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Chapter 1: Introduction

Background of the Study

Following World War II, Eleanor Roosevelt of the United States, P. C. Chang of China, Charles H. Malis of Lebanon, and Rene Cassin of France, with contributions from many others, drafted the Universal Declaration of Human Rights (UDHR) (Appendix A) (Johnson, 1998).  In the aftermath of the Holocaust, it was their hope to bring an end to the human history of world war. In 1948, the UDHR was adopted by the United Nations General Assembly.
Garcia (1992) points out that the value of this collection of universal ethics is that UDHR transcends the laws within all cultures and nations. In other words, when unjust laws in a society cannot be changed to respect universal ethics, individuals must instead follow the universal ethics (Garcia, 1992).  After the fiftieth anniversary of the development of the UDHR, we are still struggling to create a world where people fight no more. People and nations still fight in the name of peace.  How can we truly utilize the UDHR and move beyond war as a means for resolving conflict?   

Montessori (1972) once said that "war is caused not by arms but by man . . . [only when] weapons fall from [man’s] hand will [it] mark the beginning of a radiant future for mankind” (pp. 21 - 23).  However, arms do not fall from humans’ hands, unless people drop them.  To be willing to drop weapons from our hands, we must realize the importance of creating peace in non-violent ways and must have the courage to take action.  We all know that there are some people who have taken such courageous actions resulting in their long time oppression by the authorities, such as Martin Luther King, Jr., Rosa Parks, Mahatma Gandhi, Aun Sang Su, and Nelson Mandela.  
When people realize the importance of non-violence and act upon that concept, we shall no longer need to worry about people fighting all over the world.  Despite 188 member nations in the United Nations (Appendix B), the leading organization to promote the UDHR, we are still struggling to create a respectful environment for all of humanity.  The UDHR Preamble says,

Upon the freedom of the individual depends that welfare of the people, the safety of the State and the peace of the world.


In society complete freedom cannot be attained; the liberties of the one are limited by the liberties of others, and the preservation of freedom requires the fulfillment by individuals of their duties as members of society.


The function of the State is to promote conditions under which the individual can be most free.


To express those freedoms to which every human being is entitled and to assure that all shall live under a government of the people, by the people, for the people, this declaration is made.

Each one of us must educate ourselves about our rights and take responsibility for respecting others’ rights.  This is the reason why the researcher became interested in how human rights were taught to people, if such effort exists.  Despite the fact that United Nation has been working on numerous peace making effort, if people were not educated about it, UDHR is only a document that states hopeful ideal society.  The researcher felt the need for education that teaches people about human rights and how they could take responsibility individually, which could affect larger scale in a long term.


While the researcher was only thinking about such education, she ran into her former classmate who became a director of Human Rights Center in Minneapolis area.  The director shared a project on which she was working that involved an elementary school working with Human Rights Education.  The researcher believed that it was her opportunity to explore what kinds of affects Human Rights Education could provide with elementary school age children.

Research Purpose and Questions


The purpose of this dissertation is to answer these questions:

· How do students at School X behave and/or treat other students?  This question investigates whether Human Rights Education (HRE) had any influence on students’ behavior, i.e. how they valued and respected human dignity and life on a regular basis?
· What influence did HRE have on students, cognitively, emotionally and practically?  This question addresses whether HRE made any difference in student knowledge, or brought about emotional and behavioral changes.  This also addresses the critical question of whether the HRE program at the school included praxis.

· How can this school improve its HRE program? This is an important question for any program which tries to improve continuously.  This part will be presented as recommendation(s), in the present study.


Currently at most U.S. schools, individuals or small groups of teachers take the initiative to incorporate HRE into their classroom instruction, but seldom is there a school-wide initiative in HRE.  A good example of this decentralized approach is the program called the Partners in Human Rights Education (The Partners) located in Minneapolis, Minnesota in the upper Midwest of the United States.  The Partners concept was developed in summer of 1992 by two lawyers who were interested in teaching primary and secondary school students about human rights.  They approached the Minnesota Advocates for Human Rights and the University of Minnesota Human Rights Center, and the Partners program was formally established in the fall of 1992.  The Partners’ mission is: 

…to introduce international human rights and responsibilities to students of all ages. The Partners Program uses the framework of the Universal Declaration of Human Rights and the Convention on the Rights of the Child to help students to understand and appreciate common human values. Through the involvement of volunteer teachers, community resource people, lawyers, the program encourages students to create and implement projects that foster respect for human rights” (Training Manual, 1998, p. A.1.1).

This dissertation is a part of the education evaluation project, which was conducted collaboratively by three organizations: the Partners in Human Rights Education Program, the Search Institute and School X.  (For reasons of anonymity, “School X” will be used to refer to the school at which this study was conducted.) 

The Search Institute is an independent, nonprofit, nonsectarian organization located in Minneapolis, Minnesota.   Its mission is 

to advance the well-being of adolescents and children by generating knowledge and promoting its application.  The institute conducts research and evaluation, develops publications and practical tools, and provides training and technical assistance. The institute collaborates with others to promote long-term organizational and cultural change that supports the healthy development of all children and adolescents. Specifically, to accomplish its mission, Search Institute:  

· conducts scientific research studies of children and adolescents;  

evaluates child and adolescent programs and policies;  

· communicates research and evaluation findings to youth-serving professionals, parents, policy makers, and the general public; 

· translates research findings into products, training, and other services and resources.  

(http://www.search-institute.org/aboutsearch/index.htm#Mission)

The Search Institute contributed to this evaluation project by developing the survey instrument to measure students’ knowledge, behavior and attitude acquisition through HRE and by analyzing the collected data, both quantitative and qualitative.

School X, established in 1996, agreed to participate in this study because part of its mission is to implement HRE, and it has been working with the Partners Program since its establishment.

The primary objectives of this evaluation project were to: 

· Develop instruments to assess human rights beliefs, attitudes and behaviors;

· Document the impact of a school-based human rights curriculum on student beliefs, attitudes and behaviors; and 

· Use research results to develop an instrument that can be used by classroom teachers and others (Evaluation Project Proposal, 1996).

This dissertation will address the second objective of the Educational Evaluation Project, by (1) examining how one school implements a specific Partners HRE program and (2) assessing how HRE impacts students both educationally and personally.  In particular, it will (1) illustrate how students perceive HRE, (2) investigate if/why/how HRE is important to them, and (3) find out how they use their HR knowledge in their daily lives. 

To conduct this research, the researcher invited sixty-seven sixth and seventh graders who had previously gone through the Partners HRE at School X (during the1996-97 and 1997-98 school years) to participate.  Among the sixty seven students, 18 ultimately agreed to participate in the interviews – nine males and nine females.  Their parents consented to this participation as well.  During the previous year, January and fall of 1997, pre- and post-surveys were conducted using the survey that the Search Institute developed.  Sixty-four students completed the surveys.  During the same fall 1997, 38 students participated in questionnaire that the HRE instructor conducted.  In the analysis, the researcher analyzed her interview data and HRE instructor’s questionnaire data separately, and later, she compared between two analyses.  For Search Institute’s survey data, she used in the conclusion chapter for the purpose of comparing between Search survey result and interview/questionnaire comparative analysis.

Rationale of This Study


While member nations that adopted the United Nations Charter have a responsibility to educate their citizens about human rights, little research exists at the practical level within the field of HRE (Lister, 1991; Starky, 1991). Some case studies are available, such as Conceptual Change in Elementary Social Studies: A Case Study of Fourth Graders Understanding of Human Rights by Wade (1994), to show school teachers and educators how HRE could be implemented at the school level.  However, until now most HRE literature has been primarily theoretical.  With more research, including case studies to show how HRE could be implemented in school and classrooms, HRE educators could have more specific ideas and encouragement to try HRE at their school as well as have resources to bring to school administrators.

This study can be of benefit in several ways.  First, students at School X gain a sense of ownership and pride in their school’s HRE program.  Because students are giving feedback on HRE at their school what have worked for them and what were useful for them, they could feel that they were contributing by giving the researcher their experience with HRE.  Second, it will benefit Minnesota teachers and volunteers statewide who are implementing The Partners HRE program in their local schools, since this is a part of the Partners educational evaluation project.  And, third, since the Partners Program is currently being duplicated as a key grassroots educational opportunity in three other cities nationwide, including St. Louis, MO, San Antonio, TX, and Atlanta, GA, (Memorandum, 1996), this study can benefit institutions nationwide that are implementing HRE programs.    

Strength and Limitations


To clearly understand the student experience of HRE and its impact on attitudes and behavior, four methods of research were used to gather both qualitative and quantitative data: interviews, pre- and post-surveys conducted by the Search Institute, and questionnaires conducted by the HRE teacher at School X to see what students had learned from class.  The interviews were conducted by the researcher in a non-threatening setting to maximize student input.  Students involved in this study were not being graded for their participation; complete candor was encouraged.  However, by not involving a control group, this study makes no attempt at a comparison between students who went through a human rights curriculum and those who did not.

This study presented several challenges, including scheduling difficulties with the school and the social worker, and obtaining permission from instructors for students to leave the classroom to take part in the research.

Finally, by participating in the Partners training session (as an HRE team member at another school), the researcher learned what the Partners do to prepare HRE educators, what resources are available and how the training and resources are utilized in an actual setting.  During the training session, educators at schools, lawyers, and community representatives who volunteered to implement HRE at their school, were given the information, such as curriculum resources, a tour of human rights library at the University of Minnesota, and visual aid resources.  Also, panels from a school, such as a teacher who had been implementing HRE at her elementary school and her students who went through classes; and human rights organizations, such as Amnesty International and Minnesota Human Rights Advocate, were present at the training session.  This gave the researcher deeper insights into The Partners program and provided a context for interviewing the students.

Organization of This Dissertation

This study is divided into five chapters.  Chapter 2 will review the research literature on HRE, which includes challenges of HRE, why HRE is needed, a brief history of HRE, objectives/ goals/purpose of HRE, guidelines for teaching in HRE, a developmental / conceptual framework of Human Rights Education, different approaches to HRE, and examples of HRE implementation.  Chapter 3 is methodology.  The chapter includes background of case study, and research context and design, data collection, and data analysis of this case study.  Chapter 4 is analysis, which will show the findings analyzed by pattern of information, direct interpretation, and categorical aggregation.  Chapter 5 will present the researcher’s conclusions about how students were affected by HRE.

Chapter 2: Literature Review

In this chapter, the researcher will be presenting previous studies of Human Rights Education (HRE) to illustrate kinds of resources available for HRE educators and school administrators to implement HRE in their schools.  The chapter includes (1) definition of human rights, (2) definition of UDHR, (3) history of HRE, (4) HRE assumptions, (5) purpose/goals/objectives of HRE, (6) developmental/conceptual framework of HRE, (7) approaches to HRE, (8) role of school in promoting HRE, (9) challenges of HRE, and (10) other HRE case studies in comparison with the Partners. 

Definition of Human Rights

According to Human Rights Glossary in Human Rights (Appendix C), human rights definition was summarized as “the rights people are entitled to simply because they are human beings, irrespective of their citizenship, nationality, race, ethnicity, language, gender, sexuality or abilities” (The Human Rights Educators’ Network of Amnesty International USA, 1998, p. 134).  The definition of human rights includes five categories: civil, political, economic, social and cultural rights (see Appendix C, Glossary for these definitions).  Despite having the same definition of these five categories of rights, interpretations of these human rights categories varies depending on several factors.  Some scholars say that the interpretations are different based on historical experience, value system, ideology, jurisdiction and political and economic situation (Garcia, 1992; McNeilly, 1993; Ray & Tarrow, 1987).  For example, societies that place greater importance on individuality than on the collective culture emphasize civil and political rights rather than economic, social and cultural rights, whereas, societies more focused on the collective culture emphasize economic, social and cultural rights over civil and political rights.  In addition, in many cases, regardless of which rights are valued in which society, the society tends to value certain groups and/or people instead of all groups and/or all people.  It means that human rights are not enjoyed by all people.

While the interpretations of human rights typically fall into one of these scenarios, it is imperative in HRE that all five categories of human rights are emphasized (Lister, 1984).  In order to recognize the social and cultural rights of people of various backgrounds, we need to respect some basic, common value as human beings, such as in UDHR.  Such common human value must be reflected in “the government of the people, for the people, by the people” just as Abraham Lincoln said. 


For the United States, it is especially important to include social and cultural rights, as the United States evolves into a more multicultural society (Lister, 1984).  The idea of social responsibility is inherent to human rights.  This means that when we talk about human rights, we are not only talking about our own individual rights, but also about other people’s rights even when they come from different cultural, ethnical, societal backgrounds.  According to Hofstede (1984), America typically is described as an individualistic culture.  It is easier for people to think about what their own rights are than what all people’s rights are.  Until we can practice rights for ourselves and others, the purpose of the UDHR has not been accomplished.  


The achievement of human rights for all people is a never-ending struggle for a fairer and freer social order.  While some people believe the concept is a utopian idea (Salvat cited in Magendzo 1994), nonetheless, human rights must be used as a paradigm from which we can read our history and future as a people (Magendzo, 1994, p. 252).  When human rights are fostered at all levels of society, social practices---be they legal, economic or educational---can be challenged and modified.

What is the Universal Declaration of Human Rights?
When nations become members of the United Nations, they agree to accept the obligations of the UN Charter, an international treaty which sets out basic principles of international relations. According to the Charter, the UN has four purposes: to maintain international peace and security, to develop friendly relations among nations, to cooperate in solving international problems and in promoting respect for human rights, and to be a center for harmonizing the actions of nations.

UDHR was created so that all people could practice their rights fully regardless of their backgrounds. It places importance on all rights and on social responsibility (Misgeld, 1994; United Nations, 2000).  The thirty standards set forth in the UDHR provide a framework for addressing human rights violations (Reardon, 1995; Human Rights Educators Network, 1998).  Furthermore, these standards reflect the growth of an emerging sense of universality and provide norms that strengthen the potential for a system of shared global values, an essential requisite to an authentic world community (Reardon, 1995; United Nations, 2000). 

When human rights become the universal norm or value system in the world community, all persons can equally, universally, and forever hold these rights (Human Rights Educators, 1998).  However, more than fifty years after its establishment, the goal of UDHR, which was established 1948, has not been achieved.  In today’s society, human rights violations are not in the physical forms of world wide wars, but more systemic and economic oppression.  At the same time, physical violations are taking place on a smaller scale compared to the past two world wars such as between ethnic, religious, racial, and other groups.  We must recognize that human rights are inalienable, indivisible and interdependent: nobody can lose their rights any more than they can cease being a human; nobody can be denied a basic human right; and, all human rights are part of a complementary framework.  The Partners project uses the same definition.

Brief History of Human Rights Education
Throughout the history of school education in the United States and the world, various educational concepts regarding human rights have been introduced under many different names.  During the 1940s and 1950s, the most popular approaches in the U.S. were Education for International Understanding (EIU); its companion, International Education; and Intercultural Education (Reardon, 1988).  This was due to people’s seeking ways to create peace rather than destruction through education after World War II.  EIU and International Education viewed distinct nations through a comparative perspective, seeing differences among cultures, nations and political systems as well as commonalties among all peoples (Reardon, 1988).

During the same decade, a United Nations Economic and Social Council resolution invited the United Nations Educational, Scientific and Cultural Organization (UNESCO) to “encourage and facilitate teaching about the Universal Declaration in school” (Symonides, 1998, p. 98).  UNESCO’s purpose is to “contribute to peace and security by collaboration among the nations through education, science and culture in order to further universal respect for justice, for the role of law and for human rights and fundamental freedoms” (p. 77).

In 1953, the Associated Schools Project for International Cooperation on Peace was started under UNESCO’s leadership (Symonides, 1998).  This program started with thirty-three secondary schools in several countries and explored the ways of teaching “about foreign countries and peoples, human rights and the activities for the United Nations” (p. 99).  As of April 1998, a total of 4,810 associated schools in 153 member nations were participating.  They ranged from primary education level to college level, and especially teacher preparation programs.

In the 1960s, Global Education emerged in the U.S. as a new multidisciplinary concept.  This movement can be summed up in the notion of Spaceship Earth (Reardon, 1988).  This was the time that environmental problems and their effects on people started to get attention.  Drought and famine, the oil crisis, and pollution showed us the interdependency of our world.  Moreover, like EIU and International Education, Global Education emphasize the commonalities among people.  Yet, in addition, through their focus on the interdependence of all human groups, Global Education went beyond the ‘commonality’ factor by teaching that all nations were part of one planetary system.  


In 1974, UNESCO adopted the Recommendation Concerning Education for International Cooperation and Peace and Education Relating to Human Rights and Fundamental Freedoms (the Recommendation) (McNeilly, 1993; Sebaly, 1987; Tarrow, 1992).  In 1978, UNESCO held the first International Congress on the Teaching of Human Rights, the Vienna Conference.  As a result people became the center of the curriculum, rather than nations (McNeilly, 1993; Symonides, 1998).  Often, teaching nation–first or group-first education brings tragedy to human beings---such as two World Wars and other wars between countries and groups of many kinds.  For example, the nation-first idea led the Japanese educational system to educate its people to be ethnocentric, especially before and during the World Wars.  This resulted the tragedies of Japanese citizens and, most of all, of many innocent citizens in many Asian and other countries in the world.  As a result of the conference in Vienna, UNESCO recommended the creation of a six-year plan from 1977-1982 to develop guidelines that would help governments implement HRE (McNeilly, 1993; Symonides, 1998).
In 1989, the International UNESCO Conference in Yamoussoukro adopted The Declaration of Yamoussoukro on Peace in the Minds of Men, which noted the following guidelines:

· Build a new peaceful vision based on the respect of life, liberty, justice, cooperation, tolerance, sexual equality and human rights.

· Recognize the common fate of all humanity.

· Include, as a permanent part of any educational planning, the elements of peace and human rights.

· Propose new programs to protect and manage the environment that are based at the international level. 
In 1993, The World Conference on Human Rights was held in Vienna, Austria.  The Vienna Declaration and Program of Action marked the culmination of a long process of review and debate over the current status of human rights in the world.  It also marked the beginning of a renewed effort to strengthen and further implement the human rights instruments that have been painstakingly constructed on the foundation of the UDHR since 1948.  In 1994, the suggestions from The Plan of Action of the United Nations Decade for Human Rights Education (1995-2004) gave detailed standards of HRE.  These standards were set by the United Nations General Assembly at the World Conference on December 23, 1994.  Resolution “49/184 proclaimed the 10-year period beginning on 1 January 1995 the United Nations Decade for Human Rights Education” (http://www.unhchr.ch/html/menu6/1/edudec.htm#history).  

The standards were: 

· Strengthening of respect for human rights and fundamental freedoms;

· Full development of the human personality and the sense of its dignity;

· Promotion of understanding, respect, gender equality, and friendship among all nations, indigenous peoples and racial, national, ethnic religious and linguistic groups;

· Enabling of all persons to participate effectively in a free society;

· Furtherance of the activities of the United Nations for the maintenance of peace (Human Rights Educators Network, 1998, p. 21).
The Human Rights Educators Network felt that, in order for HRE as defined above to be actually implemented in an educational structure, especially formal education, it would be necessary to develop some sort of HRE guidelines for schools.  The Human Rights Educators Network (1998) believed that the implementation of HRE is of paramount importance to school curricula, because it:

· Declares a commitment to those human rights expressed in the Universal Declaration of Human Rights of 1948, the U.N. Covenants and the United States Bill of Rights.  It asserts the responsibility to respect, protect and promote the rights of all people.

· Promotes democratic principles.  It examines human rights issues without bias and from diverse perspectives through a variety of educational practices.

· Helps develop communication skills and informed critical thinking essential to a democracy.  It provides multicultural and historical perspectives on the universal struggle for justice and dignity.

· Engages the heart as well as the mind.  It challenges students to ask what human rights means to them personally and encourages them to translate [concern] into informed, nonviolent action.

· Affirms the interdependence of the human family.  It promotes understanding of the complex global forces that create abuses, as well as the ways in which abuses can be abolished and avoided.  (p. 20).
Human Rights Education Assumptions

How can we foster the value of peace for all people and the use of non-violent ways of solving problems?  HRE is predicated on the assumption that we can build a humane and responsible society through education (Sime, 1994). 

Human Rights Education (HRE) has received increasing attention due to the demands made upon public consciousness for social justice (Misgeld, 1994).  As we already know, school education and societal needs are closely connected.  For example, during war time, education has been used to control citizens’ attitudes and behavior, teaching them to hate and fight against other groups of people.  But many people in the society have been calling for positive change in the system, wanting to create a just society for all people and to build a community where people feel safe and secure.  When we turn on TV or read newspapers and magazines, we see the cry for positive change in society, due to the current violence around us.  Education must respond by providing a framework that people can use for such a change.  

HRE can play an important role in providing such a framework for action.  The first and most important component of HRE is, the researcher believes, that it begins with people who want change in society from a human rights perspective, and who actually will take action as a result of HRE.  Because HRE has various potential obstacles to being implemented at school, the researcher assumes, that HRE instructor/educator has a personal feeling towards human rights issues and willing to work with those obstacles.  Also, because one of the important goals of HRE, which will be introduced later in this chapter, is to take actions for human rights based on the acquired knowledge, it is safe for the researcher to say that the students who go through HRE are hoping to take some action for human rights.  That is, it leads people from acquiring knowledge about human rights to actually taking action based on what they learned.  

The second important aspect of HRE is that it can exist only in a social and cultural context.  Sparks (1994) believes that people’s ethical development can only take place within a social context.  This means that ethical frameworks and cultural and social “beliefs are acquired through social experience, and values are learned through human interactions” (p. 316).  If a society does not believe in people’s rights and will accept people being disrespectful to each other, people in the society will behave and act accordingly. When people realize the importance of creating a respectful environment for all, HRE can provide them with a great framework. 

Education to Inform People 

For people to understand their rights, they must be informed about what kinds of rights they have.  Education is the one of the ways in which people can acquire such information.  Sime (1994) points out the importance of educating citizens to be able to defend their own civil rights.  In addition to knowledge, people who are educated about their rights need to accept responsibility to protect their own and others’ rights.  If they use their knowledge to violate others’ rights, the social system and culture will never change.  They must overcome their individual selfishness and contribute to the common societal good.

People Are the Key to HRE 

If people are to freely exercise their rights and work responsibly toward the betterment of society, we must transform our environment.  Misgeld (1994) states that HRE constitutes an action leading toward cultural transformation and the achievement of a just society.  He believes that the method of HRE will equip students to work toward such a society, so that they can participate in the democratic process and organize a democratic climate with others.  Even after the Universal Declaration of Human Rights (UDHR), nationally and internationally we still struggle with creating an ideal environment for human beings, especially children, to acquire humanness.  If people want to transform societal values, schools implementing HRE are potentially effective environment for younger students, especially elementary school.  The reasons are, the researcher believes, (1) elementary school education is compulsory to everyone in most countries and should be compulsory according to the Convention of the Rights of the Child, (2) elementary school has many different kinds of stakeholders, such as students, their parents, teachers, school staff members, administrators, and community.
The Purpose, Goals and Objectives of HRE

The overarching purpose of HRE is to create a peaceful and humane society based on equity, mutuality, and the inherent worth of all persons’ strengths, to be interpreted as the manifestation of global justice (Reardon, 1988). When we put the value of human life first, it creates the most powerful and dynamic current toward peace.  HRE is “all learning that develops the knowledge, skills, and values of human rights” (Human Rights Educator’s Network, 1998, p. 21).  

The first objective of human rights education is to make people aware of their basic rights, based on the UDHR and how countries are implementing it.  In this way, people become aware of how others redress violations of their rights, as well as of how perpetrators are held accountable for rights violations (Reardon, 1995).  These individuals who are aware of the UDHR can recognize “the problems that impede the realization of human rights, and [find] the ways to resolve those problems” (p.  4).  

The second objective is, as Reardon believes, that at its base such education must be education for action (Reardon, 1988).  Students must develop decision-making skills and a sense of empowerment to exercise their rights and responsibilities.  Lister (1984) states that the aims for teaching and learning about human rights include “not only knowledge, but also skills (including action skills) and attitudes (related to particular procedural values such as freedom, toleration, fairness, respect for truth and for reasoning)” (p. 14).  He believes that such goals and aims will lead to the reform and renewal of existing institutions so that people’s human rights are respected and protected.

Meintjes (1997) summarizes the goals of HRE at the elementary school level.  They are to give students the ability to:

(1)
recognize the human rights dimensions of, and their relationship to, a given conflict- or problem-oriented exercise;

(2)
express an awareness and concern about their role in the protection or promotion of these rights;

(3)
evaluate critically the potential responses that may be offered;

(4)
attempt to identify alternative or creative new responses;

(5)
judge or decide about which choice is most appropriate; and

(6)
express confidence and recognize responsibility and influences in both the decision and its impact. (p. 78)

These goals give students an opportunity to process what is going on in the situation, analyze, and then make the best responsible decision according to the information they have.  It encourages students to use their critical thinking skills and take responsibility for action when they encounter conflict or a problematic situation.  Also, at the end, the students will see the impact of their decision making and their action which will lead them to a sense of responsibility and ownership of their actions.
Teaching Human Rights
How can we give students tools to examine situations and empower themselves?  The guidelines for teaching human rights by UNESCO (1980) and content of HRE by Council of Europe (cited in Meintjes, 1997) will be introduced here.  Within the content section, I will also give definitions of knowledge, practical knowledge/wisdom, attitudes, and skills in HRE.  Further, there will be Reardon’s (1995) development/conceptual framework with other scholars’ points of view (Lister, 1984; Meintjes, 1997) and her approaches to HRE (1995), UNESCO’s (1980) role of school in promoting HRE followed by Lyseight-Jones’s (1991) role and goal of primary education in HRE.

Guidelines for Teaching HRE-UNESCO

The Recommendation, adopted by the General Conference at its eighteenth session, includes these principles and considerations that should guide the teaching of human rights:

1.
[HRE] and teaching should be based on the principles which underlie the Charter of the United Nations, the Universal Declaration of Human Rights, the International Covenants on Human Rights and other international human rights instruments.  Consequently, equal emphasis should be place[d] on economic, social, cultural, civil and political rights as well as individual and collective rights.  The indivisibility of all human rights should be recognized.

2.
The concept of human rights should not be formulated in traditional or classical terms, but should include the historical experience and contributions of all peoples particularly in relation to major contemporary problems such as self-determination and all forms of discrimination and exploitation.

3.
[HRE] and teaching must aim at:

(i)
Fostering the attitudes of tolerance, respect and solidarity inherent in human rights;

(ii)
Providing knowledge about human rights, in both their national and international dimensions, and the institutions established for their implementation;

(iii)
Developing the individual’s awareness of the ways and means by which human rights can be translated into social and political reality at both the national and the international levels.

4.
While education should make the individual aware of his or her own rights, it should at the same time instill respect for the rights of others.

5.
Care should be constantly taken to create awareness about the close relationship between human rights on the one hand, and development and peace including, inter-alia, disarmament, on the other hand.  UNESCO should make it a priority task to promote the analysis and understanding of this relationship…

7.
[HRE] and teaching should stress that a new international economic, social and cultural order is essential to enable all people to enjoy their human rights and to promote and facilitate education on human rights at all levels and in all countries…

9.
It is not enough to dispense teaching and education in the spirit of a respect for human rights; human rights should also be taught as a subject integrated in the appropriate disciplines, and in particular in such fields as philosophy, political science, law and theology, and as an independent course.

10.
In order for the teacher of human rights to be able to carry out his or her task properly, it is particularly important that his or her personal integrity and freedom of expression be guaranteed.  (UNESCO, 1980, pp. 2-3)

The list is thorough and holistic, laying out the purpose of HRE and showing how teachers should be guaranteed their human rights in the school setting.  However, since this is a guideline for the HRE environment, it does not touch on the details of what the contents of HRE are.

Contents of Human Rights Education-Council of Europe

The Council of Europe suggests the contents of HRE should be as follows:

(i)      Knowledge of the major ‘sing spots’ in the historical development of human rights.

(ii)     Knowledge of the range of contemporary declarations, conventions, and covenants.

(iii)    Knowledge of some major infringements of human rights.

(iv)    Understanding of the basic conceptions of human rights (including also discrimination, equality, etc.)

(v)     Understanding the distinctions between political/legal and social/economic rights.

(vi)   Understanding the relationship between individual, group, and national rights.

(vii)   Appreciation of one’s own prejudices and development of tolerance.

(viii)  Appreciation of the rights of others.

(ix)   Sympathy for those who are denied rights.

(x)    Intellectual skills for collecting and analyzing information.

(ix)   Action skills.  (Meintjes, 1997, p. 69; Torney-Purta cited in McNeilly, 1993, p. 111)
The contents listed go from knowledge, to understanding, to action skills.  

Knowledge

Misgeld (1994) states that knowing about human rights is itself one of the people’s rights.  Sime (1994) points out that in order to achieve an education which accepts and respects human rights, there must exist a culture that embraces racial, gender and other identities without negating and excluding others. Jorge Osorio (1989) says that social movement does not emerge from outside.  It is fundamental for people to have knowledge about their rights and work proactively toward developing rights and respect (Sime, 1994).  With people’s courage and knowledge, any situation can be changed in a positive way.

Lister (1984) says that human rights knowledge can be defined as what is in the UDHR.  Students should know the main categories of human rights (civil, political, social, economic, cultural).  He also emphasizes that the knowledge is not only about other countries and other times, but also about our own country and our own times.  This can show students that human rights are still an issue that deserves our attention.  
Misgeld (1994) believes the knowledge of human rights is the knowledge and understanding which help people develop and maintain a non-violent society.  Such a society will create an environment for peaceful and open interaction and association, which make people feel secure about their fundamental rights.  

Practical Knowledge/Wisdom

How can the knowledge students learn in class be helpful and useful for them in day-to-day activities especially when the concepts go beyond their community, their country and their time?  Meintjes (1997) points to the importance of people’s concrete and practical experiences in seeing the relevance and value of human rights.  Knowledge becomes useful when it applies to real life.

Any knowledge which is acquired through education needs to be used in our lives, although that does not always happen.  Misgeld (1994) raises questions regarding how practical knowledge or wisdom has been learned throughout history and how experiences of the human race can be integrated with the knowledge of how societies work (or do not work), how politics function and how schools and other educational institutions function in reality. Tarrow (1992) states that HRE can serve as a unifying structure that would bridge knowledge learned at school and through human experiences.  HRE gives people a tool to critically examine the information and knowledge learned and experienced and to apply them to their lives.
The implementation of HRE, therefore, requires not just learning about human rights by government and system, but also by every individual (Meintjes, 1997).  Human rights educators need to show individuals examples of using knowledge, and of putting it into practice.  The educators need to talk with people who resist such education.  That means that HRE requires a horizontal relationship and dialogue to be effective (Freire, 1993; Meintjes, 1997).  Through this education, students become able to think critically, to examine and make decisions based on the information.  HRE, as we are talking about it here, is not only education about human rights, but also education for human rights.    Otsu (1992) calls for education which tries to solve problems through participation in social activities (teaching for development, peace, human rights, and the environment), i.e., a switch from obtaining more knowledge (teaching about development, peace, human rights, and the environment) to using the knowledge acquired through education into students’ action in society.
Attitude

Students must acquire an attitude of appreciation for such principles as freedom, tolerance, fairness and respect for truth and for the non-violent resolution of social and political problems (Lister, 1984). If our knowledge does not inform our attitudes, wisdom, and ability to critically examine events around us, our knowledge loses its purpose.  We must remember why we study and learn.  

People must also have a sense of justice and a belief in humanity’s need for a non-violent society.  Otherwise, the skills learned in HRE can be used to discriminate against and to oppress people. For example, in the name of freedom of speech, so many people were hurt by others, and some people abuse freedom of opinion and information to violate other’s rights.  The sense of justice creates an atmosphere which will not tolerate any form of human rights violation, and belief in humanity’s need for peace makes people incapable of accepting others’ suffering–strong motivation for action.

Skills

Skills include information processing, analysis/organization and action/advocacy (Lister, 1984).  These skills are very important for students and for society, in fact, to transform our knowledge into critical thinking and then into actions. Education is not only for self-enrichment or learning for learning’s sake, but also for the good of other people and society by putting learning into action.

Critical analysis must be used for problem solving from a human rights perspective.  Based upon the concepts and values of human rights, we can look at the issues and problems that we face in our daily lives, as well as world-wide problems. By nurturing students’ humane core values and respect for others, issues and problems in our community and in the world can be approached and examined.  If we cannot solve our own problems or stand up for our rights, how can we do so for other people on this earth?  It is critical for us to build a solid foundation of human rights in students’ lives when they are developmentally young, so that they can construct more humane and responsible values for themselves and others.

According to the Partners (1997), in HRE, action skills are the most important part of the education.  Without action based on knowledge, society would not change.  Hence, awareness and consciousness about one’s role in the protection or promotion of these rights in the context is critical.    HRE helps students explore ways to examine situations and take action accordingly.  It encourages them to use non-violent resolutions to social and political problems (Lister, 1984).  We must learn how to solve conflict without violence.  

Meintjes (1997) has several suggestions for developing action skills.  They are a) changing attitudes toward other people and situations, b) using dialogue and reflection exercises aimed at values clarification, c) promoting solidarity, and d) using programs and techniques directed toward the empowerment of students.

These skills, which students gain through HRE, will be their tools for empowerment.  How students use them in real life will show the real effect of the education.  So as Meintjes (1997) states, this education’s success is totally up to the people who have gone through it determining the extent to which they will practice their skills outside the educational setting as well as whether they will feel empowered.  In the end, what makes education work is people.  Without actions, people’s good ideas, thoughts and theories have little meaning.

Misgeld (1994) calls for HRE which goes beyond knowledge content, social urgency, and public desirability.  He states that it is important to “know what kinds of educational practices are conducive to the practice of respect for human rights and what this means, and how the relevant knowledge fits into the entire context of the production of knowledge in the school (and possibly also into other social institutions)” (p.  242).

Developmental / Conceptual Framework of HRE- Reardon

Although people are the most important factor for the success of HRE, we need to also pay attention to the topics and concepts of human rights in HRE.  Decisions about content depend on children’s developmental stages and people’s readiness to acquire the human rights concepts.  Reardon (1995) developed a conceptual framework of HRE (Appendix D) based on children’s developmental stage.  Students in grades four through six “become more aware of social relationships and more interested in social interactions” (p. 49).  It appears that they only care about their relationship with their peers and gender relations.  Yet, at the same time, they “pick up on the cues of the larger society, the unspoken-attitudinal and the spoken-behavioral indicators of social values” (p. 49).  In other words, they are more aware of what is going on in society and the world than we think they are.  Of course, developmentally, they need “guidance in interpreting the larger world, and in understanding and developing social relationships and their own place in the world” (p. 49).  However, it is important for the HRE educator and other adults to believe in children’s ability to observe and absorb social consciousness at these ages.

From the HRE point of view, the core concepts at the developmental stage of later childhood (4th - 6th grade) are freedom and social responsibility (Reardon, 1995, p. 14): at this stage it is possible to introduce concepts of community and social values (p. 17).  The reason is that students, at this stage, will “understand unfairness, prejudice, discrimination, and various actual rights violations, both historic and contemporary” (Reardon, 1995, p. 49).  The concepts of fairness and freedom will be their foundation for looking at the situations.  In addition, at this developmental level, students can also grasp more abstract conceptual ideas, and most of them have experienced what makes the abstract concepts concrete.  Some human rights violations which they themselves are experiencing can be examined in relation to international standards (Reardon, 1995).

In order to connect students’ experiences with international standards of human rights, we must consider the scope of human capacity for problem solving.  A developmental framework  (Appendix D) gives us an opportunity to deal with both local and international human rights issues in ways appropriate to students’ developmental level.  Reardon divides the levels by students’ ages.  However, the prime developmental stage is whenever students have the maturity to grasp the concept of human rights.  The ideal, of course, would be to have HRE from an early age so that students can start developing their human rights knowledge from the beginning throughout their development.  Yet, if anybody starts to learn and develop the concepts at other times, the developmental model will fit as well.  

The goal of the primary educator is to widen knowledge and to give students opportunities to experience what they have learned in the classroom (Lyseight-Jones, 1991).  Reardon (1988) calls this consciousness-raising.  Moreover, she states that it is important for us to see this stage as a first step toward other objectives.  Students will be more involved in the use of imagination and planning, the development of values, and commitment to action. At successive developmental stages students’ consciousness-raising goes further and further.  According to Reardon (1998), students’ analytical, critical thinking, value development and action skills will be more advanced.  Through the developmental stages, students will expand their capacity to care, to develop a sincere concern for those who suffer, and a commitment to resolving the problems through action.  These skills can be used toward self and others.  Awareness infused by caring becomes concern that can lead to such commitment that one action is followed by other actions.  It is a human rights educational goal to develop students’ internal and external skills towards caring about society.  It is the teachers’ role to encourage ongoing and active response to the obstacles toward peace and a commitment to their resolution (Reardon, 1988).

