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ABSTRACT

A Study of Preservice Teachers’ Attitudes Toward Human Rights and Unfair Labor

Conditions: A Comparison of the Influence of Two Teaching Methods

by

Benicia D’sa, Doctor of Philosophy
Utah State University, 2004
Major Professor: Deborah Byrnes, Ph.D.
Interdepartmental: Education

The purpose of this study was to examine the attitudes of preservice teachers
towards human rights, particularly about human rights related to labor. To assess their
attitudes of human rights and unfair labor conditions, two types of presentations, (a)
docudrama and discussion, and (b) lecture and discussion, were conducted. The
researcher evaluated these teaching methods on their efficacy in creating an awareness
of human-rights violations and labor conditions. Additionally, the participants were
exposed to two types of invitations to engage in human-rights advocacy.

The study involved elementary preservice teachers and secondary preservice
teachers typically at the junior undergraduate level. There were 118 participants who
attended the treatment and control group and completed the surveys. The study utilized
mixed methods, combining quantitative and qualitative data. Surveys addressed general

human-rights attitude and advocacy along with attitudes towards labor conditions in the
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United States and all over the world. Posttest interviews were conducted with six
participants to gain additional insights on their attitudes towards human rights and labor
conditions. Descriptive statistics were used to report the means and standard deviations
of the pretest and posttest scores of participants. Inferential statistics were conducted in
order to determine the effectiveness of the methods used for the treatment groups
compared to the control group.

Findings suggest that participants had small gains in knowledge and general
attitudes towards human rights after being exposed to the treatments. However, the
treatments were not effective in creating a positive significant impact on attitudes
towards human rights and labor conditions or actions towards unfair labor conditions.
Interviewees acknowledged poor activism on human-rights issues in the United States
and felt that educating their students about these issues when they became teachers
might create a change. They emphasized the relationship of knowledge about human-
rights abuses to taking action on human-rights issues.

This study suggests that if schools and colleges have a role in preparing students
for compassionate citizenship in a global economy, then there is a clear need for teacher
educators to help develop better informed teachers regarding human rights.

(126 pages)
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CHAPTERI

INTRODUCTION

In this increasingly interdependent world it is necessary tﬁat we learn about
human rights in order to be responsible world citizens. Hahn very aptly wrote, “As
global interdependence increases, the frequency with which citizens must make
decisions about human rights issues will multiply” (Hahn, 1985, p. 480).

Globalization has assumed a key role in today’s world and its influence has been
felt in all walks of society. No individual is immune to the effects of poverty, injustice,
or war in any other corner of the world. This reality of globalization requires that
children and youth understand that all humans share a common destiny and a common
humanity. In effect, they must realize that the choice is theirs, to care for one another,
or the quality of life eventually will be lessened for all of us. A concern for and
commitment to human rights that comes from compassion and an ethical commitment
to others should be present. Unfortunately, economic and social class inequities have
made it possible for many individuals to act as though there is no collective humanity.
Protected from hard labor, poverty and violence, privileged groups of people may be
unlikely to develop the insights and compassion needed to bring about basic human
rights for all people unless they are educated about these issues.

Unfortunately, education is often part of the problem instead of part of the
solution. Teacher education institutions and schools are typically known to be
conservative and are resistant to change. Bowles and Gintis (1976) stated that these

institutions serve to maintain the status quo in the socioeconomic pattern of society.
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Thus, human-rights abuses are perpetuated by the fact that most educators do nothing to
bring about change. There are, however, educators who have fiercely promoted the idea
that educators should be change agents (Freire, 2001; Taba, 2001). These scholars
admonish us to develop a public that is wise to the realities of the inequities that prevail
in society. This education should be the social mission of schools and colleges.

If we embrace the view that schools have a role in preparing students for
compassionate citizenship in a global economy, then there is a clear need for teacher
educators to help develop better informed teachers regarding human rights. Not only
must new teachers be informed about human rights they must care deeply enough about
them to do something. This something could include modeling pro-human rights values
and actions for their students and teaching about human rights directly.

To create this change teacher educators need to expose preservice teachers to
civic lessons that increase understanding, engage feelings, and elicit compassion for
human rights. They must do tileir best to assure that such sensitivities will stay with
teachers as they venture into their classrooms. This will motivate them to pass these
beliefs and attitudes on to their own students. For this to occur, teachers must leave the
universities understanding that they have significant roles in determining how the
coming generation will perceive and protect human rights.

