subject area in the secondary as opposed to national 

affiliation, this would help lessen cultural barriers and increase international cooperation (Bolman 

& Deal, 2008).  This would also celebrate international interconnectiveness between the different 

educators. 

 This international school has the opportunity to make a customized civic education 

program for its stakeholders.  Yet, in creating a custom civic education program, the school 

should have specific and attainable goals in order to achieve a high quality program (Lawlor & 
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Hornyak, 2012).  These goals are specific to this international school and thus not generalizable 

to other schools.   

 The following are suggested goals for the school based on the suggestions within this 

study.  The first phase would be school culture that would help develop the foundation for the 

school's civic education program.  The second phase would build upon the first phase and the 

final phase would be the realization of a fully functioning civic education program. 

Year 1 

School Civic Culture (school year 2018-19)   

Goal 1: Stakeholders convene an international committee (with at least one representative from 

every nation) to develop a common definition of civic education.  The definition should be 

prominently displayed throughout the school and on the internet.  This should be completed by 

December 2018. 

Goal 2: Stakeholders convene an international committee (with at least one representative from 

every nation) to develop and define civic values for this international school.  They should have 

less than ten civic values and should include those mentioned in this study (e.g. deliberation, 

problem solving, etc.).  The values should be prominently displayed throughout the school and 

online.  This is to be completed by December 2018.   

Goal 3: Structural changes to the school would include national educators would be given 

classrooms according to their subject area (at the secondary level).  At the elementary level, 

teachers would be organized according to grade level and not nationality.  There should also be a 

visual celebration of cultures via flags and cultural insignia shown prominently throughout the 

school.  This should be completed by June 2019. 

Goal 4: Current co and extra-curricular activities would be reviewed and revised in order to align 

them with the civic education program (e.g. Debate Club, sports and international celebration 
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days).  This would be at the elementary and secondary levels.  This should be completed by June 

2018. 

Year 2 

Transitional Actions (school year 2019-20) 

Goal 5: Integrate the civic education definition and values into the curricular, co-curricular and 

extra-curricular curricula and programs.  This should be completed by June 2020. 

Goal 6: Adapt the school's CSI to include civic education within the goals.  At least one goal 

would need to be adjusted.  This would involve all national stakeholders.  This should be 

completed by December 2019 with eventual modification by June 2020. 

Goal 7: Convene an international council of at least one educator from each national curriculum.  

Subsequently, create monthly civic education themes.  An example would be to make December 

as the month of altruism.  This should be completed by January 2019 and be implemented 

throughout the second semester.  This could be revised in June 2019 to better target the school's 

stakeholder needs. 

Year 3 

Model Participatory Program (school year 2020-21) 

Goal 8: Develop service-learning programs for elementary and high schools.  The program 

planning should be completed by December 2020 and the first experiences should be completed 

by May 2021 to give enough time for reflection. 

Goal 9: Support new and ongoing international cultural exchange programs (for staff and 

students).  These programs should begin in August 2020 and continue from then on (these should 

include the programs already reviewed in goals 4 and 7). 

Goal 10: Provide recognition to students for their civic engagement/service-learning (e.g. give 

students a civic engagement "award" in conjunction with diploma).  This would be at the time of 

graduation, June 2021. 
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Goal 11: Develop and support PLCs for educators for intercultural learning and understanding.  

These PLCs should be implemented by January 2021 to allow for needed changes by June 2021. 

Goal 12: Include in the monthly civic education an event that is appropriate to the theme (e.g. 

December, the month of altruism would involve students donating canned goods to a local 

orphanage).  This could be different for the different grade levels.  The monthly events should 

begin by December 2021 and should include a disparate number of educators covering all grade 

levels and nationalities. 