For example, the teachers are expected to work with their students when they encounter prejudice, stereotypes, and discrimination against ethnic minorities, women, people with disabilities and itinerant people (among the largely disadvantaged groups) and make sure their students respect them (Lyseight-Jones, 1991).  This is not an easy task.  
As Lyseight-Jones states, people’s experiences will establish “the framework for the individual’s own notions of justice and equity” (p. 81).  Therefore, it is important for educators to relate the knowledge of human rights to their students’ life experiences.  Unless we do so, we develop our own truth and fouls depending only on our personal experiences.  By introducing historical and communal experiences to our students, they can expand their knowledge and connect it to their own first- and second-hand experiences.

Approaches to HRE

Holistic Values Approach

Reardon (1995) introduces the concept of a holistic values approach for HRE.  She defines this approach as education for human dignity.  She looks at human dignity and integrity as “the symbiotic concepts at the center of the ethical system comprising the social values that are the essence of human rights” (p.  5).  Reardon defines dignity as the fundamental innate worth of the human person.  Integrity refers to a person as a whole being with physical, mental, aesthetic, and spiritual facets.  McNeilly (1993), on the other hand, defines HRE as education for “human dignity, a sense of personal meaning and a recognition of the value of human responsibility from which one cannot be immune” (p. 108).  

Both Reardon and McNeilly emphasize each person’s humaneness toward self and others.  When society “honors the dignity of all persons and expects all its members to respect the dignity of others,” (p. 5) society will become good.  Such society “provides for the expression and development of the multiple facets of the person and holds them to be inviolable” (p. 5).

This approach can be called education to become a whole person or holistic education.  To implement this approach, Tarrow (1992) states that HRE cannot be an add-on subject to the already existing curriculum.  Rather it should be integrated into the current curriculum throughout the subjects.  In order to develop students who can respect their own and others’ human dignity and integrity, it is natural for HRE to be included in every aspect of education, including school climate, classroom, and subject areas.  This type of education enables students to be themselves and to give the same inner strength to others.  

Historical Approach

According to Reardon (1995), the historical approach is the most widely used and effective approach at school to introduce human rights concepts.  Through Social Studies, the events and reasons why the UDHR was declared can be dealt with during world history and the home country’s history.  Since Social Studies is already a main subject area that teachers need to teach, the historical approach will be a most efficient method for teachers.

Additionally, the students can understand “the human rights movement as a dynamic, living human endeavor” (Reardon, 1995, p. 7).  Most importantly, the history of the human rights movement has not been completed.  Therefore, they learn why their current society is as it is.  Reardon also says that the students can take an active role in advancing human rights history for our time.  The knowledge of human rights history gives them a frame of reference through which to look at the events that have happened throughout history and to create a better society to come.  

International Standards Approach

Reardon (1995) says that one of the most effective conceptual approaches to HRE is based on the UDHR, which is the foundation of international human rights law as declared by the United Nations.  “[H]uman rights standards provide criteria by which to define, assess, and determine the severity of these problems” (p. 10). 

Lister (1984) states that the main reason for using the UDHR is to set ideals and “to acquaint young people with their rights” (p. 8).  At the same time, being realistic is also important, to protect human rights idealism against cynicism.  Lister believes that “the ideal exists both as an aspiration and as a measure against which the actual can be viewed” (1984, p.8).  Without idealism or hope, education cannot achieve its goal.  It is crucial to have an ideal in our heart as well as to know the reality.

Meintjes (1997) states that one approach is to adopt a general and abstract focus on 1948’s UDHR proclaimed by the UN General Assembly as a common standard of achievement for all peoples and all nations.  The UDHR indicates that through teaching and education, all people promote respect for the rights and freedoms for everyone nationally and internationally.  The international standards of human rights allow students to see how we are interconnected to each other in the world, and how we are affected by the standards.  It is critical for educators to make connections between international and national human rights and the students’ lives, especially when students are at a young age.  Most of their knowledge and experiences are around their own environment and, therefor it is difficult for them to make a connection between things around them and national and international issues.  In this way, students can utilize the knowledge they learned through their education, and knowledge does not remain as only knowledge.

The other reason why this approach is one of the most effective conceptual approaches to HRE, according to Reardon (1995), is that the UDHR includes not only the rights of individuals but also the rights of groups and humankind (such rights are called the third and the fourth generation).  It reflects “the growth of an emerging sense of universality and provide[s] norms that strengthen the potential for a system of shared global values, an essential requisite to an authentic world community” (Reardon, 1995, p. 10).  In other words, she states that this approach gives us a framework to think and “assess trends toward and away from world community and global social integration” (p. 10).  The UDHR leads us to look at our responsibilities as well as our rights in order to create a humane society rather than a self-centered one.  

Reconstructionist Approach

This approach is basically process-oriented and demonstrates “how societies learn to identify social wrongs, acknowledge how they violate human dignity and define and apply human rights standards to overcome them” (Reardon, 1995, p.  11).  It demonstrates “how human rights movements emerge, gain social support, and produce both attitudinal and legal-structural changes in society” (p. 11).

All existing social and legal standards based on the UDHR are interrelated and universally applicable (Reardon, 1995).  They form a system of norms, values, and hope that can lead to “the development of the healthy and just world social order, and provide the core of a reconstructive approach” (Reardon, 1995, p. 11).  Reardon (1995) states that a reconstructionist approach can be used to fulfill the same purpose as the historical or international standards approaches.

Institutional Environment

Institutions such as homes and schools and government, need to be changed, of course, as well as actions by individuals (Sparks, 1994).  Yet, we have to remember that home, school, government, or any other organization is a collection of individuals.  It means that these institutional changes must start with individuals.  When each person in an organization starts to change, the organization will change.  Individuals need to have the courage to stand up for other people’s rights, when they witness human rights violations.  

To develop students who will be responsible for their own and others’ rights, the environment for students to learn about human rights should be ideal.  School X in this study looks upon HRE as a tool to examine the inequities in its own community and to empower students (Mission Statement).  The educational environment must mirror the nature of human rights, which shows respect toward an individual’s human dignity.

The Role of School in Promoting HRE

The UNESCO Recommendation states that “human rights must be taught at all levels of the educational system, as well as in out-of-school settings, including the family and in continuing education programs, including literacy and post-literacy programs.  States shall strive to improve and broaden human rights education and teaching and co-operate to this end” (UNESCO, 1980, p. 3).  To operate at the elementary school level successfully with human rights principles requires that staff, pupils and parents recognize, agree to, and promote human rights (Lyseight-Jones, 1991).

 In the case of School X, the concept of human rights is included in its mission statement.  It means that staff, parents, and students are all aware that School X values human rights for all people, and it will be included in students’ learning experiences.  This demonstrates the fact that a primary role of HRE is to help the school to “define the values which it shares, the unbreakable tenets of that value system, the negotiable elements of it, the operationalizing of it and the publicity which should surround its development, implementation and variation” (Lyseight-Jones, 1991, pp. 77-78).

Why is HRE needed at the elementary level?  For most children, elementary school is the first societal unit where they are introduced to people outside their family.  They learn social values through interaction with their peers, teachers and administrators.  Hence, elementary school will be the ideal setting to reach out to fresh young minds, to the people who will be the leaders of our future society and the world.  Of course, this is only if we believe in our children and believe that they are the leaders of our future. Lyseight-Jones (1991) sees a child as a whole being instructed by “academic, social, moral/spiritual and physical/creative factors” (p. 84).  Thus, he states that primary education must use all these aspects in a human rights approach.

Tarrow (1992) points out the importance of starting from preschool and continuing through secondary and adult education.  Humphrey (1987) urges us to get the human rights message to students when they are young and before they have absorbed prejudices.  Torney-Purta notes that, on the basis of the primacy principle, the earlier an experience takes place in a child’s life, the more formative it is likely to be. She points out that opponents of this principle subscribe to the principle of postponing instruction in the field until students are able to see direct links to voting, election campaigns, etc. (Tarrow, 1992).  

At the primary level there also are possibilities for involvement of more people to broaden the support and thereby to establish a solid foundation of HRE.  The primary level provides a great opportunity to create a cooperative and supportive climate between school and society (Lyseight-Jones, 1991).  

School has become a primary place where students can develop their characters through exploration and experience (Garbarino, 1992).  Although Garbarino comes from a Moral Education perspective, that perspective shares the same goals as HRE, i.e., education to develop children who know, respect, and protect human rights.  The education itself must reflect human rights in curriculum, methods, and environment.  How can we provide such education?

First, we must provide students with the knowledge of their rights, their responsibilities toward others, and the boundaries of state power set in the various human rights agreements (Shafer, 1987).  Without any information, students would have no frame of reference about human rights issues.  Sparks (1994) says that education which develops youth mentally, emotionally, and cognitively should not overlook systemic violence and human rights violations.  It is important to take a look at existing socially structured violence in an environmental context.  Such education can enable students to recognize human rights violations in their daily life and to see the relationship between their own lives and human rights issues.  Recognizing and acknowledging human rights violations in the U.S., in fact, brings students for the first time to a realization that human rights issues are not only for developing countries, the source of most cases presented for discussion of human rights violation.  HRE must take them beyond such a narrow picture.

Second, educators need to understand the importance of creating an environment where students’ human rights will be respected and protected, as well as to understand the environment from which they are coming (Sparks, 1994).  If the school environment does not reflect what students are learning about human rights, it only becomes hypocrisy.  Lister (1984) states that the nature of a school must reflect and encourage a concern for human rights.  He emphasizes developing a human rights school in order to accomplish the ideal of human rights education.

Third, it is important for teachers to know where their students are coming from.  Knowing such information, teachers can control how students take the initiative to change in their environment, to move it away from one which does not respect or protect their human rights.  Through such educational processes, students’ beliefs and attitudes will change, not only toward violence but also toward their sense of responsibility (Sparks, 1994).

The human rights school is in a state of becoming, not in a state of being.  The characteristics of a human rights school, according to Lister (1984), are as follows:

· its general structure and practices will reflect a concern for the procedural values which underpin human rights---freedom, toleration, fairness, and respect for truth and of reasoning;

· it will respect the rights and fundamental freedoms of all its members, including the students, acknowledging that the members have these rights and fundamental freedoms by virtue of their common humanity;

· all are entitled to these rights and freedoms because of their common humanity, and there will be no discrimination against anyone on grounds of race, religion, social class or gender.  In particular, the human rights school will regard and respect children and women as part of common humanity;

· no one in the school should be subjected to torture or to inhuman or degrading treatment or punishment;

· any punishment must be preceded by due process and a fair hearing;

· everyone will have the right of freedom of opinion and expression, and of peaceful assembly and association.  Students will be able to form, and belong to, issue-related groups which respect the ideals and procedure of human rights;

· the education practiced by the school of human rights will be directed to the full development of the human personality, and will show a concern for brain and hand, and for intellect and emotions;

· through its structures and its curriculum, the human rights school will promote understanding, tolerance and friendship between people of different national, ethnic or religious groups and a concern for the maintenance of peace.  It will help its students to acquire the attitudes and skills necessary to facilitate peaceful social change;

· it will recognize that everyone has duties and obligations, as well as rights and freedoms, and that these will include duties to the community and obligations to respect the rights and freedoms of others;

· it will be aware of the relationship of rights and freedoms and duties and obligations, and that the relationship between the rights and freedoms of one (or of one group) and the rights and freedoms of another (or of another group) may be contentious issues.  The human rights school will not be without - or seek to be without - conflicts and issues, for they are an essential element in political and social change.  However, the human rights school will have the procedures to enable conflicts and issues to make a productive and positive contribution to its reformation, and a dialectic to facilitate its own development.  (pp. 29 - 30)

Challenges to Human Rights Education
Problems with HRE in Schools

While the previous chapter has introduced some of the positive aspects of HRE, resistance, difficulties and challenges cannot be ignored.  For example, the program which is the focus of this case study, The Partners, points to ten oppositions to teaching and learning about human rights in school.  They are adapted from Lister’s (1991) The Challenge of Human Rights Education edited by Starkey.

1. Human rights are too complex for immature minds (an argument also made about other activities—such as political education and economics).

2. Human rights [theory] over-stresses rights and under-stresses responsibilities.

3. To teach human rights is a form of indoctrination, in which the teacher becomes a preacher (albeit of a secular religion).

4. Human rights teachers are usually more interested in social change (or in subversion) than in maintaining the fabric of society.

5. Human rights is a culture-bound conception, born in Western Europe and North America, foisted on the world in 1948.

6. There is no consensus about what it is ‘to have a right,’ and no consensus about human rights in general.  Schools should teach only those things about which consensus exists.

7. Human[s] are too individualistic and private.  Group rights, collective rights and the importance of public domain are under-represented.

8. If we arrogate to ourselves the right to pass judgment upon, and seek to interfere with, the internal administration of justice in other countries, we are in effect according to them the same right of judgment and interference in our own.  There is no good so great that it is worth purchasing it at the price of national independence (Extract from a letter by a politician to a school teacher who had invited the politician to make a statement in support of a human rights exhibition mounted by students in a comprehensive school.)

9. Human rights issues are complex, long-term, and often intractable.  Teaching about them can give students a feeling of impotence, rather than enable them to act upon issues and affect their outcomes.

10. Teachers of human rights go too far.  They are not satisfied with teaching about human rights.  They want to teach for human rights.  They want “human rights schools” and “human rights classrooms.”  They assert women’s rights, children’s rights, and animal rights.  Some even talk of the “rights of trees.” Ordinary citizens will not support this.

(Lister, 1991; Training Manual, 1997, C.2.2)

HRE as Revolutionary

As the third and fourth items suggest, people who work and/or teach for human rights are often considered revolutionaries (Lister, 1991).  Even if people in general agree with UDHR and see the value of it, as soon as people start to talk about the rights of others, either a person or a group, all of a sudden the UDHR concept is judged rebellious or revolutionary.  When the concept challenges people’s own beliefs and culture, teaching about human rights can meet great resistance.  Hence, it is easy to see the tenth item coming.  Because the most important part of HRE is teaching action skills, some people will have an enormous difficulty when education requires actions which contradict or threaten observers’ beliefs.

Challenging Existing Social Values

Tarrow (1992) contends that HRE has a controversial nature, especially when it does not match the social norm.  To challenge school values means to challenge social values.  Since, in most cases, school is serving its society to foster productive citizens, the researcher believes that challenging school values and norms means that it challenges society’s view of what “productive citizens” means.  Therefore, unless the educator pays attention to such issues, i.e. challenging school and social values and norms, HRE can be threatening to people, such as students, parents, teachers, school administrators and the community, especially when these people do not like change from their routine.  Hence, when school and society cannot accept and/or implement HRE at school level, “the fundamental problem is cultural and social” (Misgeld, 1994, p. 240).  Misgeld also emphasizes value-conflict and conflicts between different rights.  This is an important awareness for students if they are to advance their human rights understanding to the next level.  Through this recognition, students gain the opportunity to see first, the reality of our society; then different beliefs, values and ways of thinking; and finally how to deal with them.  If we want students to be human rights advocates, we need to present both the reality and the hope that they will apply knowledge, attitude and skills in examining situations.  

Creating a just and peaceful society seems to be an extremely slow process. Yet, changes in society come only from changes of people’s minds, attitudes, and behavior.    We also know that no one can force anyone to think and/or act a particular way.  When we use force to achieve peace, history shows us that it seldom works. Educating and empowering people with their rights and responsibilities towards others’ rights, planting the seed of human rights for all, will be the only way to achieve a just and peaceful society.  Magendzo (1994) suggests undertaking change at a slow pace.  He believes that ideological struggle, which can be triggered in education and culture by HRE, can cause intense social explosions (1994).  Hence, to transform a society, the process needs to be slow.

Differing Interpretations of Human Rights

Misgeld (1994) states that interpretations of human rights vary widely and may come into conflict, depending on people’s perspective and the context of application and interpretation of human rights.  A right could have a different meaning for different people and/or situation.  Article 19 “freedom of opinion and information” is an example.  People have different opinions in general.  One’s opinion does not necessarily match others.  One’s interpretation of the right to one’s opinion can be different from someone else’s.  The researcher believes that the article 29 “community essential to free and full development” and the article 30 “freedom from state or personal interference in the above rights” are essential to bring one’s own and other’s rights together.  If people forget the responsibility of securing of other’s rights, human rights become self-centered.

Lack of Suitable Materials

Lister (1984) stresses a lack of suitable materials, saying that since there is no established course for human rights, nobody bothers to create suitable material.  Drubay (1981), Lister (1984) and Tarrow (1992) point out that the abstract language of current materials does not allow students and/or teachers to understand concepts fully; they sound dry and legalistic.  Massarenti (cited in Lister, 1984), a director of the Geneva Project on the teaching of human rights, states that the problem is the elitist style of documents, which does not attract common people to actually put these concepts into practice.  Human rights concepts must be presented to teachers and students in a way that they can make connections.

Second, materials need to address the contradictions among the rights (Tarrow, 1992). For example, individual rights versus group rights; in some case to protect a certain right of individual can cause violation of group rights. Not addressing possible contradictions between rights can lead to sense of hypocrisy and people start to feel human rights is just lip service.  When contradictions are addressed, the concepts of human rights can be not only the ideal and utopian thought which people only wish for, but also the concepts that people can work toward for the betterment of all people.

HRE as Hypocrisy

Lyseight-Jones (1991) says that hypocrisy will always be an enemy of HRE.  If the school as an organization does not take seriously what they are teaching to their students and reflect it in interactions among students, between students and teachers, between teachers and parents, it will only create a double standard.  And that is the message that students will get from HRE.  Schools must be ready to accept and reflect fundamental principles of democracy and fundamental human rights when they decide to put HRE into practice (Misgeld, 1994).

HRE as a Utopian, Idealistic Concept

Meintjes (1997) used the word “idealistic” to explain the situation.  He argues that if students are taught about respecting authority and revering the nation’s founders and their successors without fail, then democracy, civil rights and political rights are only concepts.  Students learn them, yet they cannot practice them.  This means that the concepts will only be used by people who speak from theoretical points of view which do not threaten any part of the social system.

The concepts of human rights are more accepted by people when they are presented by scholarly and/or religious figures as medium, rather than by educators at school (Reardon, 1988).  Introduced by scholars and religious figures, these concepts by being abstract become less threatening to the people, especially at a political level.  This gives people the impression that the concept and achievement of human rights for all people is utopian (usually in the pejorative sense).  This is even true of some people who consider themselves human rights educators.

Introducing Politics into Education

HRE can be “seen as introducing politics into the schools” (Misgeld, 1994, p.  244).  It is often times said that educators are afraid to teach human rights at school (Magendzo, 1994; Misgeld, 1994).  Education for peace, which includes HRE, is ultimately political education and education for citizenship.  Reardon (1988) states that this is the heart of the problem.  Especially at public school, teaching certain values is avoided by the educators.  However, the researcher believes that any kind of education teaches certain values and cultures reflected in the curriculum.  It is almost impossible not to each values when educators try to teach/educate students in various subject areas.

School Un-Readiness

Meintjes (1997) points out that a culture of resistance or struggle could already exist within formal educational settings.  Magendzo (1994) believes that school culture, teaching practices, and the nature of teacher-student interactions can be a reflection of how people view the educational system, whether hierarchical or democratic.  When the concepts and values of human rights (democratic) conflict with existing school culture and values (hierarchical), it is more difficult for schools to accept HRE, because people, including who go to, work at and support school, have conflicting cultures and values with human rights (Magendzo, 1994).

If a school is not ready to be an organization which reflects human rights concepts, then, introducing the concepts could bring organizational and social reform.  This will be a real threat to people who are not willing to change.  Misgeld (1994) states that the biggest obstacle for HRE is a high degree of social acceptance of human rights violation.  In many countries, including the United States, resistance to human rights violations seem weak and not supported by the people.

During World War II, Makiguchi (1984) said that the worst enemy of human beings is not the people who violate others’ rights, but those who keep silence when they see these violations.  Of course, people who practice such violations are bad.  However, according to Makiguchi, if people know about the actions being taken against humanitarian values and do nothing about it, then it is worse than when people are practicing them without knowing the actions are wrong.

Resistance by Teachers

Lyseight-Jones (1991) states that the key for delivering HRE is teachers who are willing and motivated.  However, Tarrow (1992) points out that “teachers have been unable or unwilling to find appropriate ways of introducing the subject in their classrooms on a regular basis” (p. 31).  Frequently, the reason why HRE is not applied in school education is the issue of time.  Teachers simply have too many things to do besides their teaching.  But if HRE at the primary school is mainstreamed instruction, then HRE will not be an additional subject area that teachers have to teach.

Rather, as an everyday activity, HRE will be intertwined into the school curriculum and hidden curriculum, which teaches values and cultures of the society, as the researcher mentioned in the earlier section.  A whole school and all members of staff of the organization will be the role models as persons who respect and embrace human rights.  When this type of education is accomplished, students naturally respect everybody’s rights.  Although HRE has both recognition and legitimization at the highest levels, such as at international and government, to be able to achieve its goal, it must begin and make an impact at the school level.

To achieve this requires getting teachers more involved at the development stage.  This involvement gives teachers a sense of ownership toward the curriculum and education itself.  Then, HRE is more likely to make a difference and to have an effect at the school level.  When teachers feel more ownership and involvement in the process of implementing the curriculum in their classroom, then HRE gains more teachers’, grass-roots-level, support.  Without support by the people who are actually going to carry out the program, nothing will come of it.

Moreover, teachers transmit social norms to their students as well as teach subject areas.  If the concepts of human rights conflict with social norms, teachers feel uncomfortable or resistant to teaching human rights (Lyseight-Jones, 1991).  Although school administrators have the authority to implement human rights in the curriculum at their schools, many are concerned about community reaction. If their communities interpret human rights as a threat to their social norm, there is a possibility of resistance or more aggressive reactions from these constituents.  It means that the human rights educator may be working for social and cultural change which is not readily acceptable to people, including their peers, parents and students (Lyseight-Jones, 1991).

Examples of HRE Implementation


There are only a few studies of HRE at schools in the United States.  They are (a) a case study by Wade (1994) with fourth graders, (b) a case study by Brabeck et al. (1998) with eighth graders, and (c) Pudialus-Palmer study of Partners Program (1994) [Master’s Thesis].  Wade’s case study was based on a curriculum he developed with a classroom teacher in social studies, rather than a published curriculum for human rights issues.


Brabeck et al. (1998) examined the effect of a particular curriculum, the Facing History and Ourselves Program.   This curriculum was developed by concerned educators in Boston, Massachusetts.  The program has training sessions for teachers and provides resources and opportunities for professional development “through in-service programs, institutes and workshops” (p. 334).  

Conceptual Change in Elementary Social Studies: Case Study of Fourth Graders’ Understanding of Human Rights (Wade, 1994)
Wade (1994) conducted a retrospective analysis of an ethnographic classroom action research.  He re-analyzed some of the findings from his doctoral dissertation to look for a deeper understanding of “why students did or did not develop accurate ideas about human rights following a month-long unit of instruction” (p. 79-80).

Wade developed this human rights curriculum with a social studies teacher for fourth grade.  The unit was a month long based on the Declaration of the Rights of the Child (United Nations, 1959).  He and the classroom teacher thought that the students could relate more to the concept if it were specifically for children.  Hence, they defined human rights as “the entitlements to health, safety, love, education, shelter, food, and acceptance that should be afforded to all children, regardless of race, ethnicity, gender, religion, or physical ability” (Wade, 1994, p. 82).  

The unit activities included discussion, cooperative learning, role play and simulations, and stories and books about human rights issues (Wade, 1994).  Wade and the classroom teacher especially paid attention to making human rights concrete and identifiable in students’ lives (Starkey, 1986; Torney-Purta, 1984; Wade, 1994).  Writing personal stories, addressing issues of rights and responsibilities in class meetings, and art and drama were used to connect human rights issues and students.

Before and after the month-long curriculum, Wade asked students the question, “What are human rights?”  Then, in individual follow-up interviews three weeks after the human rights unit, he asked  “What do human rights have to do with your life?” Wade pointed out that the students expressed frequent concerns for “their rights in the context of fair and equal treatment by their peers and the adults in their world”  (p. 83).  Although students did not use the exact word, “rights,” Wade interpreted their responses as such.

The most significant finding from Wade’s study was that “the development of student ideas [regarding human rights issues] were strongly influenced by their prior knowledge, values, interests, and motivation to learn” (1994, p. 89).  According to his study, almost all students could recognize human rights issues in their lives with the assistance of lists and relevant classroom experiences.  However, they could not think of examples in their daily experiences on their own.  One student had an interest in current events and U.S. history.  Before starting the unit, he explained to his classmates about accurate ideas on civil rights in the U.S. and South Africa.  “He was the only student in the class who thought of human rights as legal protection initially” (p. 89).  In the follow-up interview, he was one of the few students who referred to human rights after the unit.  He also started to apply human rights knowledge to other issues in social studies and to his writings.

Another finding was that “the role of emotional salience in fostering motivation to learn and subsequent cognitive engagement [is] an important area for further research” ( Wade, 1994, p. 90).  Wade admitted that the greatest errors he and the classroom teacher made in teaching human rights were not confronting the misinformation that students brought to the class and not explicitly pointing out the objectivity of the course.  From students’ responses to these research questions, Wade could evaluate his and his partner’s teaching.  He concluded by expressing a need for research on conceptual change, i.e., how to develop students’ “ability to apply relevant concepts to their future schoolwork and their lives as active members of their communities” (p. 92).

Human Rights Education Through the “Facing History and Ourselves’ Program (Brabeck, Kenny, Stryker, Tollefson & Sternstrom, 1998)
Brabeck  et al. examined the effects of the Facing History and Ourselves (FHAO) human rights program on moral development and psychological well-being.  This study used standardized instruments to measure how much the experience “promotes students’ sensitivity to the plight of others or empathy (assessed by Mehrabian-Epstein’s 1972 Empathy Scale), increases their moral reasoning (Rest’s 1979 Defining Issues Test), and heightens their social concern (Crandall’s 1975 Social Interest Inventory) without adversely impacting students’ psychological well-being: depression (Kovacs’ 1983, Children’s Depression Inventory), hopelessness (Kazdin et al.’s 1983 Hopelessness Scale for Children) or self esteem (Harter’s 1988 Self Perception Profile)” (Brabeck et al., 1998, P. 337). They also examined gender differences in these measures.  The participants in this study were in eighth grade when they went through this program. 

The FHAO program was developed in response to a concern about the lack of reference to human rights abuses in secondary and college level textbooks as well as about the uneven treatment of human rights issues included in textbooks during the 1970s (Brabeck et al., 1998).   The textbooks also contributed little toward helping students to understand the history of human rights and abuses.  The FHAO program was based on a belief in adolescents’ ability and desire to “understand true, complex historical events” (p. 334).  Furthermore, it reflected a belief in the important connection between human rights abuses in the past and students’ lives now.  As Bronowski (cited in Brabeck et al., 1998) commented, “the FHAO program emphasizes classroom dialogue and critical reflection on a variety of perspectives on issues” (Brabeck et al., 1998, 334).  The curriculum addressed complex moral issues to “develop students’ human rights vocabularies, moral judgement and critical thinking and would not negatively impact students’ psychological well-being” (Colt, Connelly & Paine, 1981 cited in Brabeck et al., 1998, p. 334).

The FHAO program has a training program for teachers to implement this HRE.  Since 1977, as of 1998, over 10,000 teachers have been trained who have taught more than 500,000 students in 48 U.S. states and Canada each year (Brabeck et al., 1998).  Usually, at each school, teams are developed to work on interdisciplinary and individualized curricula based on the FHAO curriculum resources.   The curriculum is a semester long and examines the Nazi Holocaust to illustrate one democracy that turned to genocide.  

Brabeck et al. (1998) used MANOVA to analyze compiled data.  The results indicated that discussion about human rights abuse in FHAO contributed to the development of moral reasoning and did not have a negative impact on students’ psychological well-being (Brabeck et al., 1998).  In fact, moral reasoning was increased through FHAO, and the curriculum did not negatively affect students’ levels of depression, hopelessness or self-esteem.  In terms of gender differences, female students outscored male students in self-report measures in empathy and social interests while there were no differences on reasoning between the two groups.  Brabeck et al. (1998) concluded that “deliberate and informed discussions of human rights issues can promote moral reasoning and behavior” (p. 344).

Comparison to the Partners in Human Rights Education Program

The Partners program seems to be one that combines aspects of these two examples.  The program has training sessions for teams of teachers, lawyers and community representatives who are determined to introduce this program to schools.  It also provides resources (Appendix E) to help teams to implement HRE.  In this sense, the Partners program is similar to the FHAO program.

However, although this program has a variety of curriculum resources, participants are not mandated to use them in the development of their curriculum.  The team of a teacher, a lawyer, and community representative is free to develop their own curriculum as Wade and his co-worker did.  Of use for assuring that the curriculum is appropriate.
Now, the readers were introduced to case studies, which give ideas on how these couple educators implemented HRE at their schools.  Along with these examples, the readers could compare their school environment with HRE theories, which was introduced in the earlier part of this chapter.  Examining how much their school environment could be supportive of HRE implementation and exploring possible obstacles in a process of implementing HRE are critical for those who are considering teaching human rights at their schools.  From the next chapter, the researcher will introduce this particular study with the Partners HRE program and how School X implemented HRE.  The differences between this study and previous case studies are (a) obtaining information for long term affect of HRE (interview was taken place a year after HRE instruction), (b) responding to Wade’s further research need on conceptual change, i.e. how students develop ability to apply their human rights knowledge to their school work and their lives in their communities (1998), and (c) finding out effective teaching methods from students’ perspective.
Chapter 3: Methodology

 This dissertation is a part of the education evaluation project of the Partners in Human Rights Education Program.  Many schools and teachers/educators are seeking ways of implementing Human Rights Education (HRE) in their curriculum.  The Partners are attempting to find out, through research, what methods and content are useful and effective for teaching elementary school students about human rights.  This research sought to answer two basic questions: (1) how much did the students gain in understanding human rights concepts? and (2) were they able to apply their human rights knowledge in their daily lives? 

In order for the researcher to find answers to these questions, several methods were used.  The researcher developed interview questions, first with a help of quantitative researcher from the Partners HRE evaluation project.  In addition to the interview, as secondary analysis, the results of a questionnaire conducted by the HRE instructor and survey developed by the Search Institute, provided additional background information.  These instruments are included in the appendices.  These two instruments questions became a base for the researcher’s interview questions, so that the researcher could compare her interview question data and other two instruments data later.  Then, the interview questions were reviewed by the researcher’s advisor to check if any questions were possibly leading students to answer certain ways.  The School X HRE instructor also reviewed the interview questions, because she was one of the beneficial from this evaluation project and wanted to see if these questions would address her questions to improve her HRE instruction.

The researcher chose case study as the methodology for addressing the above questions.  The proposal of this case study was submitted to the Institutional Review Board: Human Subjects Committee (IRB) on March 25th, 1998.  The approval from Human Subject Committee was obtained on April 28th, 1998, and IRB code number is 9803S00146.  The following discussion provides a background of case study, its history, some definitions, and criticisms.

Case Study Methodology

History of Case Study Method
The use of the case study in the United States started in the 19th century.  Case studies were established by the Chicago School and had a great impact upon research in the areas of sociology and social work (Hamel, Dufour & Fortin, 1993).  

Chicago School

At the end of the 19th and the beginning of the 20th centuries, case study was the approach of choice for early sociological studies in the United States.  Studies were “conducted by social workers and the first American sociologists” (Hamel, Dufour & Fortin, 1993, p.  13).  Urban ecology was the main topic of these studies, which meant to examine social evolution, “the transformation of a small and simple community to a large city with its highly complex social structure” (p.  15).  The goal of these case studies was to understand how the ecological resources, such as natural environment, ethnic cultures, and dissemination of outside innovations, were integrated into the transformation of people’s lives in the communities.  

Case study, as developed by the Chicago School, played an important role in finding out about people who were living in the studied environment.  Dewey stated that social life is a process or a movement, which “could only be understood if the meanings assigned to it by its own actors were incorporated within it” (cited in Hamel, Dufour & Fortin, 1993, p.16).  Diesing (1972) said that the characteristics of a part were seen to be largely determined by the whole to which it belongs.  The wholists argued that understanding a phenomenon required an understanding of different parts of people’s lives in the environment and their interrelationships to each other (Sturman, 1999).  Salomon stated that, because this case study approach assumed that elements were interdependent and inseparable, if a change in one element occurred, everything else changed (cited in Sturman, 1999).  Thus, it is critical to look at as many people and phenomena as possible in terms of the research purpose.

This type of case study can be categorized as an inductive approach (Hamel, Dufour & Fortin, 1993).  The inductive approach considers empirical details in the light of remarks made by people in the studied context, a method which “gives depth and dimension to the sociological explanation produce[d]” (p.16).  Such detailed information from people provides access to the meanings and symbols embedded in the interactions of real people who live in the situation.  This is the most important point in an inductive case study.

Franklin H.  Giddings (F.H.G.) Club

The Franklin H.  Giddings (F.H.G.) Club at Columbia University, New York, can be seen as the anti-Chicago School (Hamel, Dufour & Fortin, 1993).  Giddings and his students focused on the statistical survey, a method which gained ground in sociological case studies.  The development of this type of case study provided a variety of techniques, which were intended not only to explain, but also to predict.

From this school’s point of view, case study is based on a deductive process incorporating technical procedures that could demonstrate its accuracy (Hamel, Dufour & Fortin, 1993).  It required eliminating biases of the researcher and the empirical context.  Therefore, methods like participant-observation, which involves a researcher’s interpretation, were avoided since they lacked rigor and were subject to personal impressions.

Current Definition of Case Study

The Chicago School and F.H.G.  Club argued about the purposes of case study research.  Scholars have argued that qualitative and quantitative approaches to case study are incompatible  (Sturman, 1999).  Because of the philosophical differences and traditions, these two different approaches draw their credibility from different courses and use different tests for validity or dependability of findings due to differing underlying assumptions.  The Chicago School type of case study is closely related to qualitative or hermeneutics methodology
.  The F.H.G.  Club type is quantitative or positivistic methodology
.

Today, however, according to Sturman (1999), there is an acceptance that the two different traditions can work together.  He points out that qualitative research is useful in developing both concepts and theories.  It can also provide depth to quantitative research findings.  Sturman (1999) defines case study as “the investigation of an individual group, or phenomenon” (p.  103).  He states that case study is based on “the belief that human systems develop a characteristic wholeness or integrity and are not simply a loose collection of traits” (p.  103).  

Merriam (1988), another leading proponent of the case study, defines it as “an examination of a specific phenomenon such as a program, an event, a person, a process, an institution, or a social group” (p.  9).  However, Merriam states that case study research is defined and described from the perspective of the qualitative or naturalistic research paradigm, which defines the methods and techniques most suitable for collecting and analyzing data.  She refers to case study as a basic design that can assist a variety of disciplinary subject areas and philosophical perspectives on the nature of research.  Merriam considers a case study to “test theory or build theory, incorporate random or purposive sampling, and include quantitative and qualitative data” (p. 2).  Although Merriam points out the possibilities of both qualitative and quantitative case studies, she believes that “research focused on discovery, insight, and understanding from the perspectives of those being studied offers the greatest promise of making significant contributions to the knowledge base and practice of education” (p.  3).  

Stake (1981) defines case study, specifically qualitative case study, as “an intensive, holistic description and analysis of a single entity, phenomenon, or social unit”  (cited in Merriam, 1988, p.  16).  He also states that “a case study is both the process of learning about the case and the product of our learning” (p.  87).  Yin (1984) points out that case study is a design particularly suited to situations where it is impossible to separate the phenomenon’s variables from their context.  

Merriam (1988) says that case study is heuristic.  It illuminates the reader’s understanding of the phenomenon under study.  It can bring about the discovery of new meaning, extend the reader’s experience, or confirm what is known.  “Previously unknown relationships and variables can be expected to emerge from case studies leading to a rethinking of the phenomenon being studied” (Stake, cited in Merriam, 1988, p.  10)

To present a case study, a rich, thick description of the phenomenon under study is necessary (Merriam, 1988).  Thick description came from an anthropological term and means “the complete, literal description of the incident or entity being investigated” (p.  13).  Thick description includes many possible variables in the phenomenon and describes their interaction.  