O’Brien (2000) asserted that there is currently little human-rights education
integrated into school curriculum standards or guidelines in the subjects of civic
education, U.S history, English, math, science, or art. O’Brien further stated that the

notion of human rights has not been part of the culture as it relates to issues inside the



U.S.; human-rights violations are thought of as something taking place in other
countries not inside the U.S. He said that this cultural problem would continue until
there is a change in the language used in our society, such that the words “human
rights” are used in our everyday lives. Other studies also have reported that the youth
of the U.S. are uninformed about national and international human- rights issues
(Karam, 1993; Torney-Purta, 1982). Not surprisingly, Hahn (1985), in her examination
of the social-studies curriculum in the U.S., revealed that there is almost no attention
given to international human rights there.

Based on the available literature it appears that teachers may not be aware of the
importance of human-rights issues. If teachers are not aware of the importance of
human rights education, little if any human-rights education will take place in their
classroom. Buergenthal and Torney (1976) stated that the teachers’ attitude towards
human rights is the most crucial determinant of the emphasis, the time, and the kind of
material presented on human rights. They added that teachers’ apathy towards human
rights leads to not spending instruction time on it. This apathy can be further traced to
teacher-education institutions that have failed to help preservice teachers understand the
urgent and important need for human-rights curriculum (Osler & Starkey, 1996).

Fortunately, a review of literature on human-rights education has revealed that
knowledge of human rights among in-service and preservice teachers leads to positive
opinions about human rights (Eastman, Martin, Dawe, Gaulart, & Dilon, 1989).

Another study has further revealed that a change in teachers’ attitude on human rights

also leads to commitment and a deep sense of caring about human rights (Lister, 1984).




College teachers who want to translate their own and others concerns for
human- rights issues into curricular experiences for preservice teachers can do it in
different ways. Traditionally, teacher educators have often used lecture and discussion
as a way to present new material. However, many educators have found that film can be
a powerful educational agent, particularly when the film has strong emotional appeal
and appropriate follow-up discussions occur. Film may be a tool for creating a need and
a sense of urgency among preservice teachers to be more engaged in human-rights
advocacy and education that surpasses what can be accomplished with traditional
methods.

A study is needed to explore not only what preservice students’ attitudes and
actions regarding human rights are, but also how effective film and traditional lecture
practices are in:(a) bringing about increasing awareness of human-rights issues, and (b)

increasing students’ commitments to equity producing actions.
Purpose of Study

The purpose of this study was to examine the beliefs and attitudes of preservice
teachers towards human rights, particularly about human rights related to labor. Labor
rights were selected as a focus because of their visibility in the Universal Declaration of
Human Rights. Labor rights continue to be grossly violated by many corporations who
want to maximize profits at the expense of labor welfare. Thus labor rights are relevant
to us all as consumers of products made by such laborers. This study also assessed what

actions preservice teachers take to support human rights issues in their lives both before



and after instruction on human rights. The researcher presupposes that changes in
preservice teachers’ attitude on human rights would lead to increased actions to support
human rights, including the inclusion of this topic in the curriculum these preservice
teachers will eventually teach. In this research, the docudrama and the lecture methods
are examined for their impact on preservice teachers’ attitudes and actions regarding
human rights. The objective was to determine the relative effectiveness of the two
teaching methods in creating attitudinal change among preservice teachers towards

human rights and engagement in social action.
Research Questions

The overriding questions that prompted me to conduct this study are:

1. What attitudes do preservice teachers have toward human rights, particularly
human rights related to labor, and what actions do preservice teachers take to support
human-rights issues?

2. Can preservice teachers’ human-rights attitudes and actions, particularly
those regarding labor issues, be positively influenced by the use of film or lecture and
discussion in teacher preparation methods classes?

3. Is docudrama, because of its high affective content, a more powerful change
agent for attitude-change than lecture?

4. Does participation in the docudrama and discussion, or lecture and

discussion group enhance the likelihood that students will take action?



CHAPTER 11

LITERATURE REVIEW

The following areas of literature will be reviewed for this dissertation: (a)
human- rights education, (b) documentaries and docudramas as educational tools, (c)
importance of social action, and (d) the use of film to influence attitudes. Additionally,

a table summarizing the research on the impact of films and docudramas is presented.

