
 

 

 
 
International Journal of Educational Studies 

Vol. 8, No. 3, pp. 78-92 

2025 

DOI: 10.53935/2641533x.v8i3.382 

 

Copyright:  
© 2025 by the author. This article is an open access 

article distributed under the terms and conditions of the 

Creative Commons Attribution (CC BY) license 
(https://creativecommons.org/licenses/by/4.0/). 

          | 78 

 

International Journal of Educational Studies 
ISSN: 2641-533X 

Volume 8, Issue 3, pp. 78-92 

2025 
DOI: 10.53935/2641533x.v8i3.382 

© 2025 by the author; licensee Academic Publishing Group 

 

 

 

Transformative Teaching through Critical Reflection: A Study of 

Preservice Teachers in MAPEH Programs 
 

 

 

Jasper Jay Nievera Mendoza: Tarlac State University, College of Education, Lucinda Campus, Tarlac City, 

Philippines.  

 

 
 

ABSTRACT: This study analyzed the testimonies of preservice teachers engaged in transformative teaching, guided by 

Butin's political lens. This lens illuminated the preservice teachers' experiences, enabling them to overcome pressures in 

the learning environment and recognize the vital role of parents in teaching. The preservice teachers' reflections 

revealed encounters with parents who complained about their children's grades and those who had not cooperated in 

school activities. Given their awareness of parents' crucial role in students' academic development, preservice teachers 

responded positively to these concerns. Preservice teachers incorporated parents' viewpoints into teaching-learning 

processes, fostering a reversal of antagonism and negative attitudes towards school. Furthermore, preservice teachers 

encouraged students to express their apprehensions openly, fostering a sense of belonging and ensuring their opinions 

were considered in teaching plans. Preservice teachers recognized the value of student insights and behavior in re-

arranging teaching plans. Transformative teaching and learning promote openness to diverse opinions within the 

educative process, valuing views in constructing learning experiences. 
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1.  Introduction 
Preservice teaching serves as a pathway to enhance students’ professional competencies, preparing them 

to enter the workforce. The teaching and learning environment in preservice teaching extends beyond the 

traditional classroom setting to encompass real-world scenarios. Preservice teachers gain exposure to diverse 

learning environments, interacting with stakeholders such as parents and government officials at various 

levels. 

Preservice teachers must critically analyze their experiences in these environments to further develop their 

teaching competencies, particularly in managing interactions with stakeholders, parents, and government 

officials. They should demonstrate discernment and flexibility, exercising sound judgment when applying 

learned theories, principles, and strategies in dynamic learning environments where stakeholders may 

influence the programmed delivery of teaching. Preservice teachers should reflect on current classroom 

scenarios, employ creativity, and find innovative solutions to address real-world challenges. Educational 

challenges should potentially transform conventional strategies or approaches to address prevailing issues 

effectively. 

Transformational learning encompasses three dimensions: psychological (alterations in self-perception), 

conceptual (revision of self-concepts based on beliefs), and behavioral (modifications in lifestyle patterns). 

This process entails critically examining one’s strengths and weaknesses, identifying areas for improvement 

or adjustment, and recognizing the necessity for reinvention of beliefs and value systems until they become 

integral to one’s lifestyle (Kitchenham, 2008). Furthermore, reflective thinking is paramount in transformative 

learning. Learners must assume the role of mature individuals capable of self-reflection, interpreting their 
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experiences, and making sense of their actions. Reflections facilitate learners in correcting distortions of 

existing beliefs and embracing new value systems due to their experiences (Mizerow, 2011). 

Consequently, reflective thinking leads to transformative learning. In essence, learners must reevaluate 

and reconstruct their lives. Through reflective thinking, adults develop their own sets of strategies and devise 

solutions to their challenges. Their experiences, both within and outside the classroom, enable them to 

critically analyze relevant and irrelevant information critically, thereby shaping a novel approach to problem-

solving. 

Reflective or critical thinking, as a component of transformational learning, is also one of the learning 

skills envisioned for development among 21st-century learners by the K-12 curriculum, alongside creativity, 

innovation, problem-solving, communication, and collaboration (SEAMEO-INNOTECH, 2012; Pellegrino & 

Hilton, 2012). These skills are essential for achieving functional literacy within society. This underscores the 

necessity to incorporate transformative learning theory into the classroom at the tertiary and even at the basic 

educational levels.  