Different Paradigms / Types of Case Study

Interestingly, Stake (1998) says that “case study is not a methodological choice, but a choice of object to be studied” (p.  86).  Because case study can be both quantitative and qualitative, there are several possible paradigms or types of studies that the researchers can utilize.  According to Husen (1999), the Chicago School and Franklin H.  Giddings (F.H.G.) Club, represent different paradigms of case study.  He states that the criteria for selecting and defining problems and choosing the theoretical and methodological approaches will differ, depending upon the choice of paradigm.  
Husen (1999) uses the word paradigm to distinguish different case studies.  The first paradigm is a natural science model which emphasizes empirical quantifiable observations.  This paradigm is based on analyses by mathematical tools, and the purpose of research is “to establish causal relationships, to explain (Erklaren)” (p.  32).  The second paradigm is humanistic or dialectical in nature (Husen, 1999).  This paradigm is “derived from the humanities with an emphasis on holistic and qualitative information and interpretive approaches (Versstehen)” (p.  32).  Delthey states that the purpose of Versstehen is to “understand the unique individual in his/her entire, concrete setting” (cited in Husen, 1999, p.  33).

Merriam (1988) believes that most case studies in education are qualitative to generate hypotheses rather than quantitative and testing hypotheses.  In many educational settings, it is hard to manipulate the potential causes of behaviors, and to identify variables with which to conduct hypothesis-testing research.  When the variables are so embedded in the phenomenon, non-experimental or descriptive research is undertaken.  This type of research looks for understanding based on description and explanation, rather than prediction based on cause and effect.  Such case studies are more particularistic, descriptive, and heuristic and rely heavily on inductive reasoning with multiple data sources (Merriam, 1988).

Sturman (1999) categorizes case study as evaluative or ethnographic.  The evaluative case study involves the evaluation of programs.  This type of case study often utilizes condensed fieldwork rather than a lengthy ethnographic approach.  The ethnographic case study involves a single in-depth study, usually with participant observation and interview, as well as a variety of techniques for investigation, which can include both qualitative and quantitative approaches.

Stake (1998) categorizes case study into three types, a) intrinsic case study, b) instrumental case study, and c) holistic case study.  An intrinsic case study is undertaken because the researchers want to better understand a particular case.  This is similar to phenomenology
.  “The researcher temporarily subordinates other curiosities so that the case may reveal its story” (p.  88).  However, unlike phenomenology, an intrinsic case study makes a generalization.  This is based on an assumption that the readers not only would comprehend the researchers’ interpretations, but also would arrive at their own interpretations.

An “[i]nstrumental case study is examined to provide insight into an issue or refinement of theory” (Stake, 1998, p.  88).  The case plays a role in facilitating our understanding of theory.  Similar to positivistic research, in this instance a case is used to examine whether the existing theory is right or wrong.  Understanding the case itself is secondary.

Holistic case study calls for the examination of the complexities of variables in the phenomenon (Stake, 1998).  This type of case study looks at events not as being simply and singly caused.  Rather it looks at the complexities of a system, event, or situation/phenomenon and how they are interconnected and interrelated.  It looks at “the coincidence of events, seeing some events purposive, some situational, any of them interrelated” (pp.  91 -92).

This dissertation, the researcher believes, is combination of evaluative case study and intrinsic case study.  As evaluation case study is characterized, this is an in-depth study of School X, using multiple information gathering techniques, including both qualitative and quantitative approaches such as interviews, surveys, questionnaires, and document analysis. The study seeks better understanding of HRE at School X and proceeds to generalizations as in intrinsic case studies’ characteristics.  

Criticisms of Case Study

Hamel, Dufour and Fortin (1993) point out three major criticisms of the case study.  They are: 

1. A particular case cannot explain a problem in general terms.  

2. Due to lack of evidence that a case study is representative, a case study cannot achieve generalization.

3. Because of lack of rigor in the collection, construction, and analysis of the empirical materials that are the basis for case study, a case study has a problem of bias, such as the subjectivity of the researcher and of informants.  

The researcher believes that these criticisms of case study are not problems for the kind of research case this study serves.  First, the purpose of case study is to examine a specific phenomena (Merriam, 1998), as cited earlier.  It is not case study’s purpose to explain a problem in general terms.  Secondly, case study does not produce generalization in positivistic sense.  It rather tries to reach natural generalization within the case that the researcher is studying, between the cases that studied by the different researchers, and most importantly, between the case that was studied and the situations that the readers are experiencing.  Thirdly, in order to reach valid analysis, case study employs several information/data collection and validation procedures.  Case study needs to conduct variety of information/data resources collections and analyze based on direct interpretation, pattern analysis, and triangulation process among the information/data.  In addition, the researcher always addresses his or her biases and/or assumptions toward the topic(s) he or she is about to study.  These procedures will overcome the third criticism.

Defining a Case for Study

In this study, the researcher uses Merriam’s definition of case study (1988) as “an examination of a specific phenomenon such as a program, an event, a person, a process, an institution, or a social group” (p.  9) which is bounded by time and space that is an instance of some concern, issue, or hypothesis (Creswell, 1998; Merriam, 1988).  

Deciding “the boundaries of case – how it might be constrained in terms of time, events, and processes” (Creswell, 1998, p.64) – delineates a case for study.  According to Shaw (cited in Merriam, 1988), the delineation of the case is itself important for what it reveals about the phenomenon and for what it might represent.  A study of the case reveals how particular groups or people work with specific problems from a holistic view of the situation.  The case for this study was clearly bounded by certain time and space, e.g., the time and place when HRE was implemented at School X.  

Creswell (1998) points out that a challenge for some case studies is having clean beginning and ending points for the case, depending upon which phenomenon the researchers choose to study.  For example, if a researcher wants to study the globalization of some community, it is difficult to say at what point the community felt the impact of the global economy and whether the progress is still taking place or has reached a final point.  It is the researcher’s job to work within the contrived boundaries.  In this study, the beginning and ending points were rather clear.  The beginning points were when the 5th and 6th graders started taking the HRE class and ended a year after their completion of HRE curriculum, when they were in the 6th and 7th grades.

In addition, unlike positivistic research, in which subjects are selected randomly, a case study is more likely to use purposeful sampling, in which the researcher chooses informants based on his/her needs for the study (Creswell, 1998).  Because researchers focus on their own and/or societal interests in certain issue(s) and/or phenomena, random sampling would be almost impossible in a case study.  In this case study, the researcher needed to select informants who have gone through HRE and agreed to participate in the study.
Due to the “bounded system” characteristic of a case study, the researchers need to delineate a case purposefully.  In this case, the school was chosen because HRE had been part of its mission since its establishment and the school and its teachers and administrators had been working with the Partners program from the beginning to implement HRE.  This school was, at the time of the interviews, the only one that had HRE in its mission statement and had also cooperated with the Partners program.  Therefore, the case for this study was chosen purposefully.

Furthermore, due to each case’s unique history, the case is a complex entity operating within a number of contexts, including the physical, economic, ethical and aesthetic (Creswell, 1998).  So, in order for a case study to be able to study a complex entity with clear boundaries, it is important to ensure that the researcher will have available contextual material to describe the setting for the case and a wide array of information about the case to provide an in-depth picture of it (Creswell, 1998).  For this case, the researcher was successful in obtaining historical information about the school relating to HRE from the school principal and the HRE class researcher at the beginning of the research process.  

Rationale for Choosing This Case To Study
This case was chosen for this dissertation for several reasons.  First, the case selected had clear boundaries, i.e., a specific elementary school and HRE program.  More specifically, this dissertation is about the study of a bounded set of students who went through Human Rights Education at School X for a year.
The school had already worked with the Partners of Human Rights Education, a grass-roots non-profit organization for human rights, established in 1996.  Upon the school establishment, the Partners worked with the principal of School X and a teacher who was willing to work with the human rights curriculum implementation to the school.  Particularly, the HRE teacher closely worked with the Partners, and the school principal agreed to use the school for “pilot” site to implement HRE as school mission.  This eliminated one possible obstacle for this study of HRE, namely, resistance from teachers and parents.  All school staff members, such as administrators and teachers, and students and parents were aware of the school’s commitment to HRE as part of the school mission before selecting the school for enrollment.

Second, this case provided opportunities for rich and in-depth understanding of students’ experiences through survey data and direct interviews with the students.  This study examined students’ experiences with HRE as well as how the students were using the information learned through HRE in their daily lives.  In-depth, rich description of students’ experiences showed how HRE affected them beyond just knowing about human rights.

Third, this study provided the opportunity to see the significance of the theory of HRE (Yin, 1994).  After data collection and analysis, the researcher introduced theoretical perspectives on “Human Rights Education as empowerment” to compare and contrast the current theory by Meintjes (1997) and the information/data that the researcher gathered for this study.  In case study, the researcher “hope[d] to discover a theory that is grounded in information from informants (Creswell, 1998, p. 93).  Lincoln and Guba (cited in Creswell, 1998) refer as “pattern theories” which means a “pattern of interconnected thoughts or parts linked to a whole” (p.94).  The researcher believes that Lincoln and Guba means that by discovering the patterns among the information collected, the researcher should be able to make connections between individual information, which could be issues, problems, or phenomena in the system being studied, and the system as a whole.  Neuman (cited in Creswell, 1998) defines pattern theory as a “system of ideas that inform” (p. 94).  It emerges during the data collection and analysis of the study and may be used “as a basis for comparison with other theories” later in the research (Creswell, 1998, p. 95)

Research Questions

Merriam (1988) points out that the uniqueness of a case study is not necessarily in the methods employed, but in the questions asked and their relationship to the conclusions drawn.  The nature of “the research questions, the amount of control, and the desired end product are issues to be considered when deciding whether case study is the most appropriate design for investigating the problem of interest” (p.  9).  According to Yin (1994), case study requires that questions address issues of how and why, does not require control over behavioral events, and focuses on contemporary events.  Stake (1995) designates questions that ask “how” as evaluative questions.  

Research Context and Design

To address the impact of HRE on students, the researcher developed two research questions designed to discover the effect of HRE on students and help determine to what extent understanding human rights issues actually affects student’s daily attitudes and behaviors.  

· Do students develop a better understanding of key human rights concepts after going through the Partners HRE program? 

· If so, how do they apply these values in their daily lives?

Three sub-questions were developed to help address the main research questions.

· How much do students remember the contents of their HRE program?

· What instructional methods were more effective in helping the students to learn human rights concepts and responsibilities?

· To what extent do the students utilize and take actions based on their HRE knowledge?
Data Gathering Methods
Unlike experimental, survey or historical research, case study is not limited to any particular methods for data collection or data analysis, such as interview, participant observation, or field studies (Hamel, Dufour & Fortin, 1993; Merriam, 1988).  Data gathering methods are decided based on what the research is attempting to find out (Stake, 1995).  Hence, the case study’s uniqueness lies in the research questions that researchers ask.  Stake says that it is important to question what some of the possible relationships are that may be discovered.

Interview

According to Stake (1995), in a case study, interview is the main avenue to the realities of informants who are directly involved in the phenomenon or case being studied.  Two principal outcomes that a case study needs to obtain are descriptions and interpretations from the participants.  The descriptions can be obtained by observation or by interviewing the informants.  However, sometimes, the researcher has restraints on gathering firsthand information.  In such instances, interpretations from others who have observed, listened to or been a part of the case being studied can be useful for capturing the whole situation of a case.  Creswell (1994) suggests that there are several advantages to using an interview method in these situations:

(A) It is useful when informants cannot be directly observed.

(B) Informants can provide historical information [which the researcher does not already have].

(C) It allows researcher “control” over the line of questioning.  (p.  151)

Interviewing as many people as possible in the case allows the researcher to gather information that is not obvious or observable due to physical or/and time difficulties (Stake, 1995).  Much of what the researchers cannot observe for themselves has been or is being observed by others.  This dissertation study fully utilizes this aspect of the interview method.

Interviews can also reveal a “history” of the case that the researcher is trying to understand.  Chronological history background of the case can be found in written forms most of the time.  However, these materials do not often tell what happened in a process.  Whatever gets written is the end product of the process.  The information on what kinds of people were involved and how the decisions were made, by whom, and so on can be missing.  By interviewing people who went through changes, transitions, or program implementation, the researcher can discover information which could be critical to understanding the phenomenon.  Especially to get the students’ perspective, which is a primary purpose of this dissertation, interviewing students was one of the most efficient ways of understanding what they experienced in the process of the Partners HRE program at School X.
The uniqueness of the interview questions used in qualitative case studies is that the questions to informants are not uniform (Stake 1995).  Unlike a survey which asks the same questions of each respondent, an interviewer has more flexibility.  “[E]ach interviewee is expected to have had unique experiences, special stories to tell” (p.  65).  Stake points out that before an interview,  it is important to let the informants/interviewees know about the possible interview questions and uncover any concerns about the interviewing procedure.  In this study a consent form describing what would be involved in the interview was distributed to students’ parents and to students through the HRE instructor at School X (Appendix F).  Both students and their parents/guardians were required to give their consent before the interviews could take place.  Then, the consent form was re-read to the students before starting interviews, and the students were asked if they had any questions.

According to Stake (1995), when a researcher conducts interviews, obtaining true understanding about what the informants mean by what they are saying is critical.  Recording detailed information from the interviews and getting the exact words of the informants by tape recording or writing furiously are not important.  However, it is important for the researcher to perceive what is meant, “to listen, to take a few notes, to ask for clarification” (p.  66).  Stake believes that the most important thing is to have some time and space immediately following the interview to write interpretive commentary.  For this study, in addition to tape-recording the interviews, after each interview, the researcher secured a fifteen-minute break to write comments, notes, and other helpful information from the interviews, which she could not obtain from tape-recording.

Limitations

Critics of the interview method describe its limitations as follows:

(A) It provides “indirect” information filtered through the views of interviewees.

(B) It provides information in a designated “place,” rather than the natural field setting.

(C) [The r]esearcher’s presence may bias responses.

(D) Not all people are equally articulate and perceptive.  (Creswell, 1994, p. 151)

The researcher does not feel these four factors are limitations in the current study.  “Indirect information filtered through the views of interviewees” gives the researcher the interviewees’ point of view, such as students in this study, which this dissertation is looking for.  As the researcher stated earlier, this study’s purposes are to find out (1) how much the students gained in understanding of human rights concepts and (2) in their application of human rights knowledge.  It is critical that the study obtain information filtered through the view of students.  The second issue, such as “information in a designated place,” is an important characteristic of the case study, bounded system (Creswell, 1998).
For the third issue, the researcher paid attention throughout the interviews.  Not only reminded the students about the consent form that they signed telling them that they would not be evaluated based on the interviews.  Also, the fact that the researcher was not a HRE instructor or a staff member at School X might have helped students to feel that they could be honest with her.  The reader can see in couple students’ answers to show that they felt free to express that they did not remember much or did not change their attitudes or behaviors on certain topics in later part of this study.  Also, the researcher dressed casually (tee-shirt and jeans) at the time of the interview to hope that the students did not see the researcher as “professional.”
The fourth issue can be a great resource to know where our informants are in terms of  information acquisition for particular concepts and how much they understand of what they learn in their own terms.  Also, since interview questions can be flexible, a researcher can ask follow up or clarifying questions to understand them more clearly.  The use of multiple data gathering also helps to understand what informants mean.  A researcher has multiple opportunities and different ways to gather information, which could be useful to respond to informants’ preferences for giving more articulate information to a researcher, i.e. verbal, written (open-ended or multiple choices), and so on.

Interviews reveal many things about interviewees.  At the same time, researchers need to be aware that the informants would tell about things that the researcher cannot observe or cannot prove (Stake, 1995).  So, when the researchers analyze the interview data, it is critical to validate the information from other parts of interview information or from other sources of information.
Interview for This Case Study

Interviews were done on a totally voluntary basis on May 29th and June 1st, 1998.  The consent form was distributed to students and their parents before the interviews on May 5th, 1998, and both were required to agree and sign the consent form to be able to participate in this study.

Each student was interviewed individually by the researcher.  Before the researcher started the interview, she explained the purpose of the interview and reminded the student about the consent form that had been signed (Appendix F).  At the same time, the researcher asked if it was all right to tape record the conversation, since that made it easier for her to focus on the student during the interview.  The researcher also said that if the student did not feel comfortable, she would not tape record.  All of them agreed to be recorded.  One thing that the researcher should mention is that when she started to ask student these interview questions, one particular question was modified.  Originally, the researcher planned to ask student whether HRE was important or not.  She changed this question to “Do you think Human Rights Education is important, so so, not important, or not sure,” then she asked them why they thought as such.  
Interview Procedure
Sixty-seven 6th and 7th graders who had previously gone through the Partners HRE at School X (during the1996-97 and 1997-98 school years) were invited to the interviews.  Among the 67 students, 18 ultimately agreed to participate in the interviews – nine males and nine females.

Each interview took place in a conference room with one big rectangle table with chairs around it.  The interview took place at one corner of the table.  The sign, “Interview in progress.  Please do not disturb,” was placed outside the door.  The researcher sat at one corner of the table, and the interviewee sat around the corner from her  (see Figure 4 below).

Figure 1 Conference Room Map



Each interviewee came to the room after getting a call from a HRE instructor to let him or her know that it was his or her turn.  Before each interview, the researcher greeted the student and had an informal conversation to make him/her feel relaxed.  Then, she began by reminding the student about the nature of the interview, that there was no one right answer, and she was looking for information from them to help her better understand HRE at School X.  She re-read the consent form, which the students had already read and signed, and asked if the student had any questions about it.  She asked each student if it was okay to tape-record their conversation, so that she could concentrate on listening, rather than taking notes.  All students agreed to be tape-recorded.

Document Review

Another source that researchers can use for case study is document materials.  This type of information includes public documents such as minutes of meetings and newspapers, and private documents such as journals, letters or diaries, policies, curricula (Merriam, 1988).  This information can be used to verify the interview information (Stake, 1995).  The advantages of it are several.  

(A) It enables a researcher to obtain the language and words of informants.  

(B) It can be accessed at a time convenient to researcher (an unobtrusive source of information).  

(C) It represents data that are thoughtful in that informants have [had time to] [give it some] attention.  

(D) As written evidence, it saves a researcher the time and expense of transcribing.  (Creswell, 1994, p.  151)

Also, document information can provide records of activity that the researcher can not observe directly  (Stake, 1995).  It can also provide a check against informant statements.  However, locating document information can be difficult sometimes.  The researchers need to allocate time to look for potentially useful materials (Stake, 1995).

Of course, just like interviews, document review also has some limitations:

(A) It may be protected information unavailable to public or private access.

(B) It requires the researcher to search out the information in hard-to-find places.

(C) It requires transcribing or optically scanning for computer entry.

(D) Materials may be incomplete.

(E) The documents may not be authentic or accurate.  (Creswell, 1994, p. 151)

Since this dissertation received full support from the School X principal at the time of data gathering, the researcher had full access to all school documents related to HRE and to school information reports.  In addition to school documents, the researcher had access to data from a questionnaire developed by the HRE instructor, asking students what they learned through HRE (Appendix H).  The instructor received consent forms signed by students and their parents before participation in HRE, to allow her use to students’ information for program evaluation.  These questionnaire data were particularly helpful, since the questions gave the researcher all the content areas the HRE instructor included in her class.  Moreover, the researcher gained access to other data ( from pre- and post-surveys) on human rights education developed by the Search Institute on behalf of the partners program (Appendix I).

Survey Data for This Case Study

The Search Institute conducted the surveys three different times (Appendix I).  The pre-test was conducted during September 1996.  The post-test was conducted during May 1997.  The follow-up test was conducted during September 1997.  64 students participated in these surveys.  These data were used as part of a secondary analysis by the researcher.

The survey contained 66 questions followed by 14 open-ended questions.  Data collection was done on a voluntary basis.  The consent form, which was a separate one from the one for the interviews, was given to each student and their parents or guardian.  Both had to agree and sign the consent to participate in these surveys.  Also, the survey questions were closely looked to construct the researcher’s interview questions.  She intended to compare data between survey and interview to see if anything stands out.


Questionnaire Data for This Case Study
This is also secondary data.  This questionnaire contained 14 questions by the HRE instructor to obtain feedback on what her students had learned during their HRE instruction.  It was conducted during 1997.  All the questions were open ended, which allowed students to think freely about their answers rather than select from artificial choices.  38 students participated in this follow-up activity (Appendix H).  The researcher asked the HRE instructor how she decided to ask these questions.  She told the researcher that she asked all topics taught during HRE and also wanted to find out what stood out for her students.  



Analysis

According to Yin (1989), analysis of case study data can be a holistic analysis of the entire case or an embedded analysis of a specific aspect of the case.  This dissertation case study will be an embedded analysis, specifically looking at students acquisition of human rights knowledge and its implications for their lives.  Due to the limitation of this study, the researcher was not able to look at teachers, parents, school administrators, and other possible aspects of School X’s HRE implementation.

According to Sturman (1999), case study analysis requires “an in-depth investigation of the interdependencies of parts and of the patterns that emerge to understand a case, to explain why things happen as they do, and to generalize or predict from a single example” (p.  103).  Case study analysis goes beyond simply describing or understanding the case.

Kaplan (1964) (cited in Sturman, 1999) has distinguished describing/understanding from explanation.  Describing/understanding means to see (to observe/to grasp the meaning of, according to Webster’s Seventh New Collegiate Dictionary), and explanation is to explain (to give the reason for or cause of, according to Webster’s Seventh New Collegiate Dictionary).  Research can reach an explanation by understanding or seeing the pattern of relationships between the many diverse factors that are embedded.  This may be why Sturman (1999) believes that case study analysis goes beyond describing/understanding.  

In addition to the patterns that emerge, a rich description of and an understanding of a case, based on the relationship of the pattern, will arrive at an explanation of what information the researched case could provide to researchers and readers. In a case study, both, understanding and explanation, are important before the readers can generalize and reach their own conclusions about the case at the end (Sturman, 1999).  

The researcher first introduces Etic/Emic issues, then talks about pattern of information for in-depth investigation of interdependencies, direct interpretation/categorical aggregation, prediction and generalization in case study, naturalistic generalization, and theory development through case study.  These explanations of important concepts in analysis will be followed by how data analysis was done for this case study. 

Etic and Emic Issues

When research is conducted, researchers need to be aware of their own biases, perceptions, and other pre-existing issues that can affect the research findings (Stake, 1995).  These are called etic issues in research.  In case study research, it is not easy to avoid all etic issues.  Therefore, in describing the research methodology and analysis, the researcher informs the reader of possible issues and factors.  Emic issues evolve in the process of the research (Stake, 1995).  These originate from the informants who are participating and providing the information for the study.  This addresses one of the criticisms of case study; because of lack of rigor in the collection, construction, and analysis of the empirical materials that are the basis for case study, a case study may have a problem of bias, through the subjectivity of the researcher and of informants (Hamel, Dufour and Fortin, 1993).

In a sense, a case study results in relating the emic to the etic issues (Stake, 1995).  As the researchers gain an understanding of the case, they frame the issues as statements.  The more repetition there is in what the researchers observe or hear from the informants, the stronger the statements can be.  Using multiple methods to gather information contributes to more rigorous data collection and analysis of the empirical materials in order to reduce the subjectivity of the researcher.  From these statements, natural generalizations are made to relate issues from this case to other similar situations for the researchers and the readers.  

Pattern of information

Search for meaning, in a case study, means looking “for patterns, for consistency, for consistency within certain conditions, [such as] correspondence” (Stake, 1995, p.78).  Identifying patterns in the information gathered from multiple sources is one way to understand the case.  “The case[s]… are seen as unique as well as common” (p. 44).  To understand a case’s uniqueness requires an understanding of other cases, activities, and events as well.  In this study, the researcher used previous case studies of HRE and literature cited in the previous chapter to uncover HRE issues common across cases.  In this way, researchers and readers can relate one case to another due to commonalities (Stake, 1995).  Uniqueness and commonality of the case will merge from the patterns of information in a qualitative study.  When the patterns are established, they help the researchers and the readers to understand the case better.  

Direct Interpretation/Categorical Aggregation

To discover what informants meant, there are two strategic ways.  The first is direct interpretation of the individual instance and the second is through the aggregation of instances until something can be said about them (Stake, 1995).  In case study, both methods are needed. The use of these analytic strategies will be determined by the nature of the study, the focus of the research questions, and the curiosities of the researcher.

The qualitative case study researcher looks for the emergence of meaning in the single instance (Stake, 1995).  Stake seeks meaning of certain observations by watching closely as well as thinking about it deeply.  Alternatively, the qualitative information is pulled apart and put back together again more meaningfully by the researcher.  “This is an analysis and a synthesis in direct interpretation.  The quantitative researcher seeks a collection of instances, expecting that, from the aggregate, issue-relevant meanings will emerge” (Stake, 1995, p.75).

The primary task of intrinsic case studies is “to come to understand the case” (Stake, 1995, p.  77) in all its complexity.  With case study research, the time for examining its complexity is short.  Within this short time period, case study strategies help the researchers “to tease out relationships, to prove issues, and aggregate categorical data, but those ends are subordinate to understanding the case” (p.  77).  The researchers usually spend most of their time on direct interpretation rather than the categorical data and measurements often used in instrumental case studies.  

Prediction and Generalization in Case Study

Diesing (1972) states that because deducing an unknown part of a pattern from a known part is impossible, explanation in case study does not equal prediction, unlike the deductive model (cited in Sturman, 1999).  Case study rather develops naturalistic generalizations (Sturdam, 1999).  It is essential to document the salient features of a case in order to make naturalistic generalizations.  Through this generalization, the researchers and the readers can apply what they learn from previous cases to a new case.  

Naturalistic Generalization

According to Stake (1995), case studies are analyzed to make the case understandable to the researchers and the readers.  Naturalistic generalizations are “conclusions arrived at through personal engagement in life’s affairs or by vicarious experience so well constructed that the person feels as if it happened to themselves” (p.  85).   Therefore, it is important that naturalistic generalization be embedded in the experience of the reader.  This addresses one of the criticisms of case study; due to lack of evidence that a case study is representative, a case study cannot achieve generalization (Hamel, Dufour and Fortin, 1993).  

To assist the readers in making naturalistic generalizations, case researchers need to provide as great a variety as possible of events and issues related to the readers’ experiences.  Case study write-ups “need to be personal, describing the things of our sensory experiences, not failing to attend to the matter that personal curiosity dictates” (Stake, 1995, p.86).  Hence, case studies need to include details of cases, such as time, place and persons involved.  A description of the case emerges through such detailed information, analysis of themes or issues, and interpretation or assertions about the case (Stake, 1995).

The researcher’s job is to stimulate readers’ reflection upon the research, to optimize readers’ opportunity for learning as if  they were experiencing the case, and to organize the study to maximize the opportunity for naturalistic generalization by the reader (Stake, 1995).   In other words, the case study relies on informants’ and readers’ experience for readers to make naturalistic generalizations and get something out of the study.  Case study has this characteristic in common with historiography, philosophy, literature, and music, which rely on readers and audiences sharing experiences with the researchers or artists.

Theory Development Through Case Study

Based on Stake’s case study definition (1998), case studies in the qualitative inquiry domain are characterized by “strong naturalistic, holistic, cultural, phenomenological interests” (p.  86) from which can come a detailed description and understanding of a case.  Because the researchers doing case studies need to be open to new ideas that may challenge existing propositions, case studies “provide not only the means by which existing conjectures and theories can be tested, but also the capacity to develop new theoretical position[s]” (Sturman, 1999, p.  105).

Hamel, Dufour and Fortin (1993) say that “all theories are initially based on a particular case or object” (p. 29).  The in-depth case study will bring out one or more theories that could be validated.  The validation process would evaluate the theories’ applicability to other cases and could be lead to alteration of the theory/ies.  Hamel, Dufour and Fortin call this a change or modification due to a historical rather than a logical approach (1993).

Data Analysis for This Case Study
Data analysis was done through three procedures.  For direct interpretation, the researcher looked at a single person’s interview, survey and questionnaire, and drew meaning or interpretation from it without looking for multiple instances.  This procedure gave the researcher an understanding of what kinds of experience individual students had with HRE.  Direct interpretation helped the researcher to move on to the next step, i.e. categorical aggregation.  

Through categorical aggregation, the researcher looked at a collection of information from all sources, within the same data collection method, i.e. interview, survey, and questionnaire.  The researcher categorized the issue-relevant meanings that emerged from information itself.  It was meaningful for the researcher to find out the effects of HRE on the students as a group in different time periods.  The researcher was able to find out immediate and long-term effects of HRE.  

With pattern analysis, the researcher developed the relationships between the categories, which were done through categorical aggregation.  The researcher was able to compare categorical patterns among different information sources; i.e. interview, survey, and questionnaire.  The researcher also compared her findings and the previous case studies which was provided in Chapter 2; Wade’s (1994) “Conceptual Change in Elementary Social Studies: Case Study of Fourth Graders’ Understanding of Human Rights” and Brabeck, et. al. (1998) “Human Rights Education Through the Facing History and Ourselves Program.”  In this way, the researcher and the readers can relate one case to another (Stake, 1995), and it will help to provide better understand of the case study.

Through the last type of analysis --- naturalistic generalization --- people can learn from the case either simply for their understanding of the case or by applying it to their own cases.

Validation Procedures

To reduce the likelihood of misinterpretation, the researcher employed various procedures, including multiple methods of data gathering and multiple evidence/instances to explain the researcher’s interpretation of information (Stake, 1998).  Creswell (1998) presents Tesch’s eight verification procedures as follows:
1. Get a sense of the whole.  Read through all of the transcriptions carefully.  Perhaps jot down some ideas as they come to mind.

2. Pick one document (one interview) --- the most interesting, the shortest, the one on the top of the pile.  Go through it, asking yourself, What is this about? Do not think about the “substance” of the information, but rather its underlying meaning.  Write thoughts in the margin.

3. When you have completed this task for several informants, make a list of all topics.  Cluster together similar topics.  From these topics into columns that might be arrayed as major topics, unique topics, and leftovers.

4. Now take this list and go back to your data.  Abbreviate the topics as codes and write the codes next to the appropriate segments of the text.  Try out this preliminary organizing scheme to see whether new categories and codes emerge.

5. Find the most descriptive working for your topics and turn them into categories.  Look for reducing your total list of categories by grouping topics that relate to each other.  Perhaps draw lines between your categories to show interrelationships.

6. Make a final decision on the abbreviation for each category and alphabetize these codes.

7. Assemble the data material belonging to each category in one place and perform a preliminary analysis

8. If necessary, recode your existing data.  (p. 155)

He states that qualitative researchers engage in at least two of them in any given verification of different data sources.  In this dissertation, the researcher used a) clarifying researcher bias, b) triangulation, and c) rich, thick description.

Stake (1995) points out the importance of clarifying researchers’ biases and assumptions (the etic issues).  The “misunderstanding[s] occur because the researcher-interpreters are unaware of their own intellectual shortcomings” (p. 45).  Therefore, it is critical for the researchers to be aware of their biases and assumptions which could influence the interpretation of the situation.  The more the researchers are unaware of their biases, the higher the risk that they cannot observe and hear what the informants are telling them.

Denzin (1989) and Goetz and LeCompte (1984) state that, for qualitative case study, validation procedures generally are called triangulation, the second verification process.  Triangulation has been generally considered a process of using multiple perceptions to clarify meaning and to gain knowledge of observations or interpretations that are not repeatable (Stake, 1995, 1998).  It serves also “to clarify meaning by identifying different ways the phenomenon is being seen” (Flick, 1992, cited in Stake, 1998, p.  97).  Kidder and Fine (1987, cited in Merriam, 1988) point out the usage of both quantitative and qualitative measures in doing a triangulation.  According to Kidder and Fine, this triangulation method enhances the validity and reliability of case study.  Merriam (1988) states that problems arise when a researcher is “trying to reach conclusions across studies conducted from different paradigms” (p. 2).

The third procedure that a case study uses to verify validity is rich description.  “The detail and depth of the description rendered by the case study permit an understanding of the empirical foundations of the theory” (Hamel, Dufour & Fortin, 1993, p.33).  In-depth rich description of the case is critical for explaining and giving the meaning intended by the people in case study. Hence, case study uses words from the informants to clarify what the researchers found the meaning and explanation of the findings.  

Validity of Analysis
As reported earlier, three procedures were used to validate this study’s analysis.  The researcher commented on “past experiences, biases, prejudices, and orientations that have likely shaped the interpretation and approach to the study” (Creswell, 1998, p 147).  As for clarifying her bias, she stated her position on this study in Chapter 1.  In Chapter 4, the researcher clarifies her biases and assumptions along with the interpretations.  It was important for both researcher and readers to understand the position, biases or assumptions that impact the study.  

Triangulation requires multiple and different sources, methods, investigations, and theories to provide corroborating evidence.  In this study in addition to the prime data, such as interview, secondary data was used, such as surveys and questionnaire, plus a school handbook.  Two friends provided peer review/debriefing.  One had graduated from the same program and is familiar with qualitative research.  Another was a person who took the role of the peer debriefer as a “devil’s advocate,” an individual who keeps the researcher honest; asks hard questions about methods, meanings, and interpretations; and provides the researcher with the opportunity for catharsis by sympathetically listening to the researcher’s feelings.  For interview analysis, these reviewers also took a look at if there were any leading questions that the researcher might have asked to the students.

Rich, thick description was provided for each analysis.  This is important in order for the reader to make decisions regarding transferability, which leads them to natural generalization.  In addition, rich thick description is one of the most important characteristics of case study.  Therefore, it should not be left out of the validation process.

Unfortunately, the researcher could not use member checks, which could have been one of the most meaningful verifications for the study.  Since the participants of this study were movable and had a tight schedule, the researcher could not ask for members to check after the analysis.  Moreover, the principal of the school and the instructor with whom she had worked left the school.  This made more it difficult for her to get member checks.  The researcher understands that it could have been most beneficial to check the credibility and accuracy of the findings and interpretations with the participants.  Therefore, in the analysis section, the researcher used all the possible information to perform triangulation and rich description to support the findings.

CHAPTER 4: DATA ANALYSIS


In this chapter, the interview, questionnaire, and survey data results are presented.  These data were analyzed by direct interpretation, study of patterns, and categorical aggregation.  To validate these analyses, the researcher applied triangulation and rich description.  By comparing interview, survey, and questionnaire data (triangulation), she looked for repetition and clarification of certain information.  Rich description provided explanation and supplied intended meaning to the information given by the people in this case study.  

Case Context

According to Stake (1995), to develop experiences as if the readers were there at the case setting, it is critical to give them an in-depth context of the case setting.  Therefore, in this section the researcher is going to illustrate School X’s setting as much as possible without revealing the identity of the school.  

School X has a mission statement which reads, “[School X] is a cooperative learning community of students, parents and school staff who use innovative teaching strategies that promote academic and interpersonal success for all” (Parent-Student Calendar and Handbook 1997-1998, cover).  School X defines “Success For All” as follows;

Success For All is a research-based reading and language arts program.  Curriculum components provide specific courses of study for kindergartners, students beyond kindergarten who are developing their abilities in reading, and for students who are beyond the initial elements in every Success for All class.  Cross-grade level groups regular assessments, ninety minutes of uninterrupted reading instruction, and tutoring are also fundamentals of this program.  (Parent-Student Calendar and Handbook 1997-1998, p. 4)

The same handbook also talks about human rights as a part of school’s mission.  It reads:

Community representatives, lawyers, and classroom teachers collaborate as a team to teach international human rights and responsibilities to students.  In these classes, students begin to examine the inequities in our community and throughout the world and to question how to make the world a better place to live.  Students are empowered to be responsible towards their fellow citizens through action projects in the community.  (Parent-Student Calendar and Handbook 1997-1998, p. 5).  

As the researcher mentioned earlier, because the school mission includes HRE, HRE teachers are less likely to face opposition from parents as well as other teachers themselves as resistance.

In addition to the Partner’s HRE program at School X, it also has a goal of developing peace-making skills among students (Parent-Student Calendar and Handbook 1997-1998).  The researcher believes that this goal assists the outcome of HRE as well as is assisted by HRE.

School X also has “behavior policy” (Parent-Student Calendar and Handbook 1997-1998).  The policy reads:

It is the vision of [School X] to provide a caring and respectful environment, where learning is valued and everyone is treated with respect and dignity.  This environment can only exist when student behavior is appropriate and allows for maximum learning time.  A student’s right to learn and a teacher’s right to teach should not be denied because of disruptive behavior.  It is important that students understand [School X]’s rules and guidelines, and develop a healthy respect for authority, property, and the rights of others.  Our responsibility is to take every reasonable, legal and available intervention to stop disruptive behavior.