Limitations and Delimitations 

Since this was a case study, it is primarily applicable to this international school.  This 

research, however, could be a useful tool for policy makers, researchers and practitioners in 

making evaluations of civic education in international schooling environments.  Most 

importantly, according to Yin (2013), generalization from this research "can lead to theoretical 

propositions" which is what the suggested civic education model from this study represents. 

The second limitation was that the writer of this dissertation is also a faculty member at 

this international school, which meant that there could be a level of bias in the research. 

Another hurdle in this study was dealing with the bureaucracy involved in the school.  

Given that this was a government run school (comprising different national curricula), problems 

were with the ministry of defenses of different countries, many different players (e.g. 

superintendents, principals, teachers, the union, etc.), and juggling the teacher and administrator 

priorities with extracurricular and academically engaging activities such as sports, advanced 

placement courses, family and traveling.   
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Future Research 

 Based on the conclusions of the study, a number of future studies for the inclusion of 

civic education programs in schools could be explored by researchers.  In particular, little 

research has been committed to how civic education could be applied to the international school 

environment.  Furthermore, tracer studies could be completed in order to assess the outcomes of 

this study (Yin, 2013).  Some potential additional research areas could be (a) international school 

civic education models, (b) developing a sample framework for a civic education program at an 

international school, (c) global citizenship and civic education and (d) international school 

service-learning. 

International School Civic Education Models 

 Schultz (2009) found that there is too little research being conducted on international 

schools as opposed to national schools.  This could lead to less innovation in the international 

school environment.  This also has an impact on international school organization models.  At 

present, there are few international school organizational models (e.g. International 

Baccalaureate) that schools could select as school framework in order to develop an unique 

profile (ICEF Monitor, 2014; Hirsch, 2016; Lijadi & van Schalkwyk, 2016; Karras, 2016).  There 

are over 7000 international schools with over 3.5 million students worldwide, generating over 

$35 billion per year of income.  Of that number, 2.5 million are local nationals attending 

international schools and the remaining 1 million are expat children (ICEF Monitor, 2014).  The 

prediction is that by 2024 there will be over 12,000 international schools, generating over $62 

billion per year while serving over 6.9 million students (ICEF Monitor, 2014).  It would seem that 

given the large numbers of schools and students, that more would question the need for a civic 

education driven model, which at present is not a popular modus operandi for international 

schools.  Kidwell (2013) suggested that global civic education should be a priority for schools, as 
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nations are becoming increasingly interdependent causing for more political and economic 

friction to have spillover from nation to nation.  While the prior mentioned Global Citizen 

Diploma (Global Citizen Diploma, 2015) could be a good step forward, more could be done.   

The Global Citizen Diploma's focus is primarily on social justice issues and is not inclusive of the 

participative citizen model that was described at the beginning of this chapter.  Therefore, how 

could schools go forward?  I recommend that schools consider developing a whole school 

framework that is founded upon civic education principles (using the definition of this 

dissertation) and that building on that framework a school develops its curriculum and 

organizational model.  This framework could look different for each international school as each 

school may serve a different student population.  For example, some schools might have a student 

body comprised solely of international students while others have a mixture of international and 

local students.  Some schools also espouse different value systems such as a religiously affiliated 

school as opposed to a non-religious international school.  Schools also have different staffing 

needs and cultures such as a school that has an educator mix of nationalities or another 

international school that only has one-nation specific educators.  Finally, the local area provides a 

situation for international schools with different conditions such as an international school in a 

Sub-Saharan country would have different living and working conditions as opposed to an 

international school in Europe. 

Sample Framework of a Participatory Civic Education Program 

 Many suggestions have been made for this international school and how it can change the 

manner at which civic education is taught at the school.  Yet, how could other international 

schools implement civic education in their schools?  The suggestions have been included in a 

singular graphic (see Figure 1) to make explicit the changes needed for a robust civic education 

program at a school.  The changes as demonstrated in the graphic are not singular or independent 
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of each other.  It is therefore suggested to build the foundation of the civic education program 

first, to where the civic education program is a sustainable dynamic fluid program.  