Preservice teaching is essential for developing student teachers’ technical, pedagogical, and content 

competencies (Hu and Fyfe, 2010; Mergler, 2012). This exposure to real-life experiences with learners, 

teachers, parents, and other school stakeholders allows students to handle actual classes and apply the learning 

theories, classroom management strategies, teaching methods, and instructional strategies they have acquired 

from their college professors (Corpuz, Salandanan, & Rigor, 2006). Consequently, preservice teaching 

reinforces classroom learning, demonstrating that students continue to develop teaching competencies through 

experiential exposure. This training equips them with the necessary skills to master classroom management, a 

fundamental aspect of teaching (Freeman et al., 2014). 

However, field teaching may challenge preservice teachers’ knowledge schema, skills, and attitudes. It 

can reveal that principles and theories learned in teaching classes may not universally apply to all learners, as 

evidenced by Zeichner (2010) in his study. He concluded that the traditional university-based teacher 

education paradigm, which posits academic knowledge as the sole authority on teaching, requires 

transformation into a model that fosters a non-hierarchical interplay between academic, practitioner, and 

community expertise. This shift is pertinent in today’s technologically driven world, where children are born 

into an environment where technology has revolutionized information acquisition and distribution. Gone are 

the days when students relied solely on their teachers for new information. Access to information is now 

readily available at their fingertips, and children, at a young age, possess more excellent proficiency in 

utilizing technology than their parents or grandparents. Consequently, teachers must adapt to this evolving 

landscape of information dissemination. 

This novel pedagogical approach to teacher education will equip preservice educators with the necessary 

skills to implement intricate teaching practices. They should be cognizant of taking the lead and 

complementing what learners already possess to ensure that classroom learning is meaningful and rewarding. 

As preservice teachers embark on their professional journey, they encounter various stakeholders beyond 

the learners, such as parents and other community members. They will also face challenges, including 

conflicts regarding disciplinary practices and differing priorities between parents and learners (Cruickshank et 

al., 2021; Marz & Kelchtermans, 2020; Melnick & Meister, 2008). These scenarios may not have been 

encountered in the classroom setting before the preservice teachers’ internship. 

Consequently, this study was conceived to enhance the field experience of selected preservice teachers in 

Central Luzon, Philippines. The recent amendments to legislation governing the enforcement of discipline 

among learners have significantly impacted how teachers ensure that students develop appropriate behavior. 

Teachers must demonstrate resilience and adaptability in the face of political pressures. This can only be 

achieved by cultivating a transformative approach in the actual field. A foundational element of resilience and 

transformative teaching is observing and reflecting on learners and their learning environment. Through 

critical thinking, educators can develop teaching approaches that address the political challenges and issues 

encountered in the field. 

This study then sought to investigate how educators in educational institutions utilize their reflection logs 

in planning and executing teaching and learning activities, specifically focusing on the political lens of Butin’s 

model. In particular, it examined the reflective logs of preservice teachers from selected teacher education 

institutions (TEIs) that offer Bachelor of Secondary Education (BSED) majors in MAPEH. These reflective 
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logs documented the decisions made by the preservice teachers in teaching-learning situations, with the 

ultimate goal of effectively transferring learning competencies. 

 

1.1. Theoretical Framework of the Study 

Preservice teachers must possess critical thinking abilities. They should be able to analyze classroom 

scenarios in light of the theories they have acquired and respond appropriately. Preservice teachers should 

recognize that their approaches may need to be adapted to changing circumstances. 

Teachers should be reflective and critical thinkers to effectively address teaching and learning challenges 

in the real world. Critical social theory is a school of thought that emphasizes reflective assessments and 

critiques of society and culture by drawing upon knowledge from the social sciences and humanities 

(Corradetti, 2015). Critical theorists believed that examining social conditions would reveal hidden structures. 

They held the belief that knowledge is power. When individuals recognize their oppression, this 

understanding motivates them to take action to effect change.  