Classroom standards will be clearly defined and consistently applied by individual teachers and their students.  At [School X] we have three general standards which students are expected to internalize:

1. Respect Self

2. Respect Others

3. Respect Property
(p. 9)

This policy shows that School X is also trying to incorporate HRE in its school policy and guidelines.
The students went through the HRE program during the 1996 – 97 academic year.  All information used in this study was collected or written between 1996 and 1998.  School X is located in an urban setting in Minneapolis, Minnesota.  The demographics (Kindergarten through 7th grade) of School X during 1997 - 98 school year were as follows:
Minnesota Department of Children, Families & Learning – Office of Information Technologies

Table 1: School X Student Demographics

	
	Am.  Indian male
	Am.  Indian female
	Asian/Pacific male
	Asian/Pacific female
	Hispanic male
	Hispanic female
	Black  male
	Black female
	White male
	White female
	Total

	1998-99
	5
	2
	2
	5
	68
	75
	192
	207
	6
	6
	568

	1997-98
	5
	4
	0
	4
	59
	54
	181
	195
	12
	6
	520

	1996-97
	6
	6
	2
	1
	51
	37
	166
	202
	16
	14
	501

	1995-96
	6
	9
	3
	2
	14
	16
	188
	188
	22
	16
	464


Figure 2
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Human Rights Education Curriculum

The researcher asked the HRE instructor what kind(s) of curriculum she used for her instruction.  Although the Partners has various curriculum materials on many topics that she covered, the instructor used her own material.  They are newspapers, magazine articles, books, biographies, websites, video, speakers from the Minnesota Human Rights Advocate (non profit organization for human rights in Minneapolis, Minnesota), and so on.  She told the researcher that she chose not to use any set curriculum because she felt that there were so many resources available from different venues.  She also told me that if the researcher was interested in the topics that she covered during classes, the researcher could get all of the topics from her questionnaire that she gave to her students.

Character of HRE Instructor

Another important aspect of this particular case is the character of HRE instructor.  She seemed to be passionate about teaching human rights to all students at School X through her job as a social worker.  There are few examples that the researcher could provide to illustrate her passion and enthusiasm toward human rights.  One was that the HRE instructor was deeply involved in the Partners training for HRE volunteers on weekends.  She was a guest speaker who discussed her attempts to implement HRE at her school and demonstrated several methods that she used in her classes.  Another example is that she also was active in the community and networking among school teachers to introduce how to implement HRE in schools.  She went to several gatherings and meetings on human rights where HRE was introduced to interested teachers.


In addition, while the researcher was visiting the instructor to interview her, the researcher observed how she interacted with students who were interested in human rights issues.  Several students wanted to help out her to get ready for their class session.  She encouraged one student to explore web resources and select several sites in which the student’s classmates might be interested.  Another student was encouraged to look through newspaper articles that she had collected and chose a couple of articles that the student found intriguing.  Furthermore, during the interview, the researcher heard numerous student comments about the instructor in terms of how much they trusted her and consulted her when they had questions and/or problems related to human rights.


These examples demonstrate the level of the instructor’s commitment to HRE at her school.  During the conversation with the researcher, she also shared that she hoped some day to incorporate HRE in every aspect of the school, including curriculum, policy, student-teacher interaction, staff interaction, and so on.  She felt a little frustrated that she was limited in implementing HRE as a separate entity at School X.

Interview analysis


First, all the information was examined based on the research sub-questions, including (a) the contents of HRE, (b) effective methods to learn human rights and responsibility, and (c) actions based on the HRE knowledge as a result of changing their minds, behavior, and/or values after HRE.  This framework gave the researcher a starting point to examine her main research questions: (a) understanding of human rights concepts and (b) application of human rights knowledge.  Through addressing these main research questions, naturalistic generalization was developed by the researcher through a comparison with the previous research on HRE.  As a result, the researcher hopes that the readers are able to make their own naturalistic generalization based on this research and their own experiences and to implement HRE in their school or organizational curriculum.

Direct Interpretation


The researcher looked at each individual interview to find out what students were telling her about their HRE experiences.  She tried to find connections within the information which the students provided, such as topics that they remembered, the specific concepts of human rights that they remembered, if they thought HRE was important, and, if so why and what they did in their lives to use HRE, and whether they talked to anyone about human rights.  This was to help answer the two primary research questions.  This part of analysis is overviews of each interview.  The researcher does not report each interview based on each interview question.


Student #1 thought that teaching human rights at school was amusing.  By amusing he meant that he had a fun in HRE classes because he learned new things about human rights and he enjoyed simulation and skits.  He remembered child labor, rights/human rights which all people have, right to education, and respect.  He told the researcher that he learned a lot more but could not remember many details.  
He thought that HRE was important, because he “uses in [his] life.”  He also thought that it was important to tell other people about human rights.  To show that he valued telling other people, he shared what he learned in HRE with his mother and grandmother as well as his friends who did not know about human rights.  He mainly talked to these people about child labor (Convention on the Rights of the Child: CRC, article 32), and how children were treated in other parts of the world.  When the researcher asked if he changed his mind, attitude, or behavior because of HRE, he answered that he now learned a lot about different countries and did not talk badly about refugees any more (CRC, article 22).  Although he could not give the researcher the specific categories or articles of human rights, he identified child labor and right to recognition as a person before the law when he mentioned his experience in the simulation.

Student #2 focused on child labor (CRC, article 32) and refugee issues (CRC, article 22) throughout the interview.  When the student was asked about specific learning from HRE, she stated that “[people] cannot treat kids and people like that” (CRC, article 19).  In addition, when she described what human rights meant to her, she explained to the researcher that “everyone [should] have right[s] in their countries.”  Just like Student #1, she also could not specifically identify human rights concepts or articles.  However, it was clear that she was struck by the concept of child labor (CRC, article 32) and refugee (CRC, article 22) issues.

She also talked to her mother and friends about child labor and refugees.  She talked to them about how wrong it is to treat people from different countries badly and how people who worked in carpet and clothes factories in other countries were not paid enough.  When the researcher asked whether she was doing anything for human rights issue in her daily life, she could  not give any examples.  The researcher assumes that because the student defined human rights issues as child labor and refugee issues, there were not many things that she could think of doing.  However, she did talk to her mother and friends to educate them about human rights, especially how to treat people (refugees) from other countries.  When the researcher asked how HRE changed her mind, attitude, and/or behavior, she told the researcher that she had not really changed.  She had been treating people like they were her friends even before HRE.  The researcher 


Student #3 talked about HRE around issues of child labor (CRC, article 32) and its affect on children around the world.  She had a strong memory of Iqbal
 who worked in a carpet factory as a child laborer and could not go to school (CRC, article 28; UDHR, article 26).  She described human rights as the results, “starting caring about kids,” “treating kids good,” and “getting education.”  She explained the reason why HRE was important was that people “should not treat kids like that.”  

The student talked to her family and “kids in [her] neighborhood” about what she learned in HRE class.  However, she could not make a connection between talking to her family and friends about human rights and teaching about human rights.  When the researcher asked whether HRE changed her mind, attitude, and/or behavior in any way, she answered that she stopped thinking how people who dressed poorly were messed up (CRC, article 2; UDHR, article 2).  Before, she thought they did not look good and avoided them.  However after HRE, she stopped thinking like that and also did not want to say any negative things toward them.


Student #4 mentioned a variety of topics that he remembered; i.e. wars, UDHR, Eleanor Roosevelt, and “what’s going on in Washington DC,” and life in other countries.  Among all those topics, during the interview, he focused on the “life in other countries” issue.  When he gave examples of specific learnings that he remembered the most, they were “kids in the factory making shoes,” “kids making clothes,” “not having right to education,” and “Nike makes kids work in their factory” (CRC, article 32).  He also mentioned specific rights that he recalled, such as a right to education (CRC, article 28; UDHR, article 26), right to leisure (CRC, article 31; UDHR, article 24), and “not to work till certain age” (CRC, article 32).  These are all connected to child labor issues (CRC, article 32).  

The student described human rights as “what you can do” and “what you already have” (UDHR article 1 and 2).  The researcher believes that it was shocking for him to find out that all rights that people should have were not enjoyed by everyone.  There were people (children) in this world who did not have these at all.  He thought that it was important to know about human rights, because then people would know what they could do with their lives.  He talked to his little brother and other family members about what he learned from HRE.  It showed that he truly believed in talking to people about what their rights were.  When the researcher asked him what he did in his daily activity for human rights, he listed several things including talking people who did not know about human rights and helping other people, e.g. giving people food.  However, at the same time, he expressed his wish to teach people human rights at school when he is a 20-year old.  The researcher can assume that he did not see himself teaching people by talking to them, because he thought that he needed to wait until later to do so.


Student #5 remembered a lot of topics that she learned from HRE.  The topics were “homelessness [UDHR, article 3], child care [CRC, article 3 and 18], right to education [CRC, article 28; UDHR, article 26], sexual harassment [UDHR, article 2], gay rights [UDHR, article 2], how [people] look, how people have rights, courage and behavior.”  It seems that this student was struck by the human rights issues within the United States, according to the topics that she listed.  She mentioned health care (CRC, article 24; UDHR, article 22), how people should have “rights when they are sick, rights to get treated at the hospital.”  She also commented briefly on the homelessness issue (UDHR, article 2).  In her daily life, she worked in a food drive and collected clothes for a homeless shelter.


At the same time, this student also talked about “kids in factories making shoes and clothes,” (child labor) (CRC, article 32).  When the researcher started the interview, she asked the student’s experience with HRE.  The student immediately started to talk about children in other countries, who had to survive and could not go to school (CRC, article 28; UDHR, article 26), because they had to work to pay off their family’s debt.  Also, when the researcher asked why she thought that HRE was important, she answered as follows.  First of all, she thought that “kids were not treated equally” (CRC, article 3; UDHR, article 1).  All children should have a right to education, food, having fun, and to “be a kid” (CRC, article 31).  She also told the researcher that she talked to her mother and her HRE teacher about child labor all the time and how she felt about it: “kids should be at home, playing and doing homework” (CRC, article 28 and 31).  When the researcher asked if HRE changed her in any way, she replied that she did not know how people were treated in other countries before.  She strongly felt that all people needed to be treated equally (UDHR, article 1 and 2).  She wrote an e-mail to Michael Jordan to stop using children to make his Nike shoes.


Student #6 seemed to remember human rights issues as how people should be treated and how people would feel when they were mistreated.  He remembered the issue of discrimination against gays and refugees the most (CRC, article 2; UDHR, article 2).  He could not believe how gay people were treated by others, and how sometimes they even got killed, as well as what kinds of experiences refugees have had in their home countries and since they came to the U.S.  He also talked about discrimination against overweight people.  He felt that he himself used to be one of those who discriminated against people who were overweight.  If people had HRE, he said, they should be able to understand how people felt when others talked badly about them.


The student felt that HRE was important, because then people would be able to tell right from wrong and would understand why people reacted the way they did when they were treated badly.  He emphasized the importance of treating people with respect.  He also felt strongly about teaching people about human rights and the importance of passing the knowledge of human rights on for future generations.  As an example of his actions for teaching people about human rights, he mentioned that he tried to break up a fight and talk to people who were fighting on the street.  He also talked to his friends and family members about human rights.  It seemed that his family was also a great influence on his attitude toward human rights, because they always talked about respecting people and being nice to people.  He also gave HRE credit for how he changed from having a bad temper to being calm and having control over his temper.


Student #7 remembered two main topics; one was child labor (CRC, 32), and another was stereotyping/categorizing including race and mental illness (CRC, article 2; UDHR, article 2).  Throughout her interview, she emphasized people’s basic rights, such as health care (CRC, article 24), equal pay for equal work (UDHR, article 2), and access to public assistance (UDHR, article 22, 25, and 29), particularly welfare.  The researcher believes that although the student did not mention it explicitly, she was also referring to physical disability issues (CRC, article 23; UDHR, article 2) as well as mental illness: she thought that people “should be able to have certain amount of money. … many people cannot afford to buy food,” and “…some people have injury and cannot get a job.”  For child labor issues (CRC, article 32), she remembered the story of Iqbal, and children who had to pick up drug needles and got AIDS by doing this work.


For a specific concept of human rights, the student gave the example of UDHR.  She believed that people need to know their rights, and there should be no violence in this world.  She defined human rights as being about “people and what they [could] do,” and “recogniz[ing] human being as human regardless of their race.”  She talked to her little brother, parents, and young kids at school about what stereotypes and name-calling were with a hope to stop violence.  She also tried not to buy child labor products in order to fight against child labor.  She shared her frustration with the researcher that she wished to teach people and hoped to stop violence.  And she wished that all people had a chance to take HRE and that there was a human rights TV channel that people could watch.


Student #8 did not remember any topic particularly, when the researcher asked her.  However, as the interview progressed, she started to recall some topics from HRE, such as right to education (CRC, article 28; UDHR, article 26) and “right to be safe, house and food” (UDHR, article 3).  She defined human rights as “rights for education [CRC, article 28; UDHR, article 26], rights not to be violated, and rights that [people] have.”  The researcher believes that she was referring to the child labor issue (CRC, article 32).  As a part of her daily life, she tried not to buy Nike product, because they were made by child labor.  However, when the researcher asked her what she could do about human rights issues, specifically child labor, she thought that there was nothing she could do.  The reason was that she was still in school and not in Pakistan.  It seems that she felt a dilemma: a part of her thought that HRE was important, but the other part of her felt that because human rights violations were happening elsewhere in the world, there was nothing she could do about it.


Student #9 remembered the topics of poverty and homelessness (UDHR, article 25).  Throughout the interview, he went back to how to help people who were less fortunate than he was and what he could do to help them.  He defined human rights as “helping people who are [more] unfortunate than you.”  He felt that HRE was important, because, then, “kids know how [to] treat people.”  As a part of his daily activity for human rights, he told the researcher that he was involved in a food drive for a homeless shelter, and shared food with a person on street.”  He also told the researcher that he talked to his mother about what he learned in HRE.


Student #10 told the researcher that she learned about child labor (CRC, article 32), racism (CRC, article 2; UDHR, article 2), discrimination against gay people and elderly people (CRC, article 2; UDHR, article 2).  Among all, she said that she remembered the child labor issue the most.  She told the researcher that it was not right to treat “kids” badly and make them work below minimum wage.  She believed that if these “kids got taught human rights, they [would] realize that [they] were under age, should not be working, and should be in school” (CRC, article 28; UDHR, article 26).  And “if [people who use children as labor] get [HRE] they would realize that it is not right.  Then [things] will get changed a lot.”

When the student shared what she did in her daily activities for human rights issues, she mentioned more domestic issues, such as attitude and behaviors towards gay, elderly, and homeless people (UDHR, article 2 and 25).  She told the researcher that after HRE, she changed her attitude and behaviors toward these people.  For example, she stopped talking about and making fun of gay, elderly, and homeless people.  She tried to give people on the street money when she had it, and told them to buy food to eat, not to buy alcohol.  She wanted to teach more people about human rights, and as a start, she went to meetings about HRE and shared her experiences with the participants.


Student #11 remembered several topics, such as child labor (CRC, article 32), discrimination against different races (CRC, article 2; UDHR, article 2), people with turrets syndrome (CRC, article 2; UDHR, article 2), and homeless people (UDHR, article 25).  When she was asked to define human rights, she mentioned right to education (CRC, article 28; UDHR, article 26) and that “people did not have a right to make kids work” (CRC, article 19), which were related to child labor.  She talked to her family and friends about it.  At the same time, she and her family tried not to buy the products made by child labor, e.g. Nike and Pepsi products.


When she told the researcher what she did in her daily life to apply human rights knowledge, she brought up many activities that she did for the homeless.  They were sharing things with people on the street, bringing clothes and groceries to a homeless shelter, and she tried to give people on the street money.  She also shared with the researcher that she tried to be strong.  She further explained what she meant by being strong.  She tried not to be bothered by what others talk about her and also what people wanted her to do.  She said that she was trying hard to be herself and not to be swayed by others’ comments.  Overall, she defined human rights as: “be nice to people and show them that you care.”

Student #12 remembers the topics of homeless people (UDHR, article 25) and child labor (CRC, article 32).  He defined human rights as “rights that every human being should have” (UDHR, article 2), and that people needed to be “equal and respected” (UDHR, article 1).  When the researcher asked him what he did for human rights issues in his daily life, his answer was also related to child labor and homeless issues.  He wrote to Michael Jordan to stop using children to make his products and talked to his mother and best friends about child labor.  He wished to tell people how to treat children so that children would not be used for labor and to speak about child labor in front of people to educate them.  He was impressed by Iqbal who was used as child labor and later traveled around the world appealing to people to stop using child labor.  He also took action to help people on the street by giving them money.


Although he talked about child labor intensively during the interview, the student told the researcher that he remembered the refugee issue (CRC, article 22; UDHR, article 13 and 14) the most from HRE.  He felt strongly that they should have the right to stay in their home countries and not to worry about their safety.  He could not believe what refugees had to go through to get to the United States.


Student #13 remembered a few topics, such as sweatshops (UDHR, article 23), migration (UDHR, article 13), refugees (CRC, article 22; UDHR, article 13 and 14), turrets syndrome, other diseases (UDHR, article 2), slavery (UDHR, article 4), and sexuality (UDHR, article 2).  When the researcher asked about any specific human rights concepts that he remembered, all his answers were centered around child labor (CRC, article 32) including right to education, such as “right to go to school/right to education” (CRC, article 28; UDHR, article 26), and “do not have to work” (CRC, article 32).


The most significant thing which the researcher noticed from this interview was how HRE information helped him to deal with his daily life.  For example, when the researcher asked him what he remembered the most, he answered things related to gangs (CRC, article 6; UDHR, article 3).  The reason was that he was surrounded by crime and violence, he said.  He needed to know human rights so that he would not be in trouble any more.  He talked about how now he could respond to people; e.g. calling someone for help, walking away, not saying negative things to people, and most of all, he did not feel that he needed to join a gang any more.  He talked to his younger and older cousins about how people could not touch them, and to whoever he thought could use human rights.


Student #14 told the researcher that he learned about things going on around the world from HRE.  It seems that he was struck by two topics; one is child labor (CRC, article 32), and another is refugees (CRC, article 22; UDHR, article 13 and 14).  He defined human rights as being “learning about what was happening around the world and what all people should have, but not everybody has.”  He remembered specific concepts of human rights such as the “right to safety” (UDHR, article 3), “right to learn” (CRC, article 28; UDHR, article 26), and “right to leave country and be able to come back” (UDHR, article 13).  They all seemed to relate to child labor and refugee issues.  When the researcher asked if HRE changed him in any way, he answered that he did not use the “N” word any more, since he knew now that it was not the right thing to say (CRC, article 2; UDHR, article 2).


The student felt that age was an important factor in learning about human rights.  On one hand, he thought that learning about human rights was important, but on the other hand, it was “not that important if [children] were too young.”  The reason was that he had an opportunity to teach 5th graders, and they did not listen to him.  Also, he thought that if children were too young, they would not know about the countries where human rights problems existed.


Student #15 seemed to understand human rights as “everybody should be treated same” (CRC, article 2; UDHR, article 2) although she told the researcher that she could not explain what human rights meant to her.  On three different occasions; when the researcher asked about (a) specific concepts that she remembered, (b) why she thought that HRE was important, and (c) what she did to use human rights concepts, she mentioned “people need to be treated equally.”

Treating people equally was also echoed when the student pointed out the topics that she remembered.  They were issues of gay rights, racism, overweight people, and violence in school (UDHR, article 2).  For each topic, she mentioned that “these people should not be treated like that.”  In her daily life, she told the researcher that she tried to play with everybody, including people who were in the corner and being ignored.  She said that she changed her behavior toward children who were ignored before, after taking HRE.  Now, she tried to include them.


Student #16 could not give any topics that he remembered.  However, during his interview, he mentioned “abusive relationship” (UDHR, article 5), slavery (UDHR, article 4), and “freedom of speech” (UDHR, article 19).  He defined human rights as “rights that all people should have” (UDHR, article 1 and 2), “right to do whatever they want,” and freedom of speech.  He believed that HRE was important because people needed to know their rights.  In his daily life, the student said that he used freedom of speech and the right to safety.  He felt that people should have a right to say anything they want and not worried about getting into trouble.  He told the researcher that he felt that he could say anything that he wanted.  Also, when he walked on the street, he felt that he had a right to safety, not to get shot.  He believed that police in his neighborhood would protect him and others to have peace in his community.  It seemed to the researcher that this student focused mainly on his own rights rather than responsibility for others’ rights.


Student #17 remembered the topics of abuse (CRC, article 19; UDHR, article 5), child labor (CRC, article 32), slavery (UDHR, article 4), and sweatshops (UDHR, article 23).  Among them, he said that child labor was the most memorable topic.  He talked about child labor and child abuse to his mother after taking HRE.  He defined human rights as “people’s rights” and “what you can do and cannot do.”  These definitions reflected on what he did in his daily life, such as “not to put people down” which is an example of what he should not do, and “be nice to everyone” as an example of what he should do.  He told the researcher that he changed his attitude toward other people after HRE by trying not to put people down while he “used to be mean.” Although he remembered what he learned from HRE, and he told the researcher that he changed after HRE, he did not know whether HRE was important or not.


Student #18 told the researcher that the only topic she remembered was child labor (CRC, article 32), however, she brought up several other topics and issues during the interview, for example, she mentioned to treat people equally (CRC, article 2).  Her definition of human rights, the researcher believes, was related to child labor, such as the “right to safety” (UDHR, article 3).  For the rest of her interview, she focused on “how to treat people in respectful way,” which was, for her, the memorable human rights concept.  When she gave the examples of what specific human rights concepts she remembered, she mentioned “how to treat people,” “not to tease people,” “to treat everyone in same way,” and “to know from right to wrong.”  In her daily life, she tried to treat people in respectful ways, and she valued non-violence.  Also as a part of her daily life, she talked to young students about human rights and how they could use them while she wished to teach other students when she reached 20 years old

Pattern Analysis/Categorical Aggregation


Now, the researcher examined all the interviews and put them into several categories after looking for patterns among the students’ comments above.  She looked for emergence of meaning (Stake, 1995) and develop patterns among interviewees’ responses.  Here she used her research sub-questions as the main categories except the first category, such as “The Importance of HRE.” Otherwise, they were the contents of HRE, effective methods for learning about human rights, responsibility, and actions based on the HRE knowledge.


The Importance of HRE

Thirteen students told the researcher that they thought HRE was important.  Three students categorized it as very important, and one of them told the researcher, “I do not know.”  This question was followed by asking students why they felt that way.  The “why” question was particularly important to find out in what way students value or not value human rights.  The researcher wanted to understand the reason(s) for the answers and to make sure that the students did not say that it was important because it was the right thing to say.

The most mentioned answer for the reason why the students felt that HRE was important was that they needed to know what was going on in the world and around them; how children were treated in other countries to make their clothes and shoes, and how it was important for people to understand where people are coming from and not to discriminate.  Ten answers pointed out what the students could do if they knew about human rights.  They were, “tell[ing] people about it,” “not getting into trouble,” “know[ing] how to respond [to the situation],” and so on.  Eight students mentioned that if they and all people knew about human rights, “people [would] know how to treat people,” “people [would] make this world much much better,” “[we could] change things a lot,” “[we] don’t need any gangs,” and so on.  The researcher felt that these students had hope for HRE to make this society better place.

Contents of Human Rights Education

Human Rights Definition.  When the researcher asked students how they could describe human rights, all of them answered “the rights” everyone has.  All the answers referred to “the rights” as meaning “what people/we can do and/or have.”  These answers included “what people can do,” “rights we have,” “what all people should have,” etc.  The researcher noted that these answers echo the tone of the UDHR preamble (Appendix A) and Proclamation (Appendix A).

From this very general answer about human rights definition, some students moved into more specific concepts of human rights as their definition.  Six students referred to children’s rights.  For example, human rights can “help people start caring about kids” (CRC, article 5) and “help kids to understand life” (CRC, article29).  Related to that, 5 students mentioned that human rights is about “getting education” and that “people have a right to education” (CRC, article 28; UDHR, article 26).  Several other definitions that students provided were focused upon health, basic needs (food, housing, and decent pay) (CRC, article 27; UDHR, article 25) and safety (UDHR, Article 3). 

One student stated that “human rights means to help people who are [more] unfortunate than you,” which relates to UDHR, article 29, “Community duties essential to free and full development.”  This student was the only one who defined human rights from the perspective of responsibility.  One student could not give any definition of human rights.

Moral Development.  First, the researcher wants to mention general comments regarding what students think about human rights.  Three students expressed that people needed to know what was right and what was wrong.  Two of them gave the same reason why they needed to know right and wrong, and this was not to get into trouble.  If they did not know what was wrong, they could get in trouble.  One student told the researcher that if people knew what was wrong, they “do not do wrong thing.  [If they do, they] can go to jail for that.”  One of them mentioned that now the student had “started to understand how people react to how other people treat them and discriminate [against] them.”

What Happens Abroad.  Ten students mentioned topics and issues that have been happening abroad.  Five students stated that it was important for them to know what was going on/happening in the world related to human rights issues.  A couple of students thought that if people knew about human rights and what was happening, the world could have been a much better place than now, without violence.  One student related the knowledge about human rights violations around the world and people’s daily activities, such as not purchasing any product which used child labor.  Another student stated that “even though [human rights violation] is not around you, even though it’s happening away in Pakistan or Afghanistan, it still concerns us.  Because we are here together.”  It was encouraging to hear that the students were making connections between what they could do where they live and human rights violations happening over seas.

The researcher looked further into what specific human rights concepts students were talking about when they mentioned “right and wrong,” “important to know what is going on/happening,” and “needs to know the rights.”  Their answers were full of child related human rights concepts and concepts that are close to their daily life.


Child Labor/Underpaid – Unfair Treatment.  The most mentioned child related human rights issue was child labor.  This topic of human rights involves quite a few articles in the Convention on the Rights of the Child (adopted November 20, 1989, entered into force September 2, 1990, Appendix L).  They are article 3; Best interests of the child, article 5; Parents, family, community rights and responsibilities, article 6; Life, survival, and development, article 24; health care, article 27; standard of living, article 28; Education, article 29; Aim of education, article 31; Play and recreation, article 32; Economic exploitation (UNICEF, 1989).  The answers suggested that the students know now (a) that children are not treated equally, (b) how their favorite clothes are made, especially like Nike products, (c) that children are working below minimum wage in some parts of the world.  They strongly felt that children should not be working in the factory at all, and should be at home, playing, and doing homework.  The story of Iqbal was the most mentioned child labor story.  All of them read about him, and some acted in a play about him.  

One student said that human rights means that people start caring about kids, treating kids good and giving them education, instead of forcing them to make shoes or picking stuff.  The researcher could tell that this particular student was struck by the child labor issue and how children around the world were treated, even by some American corporations.

Right to Education.  Right to Education (CRC, article 28; UDHR, article 26) was another part of the knowledge base that the students mentioned during their interviews frequently.  This concept was almost always tied to child labor issues.  Sixteen out of eighteen students told the researcher that they felt children in other countries should have the right to education instead of working in the factory.  They felt strongly that children needed to learn more at school.

Refugee/Immigrant.  Refugee and immigrant issues (CRC, article 22) were another frequently mentioned topic.  The students were surprised to learn what refugees went through in their home countries and how they were treated in the United States.  Related to the situation of refugees, the students mentioned the “right to life, liberty, and personal security” (UDHR, article 3) and also “people should be able to leave and come back to their own country when they want to” (UDHR, article 13).  One student was surprised by how refugees are treated in this country, especially in the area of employment.  That student told the researcher that she would never treat or tease refugees like she used to.
Discrimination.  Discrimination related issues (UDHR Article 2) were also frequently mentioned during the interviews.  Two students specifically mentioned “discrimination.”  One of them listed issues related to race (“color of their skin”), turrets syndrome, and homeless people.  The student felt that if “we could put ourselves into their position, we could not laugh at them.”   


Another student seemed to be struck by what kinds of experiences refugees had in their home countries and in the United States.  The same student also mentioned the discrimination against gay people, particularly one man who was beaten to death because he was gay.  This student felt that name calling is the start of discrimination.  Another said, “now it became clearer why people react to discrimination and how people should treat each other equally.”  Yet, other student mentioned that “now I don’t think like how they look and they are messed up.”  The researcher asked what this student meant by that.  The answer was “I don’t want to say anything when [people are] dressed poorly and they don’t look good.”  

Among many topics that these students remember, the researcher noted several categories on discrimination that they mentioned during the interviews.  They were: Gay rights/sexuality, refugee/immigrant issues, race, gender/sexual harassment, mental illness/turrets syndrome/ other diseases, overweight people, and elders.   The researcher was impressed by the students’ realization of their behavior and how being a teaser and/or calling names caused the root of discrimination.  During the meeting that the researcher attended in Los Angeles, California in 1999, Arun Gandhi, Mahatma Gandhi’s grandson, pointed out that passive violence, such as teasing and calling names, feeds and causes physical violence in the world.  This is exactly what students in this study realized during their HRE experiences.

Specific Human Rights Article that Students Remembered.


Among all the above topics that the students remembered during the interviews, the researcher also asked them which specific human rights article they remembered the most.  Most commonly, the answer was right to education (CRC, article 28; UDHR, article 26) chosen by nine students.  Then child labor (CRC, article 32) was the second chosen by 6 students.  Other answers included freedom of speech (CRC, article 12; UDHR, article 19), right to safety (UDHR, article 3), right to shelter (CRC, article 27; UDHR, article 25), right to food (CRC, article 27; UDHR, article 25), right to leisure (CRC, article 31; UDHR, article 24), and right to court (UDHR, article 6 and 7).  It seemed to the researcher that the issue that impacted the students the most was the topic of child labor.  When 16 students out of 18 remember child labor materials a year after HRE, it is safe to say that the child labor issue made a strong impact on students’ lives.

Effective method of teaching human rights.

Now, the researcher wants to explore the more effective methods of teaching human rights to middle school age students.  The researcher was wondering how student could remember human rights concepts for such a long time, and how HRE could have such as impact on their lives.   The methods of teaching human rights would be one of the critical factors influencing how and what human rights concepts students would remember.
Play/skit.  The most common answer was “play.”  All eighteen students told the researcher that they remembered the play (10), role play (4), and skit (4) the most.  When the students mentioned “play,” they meant they acted in a play about Iqbal, or they were in the audience watching the play about Iqbal.  Many of them mentioned that they actually acted in the play of the story of child labor, specifically about Iqbal.  Some were in the audience.  Two of the students mentioned that their HRE instructor used acting to show a variety of issues in human rights, e.g. “how other people lived, “how people felt,” and “how people should be treated.”  Either way, they “enjoyed” and “had fun” with plays to learn human rights issues.  All of them said that even though they did not remember the details of the play, they remembered what kind of human rights issue was dealt with in the play.  Most of them could tell the researcher why the content of the play was memorable to them: i.e., how the boy, Iqbal, fought against child labor and for freedom of children after he escaped from the carpet factory.
Visual aid.  The second most mentioned method was visual aids by a total of fifteen students.  The methods included videos (6), movies (5), TV (2), slides (1), and posters (1).  One female student told the researcher that she was moved and struck by a poster, which portrayed a child behind bars apparently looking straight at her.  She also remembered the posters for stopping child labor.  Other students mentioned that videos and movies showed children working for carpet and clothing factories, racism, and slaves building railroads.
Reading activities.  Eight students mentioned various reading activities.  Four students talked about reading stories about Iqbal.  Reading books, plays, papers and poems were also mentioned by an individual student at different times.  Topics of the readings included child labor, gay issues/sexuality, and refugee issues.
Art activity.  Seven students brought up art activities.  Five of them remembered painting posters for school.  Some of them mentioned the human rights festival, which they went to as a class.  They created posters to exhibit for the festival.

Verbal communication.  Three students told the researcher that it was very useful to talk about human rights among peers and with teachers.  Debate and brainstorming were also mentioned.  The topics that were mentioned included poverty in Pakistan, and stereotypes.

Writing activities.  Three students mentioned writing activities.  One student mentioned that they worked on writing for Amnesty International’s “Urgent Action Appeal.”  This activity is sponsored by Amnesty International
, which sends out materials monthly to the participating sites.
Lecture.  Two students mentioned a method related to lecture, such as guest speaker and workshops.

Summary of effective methods

When the students were involved actively, such as in plays/skits, art activities, reading, or going to a convention, they seemed to remember more of what they learned from HRE, versus when they were passively involved, such as listening to a lecture.  Also, when they had some kind of visual aid, such as videos, movies, plays, pictures, they remembered more class contents.

Action
According to the Partners, this is the most important part of HRE.  As the Partners state in their mission statement, one of the three purposes of HRE is “to foster connections between learning about human rights and practicing human rights responsibilities in the community” (The Partners’ Training Manual, 1997, A.1.1).  Without taking action based on human rights knowledge that the students acquired, HRE is not completed.

Self.  Five students mentioned how their daily lives were affected by HRE.  Three students said that HRE was important because they could “use it in [my] life.”  One student said that because of HRE, people would know how to respond to situations.  The other student told the researcher that he used to get detention all the time because he got into fights or other trouble.  However, since taking HRE, he has not gotten detention for a long time.  He really believed that it was because of HRE knowledge.  Two students said that they learned to walk away when someone gave them problems.  Other answers included “us[ing] freedom of speech”, “right to be safe,” and “don’t need to join gang.”

Helping others.  Six students told the researcher that they could help people, because they took HRE.  All of their answers were related to either homelessness or poverty issues.  Their examples of how they were helping others were giving people food, clothes, and money, and participating in food drives.

Teaching others about human rights. Fourteen students told the researcher that they were or would like to teach others about human rights.  In this category, the researcher included actions like breaking up fights, speaking up when others were doing something wrong, and sending e-mail/letter to people.  These answers varied from formal setting, i.e. school/classroom, to non-formal setting, i.e. talking to people.  For example, one student said, “I teach people.  Explain [to them] whey they should not fight,” “I tell people what stereotypes and calling names are,” and “When I see somebody messing around or someone do something wrong to you, [I] say ‘ I feel mad when you do htat.  Could you stop please.’”  Two students want to teach human rights at school in the future, when they would get to 20 years old.  The researcher asked why 20-year old to each student.  Both said, in separate interview, that when they become 20 years old, they felt that they were old enough to have a job as a teacher and teach human rights at school.

Changing their behavior against discrimination.  Many students mentioned that they are not more caring and nice towards people who are different from themselves, i.e. color of their skin, homeless/poor people, people with disability and people with turrets syndrome, etc.  They told the researcher that they no longer teased or called people names.  They realized that these kinds of behavior were causing discrimination.  For example, couple students mentioned, “now I don’t think like how they look and they are messed up,” and “I don’t want to say anything when [people are] dressed poorly and they don’t look good.”
Protesting for others.  Two students told the researcher that they did not buy child labor products as a way of not supporting human rights violation.  Both of them told the researcher that it was a difficult decision to make, especially not buying Nike products.  One of them said her whole family does not buy Nike or Pepsi products as a way of not supporting child labor.

Some of the students’ answers could be seen as both actions for themselves and for other people. Other students thought that due to HRE, people are less likely to do wrong.  The other student mentioned that people could prevent accidents.  They thought that because some people did not know that what they were doing was wrong, they could get into trouble.  These students used a word “accidents” because people did not intentionally committed wrong-doing.

Questionnaire by HRE Instructor Analysis

Pattern Analysis/Categorical Aggregation 

Thirty-eight students were asked by the HRE instructor to fill out the questionnaire (Appendix H) to give her feedback on what the students remember from her classes.  The questionnaire results were analyzed by pattern analysis and categorical aggregation.  The researcher mainly conducted pattern analysis, because the questionnaire was already divided into categories by each question.  The HRE instructor gave the contents of HRE, e.g. discrimination, stereotype, and child labor, as questionnaire questions.  The researcher focused on finding out (a) what these students remembered from HRE contents and (b) what changes students made in their perceptions and behavior after HRE.  The questionnaire had thirteen questions.  Out of 13, 10 questions asked what students’ attitudes and/or behavioral changes after HRE.  These questions were numbers 1, 2, 4, 5, 7, 8, 9, 10, 11, and 12.
Question 1

The first question asked if the students treat people differently as a result of HRE.  One student answered “no,” two students answered “sometimes,” and the rest answered “yes.”  The reason why one student said “no” was that he or she trusted people even before the HRE and did not change his/her mind toward people or how he or she treated people. The results are shown in Table 2: Treat People Differently.

Table 2: Treat People Differently

	Yes
	35

	No
	1

	Sometimes
	2


General Behavioral Change.  There were several general terms for behavioral changes.  For example, five students answered that they would help people more now than before, 9 students mentioned being nicer, kinder, and more caring toward others.  Five students said that they wanted to treat others with more respect.  None of those answers included specific ways of treating others more nicely, kindly or with more respect.  However, they showed that HRE did have somewhat of an impact on their behavior in general.

Specific Behavioral Change.  Other answers included more specific behavioral changes, such as: not fighting with others (seven students); teaching others not to fight (2 students); not doing certain things to others, i.e. no laughing, no talking behind people’s backs, no name calling, no making fun of others, (total of 15 students); and not discriminating against certain groups of people, e.g. toward “different skin color,” fat/over weight people, and people with deformity or disability (8 students).  Some students answered that they were doing something now for certain people, e.g. teaching others not to fight (2 students), doing something for poor/homeless people (3 students), and standing up for people who were put down and paying more attention to what was happening around them (2 students).  Two students mentioned their behavioral change in the classroom, such as respecting teachers and doing their work in class so that others can learn.
Question 2 

This question asked how their “veil of ignorance” had been lifted in regards to human rights and responsibilities.  The HRE instructor told the researcher that the term “veil of ignorance” was used in her class representing unknown or unseen knowledge to the students.  