Figure 1- Sample Civic Education Model 

 
 

Global Citizenship and Civic Education 

 Combining "global citizenship" and "civic education" into one definition (Reysen & 

Katzarska-Miller, 2013) is a difficult endeavor for most international schools.  This is because 

some international schools serve local populations and others serve primarily international 

students.  This makes the difficulty of finding a common definition for civic education more 

challenging.  For the purposes of this study, global citizenship is considered a "component" of 

character education as it serves this international school in this context.  Other schools might find 
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that global citizenship has a more important role or that it is a component of civic education or the 

primary "driver" of civic education. 

Global Service-Learning 

 Another important question that should be answered by researchers is to how 

international schools should attempt the service-learning component of civic education.  In using 

the definition from Furco (1996) and Battistoni (2017), the service-learning program should help 

students adopt civic responsibilities while providing a benefit to both the receiver of the service 

and the student.  This international school's interviewees almost unanimously wanted to be more 

engaged in the local community through a service-learning program (although some also wanted 

to be involved in places beyond just the local area).  Is it appropriate for an international school to 

have students get involved locally?  If so, in what capacity?  For example, if a school were to 

select the "justice-oriented" civic education program model (Kahne & Westheimer, 2004), would 

the local community accept a group of international teenagers trying to change local customs?  

An example could be a group of international students trying to address the tobacco issue in 

Indonesia (Septiono & Kunst, 2016).  Would local Indonesians accept interventions suggested by 

a group of students?  Would developed and developing nations react differently to international 

school engagement in the local community?  These are questions that each international school 

should answer according to its own school model, local culture, and school culture. 
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Conclusion : Final Reflections 

 In conclusion, an international school has a unique intercultural environment.  This 

environment has shaped the school culture in which key stakeholders have the opportunity to 

implement a new participatory civic education program.  While there has been little attention 

given to civic education at international schools, the stakeholders appear to be motivated to adopt 

a robust civic education program.  Therefore, it would seem that now is the time to make the 

change in school culture so that this international school's students can be successful in a global 

environment.  This experience could be an important motivator for other schools worldwide; even 

if this is a single case, qualitative dissertation and is not statistically generalizable.  The ultimate 

question that should be answered by schools is what their mission is for society.  Are schools 

nurturing a skill-based society thereby creating personally responsible citizens?  Are schools 

creating citizens who should be participatory in their society in addition to the skills needed to 

succeed in a global environment?   I contend that creating an informed citizenry is an important 

task of schooling and thus an important objective for all schools.  The intercultural environment 

that defines an international school makes for a more interesting and compelling form of civic 

education.  Ultimately, those students who are learning in school are tomorrow's leaders so an 

overarching and highly important duty of a school is to create informed citizens with skills 

needed to be successful in an increasingly globalized and multicultural world.  A robust and 

rigorous civic education program could do just that.
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Appendix A - Interview Questions 

 
Interview questions directorate/administrators 

Primary question     Follow-up question 

How would you define civic education?  

How would you describe the civic education 

program? 

 

 

What are some of the intended and unintended 

outcomes of the civic education program? 

What are some strengths?  What are some 

opportunities as evidenced by the outcomes? 

If you could design a civic education program, 

how would that look? 

 

How does the school administration influence the 

civic education program?   

 

 

Interview questions teachers 

Primary question     Follow-up question 

How would you define civic education?  

How would you describe the civic education 

program? 

 

 

What do you hope the program will accomplish 

for students, staff and society? 

What are some strengths?  What are some 

opportunities as evidenced by the outcomes? 

If you could design a civic education program, 

how would that look? 

 

 

Interview questions students 

Primary question     Follow-up question 

How would you describe the civic education 

program? 
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Tell me about your experience in the civic 

education program at your international school. 

What did you learn?  In what activities did you 

participate?  In what activities do you regret not 

participating?  What are some strengths and 

opportunities for the program? 