Human Rights and Human-Rights Education

Human rights are based on the principles that all human beings are born equal
and have the right to life, liberty, and the pursuit of happiness (Diaz, Massiaslas, &
Kanthopoulos, 1999). Human rights’ understanding is vital in a democratic and
pluralistic society that values equality and faimess. The human rights embodied in the
Universal Declaration of Human Rights (UDHR) comprise a broad range of rights to be
enjoyed by all human beings in this global society. The United Nations (U.N.) adopted
the UDHR document on December 10, 1948. These rights represent goals and
aspirations, freedom of speech, freedom to profess a religion—a vision of the world
where human beings live free from want and fear. These rights also form the framework
for human-rights education programs around the world.

Flowers (2000) defined human rights education as inclusive of all learning that
promotes and cultivates knowledge, skills and values of human rights. Knowledge of
the different rights, that is, right to life, freedom from torture, freedom from arbitrary

arrest, and exile, is necessary so that these rights are protected and are not violated by



individuals or organizations.

Reardon (1995) has defined human-rights education as an international
movement that creates an awareness about the rights as given by the UDHR, and the
existing procedures for the redressing of the violations of these rights. Additionally,
Reardon stated that the ultimate objective of human-rights education is the development
of responsible, committed and caring citizens who are aware of global problems and are

able to make commitments to be contributors to a global society that honors human

rights.
Need for Human-Rights Education

In the U.S., human-rights education is still at the formation stage (Flowers,
2000). Flowers stated that although every high school requires a course on the U.S.
Constitution and Bill of Rights, there are very few students (high school or older) who
study human rights generally. Buergenthal and Tomey (1976) stated that because
students study terms like “rights” and “freedoms” only in the context of the U.S.
Constitution and Bill of Rights, there is an inclination among American students to
believe that the rights and freedoms guaranteed to American citizens in these documents
are unique and exceptional in the world society. An inference from this statement leads
us to believe that American students may not be aware that these rights and freedoms
are applicable to all people and that the UDHR signed and adopted by the General
Assembly of the U.N. in 1948 promotes human-rights goals to which all nations should

strive. For example, Karam (1993), in a study conducted on students’ knowledge of



human rights in lowa, reported that neither the students nor the school officials had
adequate understanding of the U.S. Constitution’s Bill of Rights.

O’Brien (2000) stated that “the concept of human rights is not yet part of the
culture as it relates to issues inside the U.S.—human rights violations are thought of as
something occurring in other countries not inside the U.S” (para 5).

Banks (2000) stated that failure to understand human rights creates a populace
that is more vulnerable to having rights abused and one that “lacks the knowledge and
conceptual framework to effectively advocate for them” (p. 2). Thus, an engaged,
knowledgeable, and concemned citizenry who will take principled positions on issues of
human rights is essential for the maintenance and development of free and just societies.
Flowers (2000) argued that only individuals who understand and value human rights
would work to defend them. She also contended that human-rights education may be
skipped in classrooms around the nations because any subject that is not seen as
contributing to higher test scores in the areas of literacy and mathematics is not given
substantial attention.

Flowers (1998) stated that college students have few opportunities to study
human rights in depth. While the subject may be alluded to in courses on public health,
women’s studies, political science, history, and the like, these courses often do not
connect the material through discussion and assignments to the daily personal, political,
and professional actions of the students. Murphy (2001), in her study of human-rights
discussions in college-level geography textbooks, found that controversial, as well as

widely recognized human rights issues, were generally not addressed even when such



discussions were clearly appropriate (e.g., the impact of transnational corporations on
small communities, gender apartheid in Afghanistan). Thus, at the college level,
teacher-education students may have had few, if any, opportunities for deep and
sustained thought and subsequent discussions about the importance of human rights.

Studies reveakthat knowledge and comprehension of international affairs and
the U.N. has been lacking among school students. Even as early as 1975, Torney,
Oppenheim, and Farnen found that there was little interest among 14-year-old students
in the U.S. in having international political discussions with friends and parents. They
state that there 1s a very small difference between the fourteen year old and the high-
school senior student with reference to the knowledge and exposure to information
about the U.N. or clarity of attitudes towards the U.N. (Torney et al.). Burgenthal and
Torney (1976) stated that this tendency for the U.N. profile to be rather hazy with
American students increased with age and may be attributed to their increasing doubt or
skepticism concerning the roles and functions of the U.N.