Behavioral Change toward Others.  Seven students mentioned their behavioral change toward others because of HRE.  The answers included “not teasing other people who are different,” “treating people with respect,” and “being responsible.”  Two students mentioned that their ideas changed toward discrimination issues, such as any kinds of differences among people and gender role.  Then, there were a lot of cognitive and behavioral changes and increased knowledge related to child labor issues.

Specific Human Rights Knowledge.  Five students pointed out specific human rights knowledge acquired through HRE.  They were right to education (3 students, CRC article 28, UDHR article 26), right to equality (UDHR article 1), and right to rest and leisure (CRC article 31, UDHR article 24).  14 students said that they learned and gained knowledge about child labor (CRC, article 32).  Four students mentioned that they changed their ideas about refugees and immigrants (CRC article 22, UDHR article 14), while homelessness (2 students, CRC article 2 and possibly 20, UDHR article 25), deformity (1 student, CRC article 2 and 23, UDHR article 2), and obesity (1student, CRC article 2, UDHR article 2) were also mentioned.

Cognitive, Value, and Behavioral Changes Related to Child Labor.  Four students said that “child labor should be stopped” (CRC, article 32) and another said that children needed to go to school (CRC, article 28; UDHR, article 26).  They were all child labor related answers, and some students mentioned how they were trying to stop child labor.  They were “don’t buy Nike and Disney product,” “don’t buy anything made by children,” and “always think before I buy.”  These are things that these students felt they could do on a daily basis protesting against child labor.

Question 3


The question asked about students’ perceptions on aged/elderly people.  The researcher believes that indirectly, the HRE instructor was asking her students how they changed their perception toward elderly people.  

Emotions and Thoughts toward Elderly.  Five students shared how they felt about or treated older people, for example, “I care much more about older people,” “I have a lot of respect,” and “I have nothing against old people.”  18 different adjectives were used to describe elderly people, such as nice (8), loving (5), kind (4), wise (4), caring (3), smart (3), and beautiful (3).  Three students were referring to their grandparents or grandmother.  Some students listed physical characteristics of elderly people, such as gray hair, no teeth, shakiness, etc.


Attitude toward Elderly.  There were several positive attitudes expressed towards elderly people.  They were; five students mentioned that the elderly people knew more about life.  Two students said that they made great friends, and another two students said that their age did not matter.  At the same time, there were some negative/sympathetic attitudes toward elderly people.  Four students said they felt sorry for them and thought that elderly people needed help, and one student said some elderly people were mean.


There were other kinds of attitudinal changes toward the elderly.  The students (eight) now think that elderly people can do and be anything that other people can and do whatever they want to.  All of them thought before HRE that elderly people could not do anything by themselves and needed help all the time.  After HRE, one student said, “They don’t just sit around and do nothing all day.”

Possible Behavioral Change.  Four students mentioned that they would like to help out elderly people whenever they could and however they could.  This is definitely an attitudinal change.  However, the researcher believes that it could also lead to behavioral change since they are expressing their willingness to help out the elderly.

Question 4


This question addressed stereotypes that the students had toward people prior to HRE.  


Stereotypes in General.  Three students said that they never stereotyped anyone prior to HRE.  They all said that they treated other people nicely and fairly.  They believed that differences did not matter to them.  Two students mentioned that they stereotyped people a lot.  One of them said that he or she talked about people and how they looked. Two other students said that they often called people names a lot.  One of them said that he or she wanted to apologize to those people.  Three students wrote that when they saw people who were obnoxious and rude, and had no manners, they could not stand them.


Stereotypes toward Specific Groups.  The most mentioned group that students stereotyped was over-weight people.  Seventeen students said that they stereotyped if people were over weight.  They thought that obese people were lazy, ugly, and some mentioned “like a pig.”  After the HRE, some thought that they should not laugh at them.  Other comments included “should not talk about them,” “they deserve respect,” “they should be proud of who they are.”  The second most mentioned group was homeless people.  Nine students commented that they had some stereotypes about poor or homeless people.  How they stereotyped included “dirty,” “crazy” and “stupid” among others.  After HRE, three students felt that these were the people who needed help, and they should not laugh at them.


The third group students mentioned stereotyping was elderly people (eight students).  The students thought that old people were “dumb,” “crazy,” and “mean,” etc.  Four students talked about each of the following groups: poor people, people with deformity and people with disability (physical and mental).  Regarding people with deformity, the students said that they were “ugly,” “hurt themselves,” and were “dumb.”  About people with disabilities, the students said “dumb” and “weak.”  


Interestingly, stereotypes of race, gender, and sexual orientation were little mentioned.  One student for each category said that he or she had a stereotype toward these groups.

Question 5


The first part of question 5 asked why someone discriminates against another person or groups of people. Ten students answered “because they were different from other groups,” for the first question.  They said that if people did not like the way others looked, they could discriminate against them.  Nine students wrote that they stereotyped because of race difference.  They were talking specifically about skin color.  The researcher believes that here race is defined by color of people’s skin, not necessarily how people identify themselves or what race they think they are.  “Looking like” a certain race seems to be an important factor here.


The other reason that was mentioned a lot was jealousy (nine students).  They thought that the reason why some people discriminated against others was because others had something that they did not have.  Another much-mentioned reason was that people were trying to look cool.  Since no questions asked why the students thought these were the reasons, the researcher could not know why nine students thought being cool was the reason.  The only guess that the researcher has is that since this questionnaire was filled out by 5th and 6th graders, “being kind” to others could mean “being a nerd” for the majority of people in that age group.  Therefore, people discriminate against or are mean to others to be “cool.”

Eight students thought that because people who discriminated against others had not had HRE yet, they did not know any better.  Three students among nine said that these people were ignorant.  Four students said that people like to boss around others and think that they are better than others.  There were a few answers that three students mentioned for each of them.  They are; by discriminating against others, they feel better and more powerful; they simply do not like others; they don’t like themselves; they discriminate against others based on how they talk, their different accents and languages.  Related to the last one, two students thought that people discriminated against others based on a different culture.


The second part of the question asked “if you found yourself acting in a discriminatory manner toward another person, what could you do to eradicate those discriminatory feelings?”  The most mentioned answer was to ask a person if they could be friends (eighteen students).  They pointed out that if they became friends to people against whom they discriminated, they felt that they could eradicate their discriminatory actions.  17 students said that they would say “sorry” or talk to people so that they would feel more comfortable. 


Eleven students said that one should think before they speak or act.  Several students mentioned how they were going to do it.  For example, five students said that they should either “stop,” “hold my breath” or “count to 10” before saying anything or reacting to certain situations.  Four students said that they would think how the other person feels before they say anything and in general, “don’t say anything bad about others.”  Seven students mentioned that they should say something good about other people or say nothing, if they cannot say nice things about the individual(s).

Seven students pointed out that they tried to remember what they learned in HRE, or should take HRE again.  Seven other students said that they would talk to a teacher, “human rights person,” or someone and ask for help. Both answers show that students are looking for opportunities to talk about their feelings and seek for some guidance to change their feelings towards other people.

Question 6


This question asked students to describe what they had learned about the living conditions of children in other countries.  There were a lot of feelings about children in other countries expressed by the students.  Sadness for the children was the most commonly expressed feeling by five students.  One student expressed a feeling of confusion; “I don’t know what to say.”  Three students said that the living condition of these children “was horrible and very scary.”  The researcher can comfortably say that the students had remembered the negative living conditions of these children and felt bad for them.  At the same time, the students wished for a better life for the children and wished that they could help them.  Two students expressed their appreciation for their own parents having given them great lives and for their situation.  They felt fortunate to have comfortable living and caring parents.  The fact that they did not have to go to work every day and could come to school and could get their education.


The students also described why they felt sad and bad for the children, and wanted to help.  Nineteen students mentioned that children around the world lacked basic human needs, such as shelter, clothes, and food (CRC, article 27; UDHR, article 25).  18 students pointed out that children had to work for long hours; i.e. 16 to18 hours a day (CRC, article 32).  Quite a few of them mentioned children’s working condition, such as the absence of a toilet or bathroom (CRC, article 6), cheap labor for long hours of work (CRC, article 32), dangers of picking up dirty needles and carrying heavy bricks on their heads, and so on.  One student listed American corporations, which use child labor, such as Nike, Disney, and some rug companies.


Sixteen students mentioned related health issues.  Among them, there were “no clean water” (CRC, article 6), “malnutrition” (CRC, article 27), and “no health care” (CRC, article 24).  12 students said that children were not getting education (CRC, article 28).  Among them, two students used a term “right to education.”  These two answers were often compared to the American situation.  For example, for health related issues, a couple of students said that if these children were in the US, they could be cleaner, and regarding the educational issue, some students mentioned, “they don’t get to go to school like we do.”

Ten students mentioned child abuse (CRC, article 19).  Eight students said that some children were beaten by adults and eventually die.  One student remembered that children were sold by their parents to provide food for rest of their families.  Another student said, “We are just using and abusing [them by] wasting food and water when kids are starving to death all around the world.”  This was an interesting point for the researcher since she heard a similar thing from Dr. Arun Gandhi, who said in his lecture: when we waste any resources that we use in our daily activities, such as food, water, and supplies around house and offices, we are participating in human rights violations, because so many people are involved in cultivating, developing and creating those things.  He calls such behavior “passive violence.”  The researcher was surprised to hear a similar comment from a 6th or 7th grader.  Other answers were poverty, lack of human rights, refugees, and lack of right to leisure.  

Question 7


Question number 7 asked if students had a different perception of immigrants and refugees after HRE, and what the difference was.  With one exception, all students said that they had changed their perception about immigrants and refugees after HRE.  The one who said “no,” did not say why.  Because data was provided by the questionnaire that the HRE instructor conducted right after the instruction, the researcher did not have a chance to ask follow up question.  Therefore, the researcher cannot tell whether he or she did not have any different ideas about this population before HRE, or just simply did not want to change anything after.  Among the students who said that they had changed their perceptions toward this group, answers were that their feelings toward immigrants and refugees had changed because of something that the students had learned about them.  There were three different kinds of feelings toward immigrants and refugees.  The first one was negative feelings that were expressed by a couple of students.  They were, “it is a bad idea for refugees and immigrants to come here, because the US is getting crowded,” and “they should not [leave their home countries].”  If they have food, family [and] love, that’s all [they] need.”  Especially regarding the second answer, the researcher was curious to find out the student’s definition of “enough food” and “family.”  However, since this survey was conducted a year before her interview, and she could not identify who the student was, and was not able to find out.


Six students expressed positive feelings toward immigrants and refugees.  Some examples are “[I am] glad that they came to the US for their safety,” “[I] wish they can come to our state” and “[I do] not have any negative feeling toward them.”  One student said that refugees and immigrants were strong and survivors.  There were also sympathetic feelings.  A couple of students said that they felt sad and sorry for refugees and immigrants.  The researcher believes that this comment was mainly addressed to refugees (for definitions, refer Appendix C).  Three students expressed that now they understood what refugees and immigrants were going through and how hard their lives had been.  Four students emphasized their feeling of responsibility not to participate in discrimination, and appreciation for their own lives.  Three students out of four mentioned that they should not “laugh at refugees and immigrants” and not take advantage of them.  Again, the researcher would like to have had a follow up question asking what he or she meant by not taking advantage of refugees and immigrants, but this was not possible.


Besides the students’ feelings, there were quite a lot of learned knowledge that they mentioned.  Four students said that they had never heard about refugees and immigrants before HRE.  One student made a determination that he or she would pay more attention and take events seriously around the world.  Five students answered that they had learned for the first time why refugees and immigrants left their countries.  Other answers included “some people were trying to kill them,” “they were kicked out from their own countries” and “they came to another country for [a] better life.”  Among these reasons, there were the feelings toward children, such as “children were not able to get an education,” “it was bad for children” and “they needed better care for their children.”

Several students mentioned that they had misunderstandings about refugees and immigrants before HRE and how they had changed.  Nine students said that they had misunderstandings about how refugees and immigrants affected the US economy.  Before HRE, these students thought good jobs were all taken by them, or that they came for welfare.  Now they said that they know refugees and immigrants can not only take care of themselves but are also contributing to the US economy.  One said that they “pay more tax than Americans,” and another said, “they don’t get paid a lot.”  

Another misconception was that being a refugee equaled being homeless.  Two students stated that before HRE, they thought this group of people was “dirty, poor, and stupid, just like homeless people.”  However, now, the students “understand that they had to flee their countries” due to fear of danger or because they were forced to leave.


There were also three students who mentioned that refugees and immigrants added culture to the community.  The students defined culture as food, clothes, dance, holidays and plays.  Three other students stated that now they saw refugees and immigrants “as human being just like them.”  One student said that the “whole world is immigrants.”
Question 8


This question asked if students regard their music and television shows differently compared to before HRE.  This question was the most interesting question in this survey for the researcher.  She could see the struggles of students’ decision making about what they should think about their music and television shows for this particular topic.  Fifteen students said “no,” they have not changed their behavior toward choosing their music and TV program.  The researcher looked into their answers based on behavioral changes or their absence, in choosing music and TV shows.


First, the researcher looked at TV programs.  About 68% of the students said that they had changed how they choose TV programs.  Among them, 6 students stated that they had completely stop watching television.  10 students said that they did not watch violent programs any more.  They defined violent programs as those involving physical violence and verbal violence, including talk shows that were disrespectful about certain people or groups of people, and/or discriminated against others.  One student believed that watching violent programs made children violent.


32% of students said that they had not changed what they watched.  Among those, three students said that although they had not changed their TV program selections, they were more aware of what was happening in the program, e.g. bad language and killing people.  One student said that he or she had a right to watch whatever he or she wanted.  Another student thought that other people would not change their minds so that there was no use in changing his or her behavior to select “appropriate” TV programs.


It was more difficult for students to choose different types of music.  50% of students said that they changed their music selection, and another 50% said that they still listened to whatever they had been listening to previously.  The answers to the question about choosing different types of music were pretty general, e.g. listening to different music and choosing very carefully.  However, several students were more specific.  One of them said that he or she would not choose music, which was rated R or Parental Guidance.  Another student said that he or she did not listen to any music, which included killing people.


The other 50% of the students said that they had not changed their behavior in terms of selecting different music.  One interesting thing was that most of them commented: “I still listen to rap.”  The researcher has no background of what the HRE instructor taught regarding what were “bad” and “good” music, however, she could easily assume that rap was defined as “bad” music, because most of them pointed out that they still listened to it.  One student said that although he or she had not changed his or her music selection, he or she was not being negatively influenced.  Another student said that he or she was much more aware of the lyrics of the music.

Question 9


This question asked whether students changed their attitudes towards dating and violence and if so, how.  All students answered that they had changed, including one “sort of.”  One student said that “I never thought that in teenage relationships, there was violence and abuse.”  Eighteen students mentioned about how they would avoid violence in their relationship.  Eight students would “walk away from the situation.”  Five students said that they would tell or/and get help from someone, and four students simply did not want to have any violent relationship.


Ten students mentioned that they would treat others, i.e. their boyfriend or girlfriend, with respect.  In return, they believed that they would be treated respectfully.  Related to the previous answer, nine students stated that they wanted to be treated well and treat others nicely.  


Eight students said that now they were aware of the possibility of an abusive relationship.  All eight of them said that they would get to know their partner first and decide later whether they would go out with that person or not.  A couple of students pointed out how they were going to predict whether their partners could potentially be abusive; for example one said or her family and friends; asking him or her not to go to school and proposing to disappear; and verbally putting him or her down.  Related to the previous answer, six students mentioned that they needed to do whatever they wanted to do when they dated someone.  For example, three students said that they needed to see whomever they wanted, and another three students said they needed to get their education and graduate.


A total of nine students mentioned physical and verbal (passive) abuse.  Four of nine mentioned passive violence leading to physical violence (Appendix C for definition).  Some examples of passive violence would include laughing at a person, talking about someone, and yelling at people.  One student said, “you can end up being beaten and dead sometimes.”  The researcher was impressed by the students’ ability to make the connection between physical and passive violence.  Four students pointed out that they changed their ideas about starting to date; now they would like to wait a longer.

Question 10


Question 10 asked whether students changed their attitudes and behaviors as consumers after learning about child labor.  Few students seemed not to understand the question and answered for different kinds of questions.  46% of students said that they had changed their attitude and behavior as consumers with regards to child labor.  They all said that they checked where products were made and looked for a certain mark symbolizing that child labor was not used.  Quite a few of them named specific brand names for clothes and shoes that they would avoid buying.  A couple of students mentioned that although they did not have buying power as customers, because their parents bought clothes and shoes for them, they told their parents what not to buy.  Two students among those who changed their behaviors said that they asked stores if they were aware of child labor.


40% of students said that they had not changed their behavior as consumers while more than half of them changed their attitude toward child labor.  Those who changed their attitude but were not able to change their behaviors said that they were aware of child labor and sometimes knew the products were made by children.  However, it seems that it was difficult for them to stay away from especially popular brands.  One student did not really answer the question, but addressed how people should question and pay attention to what they were buying.  This student could possibly have changed his or her behavior as a consumer.

Question 11


This question addressed whether the students changed their attitude towards their own and others’ education and if so, how.  Four students commented in general, such as “all kids need education, because they will be the people running the world.”  Others stated their answers in terms of their own education, separately from others.  Specifically 23 students said that they now care more about their education than before.  Most of them said that they did their best and studied harder.  Several mentioned that they tried not to speak during the class, so that they could actually study.  These students were at the same time caring about others’ education as well, not disturbing others’ education.


Twenty two students mentioned changing their attitude towards others’ education.  The researcher looked into two different groups of others.  One was other children overseas and another was students’ peers at school.  Eight of them said that they cared about education for children overseas.  Among them, two answers were connected to child labor.  Comments were “kids all around the world need education,” and the student felt strongly that it was wrong when children were not able to go to school.

Fourteen students stated that they cared about their peers’ education in their classroom.  Few students said that they would help their friends.  Several students decided not to disrupt class.  They realized that their peers had “a right to education,” and therefore, they should not talk or make jokes during their classes.  The researcher was rather surprised to see that the number of students who felt responsible for their peers’ education was larger than the number who changed their attitude toward a right to education for children abroad.  Because child labor was such a popular and well remembered topic among these students, the researcher thought that they would talk more about children in other countries.


One student made a very important comment about changing his or her attitude and behavior towards one’s own and others’ education.  However, after while, the student said, the peers made fun of the student.  Now, this student does not want to take respect for his own or other’s education seriously.  This illustrates an important point about how difficult it is for this age group to maintain their changed behavior.  Especially during teen-age years, peer pressure is enormous.  Changing one’s attitude and behavior to be “a good student” could be interpreted as being a “nerd” or “not cool.”  This points out the importance of reaching out to as many students as possible, and starting earlier.

Question 12


The question asked how the students changed in regards to the differences and similarities between men and women.  This did not specifically ask them about either attitudes or behavior.  The researcher divided the answers into attitude toward men/women and ideas about gender role.  Answers from all students included an idea about gender roles, or what men and women could and should do.  They were almost identical in terms of saying “men and women can do [the] same things.”  The students listed what men could do including non-traditional work, such as “taking care of babies” and “doing house work.”  Also they listed what women can do, including “going to work” and having a non-traditional job.  Women’s non-traditional work included being an engineer, a fire fighter, a president, and so on.  One student mentioned that now he or she believed that men and women should get equal pay.  Several students also expressed their attitude change toward the opposite sex.  They were respecting each other, being nice to each other, and “not hitting women,” which also includes behavioral change.

Question 13


This question was a good wrap up question.  It asked students in what way HRE was beneficial to them.  There were thirteen non-specific, very general comments on how HRE was beneficial to the students.  They included: “I learned a lot” (7), “I did not know anything about human rights before” (2) and “now I can teach other people” (2).  These answers did not include any specific concepts that they had learned or how exactly HRE was beneficial to them.


Then, there were twenty students who said that HRE helped them to better themselves.  These comments included feeling better about themselves, treating others with respect, and caring about their education more.  A couple of students identified how they were treating others better; one was trying to stop talking about people, and another was trying to stop making fun of people.  Seven students mentioned that HRE was or would be beneficial to other people.


Forty one comments were related to specific concepts of human rights.  The researcher further categorized these in groups.  The most mentioned specific concept was child labor (16).  The answers included simply learning about children’s rights, doing something to abolish child labor, and details of what was going on in child labor.  A couple of comments were related to how cheaply these children were paid for their work.


The second most frequently mentioned concept was the issue of discrimination (eight students).  Most of these answers were pretty general; however, there were a couple of them who commented about what had surprised them.  One student said, “People get kicked out the store just because [they] are looking at [a] CD,” and another said, “Owner kicks [them] out.”  Four students commented on stereotypes.  One student mentioned that he or she was trying not to stereotyping people.


Other answers included the right to education, refugees, right to a fair trial, right to safety, and so on.  The researcher feels that most students felt HRE was beneficial for them in terms of knowledge of human rights issues, attitude toward self, and respect for others.

Question 14


This question asked the students to list topics that they enjoyed in human rights.

Table 3: Human Rights Topics -Questionnaire

	Child labor
	14
	Stereotype
	3

	Refugee
	11
	All of them
	2

	Right to fair trial
	7
	Obesity
	2

	Discrimination
	5
	Violence
	2

	Freedom from abusive relationship
	5
	Sweatshop
	2

	Child abuse
	4
	Right to education
	1

	Men / Women
	3
	Declaration of independence
	1


This table shows the frequency with which students listed topics for this question.  The researcher believes that the survey questions from one through thirteen should have helped students think about what kinds of topics they had learned about in HRE.  As the reader can see, this list is consistent with students’ comments throughout the questionnaire, with the exception of the right to education.  Because the right to education was often combined with child labor, it was mentioned more frequently than is shown in Table 2.

Comparative Analysis: Interview vs. Questionnaire


The researcher then compared the analysis of students’ interview and questionnaire responses.  The researcher matched up each analysis sub-heading with an appropriate question from the questionnaire.  She used them as sub-headings for this section.  In addition, she used all the questionnaire questions as a guideline for the HRE instructor’s curriculum contents.  Finally, she compared all the questions against what students listed as human rights topics and contents of HRE.

The Importance of HRE


The researcher compared between Importance of HRE from interview analysis and Question 13 from questionnaire analysis.  There were three main categories that applied to both interviews and questionnaires regarding why the students felt that HRE was important or beneficial to them.  There were (a) child labor-related issues, (b) discrimination-related issues, and (c) ways in which they could use human rights for themselves and others.  In both interview and questionnaire, many students answered that HRE was important because they now knew what was going on in the world, especially how children were treated.  Also, both indicated that the students felt HRE was significant because they learned a lot about discrimination and how important it was for them to know not to discriminate against people.
Human Rights Definition


The researcher compared between Human Rights Definition from interview analysis and Question 2 from questionnaire analysis.  There were commonly mentioned contents for both questions.  They were child labor issues; children’s rights to education; rights to basic needs, such as food, housing and decent pay; and responsibility for others’ rights.  The most-mentioned issue in the definition of human rights and the one that resulted in the students’ lifted veil of ignorance was child labor.  For both interviews and questionnaires, the students made a connection between child labor issues and the right to education.  

The general comments from the interviews, such as the definition of human rights as “the rights of everyone” were reflected in the questionnaires as well.  The students commented that after HRE, they had changed their behaviors toward other people to include respect and responsibility.  These comments were connected to discrimination issues, which id why the researcher believes that being against discrimination directly relates to working for everyone’s rights.  Because the students believed that all people should have rights, they were against any kind of discrimination.

Moral Development


The researcher compared between Moral Development from interview analysis and Question 13 from interview analysis.  The researcher can say that between the two questions, the students felt that HRE helped them to better themselves, such as they knew now what was the wrong thing to do and how they could treat others better.  Quite a few comments were related to discrimination and what they could do about it.  Several students stopped teasing others and talking about people.
What Happens Abroad

The researcher compared between What happens abroad from interview analysis and Question 6 from questionnaire analysis. The questionnaire answers went in depth into how the students feel about things happening abroad, especially related to children.  The students expressed their deep feelings about these children’s living conditions in other countries.  Although the interviews responses were less descriptive of students’ feelings toward children, both summed up the students’ concerns about children’s living conditions, and lack of basic necessities (such as food, shelter, and health care).  In the interview, a couple of students mentioned the importance of doing something for children’s situations abroad while they were still in the United States; one was to stop child labor, by not purchasing the child labor products, and another was awareness of human rights violations in the world and continuous education about them.

Child Labor/Underpaid-Unfair Treatment


The researcher compared between Child labor/underpaid-unfair treatment from interview analysis and Question 10 from interview analysis.  From the interviews, the researcher could find out what the students have learned regarding child labor.  They listed how the children in the world were treated unequally and used for child labor.  From the questionnaire question 10 and the interview analysis category “protesting for others,” the researcher could find out what the students did with the learned information about child labor.  Both the interview and questionnaire analysis found that the students had changed their behavior as consumers based on the knowledge of child labor.  Both analyses showed that the students stopped buying clothing and shoes made by child labor, although some students had a difficult time doing it.

Right to Education 


The researcher compared between Right to Education from interview analysis and Question 11 from questionnaire analysis.  This was an interesting contrast between two information gathering methods.  In the interviews, the students focused on right to education for children in other countries, specifically those who were in child laborers and could not go to school.  In the questionnaire, the answers were in two categories; one was right to education for children in other countries, and another was right to education for the students’ peers in their classes.  The questionnaire was administered just after the students had received HRE instruction, and the interview was a year later.  The researcher believes that one year after HRE instruction, child labor related issues stayed in the students’ memories more than anything else, according to the interview results.

Refugee/Immigrant 


The researcher compared between Refugee/Immigrant from interview analysis and Question 7 from questionnaire analysis.  The interview and questionnaire analyses indicated that the students remembered the reasons why refugees had to leave their countries.  In the interview, the focus was on why the refugees should not have had to leave their countries.  The students felt that it was not right for anyone to hurt or threaten to kill the refugees.  Both sources of information showed that the students commented on discrimination against refugees and immigrants in the United States.  The questionnaire went into more in depth about how refugees and immigrants were viewed in the US, such as affecting the US economy in negative ways, stealing jobs from Americans, and being misunderstood as homeless people, and how the students changed their attitudes toward refugees and immigrants.

Discrimination 


The researcher compared between Discrimination from interview analysis and Question 5 from questionnaire analysis.  The analysis about discrimination from the interviews and the first part of question 5 from the questionnaire can be compared.  Discrimination against different races was the common answer in both information gathering methods.  Refugee/immigrant related discrimination was also mentioned for both.  In the questionnaire, it was described as discrimination against people with different accents and languages.  The interview results included more different types of discrimination, while the questionnaire results focused on the cause of discrimination.  The second part of question 5, such as asking about ways in which the students are eradicating their own discriminatory behavior toward other people, could be mentioned in the category “Action” from the interview analysis.  
Although the students did not realize the fact that they were taking actions against discrimination, there were couple significant points were made by several students.  One is that quite a few students were “correcting” their peers’ behaviors when they witness discriminatory acts. For example, one student said, “I teach people.  Explain [to them] whey they should not fight,” “I tell people what stereotypes and calling names are,” and “When I see somebody messing around or someone do something wrong to you, [I] say ‘ I feel mad when you do that.  Could you stop please.’”  Another example is taking action towards discrimination by changing their behavior.  For example, one student mentioned, “now I don’t think like how they look and they are messed up.”  The researcher asked what this student meant by that.  The answer was “I don’t want to say anything when [people are] dressed poorly and they don’t look good.”  These were not mentioned as examples of their action taking in daily lives, however, the researcher believes that these are important examples of how the students could change their behavior and take actions due to what they learned in HRE.
Specific Human Rights Article that Students Remembered 


The researcher compared between Specific Human Rights Article that Students Remembered from interview analysis and Question 14 from questionnaire analysis.  In both analyses, the child labor-related human rights issue was the most mentioned concept.  Although in the questionnaire, the right to education was mentioned less, as the researcher stated in the analysis of question 14, it was mentioned more in other questions of the questionnaire and in the interviews.  In question 14, the refugee issue was frequently mentioned while the interviews included rights to safety, housing and food.  Overall, the interview answers focused on child labor-related topics in human rights while the questionnaire results included more domestic issues, such as discrimination, freedom from abusive relationships, and differences between men and women.


The researcher also compared all questions in the questionnaire and the specific human rights articles mentioned in the interviews.  The specific human rights concepts that students remembered were not directly related to the topics that the HRE instructor categorized as the questions.  However, the researcher can comfortably say that the comments included the topics of right to education (question 11), child labor (question 10), living conditions (question 6), freedom of expression (question 8), right to safety (question 9), right to leisure (question 10), and right to food (question 4, because the question asked about stereotypes, the students commented a lot on homelessness in the questionnaire).


In the last chapter, the researcher will address natural generalization of the analysis and further discussion of the future research possibilities.

Chapter 5: Conclusion


Now the analysis is done, the researcher will make comparisons between this study and the previous studies on human rights education cases; (a) the quantitative survey results by the Search Institute, (b) the case study by Wade (1994) and (c) the case study by Brabeck  et al. (1998), as introduced in chapter 2.

Comparing with Survey by the Search Institute Analysis


The survey developed by the Search Institute (Appendix I) was analyzed by an ANOVA test.  The researcher obtained permission to use these test results as a secondary analysis.  The HRE instructor used this survey instrument for pre- and post-tests for her instruction.


The ANOVA analysis was conducted based on four categories: (a) values and belief outcomes, (b) knowledge outcomes, (c) behavior and skill outcomes, and (d) developmental assets (Memorandum from Search Institute regarding scale ideas of the survey, October 22nd, 1997).  Values and belief outcomes were measured based on caring values (mean of questions 1,2, and 3), commitment to peace and justice (mean of questions 4,5 and 10), empowerment (mean of questions 17, 35 and 65), commitment to non-violent resolution of conflict (mean of questions 16, 20 and 34), and concern for human welfare (means of questions 19 and 21).  Knowledge outcomes were measured based on awareness about human rights issues (means of questions 53-64, 23, 24, and 25), knowledge about human rights issues 1 (mean of questions 38-48), and knowledge about human rights issues 2 (mean of questions 67-74).  Behavior and skill outcomes were measured based on prosocial behavior (mean of questions 33 and 36), empathy (mean of questions 28 and 30), and affirmation of diversity (mean of questions 29 and 32).  Developmental assets were measured by assertiveness (question 6), honesty (mean of questions 8 and 9), bonding to school (question 11), positive school climate (mean of questions 12-14), achievement motivation (question 15), and friendship skills (question 31).


According to the quantitative researcher, the results between pre- and post-survey were not significantly different.  The only difference that she pointed out was that compared to pre-test, post-test had smaller standard deviation among the students who took the surveys.  As a result, the researcher decided not to use this secondary data for this particular study.


However, the researcher compared what she learned from her interview and questionnaire analyses and what the Search Institute Survey found out for specific questions.  She also looked at differences between pre- and post-survey for those specific questions to see how much the students changed their knowledge, attitudes and/or possible behavioral changes, although the quantitative researcher’s analysis resulted with “not significantly different.”  


The Importance of HRE

In the Search Institute Survey questions one though ten, the students were asked to mark one answer about how important each human quality was to them.  The response choices were not important (1), somewhat important (2), not sure (3), quite important (4) and extremely important (5).  The researcher particularly looked at questions 1, 2, 3, 4, 5, and 8.  These questions asked about things that were included in the interview and the questionnaire items.  Particularly, question 2 “helping to reduce hunger and poverty in the world,” question 3 “helping to make the world a better place in which to live,” and question 4 “helping to make sure that all people are treated fairly” were mentioned in the interviews and questionnaire responses.  Student comments in the interview included “[if people know about human rights,] people [would] know how to treat people,” and “people [would] make this world much much better.”  All the answers asked how important the students felt in their lives had an average of over 4.5.  It meant that the students felt that these human qualities were between quite important (4) and extremely important (5).


The researcher also looked at the differences in the students’ responses between pre- and post-HRE instruction using average for each question.

Table 4 : Human Quality - Survey

	
	Pre-HRE Instruction
	Standard deviation
	Post-HRE Instruction
	Stand deviation

	Question 1
	4.562
	0.654
	4.861
	0.351

	Question 2
	4.444
	0.735
	4.694
	0.710

	Question 3
	4.944
	0.232
	4.889
	0.799

	Question 4
	4.314
	0.963
	4.750
	0.604

	Question 5
	3.800
	1.183
	4.583
	0.770

	Question 8
	4.389
	0.688
	4.694
	0.668


Most questions had higher averages and smaller standard deviations in the post-HRE instruction survey answers, except for question three, which asked “helping to make the world a better place in which to live.”  Because the survey did not have a comment portion for each question, the reasons for decreasing the average and a wider standard deviation were not known.  However, the researcher remembers that several students commented in the interviews possible reasons for this.  For instance, two students felt that “there is nothing I can do.  Everything is happening in other countries.  They are too far away.”  This is important to note even though this comment was in the interview rather in the survey.


Human Rights Definition

The researcher selected question 75 to determine how students defined human rights in the Search Institute Survey.  The most frequently mentioned definition was “the right for every human” by 13 students.  This answer was also one of the common answers, especially in the questionnaire.  “The right to education” by seven students was the second mentioned in the survey whereas it was the most often mentioned in the interview and questionnaire data.  “Child labor” was also mentioned by two students, which was more common in the interview and questionnaire.  In the survey, “a right to [a] peaceful world and a peaceful life” and “basic rights to make the world a better place” was mentioned by four students.

Moral Development

The researcher looked at questions 16 “It really bothers me when people fight,” 19 “It really bothers me when people put down other people because they look or act differently,” and 21 “It really bothers me when people are cruel to each other,” to compare with Moral Development from the interview and the questionnaire data.  Questions 19, 16 and 21 asked the students how much did they agree or disagree with each question.  The scale included the options of strongly disagree (1), disagree (2), not sure (3), agree (4), and strongly agree (5).  

Table 5 : Moral Development - Survey

	
	Pre-HRE Instruction
	Standard Deviation
	Post-HRE Instruction
	Standard Deviation

	Question 16
	3.314
	1.345
	3.944
	1.194

	Question 19
	3.647
	1.178
	4.417
	0.841

	Question 21
	3.765
	1.075
	4.229
	1.114



All questions have higher average for post-HRE instruction indicating that they cared about these issues more after HRE.  In particular, question 19 asked if the students were bothered by putting people down because they looked and act differently and question 21 asked if they were bothered by cruel behavior toward each other were mentioned in the interview and questionnaire.  The students stated that now they know that they should treat others better than before.  These are the examples of students’ comments: “Now I [know] not to put people down,” “I treat people in [a] respectful way,” “I don’t say [the] ‘N’ word any more.”

What Happens Abroad

In this category of comparison, the researcher included Child Labor, Right to Education, and Refugee/Immigrant from the interview and the questionnaire data.  The researcher considered at question 25 “I know a lot about human rights issues in other parts of the world,” 41 “[How much do you know about] poverty,” 42 “[How much do you know about] immigrants,” 43 “[How much do you know about] child labor,” and 44 “[How much do you know about] refugees.”  Question 25 asked the students how much they agreed or disagreed with the question, following a scale from strongly disagree (1), disagree (2), not sure (3), agree (4), and strongly agree (5).  Questions 41 through 44 asked the students how much they knew about each topic, using a scale of nothing (1), a little (2), some (3), and a lot (4).

Table 6 : What Happens Abroad - Survey

	
	Pre-HRE Instruction
	Standard Deviation
	Post-HRE Instruction
	Standard Deviation

	Question 25
	2.636
	1.319
	4.583
	0.649

	Question 41
	2.882
	1.149
	3.514
	0.742

	Question 42
	2.618
	1.129
	3.829
	0.568

	Question 43
	3.029
	0.954
	4.000
	0.000

	Question 44
	2.273
	1.026
	3.886
	0.530



All questions have significant differences between pre-HRE instruction and post-HRE instruction.  The topic child labor (question 43) stands out because after HRE instruction, all students felt that they knew more about child labor a lot and the standard deviation of this topic is zero.  This result echoes in the interview and questionnaire data.  The researcher included poverty (question 41) in this category because she believes that children’s living conditions in other countries could be significantly influencing this result.  In the interview and questionnaire, many students shared their feelings towards living conditions of children in other countries.  For example, one student said, “I remember what is happening to other people and how they are suffering.”  Another commented, “Now I know who make shoes and how much they are paid.  These kids cannot go to school,” and the other said, “These kids only get paid five cents a day.”  The researcher believes that the interview, questionnaire data and survey data present that the students were strongly affected by the issues of child labor, immigrant/refugee status, and poverty issues around the world.