Critical social theory has significantly influenced educational curriculum and pedagogy over the years (De 

Leon & Ross, 2010). Prominent theorists from the Frankfurt School, including Max Horkheimer (1895-1973), 

Theodore Adorno (1903-1969), and Herbert Marcuse (1898-1979), introduced transformative educational 

thought and systems (Jessop, 2012). Numerous theorists and philosophers have embraced critical theory in 

their efforts to effect educational change. Jurgen Habermas, a prominent second-generation critical theorist, 

has garnered increasing attention for the theory of communicative action, which holds great significance for 

understanding and defending the role of schools in fostering democratic values and practices (Bolton, 2005). 

Critical pedagogy, coined by Henry Giroux in 1983, originates from Critical Theory and describes the work of 

theorists and practitioners with an emancipatory orientation (Guilherme, 2006). Hudson (1999) posits that 

Giroux's critical pedagogy provided the philosophical foundations for a theory and practice of education 

critical of established institutions and practices, capable of transforming those institutions and practices, 

ultimately aiming to transform society itself. 

A key aspect of critical learning theory and social learning is reflective thinking. Through reflection, 

individuals can analyze events and draw logical conclusions. Carrington and Selva (2010) assert that reflective 

practice should be explicit, direct, thoughtful, and patient, utilizing personal reflection-in-action to interpret 

one's service, reactions, and interactions with others.  

In education, reflective thinking holds paramount importance in the pursuit of high-quality and relevant 

outputs. Educators can effectively transform their teaching practices by engaging in self-reflection. Facun and 

Nool (2012) underscore the significance of teachers critically examining their teaching methods for children. 

Through critical social theory in education, the quality of learning is directly proportional to the depth of 

analysis possessed by both teachers and students (Jefferson & Anderson, 2017; Leonardo, 2004; Milner, 

2013). 

In the 21st century, educators are tasked with nurturing critical thinkers who are equipped to address 

contemporary challenges. Meredith and Steele (2011) emphasize the role of reflective thinking in fostering 

critical thinking skills among students. John Dewey, the educational theorist who revolutionized teaching 

strategies through his contemporary perspectives on teaching and learning, advocated for reflective thinking 

as an active, persistent, and thoughtful process of examining beliefs, knowledge bases, and subsequent 

conclusions (Greenberger, 2020). Poyraz and Usta (2013) conducted a study investigating the reflective 

thinking tendencies of 449 preservice teachers enrolled in various public institutions in Istanbul. The findings 

revealed that reflective thinking is more pertinent in teaching than mere information acquisition. Meaningful 

learning is grounded in processing, transforming, and reproducing information acquired appropriately within a 

specific classroom setting. The study's findings also demonstrated variations in reflective thinking abilities 

among participants based on their upbringing and gender. Furthermore, this study delved into the reflection 

logs of 21 preservice teachers to ascertain evidence of transformative learning experiences during their actual 

classroom teaching practice.  

Furthermore, recognizing the significance of reflective journals in teaching, Yasin, Rahman, and Ahmad 

(2012) developed and validated a framework for reflective learning utilizing portfolios. The framework 

incorporated a rubric to evaluate students' reflections within the portfolios. Consequently, it is imperative that 

teachers guide students in reflective thinking, which is an integral aspect of critical social learning theory. As 

part of classroom requirements, reflective thinking should be encouraged by teachers and utilized by students 
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to comprehend their classroom activities and document them in diaries or journals (Aquino & Nool, 2019). 

Lee (2005) posited that reflections are contingent upon the interplay of factors, including personal 

background, field experience contexts, and the mode of communication employed. Reflections should be 

evaluated based on both content and depth. 

Despite these considerations, Butin (2006) developed a framework for evaluating teachers' journals or 

reflection logs from a political perspective. The primary focus of this lens is on the concept of social justice 

and ensuring that inclusive practices are valued or considered. The political lens posits a worldview that 

acknowledges how social groups influence values and macro power relations within society. Consequently, it 

raises questions such as ascertaining whether there is an understanding of the necessity for participants and 

their families to participate in a program or activity. Butin's model was utilized in the study of Tangen et al. 

(2011), which investigated the development of intercultural competence among Australian preservice 

teachers. The written reflection logs of preservice teachers were analyzed using four lenses. However, in the 

present study, only the political lens was employed as a guiding principle in analyzing the reflection logs of 

preservice teachers. The primary objective of this study was to explore the reflection logs of preservice 

teachers using the political lens of Butin's model. 