Students are also not aware that fundamental human rights, such as free speech,
are to be enjoyed by all irrespective of the political leaning of an individual. Weissberg
(1974), who conducted a review of political socialization studies, noted that although
students may approve abstract statements in favor of such rights as free speech, they
may be willing to deny these rights in certain cases involving particular unpopular
groups whose beliefs are not agreeable with their own.

On a positive note, a 1997 survey by Peter D. Hart Research Associates revealed

that students who did not have the knowledge and understanding of human rights, when
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informed about the existence of the UDHR, were eager to know more about it (as cited
in Banks, 2000). This study examined the knowledge and understanding of human
rights of the American public. Hart found that in his study sample, only 8% adults and
4% youth (15-18 years) had some idea of the UDHR.

This lack of knowledge of human rights has a direct relationship with opinions
on human rights. This assertion has been corroborated in a study by Eastman et al.
(1989) wherein they investigated the awareness and opinions of teachers and
administrators in Newfoundland, Canada. The researchers reported that both inservice
teachers and preservice teachers demonstrated a lack of knowledge about human rights.
There was also a strong relationship between the knowledge of human rights and
opinions toward human rights. The respondents who had more knowledge of human

rights were more positive in their opinions of human rights.

Human Rights and Engagement

Knowledge of human rights is critical for teachers but it does not guarantee that
teachers will find this knowledge important enough to actually translate it into
meaningful human-rights curricula within their own classrooms. If a teacher does not
understand the value of human rights, he/she will be unlikely to transmit such values to
students. To develop commitment and advocacy, a deep sense of caring about human
rights must be developed. Developing attitudes and values that promote and protect
human rights is more difficult than knowledge transmission (Lister, 1984). A way to

encourage preservice teachers not only to know what human rights are but also to
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protect and embrace them, may be to engage these developing professionals more
affectively in the study of human rights. Some human rights educators (e.g., Flowers
1998; Osler & Starkey 1996; Partners in Human Rights Education, 1998) assert that
individuals are more likely to take action regarding human-rights issues if they feel

emotionally connected.

Importance of Social Action

Curtis (1979) stated that social action generally means any attempt by an
individual or group to effect change in the social or political environment. He cited the
NCSS position statement (1979) that described social action as the application of
knowledge, thinking, and commitment in the social sphere.

McCall (1996) stated that educators who have engaged in important studies of
social problems and have incorporated social-action projects with their students have
gained numerous benefits. She added that students feel empowered when: (a) they think
and voice their ideas, (b) they are listened to, and (c) they offer solutions to important
problems. Wade (1995) stated that the benefits to the students include greater self-
esteem, self-efficacy, motivation for and interest in school, academic achievement, and
social responsibility.

Berman (1990) visualized civic participation as doing something to address
problems and injustices as they are encountered in our daily lives so that we can move
toward creating a more just and peaceful world. He cautioned educators against
presenting social problems to students without also offering social-action opportunities.

He stated that if students learn about problems without being able to contribute to the
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solution of them it may lead to the students feeling anger and helplessness and they will
become less interested in civic participation.

There are educators who have addressed the issue of educating for political and
social action. For example, Lewis (1991) suggested multiple ways in which students can
get engaged 1n solving social problems with creative and positive action. McCall (1996)
encouraged educators to offer their students an opportunity not only to discuss and
understand an issue but also to improve a situation and make a difference in the world.
The Affective Domain and Human
Rights Engagement

[t is interesting to understand as to how emotional engagement would lead to
human rights engagement. Osler and Starkey (1990), in their review of the Council of
Europe’s work on human rights, indicate that the council gave specific attention to the
importance of addressing affective dimensions in the study of human rights. There are a
number of studies that support the importance of engaging emotions in the learning
process. Neuroscientists can now trace how learning at the emotional as well as the
cognitive level increases the storage and strength of memories (LeDoux, 1997). Le
Doux states that the amygdala is an important brain region in various forms of
emotional behavior. Without an amygdala a person can lose all recognition of feeling. A
life without the amygdala is a life stripped of personal meanings. It is the principal site
in the brain where emotional signals go; the signals activate neurons within the
amygdala to signal other brain regions to strengthen memory of what is happening

(Goleman, 1995). Goleman assertd that the more intense the amygdala arousal, the
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stronger is the imprint of experiences that touch us, which leads to indelible memories.
Brothers (1989), in a study on amygdala and empathy, contended that the amygdala and
its connections to the association area of the visual cortex are a part of the key brain
circuitry underlying empathy.