In what ways has the civic education program 

influenced your civic engagement in society? 
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Appendix B - Letter to interviewees 

 
Letters to Interviewees 

 

Introductory Letter - First Contact with Participant  

 

Date  

 

Christopher Swift 

 

Oranjebloesem 34 

 

Best, 5682CR  

 

<participant’s address>  

 

Dear <participant’s name>,  

 

I am a doctoral candidate at the University of Minnesota, and I am conducting research on the 

perceptions that administrators, teachers, and students have on the civic education program at an 

international school.  By exploring the experiences of those who were involved in this program, I 

hope to provide insights about the effect of a civics education program on present and past 

international school students.  I ask that you participate in this study based on your experiences 

with the civic education program.  

 

Your participation would entail an interview (in person, electronically or by phone) lasting 

approximately one hour.  I also ask that you agree to respond to any follow-up interview 

questions that may take place in person, electronically or by phone. 

 

I will contact you either by phone, E-mail or in person in the next couple of days in order to 

schedule an interview and receive your final consent.  Interviews that cannot take place in person 

will be conducted over the telephone or electronic program such as Skype, Lync or Google 

Hangout.  All interviews will be recorded. The recordings will be destroyed after the publishing 

of my study. Information gained from the interviews will be used in my dissertation. Your name 

will not be identified.  The Institutional Review Board at the University of Minnesota and 

DoDEA have approved this study.    

 

Thank you for considering my invitation to participate in this study. If you would like to contact 

me regarding any questions or concerns you might have, please feel free to call me at 0031-(0)45-

5278260 or email me at swift080@umn.edu.  

 

I look forward to speaking with you soon.  

 

Sincerely,  

 

Mr. Christopher Swift 
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Appendix C- Consent Form  

  

The International School: The Evaluation of an International Environment on Civic Education 

 

Consent Form  

 

Please read this document and ask any questions you may have before agreeing to be in the study. 

The researcher is Christopher Swift, who is a doctoral candidate in the Department of 

Organizational Leadership, Policy and Development at the University of Minnesota.  

 

You are invited to be in a research study of the civic education program at a DoDEA international 

school.  Administrators, teachers and graduated students are being sought to give their 

perspectives about the curriculum and extra-curricular activities. You were selected as a possible 

participant because you have been identified as someone who may provide insights about the 

civic education program at this international school.  

 

Background Information:  

 

Research suggests that there is a lack of civic engagement among youth. Concerns have arisen 

because lack of engagement has been cited as a reason students drop out of school and fail to 

develop community knowledge. Particular curricular reforms have been increasingly emphasized 

in recent years to promote civic education throughout the world.  There are many other forces 

causing for change in how civic education is taught and viewed.  For example globalization and 

mass migration is causing for the demographics in nations to change.  This brings into question 

how a citizen is viewed within his or her national boundaries and how the society wishes to 

define their citizens.  While this study does not attempt to define these changes, it does attempt to 

find how present national civic education curricula intermingle in a single learning environment 

at the international school.  Therefore, the purpose of this qualitative case study is to discover 

teacher, graduated student and administrator perceptions of the civic education program at an 

international school in the Netherlands. The proposed research project has virtually no risks to 

participants and has potential benefits. The benefits include the possible addition to the 

knowledge base related to civic understanding and to what effect an international environment 

has on civic education for students at this international school.  

 

Procedure: you will be asked to do the following things during this study:  

 

If you agree to be in this study, I ask that you do the following things:  

 Participate in a recorded interview (preferably in person through electronic means or over the 

phone) by providing answers to a series of questions. Interview length is partly dependent on 

the length of your answers; however, most interviews should last about one hour. You will be 

asked questions surrounding your impressions of the civic education program at the 

international school (see definition below).  