 

2. Method 
2.1. Research Design 

This study employed the critical social design to analyze and integrate all study components and data, 

addressing the research objectives. The critical social research paradigm posits that knowledge is constructed 

through contemporary social interactions (Harvey, 1990). Data collected from participants' reflection logs 

were grounded in their classroom experiences. Subsequently, knowledge was generated on how MAPEH 

preservice teachers utilize reflections to enhance their pedagogical competencies and engage in 

transformational teaching practices. 

 

2.2. Participants and Setting 

This study analyzed the reflection logs of preservice teachers in music, arts, physical education, and health 

education who were exposed to partner schools to facilitate their experiential learning. The reflection logs of 

21 students (three from each Teacher Education Institution) in their prescribed field study books were 

analyzed. The study participants were selected using maximum variation sampling, which enabled the 

selection of a substantial number of participants, thereby maximizing the representation or diversity relevant 

to the research questions (Patton, 1990). Seven students were selected as exemplary preservice teachers (one 

from each Teacher Education Institution); seven students were selected as average performers (one from each 

Teacher Education Institution); and another seven students were selected as bottom performers (one from each 

Teacher Education Institution). The researcher requested that the supervisors in each school recommend their 

exemplary preservice teachers, the average, and the bottom performers based on their General Weighted 

Average (GWA). The researcher believed that the supervisors from the respective schools were 

knowledgeable about their participants' academic performance, so their recommendations were considered 

when selecting students. The limited number of participants allowed for thorough analysis of their reflection 

logs, enabling the extraction of rich conclusions. The participants represented learners with varying learning 

styles, including slow learners, average learners, and the best learners, who achieved a balanced approach to 

studying. 

To ensure the anonymity of the participants, their names were not included in their reflection logs. Only 

their numbers were indicated in their reflection logs. The researcher selected 21 preservice teachers from 

seven Teacher Education Institutions in Region 3 as the participants.  

  

2.3. Sources of Data 

The primary data sources were the participants' reflection logs (based on the questions from the 

Experiential Handbooks). These participants answered the questions in their handbooks, which detailed their 

preservice experiences. Qualitative data recording devices include notebooks, narrative field logs, and diaries, 

in which researchers record their reactions, concerns, and speculations (Thomas, Nelson, & Silverman, 2010). 
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Furthermore, aside from the questions in the Handbook, additional questions were also included, which 

served as scaffolds or guides in eliciting reflections that demonstrated how the participants addressed diversity 

in class, political pressures, and their realizations during their preservice teaching exposure. The researcher 

crafted these additional questions, enabling the participants to share their experiences in handling cultural 

diversity and pressures from stakeholders such as parents, cooperating teachers, and principals. These 

questions were crucial in extracting their thoughts and how they had resolved pressures. These are essential 

elements in transformational teaching. 

The additional questions were formulated in such a manner that they compelled the participants to delve 

deeper into their thoughts and realizations that norms may vary depending on the school environment and 

principles, philosophies, techniques, and methods. These may be modified in certain aspects, upheld in others, 

or require new approaches to educational confrontations. The reflection logs of some preservice teachers 

revealed their realizations and attempts to transform pedagogies. These served as indicators of their teaching 

emancipation arising from their actual field exposure. 

Additionally, interviews were conducted with some participants to ensure that the researcher captured the 

participants' thoughts. The researcher scheduled interviews with the supervisors. The interviews extracted 

substantial information, which deepened the researcher's understanding of the reflections from the 

participants' logs. The interviews were deemed necessary to clarify brief reflections from some of the 

participants, particularly since the researcher observed some participants' responses that were substantial but 

were only presented in bullet forms or phrases. Lastly, the researcher also conducted actual observations with 

three participants whom he supervised during their preservice teaching.  

 

2.4. Data Collection Procedure 

The researcher obtained permission to conduct the study from the presidents of the Teaching Education 

Institutions (TEIs) where the study was conducted. The deans were approached to facilitate a meeting with the 

participants once the study was approved. The researcher provided an overview of the research and sought 

their consent. Upon approval, the participants were requested to record their Experiential Handbooks weekly 

and write their journals. For additional questions, participants were asked to reflect on them on a separate 

paper. In total, there were 19 questions that the participants answered. Five questions were derived from the 

Handbook, and the researcher formulated the remaining 14. 