Researchers have looked specifically at visual stimuli and found that positive
and negative visual input has similar potential for influencing memory (Hamann, Ely,
Grafton, & Kilts 1999; Palomba, Angrilli, & Mini 1997). Pleasant and aversive events
have higher probability to be remembered than neutral events (Hamann et al.). Hamann
and his associates further stated that the amygdala appears to modulate the strength of
conscious memory for events according to emotional importance, irrespective of the
type of emotion, that is, pleasant or aversive. Thus, it is increasingly apparent that the
brain works in such a way as to ensure that emotionally charged events are not forgotten
or dismissed as easily as neutral events (Windmann & Kutas 2001). Students who are
engaged affectively when learning new material are more likely to remember it. While
there are many ways to affectively engage students in the subject of human rights (e.g.,
literature, simulations, real-life encounters), the researcher chose to explore how film

and lecture might be used to affectively engage students in human rights.

Documentaries and Docudramas in Education

In the following section, two types of films will be discussed: (a) documentaries
that are often used for educational purposes, and (b) docudramas that are more often

viewed for their entertainment value.
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Documentaries

The definition and usage of the term “documentary” has been extensively
debated within the film community. Purists believe that the term should only be used to
describe nonnarrative films made completely from primary sources. Others interpret the
term more loosely and would include films with re-creations and staged scenes.
Godmilow (Godmilow & Shapiro 1997), a documentary filmmaker, has proposed the
usage of the term “films of edification,” or “edifiers,” or “dramatary,” in lieu of
“documentary.” He argued that these labels avoid the truth claims of documentary and
accepts the intention to persuade and to elevate; that is, to raise the audience to a more
sophisticated or refined conception of what is. In this study, documentary is defined as a
nonfiction, nonnarrative, or narrative film that professes to provide (or creates an
illusion of providing) a factual record of an event, person, or place.

The value and authenticity of documentary movies are perceived by historians in
different ways, some look at them with suspicion and some with appreciation.
Flamming (1984) stated that documentary movies could have exceptional heuristic
strength (p. 1,396). Students can gain a better understanding of the historical event by
seeing and hearing, rather than by reading. However, he cautions that documentaries
need to be supported with supplemental readings in order to inspire critical thought and
independent analysis. Godmilow and Shapiro (1997) asserted that while documentary
film can recreate for us times and places from the past, it can limit our ability to deal
with many complex ideas at once. Film does not readily allow the viewer to stop and

watch again. In contrast to written text, there are no footnotes, no specific sourcing, no
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additional information, or other people’s perspectives on the subject that are
contradictory to the film.

Ken Burns, a documentary filmmaker, in an interview conducted by historian
David Thelen (1994), stated that film could create an historical moment in a way that is
powerful and educational. Film can synthesize the best of the top-down version of
history with the bottom-up version of history. It can include a multiplicity of disciplines
and approaches without necessarily compromising the integrity of any particular point
of view (p. 1,042). However, one should note that Godmilow and Shapiro (1997) stated
that documentaries do not show other people’s perspectives that are contradictory to the
film. Burns clarifies that though documentary films can be abused, it is generally a good
medium to teach history.

Mew (1974), a film producer, opined that all documentary films educate and
motivate people to some degree. However, he adds that the documentary’s
effectiveness—its power to influence and record—may also be its failing in the wrong
hands. For example, a variety of conclusions might be reached given the factual
evidence. A writer’s or director’s biases and preferences can often be presented as truth
if one 1s selective in what is shared and emphasized (Toplin 1996). Mulderlink (1995),
noted that documentaries are excellent tools for helping students understand that history

1s an exercise in interpretation.

Docudramas
Docudramas are a hybrid between documentaries and dramatic film. Docudrama

has a basis in truth but is greatly influenced by the writer’s and director’s desire to