 The international school civic education program is defined as a number of curricula 

and extra-curricular activities at the school.  This is not a defined program, but one that is 

the combination of many different learning opportunities.  The following are all a part of 

the program: At the secondary section of the international school, there are a number of 



   116 

 

civic related courses: U.S. History, U.S. History (AP), U.S. Government, U.S. 

Government (AP), Canadian History, Civics (Canadian), Canadian Geography, World 

Issues (A Geographic Analyis), Travel and Tourism (A Geographic Perspective), Street 

Law, Honors World History 9 and 10 and Junior Reserve Officers Training Core (level I 

through IV).  There are also many extra-curricular opportunities for students such as 

Model United Nations, Model European Parliament, Model Harvard Congress Europe, 

Comenius Project, International Student Leadership Institute, Junior Leadership Seminar 

and sports events with local national teams. 

 Agree to any follow-up interview questions (in person, electronically or by phone) that might 

develop based on your answers to the interview questions.  I do not expect these questions to 

arise, but it could be that more data would be relevant to the study. 

Information Regarding Publishing of the Study:  

Findings will be reported in a research report in the form of a dissertation for the University of 

Minnesota. Findings may also be submitted for publication.  

 

Risks of Being in the Study:  

 

No risks are foreseen to you other than a possible breach of confidentiality. To guard against this 

risk, pseudonyms/aliases will be used for personal names. You will only be identified in the study 

by an alias or by your position in the study and in a letter format.  For example, if you were a 

former student, then you would be referred to as Alumnus A, Alumnus B and so on.  

Administrators would be Administrator A, Administrator B and so on.  Teachers would be 

Teacher A, Teacher B and so on. 

 

As to the benefits of participating in this study, there are few identified such as an understanding 

of international cultures at the international school.  In addition, some people find participating in 

an interview to be beneficial because it gives them a chance to reflect on issues that matter to 

them.  Information provided may be used to help inform those who work in education to develop 

improved instruction.  

 

Confidentiality:  

 

Any personal information that may reveal your identity will be kept secret or anonymous, such as 

your name, etc.  Interview records, research notes, and interview transcriptions will be stored on 

the researcher's hard drive in a folder that is password protected.  The computer will also have a 

password. Interview recordings will only be analyzed for transcription. The transcriber (if other 

than the researcher) will agree to not disclose any information from the transcriptions, and s/he 

will share the typed transcriptions only with the researcher.  At the completion of the research 

project, all interview recordings and any identifying information will be destroyed.  

 

Voluntary Nature of the Study:  

 

You have the ultimate right to deny participating in this study or to withdraw from this study after 

you have agreed to participate at any time of your choice during the study. You also have the 

right not to answer those questions posed by the researcher that you do not feel comfortable with.   
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Contacts and Questions:  

 

You may ask any questions you have or if you have any question later please feel free to contact 

Mr.  Christopher Swift at 0031-(0)45-5278260 or e-mail at swift080@umn.edu. This study has 

been approved by the University of Minnesota, Department of Organizational Leadership, Policy 

and Development. It has also been approved by the Institutional Review Board of the University 

of Minnesota. The researcher’s advisor is Dr. D. Magnusson. She can be reached at (612) 626-

9647 or magnu002@umn.edu for questions regarding this study.  

 

If you have any questions regarding this study and you would like to talk with someone other 

than the researcher or advisor, contact Research Subjects’ Advocate Line, D528 Mayo, 420 

Delaware Street Southeast, Minneapolis, Minnesota, 55455, telephone (612) 625-1650.  

 

You will be given a copy of this form to keep for your records.  

 

Statement of Consent:  

 

I have read the above information. If I had questions, I have asked them and received answers.  I 

consent to participate in the study.  

 

Signature____________________________Date ___________  

 

Signature of Investigator or Person Obtaining Consent:  

 

Signature____________________________Date ___________ 
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Figure 2 - School Power Structure 
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Figure 3 - Conceptual Framework 

 

 

 

 

 