Data from the participants' reflection logs were collected. The journal coverage encompassed the first two 

weeks of their exposure. The researcher analyzed these reflection logs using Butin's political lens framework. 

To substantiate the researcher's analyses, he sought the assistance of two experts. As a result, themes were 

extracted from the participants' reflections.  

 

2.5. Data Analysis 

The qualitative data analysis employed in this study utilized tabulation techniques to extract themes from 

the participants' reflections. This process involved systematically organizing all reflections by question to 

facilitate constant comparison of qualitative data, such as the participants' reflections in this study. The 

tabulation was facilitated by a general matrix, with column 1 containing the participants' codes. 

In coding, the researcher assigned capital letters to represent the participants' schools, and Hindu-Arabic 

numerals were assigned to the corresponding individual participant. For instance, A1 would represent 

Participant 1 from the best preservice teachers out of seven participants from each school; B1 would represent 

the second participant from the average cluster in the same school; A2 was the participant from the best 

preservice teacher from the second school; and so on. The capital letter alphabets denoted the best, average, 

and bottom clusters, while the Hindu-Arabic numerals represented the schools. 

The matrix consisted of five columns. Column 1 reflected the participants' codes. Column 2 presented the 

participants' verbatim reflections. Column 3 encapsulated the meanings formulated through the researcher's 

analysis. Column 4 contained the concepts elicited, and the final column generated the themes. Columns 3 to 

5 were based on the researcher's interpretations. 

Guided by Butin's Political Lens model, the researcher generated categories or themes (using thematic 

analysis) by continuously reviewing the emerging understandings and clarifying these with two experts. The 

first expert is a director of Physical Education and experiential learning supervisor at a reputable National 

Capital Region university. The second expert is also a supervisor in experiential learning and holds an 
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undergraduate degree, a Bachelor of Science in Physical Education, a Graduate Degree of Arts in Teaching 

Physical Education, and a Doctor of Philosophy in Educational Leadership.  

As outlined by Stemler (2001), it is imperative for two independent reviewers to meticulously assess the 

content of materials and develop corresponding features. The primary objective of engaging expert evaluators 

was to mitigate the researcher's potential bias in evaluating the reflection logs of students. The evaluators, 

including the researcher, meticulously compared the analyses and engaged in discussions regarding potential 

variations. This collaborative process significantly enhanced the objectivity of the evaluation. The evaluators 

were two supervisors overseeing the experiential learning program for preservice teachers. The themes 

generated directly addressed the research objectives of this study.  

 

2.6. Ethical Considerations 

To ensure adherence to research ethics, participants were required to complete a consent form after 

receiving comprehensive orientation on the study's objectives, procedures, and potential benefits. Their 

anonymity was safeguarded by refraining from mentioning their names in the research paper. Furthermore, 

participants were provided with the option to withdraw from the study at any time. Additionally, they were 

informed that they would not receive monetary compensation as participants but were aware of the potential 

benefits derived from the study. It was emphasized that the framework developed within the study would be 

instrumental in enhancing the competence of preservice teachers.   

 

2.7. Enhancement of Data Quality 

Five qualities, as outlined by Guba and Lincoln (1994), were employed to ensure the quality of the data 

gathered and the trustworthiness of the findings. Throughout the research process, the researcher adhered to 

the principles of credibility, transferability, dependability, and confirmability. These principles necessitated 

the avoidance of personal bias and ensured that the findings were solely shaped by the participants. 

Themes were generated through a combination of techniques, as the reflections were compared. The 

researcher drew inspiration from Ryan and Bernard (2003), whose study provided valuable insights into the 

generation of themes from qualitative data. This study employed various techniques, including word 

repetitions, Indigenous categories, Key, Words in Context, and cutting and sorting. The researcher utilized 

highlighters to identify frequently used words by the participants and subsequently categorized them under 

Butin's political lens. The reflections were extracted from the general matrix and pasted onto the appropriate 

lens in another matrix. Based on the dominant words used by the participants, themes were formulated. 

The inquiry audit was utilized to assist two experts in analyzing the data. Data recording was meticulously 

conducted, including the presentation of verbatim narratives while maintaining the confidentiality of 

participants' identities during discussions about the data. In instances where the researcher required validation 

of entries in the reflection logs, interviews were conducted with the concerned participants. 