Another important theme found by the researcher in relation to the survey, interview and questionnaire is about refugee and immigrants (survey question 42 and 44).  The reader can observe a large increase in these two questions regarding their knowledge gain.  Several students commented in the interview that they did not know much about immigrants and refugees before HRE but they know more now.  For example, one said, “Now I understand how refugees came here.” Another student stated, “Now I know how they got here.  …  and after they get here, [they] face discrimination.”  With an increasing number of immigrants and refugees in their classrooms and community, it seems that they felt that they knew more about refugees and immigrants now.


Other questions, such as questions 55, 59, 64, asked students to consider, how big a problem child labor (55), poverty (59), and immigrants (64) are in the world.  The scale followed not a problem (1), a small problem (2), and a big problem (3).  The results are the followings:

Table 7 : How Much is the Problem - Survey

	
	Pre-HRE Instruction
	Standard Deviation
	Post-HRE Instruction
	Standard Deviation

	Question 55
	2.600
	0.651
	3.000
	0.000

	Question 59
	2.727
	0.517
	2.971
	0.169

	Question 64
	1.879
	0.781
	2.771
	0.547


The averages of all questions increased higher after HRE instruction and the standard deviations for each question decreased.  The students noted that child labor was the major issue.  All students answered that child labor was the big issue without any exception (zero standard deviation).  Comparing to the interview data, it is also clear that this issue was particularly impacts student knowledge and other aspects of their lives.  All students mentioned child labor issues in their interviews.


Discrimination

The researcher looked at statements 19 “It really bothers me when people put down other people because they look or act differently,” 29 “Respecting people who are different from me,” 35 “Standing up for kids when someone puts them down,” 39 “Inequality,” 41 “Poverty,” 42 “Immigrants,” 44 “Refugees,” 45 “Hunger,” 48 “Homeless,” and 56 “Discrimination.”  Question 19 asked the students for their level of agreement with the question (1=strongly disagree, 2=disagree, 3=not sure, 4=agree, 5=strongly agree).  Questions 29 and 35 asked how the students thought their friends would have rated them on each question (1=not at all like me, 2=a little like me, 3=somewhat like me, 4=quite like me, 5=very much like me).  Questions 39, 41, 42, 44, 45, and 48 asked the students how much they knew about each question (1=nothing, 2=a little, 3=some, 4=a lot).  Lastly, question 56 asked the students as they thought about the world, how big a problem discrimination is (1=not a problem, 2=a small problem, 3=a big problem).

Table 8 : Discrimination - Survey

	
	Pre-HRE Instruction
	Standard Deviation
	Post-HRE Instruction
	Standard Deviation

	Question 29
	3.543
	1.502
	4.371
	1.003

	Question 39
	2.853
	1.077
	3.571
	0.815

	Question 41
	2.882
	1.149
	3.514
	0.742

	Question 42
	2.618
	1.129
	3.829
	0.568

	Question 44
	2.273
	1.026
	3.886
	0.530

	Question 48
	3.457
	.471
	4.000
	0.000

	Question 56
	2.600
	.651
	3.000
	0.000



The researcher chose these questions because these topics were mentioned in the interview and questionnaire when the students discussed discrimination.  The results of question 56 shows that after HRE the students viewed discrimination as a big problem.  In the interview, student comments attested to the survey results regarding homelessness/poverty/hunger and immigrant/refugee issues.  Quite a few students commented on homelessness.  For example, one said, “Now I don’t think homeless people are lazy and they want to be homeless.”  A second student noted, “I try to give money to homeless people,” while another told, “We got clothes and napkins and groceries and took to homeless shelter.”  For immigrants and refugees issues, students commented “I don’t make fun of different accents,” and “now I don’t say anything when I see people wearing different clothes.”  In addition to these issues, the students mentioned discrimination against different races, sexuality, and gender roles in the interviews.


Specific Human Rights Article

The researcher chose question 78 “Name five human rights from the Universal Declaration of Human Rights” to compare this category with the interview and the questionnaire data.  

Table 9: Specific Human Rights Article - Survey

	Right to Education
	33
	Right to Fair Trial
	13

	Right to Safety
	23
	Right to Medical Care
	12

	Immigrant/Refugee
	22
	Right to Food/Shelter
	10

	Child Labor
	13
	Right to Freedom
	9



These results presented in Table 9 were very close to what the researcher determined from the interview and questionnaire data.  In all three data gathering methods, the Right to Education was the most frequently mentioned among the students.  The rights to safety, food and shelter and the right to a fair trial were selected more in the survey than in the other two methods, but they were all raised in the interviews and the questionnaires.  The immigrant/refugee related articles were mentioned more in the survey than the other two, while the child labor related article was brought up more frequently in the interview and questionnaire.


Difficulty in Changing Behavior

One thing that the students expressed as difficulty in the questionnaire was changing their behavior toward watching violent TV programs (question 22).  It was interesting to see the similarity in the survey result.  The statement was “I like to watch violence on TV (using scale of 1=strongly disagree, 2=disagree, 3=not sure, 4=agree, 5=strongly agree).  The results are provided in Table 10.

Table 10: Watch Violence on TV - Survey

	Pre-HRE Instruction
	Standard Deviation
	Post-HRE Instruction
	Standard Deviation

	3.118
	1.365
	3.556
	1.297


The researcher is not sure why the average of post-HRE instruction of this particular question went up, meaning that they agreed that they liked to watch violence on TV more than they did before HRE.  However, it is clear that this is a difficult change to make for the students.  One possible reason that the researcher could think for this result is that after HRE, Students notice more violence on TV.  In the questionnaire, several students commented on violence in relationship.  One student commented, “I did not hitting a girlfriend was violence before.  Now, I know.”  It may not be the case that the students prefer more now watching violence on TV.  They notice more violence on TV because now, they know more about violent behavior.  

Comparing with Previous Case Studies

Wade and his co-curriculum developer (1994), who was a social studies teacher, believed that their students were more interested in the rights of children as a human rights issue.  Therefore, they focused the definition and contents of their instruction around the Convention of the Rights of Children.  As the readers can see from this dissertation, the students who were interviewed and surveyed were also interested in the issues relating to the rights of children and mentioned human rights concepts frequently from the Convention of the Rights of Children in both the interviews and survey.  It would seem, therefore, that Wade and his co-researcher’s insight was pretty accurate concerning what topics instructors should cover in HRE for this age (elementary).


According to Wade (1994), he made sure that the unit included interactive activities, such as discussion, cooperative learning, role-play and simulations in his HRE curriculum.  This dissertation study also showed that the students enjoyed and learned the most from role-play and simulations.  Reading stories and books about human rights issues were also mentioned (for the second) during the interviews.  

Brabeck et al. (1998), as Wade pointed out also, states that “the [Facing History and Ourselves], FHAO, program emphasizes classroom dialogue and critical reflection on a variety of perspectives on issues” (p. 334).  In this present study, it showed that discussion and dialogue about critical issues of human rights were not mentioned as much, compared to other methods that the students thought effective.  When the HRE instructor demonstrated how she taught in her class, she focused on the presentation of issues related to human rights.  The discussions and dialogue took place mainly through teacher-students conversation and interaction.  Most students talked to the instructor when they had concerns about human rights issues and/or HRE class (interview answers).

However, this does not mean that discussion and dialogue are not important for teaching human rights from the instructors’ perspective.  The researcher believes that it is critical to discuss and have a dialogue about why human rights are needed and in what way human rights are violated in various situations, when it is needed.  During the Human Rights USA meeting that the researcher attended prior to starting the present study (mentioned in chapter 1, p. 6; refer to time table in Appendix L), a group of school teachers from other states pointed out the importance of discussion especially when students have questions and disagreements about human rights issues.

One Social Studies teacher from Minnesota mentioned that he took a lot of time to elicit different point of views that his students had and tried to understand where each was coming from to think about and deal with human rights violations.  A teacher from St. Louis, Missouri stated that she believed that class discussion was critical to her class period.  Without discussion among her students, she could not encourage students to develop critical thinking skills.  It is interesting to see the difference from the students’ point of view that they did not mention discussion/dialogue being an affective teaching method for HRE.  This study suggests that utilizing play and role play, and using visual aid to learn about human rights issues were more affective than having discussions and dialogues about human rights issues.


In previous studies, the classroom teacher paid special attention to making human rights concrete and identifiable in students’ lives (Starkey, 1986; Torney-Purta, 1984; Wade, 1994).  This was apparent in the present study as well.  When the students could not make a connection to their own lives, most students could not get any meaningful learning about human rights.  Some students stated that they learned about human rights concepts and violations that were happening in their communities or in the world, but they did not think that there was anything they could do about it.  They told the researcher that the human rights violation were happening overseas and they were here in the U.S.  Therefore, there was nothing they could do for the people being violated.  They also mentioned that until they become older, more specifically age 20, they could not do much for human rights violation in their communities.  They felt that they were too young.  However, the researcher wants to point out that the number of these students were very small, in the present study.

Wade and his co-instructor used writing personal stories, and working on art and drama, which reflected concepts of rights and responsibilities, to connect human rights issues and students in their classrooms (1998).  From the interviews and the survey in the present study, the researcher can find a similar pattern.  When students could identify human rights issues that they learned in the class with their daily lives, they ended up learning more, e.g., remembering after a year of instruction, and making connections between human rights as a concept and human rights in real issues.  Issues such as child labor, right to education, refugees/immigrants, and discrimination were the most mentioned by the students in interviews and surveys.  The reasons why they remembered these human rights issues were mostly because they had personal experiences related to them.  

For example, many students used to make fun of “different” groups of people and acted inappropriately, such as teasing them, name calling them, laughing at them, etc.  The students identified that such acts were due to their feeling of discrimination against others.  They told the researcher and also answered in the survey that they now treated them differently.  They tried to include “different” people when they play at school and in their neighborhood.  Similar thing can be said for refugees/immigrants issues.  Many students said that they did not know much about refugees or immigrants; how they got to Minnesota, what kind of experiences they had to go through to get to Minnesota.  After learning about refugees and immigrants, they mentioned, they now understand why these people were here and what kind of experiences they might have gone through to leave their countries.  Most of them said that they no longer talked about them.

The issue of child labor could potentially be a difficult one to connect directly to the students’ lives because this takes place mostly overseas.  However, this was child related and caught the students’ attention.  Child labor was also related to the right to education which was high on the students’ list of concerns.  The students compared their own situations with those of the children who are in child labor and felt that they needed to do something about it.

The right to education was relatively easy for the students to connect to their daily lives.  They felt that because of HRE, they now value their education, as well as their peers’ education, more than before.  It was interesting that when the students were asked on the survey how they have changed their attitude toward their own and others’ education, they were more concerned about and felt more responsible for their peers’ education than for those overseas.  Although the issue of child labor made a strong impact on these students, and they made frequent comments on the right to education for the children who were in child labor, when they were asked specifically about the right to education, they made connections to their immediate peers.  This confirms Wade’s point (1994, p. 79) that HRE curriculum needs to be connected directly to “students’ personal lives.”
Refugees/immigrants and discrimination issues were also directly related to the students’ personal experiences.  In both cases, the students had some negative feelings/stereotypes toward certain people or groups of people.  They gave detailed examples of their daily experiences in both interviews and surveys.  These included the fact that they had immigrants and refugees in their classes but did not know why these people were here in the US, they made fun of obese people, they laughed at people with disabilities, they talked about poor and homeless people, and so on.  Because they had direct experiences with discrimination, they could make a close connection to the issues that they talked about in HRE.


Wade pointed out that “the development of student ideas [regarding human rights issues] were strongly influenced by their prior knowledge, values, interests, and motivation to learn” (1994, p. 89).  The researcher found similar comments from the students through the interviews.  Many students who got involved in human rights activities in their daily lives were those whose mothers/parents therefore encouraged them to do so.  One student said that she kept working at homeless shelter, because her mother was involved and encouraged her to continue.  Another student mentioned that her mother was so interested in human rights issues that they always talked about what she learned in class at home.  They also were involved in food drive for several shelters.  These examples show that if students’ families already cared about human rights issues, and, from the beginning, these students were interested in getting involved.  

Their mothers seemed to have an especially important role for students’ motivation to learn.  In addition to the previous couple examples, many more students told the researcher that they shared what they learned at school.  The more interests their mothers showed, the more interested the students became.  One student commented that he could not wait to go home and talked to his mother what he learned and what he could do about it.  Another student said that because his mother believed in peace, she encouraged him to get into School X.  Even after his family moved out the district, he wanted to stay at School X because of HRE.

Another point commented on by Wade (1994) was that although most students could recognize human rights issues with the assistance of lists and relevant classroom experiences, they could not think of examples in their daily experiences on their own.  However, in the present study, through the interviews, the researcher found opposite results.  The students found it difficult to list human rights concepts that they learned through HRE.  However, they did not have any problem giving examples of human rights violations in and outside of the United States.  The reason could be due to the time that had elapsed since the HRE instruction.  Wade’s study (1994) was done three weeks after instruction. The interviews of the present study were done after a year of instruction.  Perhaps, after a year, it was hard for the students to remember exact human rights concepts and topics that they learned through HRE.

At the end of his study, Wade identified a need for research on conceptual change, i.e., how to develop students’ “ability to apply relevant concepts to their future schoolwork and their lives as active members of their communities” (1994, p. 92).  The researcher believes that the present study illustrated the students’ ability to apply learned concepts of human rights to their school work (right to education for self and others) and in their lives as active members of their communities (being involved in food drives, working at the Human Rights library at the University of Minnesota, helping the HRE instructor to prepare materials, and so on).  It was impressive to the researcher to find out how much these students have done and are still doing for human rights issues. 


Brabeck et al.’s study (1994) found that discussion about human rights abuse in “Facing History and Ourselves” (FHAO) contributed to the development of moral reasoning and did not have a negative impact on students’ psychological well-being (1998).  This was one of the challenges to HRE (refer to chapter 2, p. 9).  According to Brabeck et al., moral reasoning was increased through FHAO, and the curriculum did not negatively affect students’ levels of depression, hopelessness or self-esteem.  The researcher feels the same way that teaching human rights to the students does not affect students’ mental health and self-esteem in a negative way.  As the results show, a year-long HRE instruction to these 5th and 6th graders had mainly long-term (the time of the interviews was a year after the instruction) positive impact on these students’ consciousness about human rights issues for themselves and others and their actions.
Comparing the Study Result with Reardon’s Theory


According to Reardon (1995), there are appropriate human rights concepts and content for HRE based on developmental level.  The students who were interviewed for the present study were from age 10 to 11 at the time of the instruction.  Reardon lists core concepts and values for this age group: law, citizenship, community rights, charter, constitution, freedom, declarations, and social responsibility (p. 14, see Appendix C).  As the readers could see in the analysis, the students mentioned law, community rights, freedom, declarations and social responsibility through their interviews and survey.  They often gave examples of what kind of freedom and rights they were talking about as well as what kinds of actions that they were taking to show their own social responsibility.  Several students mentioned law and rules that they/people should know in order not to get into trouble.


Although justice, equality, equity, global responsibility and international law were listed for the 12- to 14-year old group, the students in the present study mentioned many aspects of these concepts and values.  They mentioned unfair treatment toward children in other countries, which included justice, equality, and equity issues.  When the students talked about what they could do about child labor and/or simply were answering to the question of what they were doing for human rights issues in their daily lives, they pointed out that they have a global responsibility to stop using children as labor and how international law should be applied to deal with child labor issues.


According to Reardon (1998), human rights standards and instruments best used for this age are “community standards, the Declaration of Independence, the African Freedom Charter, the U.S. Bill of Rights, the Universal Declaration of Human Rights, and the Convention on the Rights of the Child” (p. 14).  The analysis in the present study showed rather limited standards and instruments that the students remembered, such as the UDHR and Convention on the Rights of the Child.  The researcher is not aware if the HRE instructor used other standards beyond these two; however, the students did not remember any others.


Issues and problems that the students of this age group can deal with are prejudice, discrimination, poverty, and injustice (Reardon, 1998, p. 14).  These are well matched with the issues and problems that the students pointed out during their interviews.  The most popular issues were discrimination and poverty.  These often included comments on prejudice and injustice.  The issues and problems of racism, sexism, and hunger are listed for the 12 to 14 age group, many students commented on these issues.  Many students pointed out racism and sexism in answer to the question about what they remembered the most from HRE.  They were stunned by the discrimination toward groups of people based on their race and sex in many different areas of our lives.  For hunger, the students talked about homeless people and people in other countries who did not have enough food.  Some students were taking actions to give food to people who were in need.

Comparing the Study with Meintjes’ Theory: Human Rights Education as Empowerment


Kreisberg defines empowerment as “a process through which people and/or communities increase their control or mastery of their own lives and the decisions that affect their lives” (cited in Meintjes, 1997, p 64).  When education empowers students, according to Meintjes, students who are empowered should “become conscious of their own participation in the creation of knowledge and of their own critical ability to conceptualize and re-conceptualize their experiences of reality” (p. 66).  This echoes the Partner’s definition of HRE.  As the researcher mentioned in Chapter Two page 30, the guidelines of HRE as follows:

(i)      Knowledge of the major ‘sing spots’ in the historical development of human rights.

(ii)     Knowledge of the range of contemporary declarations, conventions, and covenants.

(iii)    Knowledge of some major infringements of human rights.

(iv)    Understanding of the basic conceptions of human rights (including also discrimination, equality, etc.)

(v)     Understanding the distinctions between political/legal and social/economic rights.

(vi)   Understanding the relationship between individual, group, and national rights.

(vii)   Appreciation of one’s own prejudices and development of tolerance.

(viii)  Appreciation of the rights of others.

(ix)   Sympathy for those who are denied rights.

(x)    Intellectual skills for collecting and analyzing information.

(ix)   Action skills.  (Meintjes, 1997, p. 69; Torney-Purta cited in McNeilly, 1993, p. 111)
The analysis shows that the students who went through HRE at School X commented on many of these guidelines.  Some students listed several historical figures who worked toward people’s rights, such as Martin Luther King, Jr., Rosa Parks, Eleanor Roosevelt, John F. Kennedy, Iqball, etc. (Knowledge of the major human rights activists in the historical development of human rights).  Most students mentioned the Universal Declaration of Human Rights and the Convention of the Rights of the Child (knowledge of the range of contemporary declarations, conventions, and covenants).  The previous section of this chapter illustrates students’ understanding of the basic conceptions of human rights, including discrimination and equality.  Also, the analysis in chapter 3 shows students’ ability to be aware of their own prejudices and appreciate development of tolerance, to appreciate the rights of others, and to sympathize with those who are denied rights, and to take action for human rights.

Comparing with Purpose of HRE 


In the section “why human rights education is needed” in Chapter Two, the researcher pointed out the HRE has received increasing attention to solve problems non-violently (Misgeld, 1994; Sime, 1994).  This study shows that the students who went through HRE are clearly changing their attitude and behaviors toward violence; such as domestic violence; child abuse; violence towards different racial, ethnic, sexual orientation, and gender groups.  As Sime states, the students felt that HRE was informative for them to find out about their own and others’ human rights.  They strongly believed that other people should take HRE if they have not yet done so.


Misgeld (1994) pointed out that HRE constitutes action leading towards cultural transformation and the achievement of a just society.  When the researcher had a chance to talk to a public relations person at School X (refer to the time table, Appendix L), she believed that the reason why the school detention rate has gone down each year was because students at the school who went through HRE instruction had changed their behaviors at school.  This is a wonderful example of students’ action leading towards cultural transformation at school.

Comparing with Objectives of HRE


The researcher introduced HRE objectives in Chapter Two.  They are (a) to make people aware of their basic rights based on the UDHR and (b) to educate students about moving from human rights knowledge to action, including decision-making skills.  The students gave a lot of examples of their knowledge of their basic rights based on the UDHR (Chapter Four), as well as examples of ways they were taking action for their own and others (including children overseas) rights.  When the researcher asked in the interviews and the instructor’s survey how students changed their attitudes and behaviors towards certain issues, the students presented their thought processes concerning how they had changed or had not changed based on their knowledge and experiences.  For example, as the researcher mentioned in the previous section, quite a few students changed their actions against discrimination issues.  Their attitudes towards different races, gender roles, sexual orientation, disabilities and so on would be those examples.  However, at the same time, there were certain issues that the students had difficult times to change their actions.  Even though most students changed their attitudes towards child labor, there were several students who had difficult times to change their behavior as consumers.  It was so attempting for them to buy products which used child labor.  Another example would be their attitudes toward TV programs and music which contain violence, especially music.  Many students expressed that they were not going to change what they listened.  They thought that it was their rights to listen what they want to.    These are great examples of how students gain knowledge about human rights and their action skills for human rights violations.

Comparing with HRE Goals at Elementary School Level


In Chapter Two, the researcher introduced HRE goals at the elementary school level by Meintjes.  The goals included students’ ability to “express confidence and recognize responsibility and influences in both the decision and its impact” (1997. P. 78).  The researcher wishes that the reader could have been at the interview sessions when the students were describing their experiences of HRE.  She felt that all students (except one student who got too nervous and could not tell her much of his experience), talked about their experiences with excitement.  Most of the time, she did not have to ask all the questions that she had prepared for the interview, because the students were happy to share without being asked what they learned, what they did, and what they were doing because of HRE.


The researcher believes that this is evidence of their confidence and their sense of responsibility towards human rights issues at school, in their community, and in a global sense.  Several students expressed their feeling of responsibility for their well-being, and freedom from discrimination.  The researcher was impressed by their skills to process what was going on, analyze, and make their decisions as to what they could do in the situation.

Comparing the Findings with the HRE Approach


The HRE instructor in this study used the international standards approach (Reardon, 1995) as her framework for instruction.  She based her class topics on the UDHR, which was clearly reflected in students’ comments in the interviews as well as a conversation that the researcher had with the instructor (refer to time table, Appendix L).  She introduced how the UDHR was developed by acting the play of Eleanor Roosevelt (based on the conversation with the instructor and the Partner’s training meeting).  She set the tone concerning what human rights are.  As Lister (1984) stated, she used the UDHR as an actual guideline and measurement of human rights violations that the students talked about in their classroom. Reardon (1995) pointed out that the UDHR gives students guidelines not only for their own rights and freedom but also for the rights of groups and humankind.  This must be helpful for the instructor in conveying to her students a point about their responsibility towards others and for world community.
Conclusion


When the researcher re-visited School X in 2001, three years after her interviews, she still heard from school teachers about the effect of HRE on the students.  Unfortunately, neither the school principal, who initiated the effort to incorporate HRE into the school mission, nor the HRE instructor was still working at School X.  However, several teachers inherited HRE at School X and are keeping HRE alive.  As the researcher mentioned earlier, the school public relations person, who has been working at School X since its opening, believed that the climate of this school changed quite a bit.


The researcher believed, before this study, that the holistic values approach of HRE (Reardon, 1995) would work the best to educate students.  Although her belief is still there, she recognizes that the international standards approach worked very well with School X students.  She cannot deny how much these students learned and retained about human rights and how much they have done for human rights issues in their daily lives.  There is clear evidence to illustrate that the HRE that they went through changed something in them. Even though these students still have a lot to learn and more things they can do, they have been doing many things for their own and others’ rights and to make the “world” a better place.


It would be interesting to the researcher in the future to do a comparative study between students who went through HRE and those who did not.  The present study was to understand the students’ experiences with this specific HRE program and to find out their perspectives about what topics and learning methods were effective for them.  Thus, no attempt at comparison, except with previous research, was made.  It would also be interesting to examine if there would be any difference in students’ understanding of human rights concepts depending on which HRE approaches are applied.  This study introduces the historical approach (“Facing History and Ourselves’ Program” by Brabeck, et. al., 1994) and the international standards approach (one is the case by Wade, 1994; another is this study).  The researcher is curious to see how the holistic values approach and the reconstructionist approach would work for students’ learning about human rights issues and affect their behavior based on their learning.

Recommendation/Implications

The findings of this present study suggest that instructors of HRE should focus upon the followings to have the most impact upon students retaining knowledge about their HRE and being about to apply it in their daily lives.

· Placing HRE in the students’ context is critical for them to remember key concepts and to act upon them.

· Drawing the concepts from the UDHR as well as the Convention of the Rights of the Child that relates to the issues of children is necessary.

· Certain human rights issues, such as discrimination and prejudice, poverty and hunger, and injustice, are more important to this age child than are others.

· Drawing on real life examples of human rights violation and abuse has a powerful impact upon the students of this age.

· That given above, students of this age will act upon their learning in their daily lives, that they can transfer knowledge to action.

· That HRE can be used as a means to impact and change the overall ethos of an elementary school and to make it more human centered.

The researcher was impressed by several students who were still working for human rights issues a year after the instruction, especially with the student who had been working at the Human Rights Library at the University of Minnesota.  She felt confident that if the instructor could make human rights issues as close to the students’ lives as possible, they have abilities to transfer their knowledge to actions.  School X showed the great example of what HRE could do to transform school culture as well.  As the researcher mentioned before (also refer to time table, Appendix L), one school staff who had been with School X since its founding told the researcher that she had seen less conflicts among students and less number of detention compared to the previous years.  She believed that it was because students went through HRE and learned to respect each other more.  

This finding could be a great resource for instructors who are thinking about implementing HRE at their schools.  To receive a support from school administrator is more than critical for HRE implementation.  The researcher hopes that this case study would help and encourage school teachers, administrators and educators to consider using human rights concepts into their school curriculum and school goals.
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Appendix A

Universal Declaration of Human Rights

Adopted and proclaimed by General Assembly resolution 217 A (III) of 10 December 1948

On December 10, 1948 the General Assembly of the United Nations adopted and proclaimed the Universal Declaration of Human Rights the full text of which appears in the following pages. Following this historic act the Assembly called upon all Member countries to publicize the text of the Declaration and "to cause it to be disseminated, displayed, read and expounded principally in schools and other educational institutions, without distinction based on the political status of countries or territories."

PREAMBLE

Whereas recognition of the inherent dignity and of the equal and inalienable rights of all members of the human family is the foundation of freedom, justice and peace in the world, 
Whereas disregard and contempt for human rights have resulted in barbarous acts which have outraged the conscience of mankind, and the advent of a world in which human beings shall enjoy freedom of speech and belief and freedom from fear and want has been proclaimed as the highest aspiration of the common people, 

Whereas it is essential, if man is not to be compelled to have recourse, as a last resort, to rebellion against tyranny and oppression, that human rights should be protected by the rule of law, 

Whereas it is essential to promote the development of friendly relations between nations, 

Whereas the peoples of the United Nations have in the Charter reaffirmed their faith in fundamental human rights, in the dignity and worth of the human person and in the equal rights of men and women and have determined to promote social progress and better standards of life in larger freedom, 

Whereas Member States have pledged themselves to achieve, in co-operation with the United Nations, the promotion of universal respect for and observance of human rights and fundamental freedoms, 

Whereas a common understanding of these rights and freedoms is of the greatest importance for the full realization of this pledge,

Now, Therefore THE GENERAL ASSEMBLY proclaims 
THIS UNIVERSAL DECLARATION OF HUMAN RIGHTS as a common standard of achievement for all peoples and all nations, to the end that every individual and every organ of society, keeping this Declaration constantly in mind, shall strive by teaching and education to promote respect for these rights and freedoms and by progressive measures, national and international, to secure their universal and effective recognition and observance, both among the peoples of Member States themselves and among the peoples of territories under their jurisdiction. 

Article 1.

All human beings are born free and equal in dignity and rights.  They are endowed with reason and conscience and should act towards one another in a spirit of brotherhood.

Article 2.

Everyone is entitled to all the rights and freedoms set forth in this Declaration, without distinction of any kind, such as race, color, sex, language, religion, political or other opinion, national or social origin, property, birth or other status. Furthermore, no distinction shall be made on the basis of the political, jurisdictional or international status of the country or territory to which a person belongs, whether it be independent, trust, non-self-governing or under any other limitation of sovereignty.

Article 3.

Everyone has the right to life, liberty and security of person.

Article 4.

No one shall be held in slavery or servitude; slavery and the slave trade shall be prohibited in all their forms.

Article 5.

No one shall be subjected to torture or to cruel, inhuman or degrading treatment or punishment.

Article 6.

Everyone has the right to recognition everywhere as a person before the law.

Article 7.

All are equal before the law and are entitled without any discrimination to equal protection of the law. All are entitled to equal protection against any discrimination in violation of this Declaration and against any incitement to such discrimination.

Article 8.

Everyone has the right to an effective remedy by the competent national tribunals for acts violating the fundamental rights granted him by the constitution or by law.

Article 9.

No one shall be subjected to arbitrary arrest, detention or exile.

Article 10.

Everyone is entitled in full equality to a fair and public hearing by an independent and impartial tribunal, in the determination of his rights and obligations and of any criminal charge against him.

Article 11.

(1) Everyone charged with a penal offence has the right to be presumed innocent until proved guilty according to law in a public trial at which he has had all the guarantees necessary for his defense.

(2) No one shall be held guilty of any penal offence on account of any act or omission which did not constitute a penal offence, under national or international law, at the time when it was committed. Nor shall a heavier penalty be imposed than the one that was applicable at the time the penal offence was committed.

Article 12.

No one shall be subjected to arbitrary interference with his privacy, family, home or correspondence, nor to attacks upon his honor and reputation. Everyone has the right to the protection of the law against such interference or attacks.

Article 13.

(1) Everyone has the right to freedom of movement and residence within the borders of each state.

(2) Everyone has the right to leave any country, including his own, and to return to his country.

Article 14.

(1) Everyone has the right to seek and to enjoy in other countries asylum from persecution.

(2) This right may not be invoked in the case of prosecutions genuinely arising from non-political crimes or from acts contrary to the purposes and principles of the United Nations.

Article 15.

(1) Everyone has the right to a nationality.

(2) No one shall be arbitrarily deprived of his nationality nor denied the right to change his nationality.

Article 16.

(1) Men and women of full age, without any limitation due to race, nationality or religion, have the right to marry and to found a family. They are entitled to equal rights as to marriage, during marriage and at its dissolution.

(2) Marriage shall be entered into only with the free and full consent of the intending spouses.

(3) The family is the natural and fundamental group unit of society and is entitled to protection by society and the State.

Article 17.

(1) Everyone has the right to own property alone as well as in association with others.

(2) No one shall be arbitrarily deprived of his property.

Article 18.

Everyone has the right to freedom of thought, conscience and religion; this right includes freedom to change his religion or belief, and freedom, either alone or in community with others and in public or private, to manifest his religion or belief in teaching, practice, worship and observance.

Article 19.

Everyone has the right to freedom of opinion and expression; this right includes freedom to hold opinions without interference and to seek, receive and impart information and ideas through any media and regardless of frontiers.

Article 20.

(1) Everyone has the right to freedom of peaceful assembly and association.

(2) No one may be compelled to belong to an association.

Article 21.

(1) Everyone has the right to take part in the government of his country, directly or through freely chosen representatives.

(2) Everyone has the right of equal access to public service in his country.

(3) The will of the people shall be the basis of the authority of government; this will shall be expressed in periodic and genuine elections which shall be by universal and equal suffrage and shall be held by secret vote or by equivalent free voting procedures.

Article 22.

Everyone, as a member of society, has the right to social security and is entitled to realization, through national effort and international co-operation and in accordance with the organization and resources of each State, of the economic, social and cultural rights indispensable for his dignity and the free development of his personality.

Article 23.

(1) Everyone has the right to work, to free choice of employment, to just and favorable conditions of work and to protection against unemployment.

(2) Everyone, without any discrimination, has the right to equal pay for equal work.

(3) Everyone who works has the right to just and favorable remuneration ensuring for himself and his family an existence worthy of human dignity, and supplemented, if necessary, by other means of social protection.

(4) Everyone has the right to form and to join trade unions for the protection of his interests.

Article 24.

Everyone has the right to rest and leisure, including reasonable limitation of working hours and periodic holidays with pay.

Article 25.

(1) Everyone has the right to a standard of living adequate for the health and well-being of himself and of his family, including food, clothing, housing and medical care and necessary social services, and the right to security in the event of unemployment, sickness, disability, widowhood, old age or other lack of livelihood in circumstances beyond his control.

(2) Motherhood and childhood are entitled to special care and assistance. All children, whether born in or out of wedlock, shall enjoy the same social protection.

Article 26.

(1) Everyone has the right to education. Education shall be free, at least in the elementary and fundamental stages. Elementary education shall be compulsory. Technical and professional education shall be made generally available and higher education shall be equally accessible to all on the basis of merit.

(2) Education shall be directed to the full development of the human personality and to the strengthening of respect for human rights and fundamental freedoms. It shall promote understanding, tolerance and friendship among all nations, racial or religious groups, and shall further the activities of the United Nations for the maintenance of peace.

(3) Parents have a prior right to choose the kind of education that shall be given to their children.

Article 27.

(1) Everyone has the right freely to participate in the cultural life of the community, to enjoy the arts and to share in scientific advancement and its benefits.

(2) Everyone has the right to the protection of the moral and material interests resulting from any scientific, literary or artistic production of which he is the author.

Article 28.

Everyone is entitled to a social and international order in which the rights and freedoms set forth in this Declaration can be fully realized.

Article 29.

(1) Everyone has duties to the community in which alone the free and full development of his personality is possible.

(2) In the exercise of his rights and freedoms, everyone shall be subject only to such limitations as are determined by law solely for the purpose of securing due recognition and respect for the rights and freedoms of others and of meeting the just requirements of morality, public order and the general welfare in a democratic society.

(3) These rights and freedoms may in no case be exercised contrary to the purposes and principles of the United Nations.

Article 30.

Nothing in this Declaration may be interpreted as implying for any State, group or person any right to engage in any activity or to perform any act aimed at the destruction of any of the rights and freedoms set forth herein.
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Appendix B

List of Member States
      Afghanistan -- (19 Nov. 1946)

      Albania -- (14 Dec. 1955)

      Algeria -- (8 Oct. 1962)

      Andorra -- (28 July 1993)

      Angola -- (1 Dec. 1976)

      Antigua and Barbuda -- (11 Nov. 1981)

      Argentina -- (24 Oct. 1945)

      Armenia -- (2 Mar. 1992)

      Australia -- (1 Nov. 1945)

      Austria-- (14 Dec. 1955)

      Azerbaijan -- (9 Mar. 1992)

      Bahamas -- (18 Sep. 1973)

      Bahrain -- (21 Sep. 1971)

      Bangladesh -- (17 Sep. 1974)

      Barbados -- (9 Dec. 1966)

      Belarus -- (24 Oct. 1945)

On 19 September 1991, Byelorussia informed the United Nations that it had changed its name to Belarus.

      Belgium -- (27 Dec. 1945)

      Belize -- (25 Sep. 1981)

      Benin -- (20 Sep. 1960)

      Bhutan -- (21 Sep. 1971)

      Bolivia -- (14 Nov. 1945)

      Bosnia and Herzegovina -- (22 May 1992)

The Socialist Federal Republic of Yugoslavia was an original Member of the United Nations, the Charter having been signed on its behalf on 26 June 1945 and ratified 19 October 1945, until its dissolution following the establishment and subsequent admission as new members of Bosnia and Herzegovina, the Republic of Croatia, the Republic of Slovenia, The former Yugoslav Republic of Macedonia, and the Federal Republic of Yugoslavia.  The Republic of Bosnia and Herzegovina was admitted as a Member of the United Nations by General Assembly resolution A/RES/46/237 of 22 May 1992.

      Botswana -- (17 Oct. 1966)

      Brazil -- (24 Oct. 1945)

      Brunei Darussalam -- (21 Sep. 1984)

      Bulgaria -- (14 Dec. 1955)

      Burkina Faso -- (20 Sep. 1960)

      Burundi -- (18 Sep. 1962)

      Cambodia -- (14 Dec. 1955)

      Cameroon -- (20 Sep. 1960)

      Canada -- (9 Nov. 1945)

      Cape Verde -- (16 Sep. 1975)

      Central African Republic -- (20 Sep. 1960)

      Chad -- (20 Sep. 1960)

      Chile -- (24 Oct. 1945)

      China -- (24 Oct. 1945)

      Colombia -- (5 Nov. 1945)

      Comoros -- (12 Nov. 1975)

      Congo -- (20 Sep. 1960)

      Costa Rica -- (2 Nov. 1945)

      Côte d'Ivoire -- (20 Sep. 1960)

      Croatia -- (22 May 1992) 

The Socialist Federal Republic of Yugoslavia was an original Member of the United Nations, the Charter having been signed on its behalf on 26 June 1945 and ratified 19 October 1945, until its dissolution following the establishment and subsequent admission as new members of Bosnia and Herzegovina, the Republic of Croatia, the Republic of Slovenia, The former Yugoslav Republic of Macedonia, and the Federal Republic of Yugoslavia.  The Republic of Croatia was admitted as a Member of the United Nations by General Assembly resolution A/RES/46/238 of 22 May 1992.

      Cuba -- (24 Oct. 1945)

      Cyprus -- (20 Sep. 1960)

      Czech Republic-- (19 Jan. 1993)

Czechoslovakia was an original Member of the United Nations from 24 October 1945. In a letter dated 10 December 1992, its Permanent Representative informed the Secretary-General that the Czech and Slovak Federal Republic would cease to exist on 31 December 1992 and that the Czech Republic and the SSlovak Republic, as successor States, would apply for membership in the United Nations. Following the receipt of its application, the Security Council, on 8 January 1993, recommended to the General Assembly that the Czech Republic be admitted to United Nations membership. The Czech Republic was thus admitted on 19 January of that year as a Member State.

      Democratic People's Republic of Korea -- (17 Sep. 1991)

      Democratic Republic of the Congo -- (20 Sep. 1960)

      Denmark -- (24 Oct. 1945)

      Djibouti -- (20 Sep. 1977)

      Dominica -- (18 Dec. 1978)

      Dominican Republic -- (24 Oct. 1945)

      Ecuador -- (21 Dec. 1945)

      Egypt -- (24 Oct. 1945)

Egypt and Syria were original Members of the United Nations from 24 October 1945. Following a plebiscite on 21 February 1958, the United Arab Republic was established by a union of Egypt and Syria and continued as a single Member. On 13 October 1961, Syria, having resumed its status as an independent State, resumed its separate membership in the United Nations.  On 2 September 1971, the United Arab Republic changed its name to the Arab Republic of Egypt.

      El Salvador -- (24 Oct. 1945)

      Equatorial Guinea -- (12 Nov. 1968)

      Eritrea -- (28 May 1993)

      Estonia -- (17 Sep. 1991)

      Ethiopia -- (13 Nov. 1945)

      Fiji -- (13 Oct. 1970)

      Finland -- (14 Dec. 1955)

      France-- (24 Oct. 1945)

      Gabon -- (20 Sep. 1960)

      Gambia -- (21 Sep. 1965)

      Georgia -- (31 July 1992)

      Germany -- (18 Sep. 1973)

The Federal Republic of Germany and the German Democratic Republic were admitted to membership in the United Nations on 18 September 1973.  Through the accession of the German Democratic Republic to the Federal Republic of Germany, effective from 3 October 1990, the two German States have united to form one sovereign State.

      Ghana -- (8 Mar. 1957)

      Greece-- (25 Oct. 1945)

      Grenada -- (17 Sep. 1974)

      Guatemala -- (21 Nov. 1945)

      Guinea -- (12 Dec. 1958)

      Guinea-Bissau -- (17 Sep. 1974)

      Guyana -- (20 Sep. 1966)

      Haiti -- (24 Oct. 1945)

      Honduras -- (17 Dec. 1945)

      Hungary -- (14 Dec. 1955)

      Iceland -- (19 Nov. 1946)

      India -- (30 Oct. 1945)

      Indonesia -- (28 Sep. 1950)

By letter of 20 January 1965, Indonesia announced its decision to withdraw from the United Nations "at this stage and under the present circumstances". By telegram of 19 September 1966, it announced its decision "to resume full cooperation with the United Nations and to resume participation in its activities". On 28 September 1966, the General Assembly took note of this decision and the President invited representatives of Indonesia to take seats in the Assembly.

      Iran (Islamic Republic of)-- (24 Oct. 1945)

      Iraq-- (21 Dec. 1945)

      Ireland -- (14 Dec. 1955)

      Israel-- (11 May 1949)

      Italy-- (14 Dec. 1955)

      Jamaica -- (18 Sep. 1962)

      Japan-- (18 Dec. 1956)

      Jordan -- (14 Dec. 1955)

      Kazakhstan-- (2 Mar. 1992)

      Kenya -- (16 Dec. 1963)

      Kiribati -- (14 Sept. 1999)

      Kuwait -- (14 May 1963)

      Kyrgyzstan -- (2 Mar. 1992)

      Lao People's Democratic Republic -- (14 Dec. 1955)

      Latvia -- (17 Sep. 1991)

      Lebanon -- (24 Oct. 1945)

      Lesotho -- (17 Oct. 1966)

      Liberia -- (2 Nov. 1945)

      Libyan Arab Jamahiriya -- (14 Dec. 1955)

      Liechtenstein-- (18 Sep. 1990)

      Lithuania -- (17 Sep. 1991)

      Luxembourg-- (24 Oct. 1945)

      Madagascar -- (20 Sep. 1960)

      Malawi -- (1 Dec. 1964)

      Malaysia-- (17 Sep. 1957)

The Federation of Malaya joined the United Nations on 17 September 1957.  On 16 September 1963, its name was changed to Malaysia, following the admission to the new federation of Singapore, Sabah (North Borneo) and Sarawak. Singapore became an independent State on 9 August 1965 and a Member of the United Nations on 21 September 1965.

      Maldives-- (21 Sep. 1965)

      Mali -- (28 Sep. 1960)

      Malta -- (1 Dec. 1964)

      Marshall Islands -- (17 Sep. 1991)

      Mauritania -- (7 Oct. 1961)

      Mauritius -- (24 Apr. 1968)

      Mexico -- (7 Nov. 1945)

      Micronesia (Federated States of)-- (17 Sep. 1991)

      Monaco -- (28 May 1993)

      Mongolia -- (27 Oct. 1961)

      Morocco -- (12 Nov. 1956)

      Mozambique -- (16 Sep. 1975)

      Myanmar -- (19 Apr. 1948)

      Namibia -- (23 Apr. 1990)

      Nauru -- (14 Sept. 1999)

      Nepal -- (14 Dec. 1955)

      Netherlands -- (10 Dec. 1945)

      New Zealand -- (24 Oct. 1945)

      Nicaragua -- (24 Oct. 1945)

      Niger -- (20 Sep. 1960)

      Nigeria -- (7 Oct. 1960)

      Norway -- (27 Nov. 1945)

      Oman -- (7 Oct. 1971)

      Pakistan -- (30 Sep. 1947)

      Palau -- (15 Dec. 1994)

      Panama -- (13 Nov. 1945)

      Papua New Guinea -- (10 Oct. 1975)

      Paraguay -- (24 Oct. 1945)

      Peru -- (31 Oct. 1945)

      Philippines -- (24 Oct. 1945)

      Poland -- (24 Oct. 1945)

      Portugal -- (14 Dec. 1955)

      Qatar -- (21 Sep. 1971)

      Republic of Korea -- (17 Sep. 1991)

      Republic of Moldova -- (2 Mar. 1992)

      Romania -- (14 Dec. 1955)

      Russian Federation -- (24 Oct. 1945)

The Union of Soviet Socialist Republics was an original Member of the United Nations from 24 October 1945. In a letter dated 24 December 1991, Boris Yeltsin, the President of the Russian Federation, informed the Secretary-General that the membership of the Soviet Union in the Security Council and all other United Nations organs was being continued by the Russian Federation with the support of the 11 member countries of the Commonwealth of Independent States.

      Rwanda -- (18 Sep. 1962)

      Saint Kitts and Nevis -- (23 Sep. 1983)

      Saint Lucia -- (18 Sep. 1979)

      Saint Vincent and the Grenadines -- (16 Sep. 1980)

      Samoa -- (15 Dec. 1976)

      San Marino -- (2 Mar. 1992)

      Sao Tome and Principe -- (16 Sep. 1975)

      Saudi Arabia -- (24 Oct. 1945)

      Senegal -- (28 Sep. 1960)

      Seychelles -- (21 Sep. 1976)

      Sierra Leone -- (27 Sep. 1961)

      Singapore -- (21 Sep. 1965)

      Slovakia -- (19 Jan. 1993)

Czechoslovakia was an original Member of the United Nations from 24 October 1945. In a letter dated 10 December 1992, its Permanent Representative informed the Secretary-General that the Czech and Slovak Federal Republic would cease to exist on 31 December 1992 and that the Czech Republic and the Slovak Republic, as successor States, would apply for membership in the United Nations. Following the receipt of its application, the Security Council, on 8 January 1993, recommended to the General Assembly that the Slovak Republic be admitted to United Nations membership. The Slovak Republic was thus admitted on 19 January of that year as a Member State.

      Slovenia -- (22 May 1992)

The Socialist Federal Republic of Yugoslavia was an original Member of the United Nations, the Charter having been signed on its behalf on 26 June 1945 and ratified 19 October 1945, until its dissolution following the establishment and subsequent admission as new members of Bosnia and Herzegovina, the Republic of Croatia, the Republic of Slovenia, The former Yugoslav Republic of Macedonia, and the Federal Republic of Yugoslavia.  The Republic of Slovenia was admitted as a Member of the United Nations by General Assembly resolution A/RES/46/236 of 22 May 1992.

      Solomon Islands -- (19 Sep. 1978)

      Somalia -- (20 Sep. 1960)

      South Africa -- (7 Nov. 1945)

      Spain -- (14 Dec. 1955)

      Sri Lanka -- (14 Dec. 1955)

      Sudan -- (12 Nov. 1956)

      Suriname -- (4 Dec. 1975)

      Swaziland -- (24 Sep. 1968)

      Sweden -- (19 Nov. 1946)

      Syrian Arab Republic -- (24 Oct. 1945)

Egypt and Syria were original Members of the United Nations from 24 October 1945. Following a plebiscite on 21 February 1958, the United Arab Republic was established by a union of Egypt and Syria and continued as a single Member. On 13 October 1961, Syria, having resumed its status as an independent State, resumed its separate membership in the United Nations.

      Tajikistan -- (2 Mar. 1992)

      Thailand -- (16 Dec. 1946)

      The former Yugoslav Republic of Macedonia -- (8 Apr. 1993)

The Socialist Federal Republic of Yugoslavia was an original Member of the United Nations, the Charter having been signed on its behalf on 26 June 1945 and ratified 19 October 1945, until its dissolution following the establishment and subsequent admission as new members of Bosnia and Herzegovina, the Republic of Croatia, the Republic of Slovenia, The former Yugoslav Republic of Macedonia, and the Federal Republic of Yugoslavia.  By resolution A/RES/47/225 of 8 April 1993, the General Assembly decided to admit as a Member of the United Nations the State being provisionally referred to for all purposes within the United Nations as "The former Yugoslav Republic of Macedonia" pending settlement of the difference that had arisen over its name.

      Togo -- (20 Sep. 1960)

      Tonga -- (14 Sept. 1999)

      Trinidad and Tobago -- (18 Sep. 1962)

      Tunisia -- (12 Nov. 1956)

      Turkey -- (24 Oct. 1945)

      Turkmenistan -- (2 Mar. 1992)

      Tuvalu -- (5 Sept. 2000)

      Uganda -- (25 Oct. 1962)

      Ukraine-- (24 Oct. 1945)

      United Arab Emirates -- (9 Dec. 1971)

      United Kingdom of Great Britain and Northern Ireland-- (24 Oct. 1945)

      United Republic of Tanzania -- (14 Dec. 1961)

Tanganyika was a Member of the United Nations from 14 December 1961 and Zanzibar was a Member from 16 December 1963. Following the ratification on 26 April 1964 of Articles of Union between Tanganyika and Zanzibar, the United Republic of Tanganyika and Zanzibar continued as a single Member, changing its name to the United Republic of Tanzania on 1 November 1964.

      United States of America -- (24 Oct. 1945)

      Uruguay -- (18 Dec. 1945)

      Uzbekistan -- (2 Mar. 1992)

      Vanuatu -- (15 Sep. 1981)

      Venezuela -- (15 Nov. 1945) 

      Viet Nam -- (20 Sep. 1977)

      Yemen -- (30 Sep. 1947)

Yemen was admitted to membership in the United Nations on 30 September 1947 and Democratic Yemen on 14 December 1967. On 22 May 1990, the two countries merged and have since been represented as one Member with the name "Yemen".

      Yugoslavia -- (1 Nov. 2000)

The Socialist Federal Republic of Yugoslavia was an original Member of the United Nations, the Charter having been signed on its behalf on 26 June 1945 and ratified 19 October 1945, until its dissolution following the establishment and subsequent admission as new members of Bosnia and Herzegovina, the Republic of Croatia, the Republic of Slovenia, The former Yugoslav Republic of Macedonia, and the Federal Republic of Yugoslavia.  The Federal Republic of Yugoslavia was admitted as a Member of the United Nations by General Assembly resolution A/RES/55/12 of 1 November 2000.

      Zambia -- (1 Dec. 1964)

      Zimbabwe -- (25 Aug. 1980)

Source: UN Press Release ORG/1317 (26 September 2000)

Updated 18 December 2000
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Appendix C

Human Rights Glossary

Affirmative Action: Action taken by a government or private institution to make up for past discrimination in education, work, or promotion on the basis of gender, race, ethnic origin, religion, or disability.

Civil and Political Rights: The rights of citizens to liberty and equality; sometimes referred to as first generation rights. Civil rights include freedom to worship, to think and express oneself, to vote, to take part in political life, and to have access to information. 

Codification, Codify: The process of bringing customary international law to written form.

Collective Rights: The rights of groups to protect their interests and identities. 

Commission on Human Rights: Body formed by the Economic and Social Council (ECOSOC) of the UN to deal with human rights; one of the first and most important international human rights bodies. 

Convention: Binding agreement between states; used synonymously with Treaty and Covenant. Conventions are stronger than Declarations because they are legally binding for governments that have signed them. When the UN General Assembly adopts a convention, it creates international norms and standards. Once a convention is adopted by the UN General Assembly, Member States can then Ratify the convention, promising to uphold it. Governments that violate the standards set forth in a convention can then be censured by the UN. 

Convention on the Elimination of all Forms of Discrimination Against Women (Women’s Convention) (adopted 1979; entered into force 1981): The first legally binding international document prohibiting discrimination against women and obligating governments to take affirmative steps to advance the equality of women.

Convention on the Rights of the Child (Children’s Convention) (adopted 1989; entered into force 1990): Convention setting forth a full spectrum of civil, cultural, economic, social, and political rights for children.

Covenant: Binding agreement between states; used synonymously with Convention and Treaty. The major international human rights covenants, both passed in 1966, are the International Covenant on Civil and Political Rights (ICCPR) and the International Covenant on Economic, Social and Cultural Rights (ICESCR).

Customary International Law: Law that becomes binding on states although it is not written, but rather adhered to out of custom; when enough states have begun to behave as though something is law, it becomes law "by use"; this is one of the main sources of international law.

Declaration: Document stating agreed upon standards but which is not legally binding. UN conferences, like the 1993 UN Conference on Human Rights in Vienna and the 1995 World Conference for Women in Beijing, usually produce two sets of declarations: one written by government representatives and one by Nongovernmental Organizations (NGOs). The UN General Assembly often issues influential but legally Nonbinding declarations.

Economic and Social Council (ECOSOC): A UN council of 54 members primarily concerned with population, economic development, human rights, and criminal justice. This high-ranking body receives and issues human rights reports in a variety of circumstances.

Economic, Social, Cultural Rights: Rights that concern the production, development, and management of material for the necessities of life. The right to preserve and develop one’s cultural identity. Rights that give people social and economic security, sometimes referred to as security-oriented or second generation rights. Examples are the right to food, shelter, and health care. 

Environmental, Cultural, and Developmental Rights: Sometimes referred to as third generation rights, these rights recognize that people have the right to live in a safe and healthy environment and that groups of people have the right to cultural, political, and economic development.

Genocide: The systematic killing of people because of their race or ethnicity.

Human Rights: The rights people are entitled to simply because they are human beings, irrespective of their citizenship, nationality, race, ethnicity, language, gender, sexuality, or abilities; human rights become enforceable when they are Codified as Conventions, Covenants, or Treaties, or as they become recognized as Customary International Law.

Human Rights Community: A community based on human rights, where respect for the fundamental dignity of each individual is recognized as essential to the functioning and advancement of society. A community that works to uphold each article of the UDHR.

Inalienable: Refers to rights that belong to every person and cannot be taken from a person under any circumstances. 

Indigenous Peoples: People who are original or natural inhabitants of a country. Native Americans, for example, are the indigenous peoples of the United States.

Indivisible: Refers to the equal importance of each human rights law. A person cannot be denied a right because someone decides it is "less important" or "nonessential."

Interdependent: Refers to the complementary framework of human rights law. For example, your ability to participate in your government is directly affected by your right to express yourself, to get an education, and even to obtain the necessities of life.

Intergovernmental Organizations (IGOs): Organizations sponsored by several governments that seek to coordinate their efforts; some are regional (e.g., the Council of Europe, the Organization of African Unity), some are alliances (e.g., the North Atlantic Treaty Organization, NATO); and some are dedicated to a specific purpose (e.g., the UN Centre for Human Rights, and The United Nations Education, Scientific and Cultural Organization, UNESCO).

International Bill of Human Rights: The combination of the Universal Declaration of Human Rights (UDHR), the International Covenant on Civil and Political Rights (ICCPR) and its optional Protocol, and the International Covenant on Economic, Social, and Cultural Rights (ICESCR).

International Covenant on Civil and Political Rights (ICCPR): Adopted in 1966, and entered into force in 1976. The ICCPR declares that all people have a broad range of civil and political rights. One of the components of the International Bill of Human Rights.

International Covenant on Economic, Social, and Cultural Rights (ICESCR): Adopted 1966, and entered into force 1976. The ICESCR declares that all people have a broad range of economic, social, and cultural rights. One of the components of the International Bill of Human Rights.

International Labor Organization (ILO): Established in 1919 as part of the Versailles Peace Treaty to improve working conditions and promote social justice; the ILO became a Specialized Agency of the UN in 1946.

Legal Rights: Rights that are laid down in law and can be defended and brought before courts of law. 

Member States: Countries that are members of the United Nations.

Moral Rights: Rights that are based on general principles of fairness and justice; they are often but not always based on religious beliefs. People sometimes feel they have a moral right even when they do not have a legal right. For example, during the civil rights movement in the USA, protesters demonstrated against laws forbidding Blacks and Whites to attend the same schools on grounds that these laws violated their moral rights.

Natural Rights: Rights that belong to people simply because they are human beings.

Nonbinding: A document, like a Declaration, that carries no formal legal obligations. It may, however, carry moral obligations or attain the force of law as Customary International Law. 

Nongovernmental Organizations (NGOs): Organizations formed by people outside of government. NGOs monitor the proceedings of human rights bodies such as the Commission on Human Rights and are the "watchdogs" of the human rights that fall within their mandate. Some are large and international (e.g., the Red Cross, Amnesty International, the Girl Scouts); others may be small and local (e.g., an organization to advocate for people with disabilities in a particular city; a coalition to promote women’s rights in one refugee camp). NGOs play a major role in influencing UN policy, and many of them have official consultative status at the UN.

Political Rights: The right of people to participate in the political life of their communities and society. For example, the right to vote for their government or run for office. See Civil and Political Rights.

Protocol: A treaty which modifies another treaty (e.g., adding additional procedures or substantive provisions).

Ratification, Ratify: Process by which the legislative body of a state confirms a government’s action in signing a treaty; formal procedure by which a state becomes bound to a treaty after acceptance.

Reservation: The exceptions that States Parties make to a treaty (e.g., provisions that they do not agree to follow). Reservations, however, may not undermine the fundamental meaning of the treaty.

Self-Determination: Determination by the people of a territorial unit of their own political future without coercion from powers outside that region.

Signing, Sign: In human rights the first step in ratification of a treaty; to sign a Declaration, Convention, or one of the Covenants constitutes a promise to adhere to the principles in the document and to honor its spirit.

State: Often synonymous with "country"; a group of people permanently occupying a fixed territory having common laws and government and capable of conducting international affairs.

States Party(ies): Those countries that have Ratified a Covenant or a Convention and are thereby bound to conform to its provisions.

Treaty: Formal agreement between states that defines and modifies their mutual duties and obligations; used synonymously with Convention and Covenant. When conventions are adopted by the UN General Assembly, they create legally binding international obligations for the Member States who have signed the treaty. When a national government Ratifies a treaty, the articles of that treaty become part of its domestic legal obligations.

United Nations Charter: Initial document of the UN setting forth its goals, functions, and responsibilities; adopted in San Francisco in 1945.

United Nations General Assembly: One of the principal organs of the UN, consisting representatives of all member states. The General Assembly issues Declarations and adopts Conventions on human rights issues, debates relevant issues, and censures states that violate human rights. The actions of the General Assembly are governed by the United Nations Charter.

Universal Declaration of Human Rights (UDHR): Adopted by the general assembly on December 10, 1948. Primary UN document establishing human rights standards and norms. All member states have agreed to uphold the UDHR. Although the declaration was intended to be Nonbinding, through time its various provisions have become so respected by States that it can now be said to be Customary International Law.

Sources: Adapted from Julie Mertus et al., Local Action/Global Change, Ed O’Brien et al, HumanRights for All, and Frank Newman and David Weissbrodt, International Human Rights: Law, Policy, and Process
http://hrusa.org/hrh-and-n/Part-5/6_glossary.htm#Anchor-Declaration-43098 retrieved on December 19th, 2000.

Appendix D

Reardon’s Developmental Sequence for Core Concepts and Content

Developmental
Core Concepts

Human Rights Standards
Issues and

Level


and Values

and Instruments

Problems

--------------------------------------------------------------------------------------------------------------------------------

Childhood

Roles


Classroom rules


Inequality

Early Grades

Order


Declaration of the 

Unfairness

Age 5 – 8

Respect


  Rights of the Child

Harm

K – grade 3

Fairness




Diversity




Cooperation




Personal




  Responsibility

Later childhood
Law


Community standards

Prejudice

Middle grades

Citizenship

Declaration of Independence
Discrimination

Age 9 – 11

Community rights
African Freedom Charter
Poverty

Grades 4 – 6

Charter


U.S. Bill of Rights

Injustice




Constitution

Universal Declaration




Freedom

  of Human Rights




Declaration

Convention on the




Social responsibility
  Rights of the Child

Adolescence

Justice


Regional human rights

Ethnocentrism

Junior high

Equality

  conventions


Racism

    school

Equity


UN covenants & conventions
Sexism

Age 12 – 14

Conventions

  Elimination of Racism

Authoritarianism
Grades 7 – 9

Covenants

  Discrimination Against 
Colonialism




Global responsibility
    Women


Hunger




International law
  Civil & Political Rights







  Economic, Social & 







    Cultural Rights

Youth


Moral exclusion

Nuremberg Principles

Ethnocide

Senior High

Moral responsibility
UN conventions:

Genocide

   school

Moral inclusion

  Prevention & Punishment
Torture

Age 15 – 17

Global citizenship
    of Genocide;


Political

Grades 10 – 12

Ecological

  Prevention and Elimination
  repression




  responsibility

    of Torture


Environmental







  Defining and developing
  abuse







    new standards

Education for Human Dignity: Learning about Rights and Responsibilities. Reardon. B. (1995)

Appendix E

The Partners’ Human Rights Education Resources

I. Background Resources and Materials
Felice, William F. Taking Suffering Seriously: The Importance of Collective Human Rights, SUNY Series in Global Conflict and Peace Education. New York: State University of New York, 1996. 

This is a serious and well-written examination of the evolution and development of human rights concepts in international relations. Felice discusses the tensions that exist between individual and collective human rights in regards to race, gender, sexuality, and self-determination. Felice argues for a method to ensure human rights in an international arena which relies on an agreement on particular international documents, such as the Universal Declaration of Human Rights, that exemplify international human rights. 

Newman, Frank and David Weissbrodt. International Human Rights: Law, Policy, and Process, 2nd ed. Cincinnati: Anderson Publishing Co.,1996.

This book provides an in-depth introduction to the history of international human rights law, policy, and process. The book presents case studies for discussion and role play activities in the classroom. 

Rethinking Schools. Rethinking our Classrooms: Teaching for Equity and Justice. Milwaukee, WI: Rethinking Schools, Ltd., 1994.

A collection of articles describing examples of successful classroom practices in teaching social justice issues. It includes a collection of teaching ideas and thoughtful essays on "Rethinking our Assumptions" as well as a resource section of curricula, books, videos, and journals.

United Nations Association of the United States of America. Basic Facts About the United Nations. New York: United Nations Publications, 1992.

This book contains a general introduction to the role and function of the United Nations and related agencies, highlighting and outlining main objectives and achievements. The text includes the charter and statutes of the International Code of Justice.

Whalen, Lucille. Human Rights: A Reference Handbook. Santa Barbara, CA: ABC-CLIO, Inc., 1990.

The ideal resource for any course on human rights, this handbook offers a history of human rights in the twentieth century, biographical sketches of human rights heroes, and an annotated listing of human rights organizations, books, periodicals, and films, as well as electronic information sources such as computer networks and databases. The final section includes the most significant international human rights declarations and conventions (excluding the Conventions on the Rights of the Child and the Women’s Convention, which were ratified by the U.N. after the handbook’s publication date).

II. Curriculum
Brown, Margot. Our World, Our Rights: Teaching about Rights and Responsibilities in the Primary School. Amnesty International, UK 1996.

This curriculum offers innovative strategies and activities for teaching about the UDHR in upper elementary school. Although written for British schools, all of the activities are easily adapted to a US context. Activities address human rights in the family, the classroom, the school, and the wider community. Handsome illustrations and useful support information.

Elliot, RoAnne. WE: Lessons on Equal Worth and Dignity. Minneapolis, MN: The United Nations Association of Minnesota, 1992.

This middle school curriculum offers the United Nation’s work as a model for students to create a more tolerant world. The lessons contained in this curriculum provide opportunities for students to develop knowledge of international relations, highlight student awareness of intolerant behavior, and help students to develop tolerance skills.

Gonzalez, Susan. WE: Lessons on Equal Worth and Dignity. Minneapolis, MN: The United Nations Association of Minnesota, 1997.

This elementary school curriculum offers opportunity for students to discuss the issues related to race, ethnicity, and religion in a sensitive and caring manner. It features the United Nations work to create a more tolerant world.

Nuñez, Lucía. An Agenda for Peace: The Role of the United Nations. Stanford, CA: Stanford Program on International and Cross-Cultural Education, 1995. SPICE, Littlefield Center, Room 14C, Stanford University, Stanford, CA 94305-5013. Telephone 800-578-1114.

A curriculum guide for secondary to adult students. Includes several learner-centered activities to introduce students to the history, programs, and activities of the United Nations. Uses engaging primary resources. Students analyze the impact of UN peacemaking missions, hold a model earth summit, and re-enact the UN Charter Conference in San Francisco. Also includes audio tape.

Simon, Ken. WE: Lessons on Equal Worth and Dignity, The United Nations and Human Rights. Minneapolis, MN: The United Nations Association of Minnesota, 1992.

Special features of this high-school curriculum include activities on ethnocentric thought and behavior, racism and the First Amendment, the power of language, symbol and music, a study of the Peace School in the Middle East, and on ongoing diary assignment reflecting one’s own development of "tolerance".

United Nations. ABC, Teaching Human Rights: Practical Activities for Primary and Secondary Schools. New York: United Nations, 1989.

For the teacher just beginning to teach human rights, this booklet provides the ideal starting point. Available in English, French, and Spanish, its activities and teaching strategies are intended to be effective in any cultural setting and to cover the spectrum of rights included in the International Bill of Rights. It offers a rationale for teaching human rights and recommends methodologies that model fundamental concepts such as inclusiveness, equality, and tolerance of differences. 
Human Rights Here and Now: Celebrating the Universal Declaration of Human Rights. The Human Rights Educators’ Network of Amnesty International USA. (1998)

Appendix F

Human Rights Education Consent From

We are inviting your child to an interview.  We are trying to learn more about what fifth and sixth graders have learned about human rights issues from their class last year.  At [School X], fifth and sixth grade students are involved in a Human Rights Education Curriculum.  It teaches concepts and skills, including problem solving, caring about others, empathy, and equality.  We would like your permission to include your child in this evaluation.  In April, the evaluation will include one to one interviews about human rights.

If your child agrees to be interviewed, Megumi will ask your child about ten questions.  The interview will take about 15 to 20 minutes.  The questions have no right or wrong answers.  We just want to know what the student thinks.  The examples of questions are: 1. What was your Human Rights Education experience like? (describe); 2. How do you define human rights?; 3. What activities did you do in your Human Rights classes?

Your child may skip any questions that your child does not want to answer.  Please remember your child is a volunteer in this study.  This interview is totally up to your child, and no one at school will be mad at your child if the student does not want to do it.  All of students’ answers to the questions will be kept secret.  Your child’s name or school name will not be used in any written report at this study.

The student can ask any questions that the student has about this interview.  If your child has a question later that your child did not think of now, your child can ask Megumi then.  If you or your child wants to call Megumi, her telephone number is 612-625-7526, and her address is 110 Wulling Hall, University of MN, 86 Pleasant St. SE Minneapolis, MN 55455.

If you have any questions or concerns regarding the study and would like to talk to someone other than the researcher(s), contact Research Subjects’ Advocate line, D528 Mayo, 420 Delaware Street Southeast, Minneapolis, Minnesota 55455; telephone (612) 626-1650.

Statement of Consent

Signing here means that your child have read this paper or had it read to your child and that your child is willing to be in this study.  If your child does not want to be in this study, do not sign.  Remember, being in this study is up to the student, and no one will be mad at your child if your child does not sign this or even if your child changes a mind later.

Signature of students

    ______________________________ Date ________

Signature of Parent or Gardian   ______________________________ Date ________

Signature of Investigator
    ______________________________ Date _________

Appendix G

Interview Questions

1. What was your Human Rights Education experience like? (describe)

2. How do you define human rights?

3. What activities did you do in your Human Rights classes?

    (List

yes
yes, prompted

no, prompted)

4. What kind of topics did you talk about in you Human Rights classes?

    (List

yes
yes, prompted

no, prompted)

5. What specific things (concepts) did you learn in your Human Rights classes? 

(describe)

6. Has Human Rights Education changed your ideas about how others should be 

treated?

    (Yes -> how so. give examples
No -> leave as it is)

7. What makes Human Rights Education important?

    Why?
Why not?

8. What are you going to remember most about your Human Rights classes? (ask for

examples)

9. Have you talked to anyone else about the class or about Human Rights?

    Who? About what?

    If parent(s) is(are) not mentioned, ask.  If no, ask why not.

10. Can you give me some examples of ways you have tried to use your human 

rights learning in your everyday life, i.e., in playing with friends and others, 

in working with others at school, etc.

Appendix H

Questionnaire by HRE Instructor

1) After having received an education in Human Rights, do you think you treat people differently? _______  If yes, describe ways in which you are treating people differently than before you received an education in Human rights

2) Please describe ways your “Veil of Ignorance” has been lifted in regard to human rights and responsibilities toward yourself and others?

3) When you think of someone who is elderly, what perceptions do you have of that person based on their age?

4) Please list some stereotypes you had of people prior to human rights education.

5) Why would someone discriminate against another person or groups of people?  If you find yourself acting discriminatory towards another person, what could you do to eradicate those discriminatory feelings?

6) Describe in detail what you have learned about the living conditions of children residing in other areas of the world.

7) Do you have a different perception of immigrants and refugees after having completed a course in Human Rights? ______  If yes, describe your thoughts and opinions regarding refugees and immigrants.

8) Since your involvement in Human Rights, are you looking differently at the music you are listening to and the television shows you are choosing to watch? _____  If yes, please describe.

9) Have your attitudes changed regarding dating and violence since Human Rights Education? ______  If so, please describe these changes.

10) Since learning about child labor, have your attitudes and behaviors as a consumer change? ______  If so, please describe these changes.

11) Since participating in Human Rights, please describe changes in your attitude towards your education and the education of other children.

12) Describe how your attitudes have changed in regards to the differences and similarities between men and women.

13) Do you think the learning of Human Rights has been beneficial to you? _____  If yes, please describe.

14) Please note the topics you most enjoyed learning about Human Rights.

Appendix I

Survey by the Search Institute

Appendix J

Example of Categorical Aggregation

General

Help out

Help people 

Try to get to know people

Help people

Speak up

Make difference

Find people who want to help

Listen to people

Talk about issues, in stead of fight

Try not to put people down

Nice to everybody

Treat people in respectful way

Don’t say something which get me in trouble

Call for help

Play with everybody

Talk people who are at the corner

Treat everybody equal

Walk away

Walk away

Walk away

Walk away

Get out of trouble

Helping others-homeless/poor

Help other people

Give people food

Did food drive

Collect clothes for shelter

Try to give money to homeless

Give food to people on a street

Gave (a person) couple dollars

Share something with people who are on a street

Donate new clothes to Salvation Army

Working in specific hr area

Work at hr recourse center

Help people who go to college

Stopping fight

Break people up if fighting

Child labor related

Not buying child labor product

Not buying Nike

Not buying Pepsi product

Discrimination

Don’t say N word any more

Freedom of Speech

Use freedom of speech

Writing activity

Writing e-mail to stop child labor

Make an article to reach people

Plan

Want to give class on hr

Help kids know their rights

Want to teach everybody

Wish to tell people how to treat kids

Will try to teach other students

Can teach young students about hr

Educating others

Tell someone who don’t know hr

Teach people who don’t know hr

Tell people their rights

Talk to people

Teach people why they shouldn’t fight

Talk to people

Confront people when they mistreat me

Confront people when they mistreat me

Tell people about stereotype 

Teach people name calling is bad

Tell my little brother

Talk to students from other school

Speaking to big group of people

Tell people that they need help

Teaching 5th graders

Tell people what’s right

Talk to college people

Tell [a person] to get something to eat, in stead of something to drink

Tell others I am not a bad person

Recognition

Recognize what I did wrong

Not worried about getting shop

Don’t know

Don’t know how to stop violence

Cannot do anything

No answer

Pass

No Comments

Talking about others

Helps people to use hr in life

Helpful for them to know

Kids cannot understand hr and keep it

[people] may not know stereotype mean

Consider others

Don’t have to go hungry

They have right not to be in the factory

Opinions based on hr toward others

Family need to feed [kids]

[parents] shouldn’t send kids anywhere

Not ok to call somebody names

[People who own the factory] don’t pay enough money

You treat people how you want to be treated

Determination

Wants to teach at school

Will not make my children go to factory

My children need education

[my children] need to see doctor when they are sick

Feeling

Frustrated

It really helps

They don’t listen [5th graders]

They are too young [5th graders]

Hope

Wish for human rights TV channel

When [people] read the newspaper, people understand we care

Do something to make difference

No violence

Wishing to teach later in my life (20 ys)

Talking about self

It is a big change for me

I used to get suspended a lot

I used to say [N word] a lot

I used to a mean person

Don’t join the gang

Appendix K

The Convention on the Rights of the Child

	The Convention on the Rights of the Child was adopted and opened for signature, ratification and accession by General Assembly resolution 44/25 of 20 November 1989. It entered into force 2 September 1990, in accordance with article 49.


	Preamble 

The States Parties to the present Convention, 

Considering that, in accordance with the principles proclaimed in the Charter of the United Nations, recognition of the inherent dignity and of the equal and inalienable rights of all members of the human family is the foundation of freedom, justice and peace in the world, 

Bearing in mind that the peoples of the United Nations have, in the Charter, reaffirmed their faith in fundamental human rights and in the dignity and worth of the human person and have determined to promote social progress and better standards of life in larger freedom, 

Recognizing that the United Nations has, in the Universal Declaration of Human Rights and in the International Covenants on Human Rights, proclaimed and agreed that everyone is entitled to all the rights and freedoms set forth therein, without distinction of any kind, such as race, colour, sex, language, religion, political or other opinion, national or social origin, property, birth or other status, 

Recalling that, in the Universal Declaration of Human Rights, the United Nations has proclaimed that childhood is entitled to special care and assistance, 

Convinced that the family, as the fundamental group of society and the natural environment for the growth and well-being of all its members and particularly children, should be afforded the necessary protection and assistance so that it can fully assume its responsibilities within the community, 

Recognizing that the child, for the full and harmonious development of his or her personality, should grow up in a family environment, in an atmosphere of happiness, love and understanding, 

Considering that the child should be fully prepared to live an individual life in society and brought up in the spirit of the ideals proclaimed in the Charter of the United Nations and in particular in the spirit of peace, dignity, tolerance, freedom, equality and solidarity, 

Bearing in mind that the need to extend particular care to the child has been stated in the Geneva Declaration of the Rights of the Child of 1924 and in the Declaration of the Rights of the Child adopted by the General Assembly on 20 November 1959 and recognized in the Universal Declaration of Human Rights, in the International Covenant on Civil and Political Rights (in particular in articles 23 and 24), in the International Covenant on Economic, Social and Cultural Rights (in particular in article 10) and in the statutes and relevant instruments of specialized agencies and international organizations concerned with the welfare of children, ' 

Bearing in mind that, as indicated in the Declaration of the Rights of the Child, "the child, by reason of his physical and mental immaturity, needs special safeguards and care, including appropriate legal protection, before as well as after birth", 

Recalling the provisions of the Declaration on Social and Legal Principles relating to the Protection and Welfare of Children, with Special Reference to Foster Placement and Adoption Nationally and Internationally; the United Nations Standard Minimum Rules for the Administration of Juvenile Justice (The Beijing Rules) ; and the Declaration on the Protection of Women and Children in Emergency and Armed Conflict, 

Recognizing that, in all countries in the world, there are children living in exceptionally difficult conditions and that such children need special consideration, 

Taking due account of the importance of the traditions and cultural values of each people for the protection and harmonious development of the child, 

Recognizing the importance of international co-operation for improving the living conditions of children in every country, in particular in the developing countries, 

Have agreed as follows: 

Part I 

Article 1

For the purposes of the present Convention, a child means every human being below the age of eighteen years unless under the law applicable to the child, majority is attained earlier. 

Article 2

1. States Parties shall respect and ensure the rights set forth in the present Convention to each child within their jurisdiction without discrimination of any kind, irrespective of the child's or his or her parent's or legal guardian's race, colour, sex, language, religion, political or other opinion, national, ethnic or social origin, property, disability, birth or other status. 

2. States Parties shall take all appropriate measures to ensure that the child is protected against all forms of discrimination or punishment on the basis of the status, activities, expressed opinions, or beliefs of the child's parents, legal guardians, or family members. 

Article 3

1. In all actions concerning children, whether undertaken by public or private social welfare institutions, courts of law, administrative authorities or legislative bodies, the best interests of the child shall be a primary consideration. 

2. States Parties undertake to ensure the child such protection and care as is necessary for his or her well-being, taking into account the rights and duties of his or her parents, legal guardians, or other individuals legally responsible for him or her, and, to this end, shall take all appropriate legislative and administrative measures. 

3. States Parties shall ensure that the institutions, services and facilities responsible for the care or protection of children shall conform with the standards established by competent authorities, particularly in the areas of safety, health, in the number and suitability of their staff, as well as competent supervision. 

Article 4

States Parties shall undertake all appropriate legislative, administrative and other measures for the implementation of the rights recognized in the present Convention. With regard to economic, social and cultural rights, States Parties shall undertake such measures to the maximum extent of their available resources and, where needed, within the framework of international co-operation. 

Article 5

States Parties shall respect the responsibilities, rights and duties of parents or, where applicable, the members of the extended family or community as provided for by local custom, legal guardians or other persons legally responsible for the child, to provide, in a manner consistent with the evolving capacities of the child, appropriate direction and guidance in the exercise by the child of the rights recognized in the present Convention. 

Article 6

1. States Parties recognize that every child has the inherent right to life. 

2. States Parties shall ensure to the maximum extent possible the survival and development of the child. 

Article 7

1. The child shall be registered immediately after birth and shall have the right from birth to a name, the right to acquire a nationality and. as far as possible, the right to know and be cared for by his or her parents. 

2. States Parties shall ensure the implementation of these rights in accordance with their national law and their obligations under the relevant international instruments in this field, in particular where the child would otherwise be stateless. 

Article 8

1. States Parties undertake to respect the right of the child to preserve his or her identity, including nationality, name and family relations as recognized by law without unlawful interference. 

2. Where a child is illegally deprived of some or all of the elements of his or her identity, States Parties shall provide appropriate assistance and protection, with a view to re-establishing speedily his or her identity. 

Article 9

1. States Parties shall ensure that a child shall not be separated from his or her parents against their will, except when competent authorities subject to judicial review determine, in accordance with applicable law and procedures, that such separation is necessary for the best interests of the child. Such determination may be necessary in a particular case such as one involving abuse or neglect of the child by the parents, or one where the parents are living separately and a decision must be made as to the child's place of residence. 

2. In any proceedings pursuant to paragraph 1 of the present article, all interested parties shall be given an opportunity to participate in the proceedings and make their views known. 

3. States Parties shall respect the right of the child who is separated from one or both parents to maintain personal relations and direct contact with both parents on a regular basis, except if it is contrary to the child's best interests. 4. Where such separation results from any action initiated by a State Party, such as the detention, imprisonment, exile, deportation or death (including death arising from any cause while the person is in the custody of the State) of one or both parents or of the child, that State Party shall, upon request, provide the parents, the child or, if appropriate, another member of the family with the essential information concerning the whereabouts of the absent member(s) of the family unless the provision of the information would be detrimental to the well-being of the child. States Parties shall further ensure that the submission of such a request shall of itself entail no adverse consequences for the person(s) concerned. 

Article 10

1. In accordance with the obligation of States Parties under article 9, paragraph 1, applications by a child or his or her parents to enter or leave a State Party for the purpose of family reunification shall be dealt with by States Parties in a positive, humane and expeditious manner. States Parties shall further ensure that the submission of such a request shall entail no adverse consequences for the applicants and for the members of their family. 

2. A child whose parents reside in different States shall have the right to maintain on a regular basis, save in exceptional circumstances personal relations and direct contacts with both parents. Towards that end and in accordance with the obligation of States Parties under article 9, paragraph 1, States Parties shall respect the right of the child and his or her parents to leave any country, including their own and to enter their own country. The right to leave any country shall be subject only to such restrictions as are prescribed by law and which are necessary to protect the national security, public order (ordre public), public health or morals or the rights and freedoms of others and are consistent with the other rights recognized in the present Convention. 

Article 11

1. States Parties shall take measures to combat the illicit transfer and non-return of children abroad. 

2. To this end, States Parties shall promote the conclusion of bilateral or multilateral agreements or accession to existing agreements. 

Article 12

1. States Parties shall assure to the child who is capable of forming his or her own views the right to express those views freely in all matters affecting the child, the views of the child being given due weight in accordance with the age and maturity of the child. 

2. For this purpose, the child shall in particular be provided the opportunity to be heard in any judicial and administrative proceedings affecting the child, either directly, or through a representative or an appropriate body, in a manner consistent with the procedural rules of national law. 

Article 13

1. The child shall have the right to freedom of expression; this right shall include freedom to seek, receive and impart information and ideas of all kinds, regardless of frontiers, either orally, in writing or in print, in the form of art, or through any other media of the child's choice. 

2. The exercise of this right may be subject to certain restrictions, but these shall only be such as are provided by law and are necessary: 

(a) For respect of the rights or reputations of others; or 

(b) For the protection of national security or of public order (order public), or of public health or morals. 

Article 14

1. States Parties shall respect the right of the child to freedom of thought, conscience and religion. 

2. States Parties shall respect the rights and duties of the parents and, when applicable, legal guardians, to provide direction to the child in the exercise of his or her right in a manner consistent with the evolving capacities of the child. 

3. Freedom to manifest one's religion or beliefs may be subject only to such limitations as are prescribed by law and are necessary to protect public safety, order, health or morals, or the fundamental rights and freedoms of others. 

Article 15

1. States Parties recognize the rights of the child to freedom of association and to freedom of peaceful assembly. 

2. No restrictions may be placed on the exercise of these rights other than those imposed in conformity with the law and which are necessary in a democratic society in the interests of national security or public safety, public order (ordre public), the protection of public health or morals or the protection of the rights and freedoms of others. 

Article 16

1. No child shall be subjected to arbitrary or unlawful interference with his or her privacy, family, home or correspondence, nor to unlawful attacks on his or her honour and reputation. 

2. The child has the right to the protection of the law against such interference or attacks. 

Article 17

States Parties recognize the important function performed by the mass media and shall ensure that the child has access to information and material from a diversity of national and international sources, especially those aimed at the promotion of his or her social, spiritual and moral well-being and physical and mental health. To this end, States Parties shall: 

(a) Encourage the mass media to disseminate information and material of social and cultural benefit to the child and in accordance with the spirit of article 29; 

(b) Encourage international co-operation in the production, exchange and dissemination of such information and material from a diversity of cultural, national and international sources; 

(c) Encourage the production and dissemination of children's books; 

(d) Encourage the mass media to have particular regard to the linguistic needs of the child who belongs to a minority group or who is indigenous; 

(e) Encourage the development of appropriate guidelines for the protection of the child from information and material injurious to his or her well-being, bearing in mind the provisions of articles 13 and 18. 

Article 18

1. States Parties shall use their best efforts to ensure recognition of the principle that both parents have common responsibilities for the upbringing and development of the child. Parents or, as the case may be, legal guardians, have the primary responsibility for the upbringing and development of the child. The best interests of the child will be their basic concern. 

2. For the purpose of guaranteeing and promoting the rights set forth in the present Convention, States Parties shall render appropriate assistance to parents and legal guardians in the performance of their child-rearing responsibilities and shall ensure the development of institutions, facilities and services for the care of children. 

3. States Parties shall take all appropriate measures to ensure that children of working parents have the right to benefit from child-care services and facilities for which they are eligible. 

Article 19

1. States Parties shall take all appropriate legislative, administrative, social and educational measures to protect the child from all forms of physical or mental violence, injury or abuse, neglect or negligent treatment, maltreatment or exploitation, including sexual abuse, while in the care of parent(s), legal guardian(s) or any other person who has the care of the child. 

2. Such protective measures should, as appropriate, include effective procedures for the establishment of social programmes to provide necessary support for the child and for those who have the care of the child, as well as for other forms of prevention and for identification, reporting, referral, investigation, treatment and follow-up of instances of child maltreatment described heretofore, and, as appropriate, for judicial involvement. 

Article 20

1. A child temporarily or permanently deprived of his or her family environment, or in whose own best interests cannot be allowed to remain in that environment, shall be entitled to special protection and assistance provided by the State. 

2. States Parties shall in accordance with their national laws ensure alternative care for such a child. 

3. Such care could include, inter alia, foster placement, kafalah of Islamic law, adoption or if necessary placement in suitable institutions for the care of children. When considering solutions, due regard shall be paid to the desirability of continuity in a child's upbringing and to the child's ethnic, religious, cultural and linguistic background. 

Article 21

States Parties that recognize and/or permit the system of adoption shall ensure that the best interests of the child shall be the paramount consideration and they shall: 

(a) Ensure that the adoption of a child is authorized only by competent authorities who determine, in accordance with applicable law and procedures and on the basis of all pertinent and reliable information, that the adoption is permissible in view of the child's status concerning parents, relatives and legal guardians and that, if required, the persons concerned have given their informed consent to the adoption on the basis of such counseling as may be necessary; 

(b) Recognize that inter-country adoption may be considered as an alternative means of child's care, if the child cannot be placed in a foster or an adoptive family or cannot in any suitable manner be cared for in the child's country of origin; (c) Ensure that the child concerned by inter-country adoption enjoys safeguards and standards equivalent to those existing in the case of national adoption; 

(d) Take all appropriate measures to ensure that, in inter-country adoption, the placement does not result in improper financial gain for those involved in it; 

(e) Promote, where appropriate, the objectives of the present article by concluding bilateral or multilateral arrangements or agreements and endeavor, within this framework, to ensure that the placement of the child in another country is carried out by competent authorities or organs. 

Article 22

1. States Parties shall take appropriate measures to ensure that a child who is seeking refugee status or who is considered a refugee in accordance with applicable international or domestic law and procedures shall, whether unaccompanied or accompanied by his or her parents or by any other person, receive appropriate protection and humanitarian assistance in the enjoyment of applicable rights set forth in the present Convention and in other international human rights or humanitarian instruments to which the said States are Parties. 

2. For this purpose, States Parties shall provide, as they consider appropriate, co-operation in any efforts by the United Nations and other competent intergovernmental organizations or non-governmental organizations co-operating with the United Nations to protect and assist such a child and to trace the parents or other members of the family of any refugee child in order to obtain information necessary for reunification with his or her family. In cases where no parents or other members of the family can be found, the child shall be accorded the same protection as any other child permanently or temporarily deprived of his or her family environment for any reason, as set forth in the present Convention. 

Article 23

1. States Parties recognize that a mentally or physically disabled child should enjoy a full and decent life, in conditions which ensure dignity, promote self-reliance and facilitate the child's active participation in the community. 

2. States Parties recognize the right of the disabled child to special care and shall encourage and ensure the extension, subject to available resources, to the eligible child and those responsible for his or her care, of assistance for which application is made and which is appropriate to the child's condition and to the circumstances of the parents or others caring for the child. 3. Recognizing the special needs of a disabled child, assistance extended in accordance with paragraph 2 of the present article shall be provided free of charge, whenever possible, taking into account the financial resources of the parents or others caring for the child and shall be designed to ensure that the disabled child has effective access to and receives education, training, health care services, rehabilitation services, preparation for employment and recreation opportunities in a manner conducive to the child's achieving the fullest possible social integration and individual development, including his or her cultural and spiritual development 

4. States Parties shall promote, in the spirit of international cooperation, the exchange of appropriate information in the field of preventive health care and of medical, psychological and functional treatment of disabled children, including dissemination of and access to information concerning methods of rehabilitation, education and vocational services, with the aim of enabling States Parties to improve their capabilities and skills and to widen their experience in these areas. In this regard, particular account shall be taken of the needs of developing countries. 

Article 24

1. States Parties recognize the right of the child to the enjoyment of the highest attainable standard of health and to facilities for the treatment of illness and rehabilitation of health. States Parties shall strive to ensure that no child is deprived of his or her right of access to such health care services. 

2. States Parties shall pursue full implementation of this right and, in particular, shall take appropriate measures: 

(a) To diminish infant and child mortality; 

(b) To ensure the provision of necessary medical assistance and health care to all children with emphasis on the development of primary health care; 

(c) To combat disease and malnutrition, including within the framework of primary health care, through, inter alia, the application of readily available technology and through the provision of adequate nutritious foods and clean drinking-water, taking into consideration the dangers and risks of environmental pollution; 

(d) To ensure appropriate pre-natal and post-natal health care for mothers; 

(e) To ensure that all segments of society, in particular parents and children, are informed, have access to education and are supported in the use of basic knowledge of child health and nutrition, the advantages of breast-feeding, hygiene and environmental sanitation and the prevention of accidents; 

(f) To develop preventive health care, guidance for parents and family planning education and services. 

3. States Parties shall take all effective and appropriate measures with a view to abolishing traditional practices prejudicial to the health of children. 

4. States Parties undertake to promote and encourage international co-operation with a view to achieving progressively the full realization of the right recognized in the present article. In this regard, particular account shall be taken of the needs of developing countries. 

Article 25

States Parties recognize the right of a child who has been placed by the competent authorities for the purposes of care, protection or treatment of his or her physical or mental health, to a periodic review of the treatment provided to the child and all other circumstances relevant to his or her placement. 

Article 26

1. States Parties shall recognize for every child the right to benefit from social security, including social insurance and shall take the necessary measures to achieve the full realization of this right in accordance with their national law. 

2. The benefits should, where appropriate, be granted, taking into account the resources and the circumstances of the child and persons having responsibility for the maintenance of the child, as well as any other consideration relevant to an application for benefits made by or on behalf of the child. 

Article 27

1. States Parties recognize the right of every child to a standard of living adequate for the child's physical, mental, spiritual, moral and social development. 

2. The parent(s) or others responsible for the child have the primary responsibility to secure, within their abilities and financial capacities, the conditions of living necessary for the child's development. 

3. States Parties, in accordance with national conditions and within their means, shall take appropriate measures to assist parents and others responsible for the child to implement this right and shall in case of need provide material assistance and support programs, particularly with regard to nutrition, clothing and housing. 

4. States Parties shall take all appropriate measures to secure the recovery of maintenance for the child from the parents or other persons having financial responsibility for the child, both within the State Party and from abroad. In particular, where the person having financial responsibility for the child lives in a State different from that of the child, States Parties shall promote the accession to international agreements or the conclusion of such agreements, as well as the making of other appropriate arrangements. 

Article 28

1. States Parties recognize the right of the child to education and with a view to achieving this right progressively and on the basis of equal opportunity, they shall, in particular: 

(a) Make primary education compulsory and available free to all; 

(b) Encourage the development of different forms of secondary education, including general and vocational education, make them available and accessible to every child and take appropriate measures such as the introduction of free education and offering financial assistance in case of need; 

(c) Make higher education accessible to all on the basis of capacity by every appropriate means; 

(d) Make educational and vocational information and guidance available and accessible to all children; 

(e) Take measures to encourage regular attendance at schools and the reduction of drop-out rates. 

2. States Parties shall take all appropriate measures to ensure that school discipline is administered in a manner consistent with the child's human dignity and in conformity with the present Convention. 

3. States Parties shall promote and encourage international cooperation in matters relating to education, in particular with a view to contributing to the elimination of ignorance and illiteracy throughout the world and facilitating access to scientific and technical knowledge and modern teaching methods. In this regard, particular account shall be taken of the needs of developing countries. 

Article 29

1. States Parties agree that the education of the child shall be directed to: 

(a) The development of the child's personality, talents and mental and physical abilities to their fullest potential; 

(b) The development of respect for human rights and fundamental freedoms, and for the principles enshrined in the Charter of the United Nations; 

(c) The development of respect for the child's parents, his or her own cultural identity, language and values, for the national values of the country in which the child is living, the country from which he or she may originate, and for civilizations different from his or her own; 

(d) The preparation of the child for responsible life in a free society, in the spirit of understanding, peace, tolerance, equality of sexes, and friendship among all peoples, ethnic, national and religious groups and persons of indigenous origin; 

(e) The development of respect for the natural environment. 

2. No part of the present article or article 28 shall be construed so as to interfere with the liberty of individuals and bodies to establish and direct educational institutions, subject always to the observance of the principle set forth in paragraph 1 of the present article and to the requirements that the education given in such institutions shall conform to such minimum standards as may be laid down by the State. 

Article 30

In those States in which ethnic, religious or linguistic minorities or persons of indigenous origin exist, a child belonging to such a minority or who is indigenous shall not be denied the right, in community with other members of his or her group, to enjoy his or her own culture, to profess and practice his or her own religion, or to use his or her own language. 

Article 31

1. States Parties recognize the right of the child to rest and leisure, to engage in play and recreational activities appropriate to the age of the child and to participate freely in cultural life and the arts. 

2. States Parties shall respect and promote the right of the child to participate fully in cultural and artistic life and shall encourage the provision of appropriate and equal opportunities for cultural, artistic, recreational and leisure activity. 

Article 32

1. States Parties recognize the right of the child to be protected from economic exploitation and from performing any work that is likely to be hazardous or to interfere with the child's education, or to be harmful to the child's health or physical, mental, spiritual, moral or social development. 

2. States Parties shall take legislative, administrative, social and educational measures to ensure the implementation of the present article. To this end and having regard to the relevant provisions of other international instruments, States Parties shall in particular: (a) Provide for a minimum age or minimum ages for admission to employment; 

(b) Provide for appropriate regulation of the hours and conditions of employment; 

(c) Provide for appropriate penalties or other sanctions to ensure the effective enforcement of the present article. 

Article 33

States Parties shall take all appropriate measures, including legislative, administrative, social and educational measures, to protect children from the illicit use of narcotic drugs and psychotropic substances as defined in the relevant international treaties and to prevent the use of children in the illicit production and trafficking of such substances. 

Article 34

States Parties undertake to protect the child from all forms of sexual exploitation and sexual abuse. For these purposes, States Parties shall in particular take all appropriate national, bilateral and multilateral measures to prevent: 

(a) The inducement or coercion of a child to engage in any unlawful sexual activity; 

(b) The exploitative use of children in prostitution or other unlawful sexual practices; 

(c) The exploitative use of children in pornographic performances and materials. 

Article 35

States Parties shall take all appropriate national, bilateral and multilateral measures to prevent the abduction of, the sale of or traffic in children for any purpose or in any form. 

Article 36

States Parties shall protect the child against all other forms of exploitation prejudicial to any aspects of the child's welfare. 

Article 37

States Parties shall ensure that: 

(a) No child shall be subjected to torture or other cruel, inhuman or degrading treatment or punishment. Neither capital punishment nor life imprisonment without possibility of release shall be imposed for offences committed by persons below eighteen years of age; 

(b) No child shall be deprived of his or her liberty unlawfully or arbitrarily. The arrest, detention or imprisonment of a child shall be in conformity with the law and shall be used only as a measure of last resort and for the shortest appropriate period of time; 

(c) Every child deprived of liberty shall be treated with humanity and respect for the inherent dignity of the human person and in a manner which takes into account the needs of persons of his or her age. In particular, every child deprived of liberty shall be separated from adults unless it is considered in the child's best interest not to do so and shall have the right to maintain contact with his or her family through correspondence and visits, save in exceptional circumstances; 

(d) Every child deprived of his or her liberty shall have the right to prompt access to legal and other appropriate assistance, as well as the right to challenge the legality of the deprivation of his or her liberty before a court or other competent, independent and impartial authority and to a prompt decision on any such action. 

Article 38

1. States Parties undertake to respect and to ensure respect for rules of international humanitarian law applicable to them in armed conflicts which are relevant to the child. 

2. States Parties shall take all feasible measures to ensure that persons who have not attained the age of fifteen years do not take a direct part in hostilities. 

3. States Parties shall refrain from recruiting any person who has not attained the age of fifteen years into their armed forces. In recruiting among those persons who have attained the age of fifteen years but who have not attained the age of eighteen years, States Parties shall endeavor to give priority to those who are oldest. 

4. In accordance with their obligations under international humanitarian law to protect the civilian population in armed conflicts, States Parties shall take all feasible measures to ensure protection and care of children who are affected by an armed conflict. 

Article 39

States Parties shall take all appropriate measures to promote physical and psychological recovery and social reintegration of a child victim of: any form of neglect, exploitation, or abuse; torture or any other form of cruel, inhuman or degrading treatment or punishment; or armed conflicts. Such recovery and reintegration shall take place in an environment which fosters the health, self-respect and dignity of the child. 

Article 40

1. States Parties recognize the right of every child alleged as, accused of, or recognized as having infringed the penal law to be treated in a manner consistent with the promotion of the child's sense of dignity and worth, which reinforces the child's respect for the human rights and fundamental freedoms of others and which takes into account the child's age and the desirability of promoting the child's reintegration and the child's assuming a constructive role in society. 

2. To this end and having regard to the relevant provisions of international instruments, States Parties shall, in particular, ensure that: 

(a) No child shall be alleged as, be accused of, or recognized as having infringed the penal law by reason of acts or omissions that were not prohibited by national or international law at the time they were committed; 

(b) Every child alleged as or accused of having infringed the penal law has at least the following guarantees: 

(i) To be presumed innocent until proven guilty according to law; 

(ii) To be informed promptly and directly of the charges against him or her, and, if appropriate, through his or her parents or legal guardians and to have legal or other appropriate assistance in the preparation and presentation of his or her defense; 

(iii) To have the matter determined without delay by a competent, independent and impartial authority or judicial body in a fair hearing according to law, in the presence of legal or other appropriate assistance and, unless it is considered not to be in the best interest of the child, in particular, taking into account his or her age or situation, his or her parents or legal guardians; 

(iv) Not to be compelled to give testimony or to confess guilt; to examine or have examined adverse witnesses and to obtain the participation and examination of witnesses on his or her behalf under conditions of equality; 

(v) If considered to have infringed the penal law, to have this decision and any measures imposed in consequence thereof reviewed by a higher competent, independent and impartial authority or judicial body according to law; 

(vi) To have the free assistance of an interpreter if the child cannot understand or speak the language used; 

(vii) To have his or her privacy fully respected at all stages of the proceedings. 3. States Parties shall seek to promote the establishment of laws, procedures, authorities and institutions specifically applicable to children alleged as, accused of, or recognized as having infringed the penal law, and, in particular: 

(a) The establishment of a minimum age below which children shall be presumed not to have the capacity to infringe the penal law; 

(b) Whenever appropriate and desirable, measures for dealing with such children without resorting to judicial proceedings, providing that human rights and legal safeguards are fully respected. 

4. A variety of dispositions, such as care, guidance and supervision orders; counseling; probation; foster care; education and vocational training programs and other alternatives to institutional care shall be available to ensure that children are dealt with in a manner appropriate to their well-being and proportionate both to their circumstances and the offence. 

Article 41

Nothing in the present Convention shall affect any provisions which are more conducive to the realization of the rights of the child and which may be contained in: 

(a) The law of a State party; or 

(b) International law in force for that State. 

Part II 

Article 42

States Parties undertake to make the principles and provisions of the Convention widely known, by appropriate and active means, to adults and children alike. 

Article 43

1. For the purpose of examining the progress made by States Parties in achieving the realization of the obligations undertaken in the present Convention, there shall be established a Committee on the Rights of the Child, which shall carry out the functions hereinafter provided. 

2. The Committee shall consist of ten experts of high moral standing and recognized competence in the field covered by this Convention. The members of the Committee shall be elected by States Parties from among their nationals and shall serve in their personal capacity, consideration being given to equitable geographical distribution, as well as to the principal legal systems. 

3. The members of the Committee shall be elected by secret ballot from a list of persons nominated by States Parties. Each State Party may nominate one person from among its own nationals. 

4. The initial election to the Committee shall be held no later than six months after the date of the entry into force of the present Convention and thereafter every second year. At least four months before the date of each election, the Secretary-General of the United Nations shall address a letter to States Parties inviting them to submit their nominations within two months. The Secretary-General shall subsequently prepare a list in alphabetical order of all persons thus nominated, indicating States Parties which have nominated them and shall submit it to the States Parties to the present Convention. 

5. The elections shall be held at meetings of States Parties convened by the Secretary-General at United Nations Headquarters. At those meetings, for which two thirds of States Parties shall constitute a quorum, the persons elected to the Committee shall be those who obtain the largest number of votes and an absolute majority of the votes of the representatives of States Parties present and voting. 

6. The members of the Committee shall be elected for a term of four years. They shall be eligible for re-election if renominated. The term of five of the members elected at the first election shall expire at the end of two years; immediately after the first election, the names of these five members shall be chosen by lot by the Chairman of the meeting. 

7. If a member of the Committee dies or resigns or declares that for any other cause he or she can no longer perform the duties of the Committee, the State Party which nominated the member shall appoint another expert from among its nationals to serve for the remainder of the term, subject to the approval of the Committee. 

8. The Committee shall establish its own rules of procedure. 

9. The Committee shall elect its officers for a period of two years. 

10. The meetings of the Committee shall normally be held at United Nations Headquarters or at any other convenient place as determined by the Committee. The Committee shall normally meet annually. The duration of the meetings of the Committee shall be determined and reviewed, if necessary, by a meeting of the States Parties to the present Convention, subject to the approval of the General Assembly. 

11. The Secretary-General of the United Nations shall provide the necessary staff and facilities for the effective performance of the functions of the Committee under the present Convention. 

12. With the approval of the General Assembly, the members of the Committee established under the present Convention shall receive emoluments from United Nations resources on such terms and conditions as the Assembly may decide. 

Article 44

1. States Parties undertake to submit to the Committee, through the Secretary-General of the United Nations, reports on the measures they have adopted which give effect to the rights recognized herein and on the progress made on the enjoyment of those rights: 

(a) Within two years of the entry into force of the Convention for the State Party concerned; 

(b) Thereafter every five years. 

2. Reports made under the present article shall indicate factors and difficulties, if any, affecting the degree of fulfilment of the obligations under the present Convention. Reports shall also contain sufficient information to provide the Committee with a comprehensive understanding of the implementation of the Convention in the country concerned. 

3. A State Party which has submitted a comprehensive initial report to the Committee need not, in its subsequent reports submitted in accordance with paragraph 1 (b) of the present article, repeat basic information previously provided. 

4. The Committee may request from States Parties further information relevant to the implementation of the Convention. 

5. The Committee shall submit to the General Assembly, through the Economic and Social Council, every two years, reports on its activities. 

6. States Parties shall make their reports widely available to the public in their own countries. 

Article 45

In order to foster the effective implementation of the Convention and to encourage international co-operation in the field covered by the Convention: 

(a) The specialized agencies, the United Nations Children's Fund and other United Nations organs shall be entitled to be represented at the consideration of the implementation of such provisions of the present Convention as fall within the scope of their mandate. The Committee may invite the specialized agencies, the United Nations Children's Fund and other competent bodies as it may consider appropriate to provide expert advice on the implementation of the Convention in areas falling within the scope of their respective mandates. The Committee may invite the specialized agencies, the United Nations Children's Fund and other United Nations organs to submit reports on the implementation of the Convention in areas falling within the scope of their activities; 

(b) The Committee shall transmit, as it may consider appropriate, to the specialized agencies, the United Nations Children's Fund and other competent bodies, any reports from States Parties that contain a request, or indicate a need, for technical advice or assistance, along with the Committee's observations and suggestions, if any, on these requests or indications; 

(c) The Committee may recommend to the General Assembly to request the Secretary-General to undertake on its behalf studies on specific issues relating to the rights of the child; 

(d) The Committee may make suggestions and general recommendations based on information received pursuant to articles 44 and 45 of the present Convention. Such suggestions and general recommendations shall be transmitted to any State Party concerned and reported to the General Assembly, together with comments, if any, from States Parties. 

Part III 

Article 46

The present Convention shall be open for signature by all States. 

Article 47

The present Convention is subject to ratification. Instruments of ratification shall be deposited with the Secretary-General of the United Nations. 

Article 48

The present Convention shall remain open for accession by any State. The instruments of accession shall be deposited with the Secretary-General of the United Nations. 

Article 49

1. The present Convention shall enter into force on the thirtieth day following the date of deposit with the Secretary-General of the United Nations of the twentieth instrument of ratification or accession. 

2. For each State ratifying or acceding to the Convention after the deposit of the twentieth instrument of ratification or accession, the Convention shall enter into force on the thirtieth day after the deposit by such State of its instrument of ratification or accession. 

Article 50 
1. Any State Party may propose an amendment and file it with the Secretary-General of the United Nations. The Secretary-General shall thereupon communicate the proposed amendment to States Parties, with a request that they indicate whether they favor a conference of States Parties for the purpose of considering and voting upon the proposals. In the event that, within four months from the date of such communication, at least one third of the States Parties favor such a conference, the Secretary-General shall convene the conference under the auspices of the United Nations. Any amendment adopted by a majority of States Parties present and voting at the conference shall be submitted to the General Assembly for approval. 

2. An amendment adopted in accordance with paragraph 1 of the present article shall enter into force when it has been approved by the General Assembly of the United Nations and accepted by a two-thirds majority of States Parties. 

3. When an amendment enters into force, it shall be binding on those States Parties which have accepted it, other States Parties still being bound by the provisions of the present Convention and any earlier amendments which they have accepted. 

Article 51

1. The Secretary-General of the United Nations shall receive and circulate to all States the text of reservations made by States at the time of ratification or accession. 

2. A reservation incompatible with the object and purpose of the present Convention shall not be permitted. 

3. Reservations may be withdrawn at any time by notification to that effect addressed to the Secretary-General of the United Nations, who shall then inform all States. Such notification shall take effect on the date on which it is received by the Secretary-General 

Article 52

A State Party may denounce the present Convention by written notification to the Secretary-General of the United Nations. Denunciation becomes effective one year after the date of receipt of the notification by the Secretary-General. 

Article 53

The Secretary-General of the United Nations is designated as the depositary of the present Convention. 

Article 54

The original of the present Convention, of which the Arabic, Chinese, English, French, Russian and Spanish texts are equally authentic, shall be deposited with the Secretary-General of the United Nations. 

In witness thereof the undersigned plenipotentiaries, being duly authorized thereto by their respective governments, have signed the present Convention. 


http://www.un.org/special-rep/children-armed-conflict/fUnDocs.htm retrieved on December 31st, 2001.

Appendix L

Time Table

July 1997
Met with the director of Human Rights Center, University of Minnesota talked about a possible research project for me conjunction with this evaluation project that was taking a place already between the Partners and the Search Institute.  

August 12th, 1997
First meeting with staff of Partners in Human Rights Education

August 22nd to 24th, 1997
 Attended the meeting with Human Rights USA project teams from Minneapolis, Minnesota; St. Louis, Missouri; San Antonio, Texas; and Atlanta, Georgia in Minneapolis.  During this meeting, the Partners Project was introduced to the members from these respective cities and possible similar programs in those sites.  The teachers, lawyers and students who participated in partners program shared their experiences.  During this weekend, each city representative shared his or her experiences and struggles regarding HRE.  The participants also discussed their concerns and ideas on how they could implement the program similar to the Partners in their own areas.

September 27th, 1997

Participated in the Partners Project training, and then decided to become a volunteer as a community representative.  During this meeting, met with the social worker who taught human rights at School X for the first time.  She demonstrated what she did with her students in HRE and brought couple of her students.  They shared what they learned and what they were doing because of HRE.  The most valuable information I received that day was from students.  Both of them became active to protect and promote human rights for others in and outside of the US.  


September 30th, 1997

 Met with the director of the Human Rights Center and another researcher who conducted quantitative data collection and analysis for the evaluation project.  During this meeting, they explained how the research project was started and what survey questions were asked to the students (Appendix I) and how the survey questions were developed.  This meeting particularly helped me understanding the intent of the questions and survey itself.  This became important when I understand the outcomes these surveys.

Due to the beginning of the school year and other seasonal events, i.e. Thanks Giving, Christmas, and spring break, experienced difficulty meeting with the HRE instructor. 
September 30th, 1997
Met with the quantitative researcher several times.  Discussed what questions were aiming at what values, attitude and behavior, how the quantitative data was analyzed.  This information was very helpful to understand which question addressed what and how they were analyzed.

Discussed the interview questions, a consent form, and a permission letter from the principal of the school.  Communicated with the HRE instructor several times through phone call and fax.  After several drafts, developed the tentative final drafts of permission letter and consent form.

Met with my academic advisor to go over these materials before presenting to the social worker, the principal, and Human Subjects Committee at the University of Minnesota. 

January 7th, 1998
Met with the quantitative researcher to talk about a consent form and research questions.

January 9th, 1998
Met with the HRE instructor and showed ten interview questions and a consent form.  At the meeting, she agreed on these questions, but wanted to revise the consent form.  She gave me a consent form that she used to get parents permission for HRE to their children.  Based on this consent form, I developed two versions of consent forms (Appendix F).  Human Subject Committee approved the consent form after one more revision.

March 9th, 1998
Finalized couple consent form options with the quantitative researcher.

March 11th, 1998
Met with a school principal and received a permission to conduct interviews to the students.

April 27th, 1998
Met with the HRE instructor regarding a consent form distribution and interview questions.

May 4th, 1998

Received permission from Human Subject Committee, the University of Minnesota and sent the consent form to the social worker by fax.  Along with the consent form, also attached the cover letter explaining which consent form was approved and the change made by Human Subject Committee’s request. 
May 5th, 1998

The HRE instructor explained to her students who went through HRE an opportunity to participate in the interviews voluntary and distributed the consent form.



May 18th, 1998
Contacted the HRE instructor regarding interview schedule date(s).

May 29th and June 1st, 1998
Conducted interviews at School X.

November, 2000
Revisited School X and talked with a public relations staff.
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� Hermeneutics methodology’s significance is given to lived experiences as the readers, through interpretive acts, assign meaning to the phenomena of lived life.  Hermeneutics is the theory and practice of interpretation.  (Van Manen, 1990)


� Positivistic methodology is a methodology which Wulff (cited in Schrag, 1996) explains as “educational trial.”  The format goes (1) select individuals and allocate tratment and control groups, (2) provide alternative “treatment” to the two or more groups and record one or more “dependent variables,” and (3) assess difference between the results in the groups by statistical evaluation cased by chance.


3 Phenomenology is the study of essences.  It asks what the nature and the meaning of the phenomenon is experienced.  Phenomenology is the description of how the world (life world) is constituted and experienced through conscious act.  (Van Manen, 1990 )


� Iqbal was a boy who was sold to a carpet factory to support his family.  He and other children who were working at the factory was tied with chain, so that they could not escape and keep working.  One day, he escaped from the factory and got freedom.  After that, he became the smallest advocate against child labor.  He traveled around a world calling for stopping child labor . In 1995, Iqbal was murdered by the members of carpet industry when he was riding a bike with his friend. (� HYPERLINK http://www.freethechildren.org/campaigns/cl_realstories_iqbal.html ��http://www.freethechildren.org/campaigns/cl_realstories_iqbal.html�, retreaved on November 9th, 2001)





� Amnesty International is an independent, worldwide, voluntary movement that works to prevent some of the gravest violations by governments of people’s fundamental human rights.  The main focus of its campaigning is to free all prisoners of conscience; ensure fair and prompt trails for political prisoners; abolish the death penalty, torture, and other cruel treatment of prisoners; and end extrajudical executions and disappearances.  Amnesty works to promote all the human rights enshrined in the Universal Declaration of Human Rights and other international standards, through human rights education programs and campaigning for ratification of human rights treaties.  (The Human Rights Educators’ Network of Amnesty International, 1998)
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