Furthermore, the researcher ensured the coding of reflection logs to guarantee data credibility, 

transferability, and confirmability. A systematic comparison of responses was conducted to identify 

differences and similarities, leading to the development of generalizations or conclusions. The study also 

presented verbatim accounts of the participants to support the findings. Casual interviews with some 

collaborating teachers and supervisors were conducted to validate the participants' entries in their reflection 

logs. The results were further discussed with some collaborating teachers and supervisors. Additionally, the 

researcher consulted with two experts for extensive analysis and unbiased interpretations to ensure data 

sufficiency or saturation. 

 

3. Findings and Discussion 
3.1. Analysis of the Preservice Teachers' Reflection Logs Using the Political Lens of Butin's Model  

Teachers are not spared from pressure and stress in the learning environment since they work with various 

stakeholders. The challenges that preservice teachers experienced are analyzed in their reflection logs via the 

political lens. 

Political lens refers to the preservice teachers' experience or their exposure to political pressures that 

affected the teaching-learning activities in the school where they were assigned. This also promotes and 

empowers various participants' voices in social justice (Tangen et al., 2011). The reflection logs of the 

participants were examined using the political lens, and the results are discussed in the following section. 
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3.2. Guiding Students in Developing Varied Talents and Inclinations   

Teachers should remain committed to looking after the students' interests and welfare. Rosebrough and 

Leverett (2016) upheld that transformational teaching begins with putting the students at the center. It means 

knowing the students' personality, culture, abilities, experience, and aspirations. Teachers who deeply 

understand their students can provide assistance that can transform their lives. 

The participants recognized the importance of putting students above the educational process. Students 

should have a learning environment that supports independent learning. Teachers are at the back seat but are 

expected to supplement or guide students toward their growth and development from time to time.   

A1 expressed: "I understand that every student has their background knowledge, all I have to do is to add 

and supplement their ideas in that particular topic and let them grow by themselves."  

These participants have knowledge schema based on previous exposures. This schema broadens as they 

continue to explore, socialize, and affiliate with people around them or as they continue to read. The role of a 

transformational teacher is to help learners build functional and practical knowledge they can use to cope with 

their environment, solve problems, or make sense of their existence. This was elucidated by Meyer, Land and 

Baillie (2010) in their assertion that transformative learning involves experiencing deep structural thoughts, 

feelings, and actions and allowing these experiences to alter or modify things for their survival. 

Transformational learning will enable students to use their knowledge bank to invest more in other learning 

experiences to live sufficiently in a complex world. Teachers are there to provide a learning milieu where 

students can accumulate additional knowledge and skills that will arm them to solve difficulties in their daily 

encounters.   

As students attempt to develop, teachers need to help them inventory their strengths and weaknesses. 

Teachers should know their students well to develop them according to their abilities and interests (Samuels, 

2018). The study participants knew this principle, and they were able to respond accordingly.   

A transformational teacher personalizes attention and feedback. He is after transforming the lives of 

individuals in a class. Transformative teaching requires a fresh approach to teaching and learning. It should be 

much more self-conscious about its objectives and methods. It should adopt a learner-centered rather than an 

instructor-centered approach (Pachler et al., 2019; Slavich & Zimbardo, 2011).  

In addition, C2 wrote: "I should be patient enough to be able to handle the different attitudes of my 

students." C2 acknowledged the value of patience in handling different attitudes of students instead of 

imposing on them universal standards. Tolerance of diverse attitudes allows students to freely interact and use 

their uniqueness to influence teaching and learning. This was affirmed by Willis (2007) as she argued that 

educators should not expect to work with consistently well-behaved, enthusiastic, and successful learners who 

are quietly seated in rows. Teachers should anticipate that learners are unique, and their uniqueness brings 

about a broader learning environment where students can learn from one another.  

Moreover, B2 expressed: "As a teacher you should be observant to the needs of your students. I will treat 

them equal regardless on their religion, sex and culture." 

Teachers should be observant and sensitive to the needs of the learners as expressed by the participant. 

Regardless of the circumstances of the learners, they have to be treated equally. B2 vowed to treat her students 

equally irrespective of their religion, sex and culture and to discern their learning needs. In a follow-up 

interview with B2, she stated that knowing the needs of the students will help her determine what to 

supplement to improve their knowledge and skills in MAPEH.  

All students expect teachers to listen, consider, and thoughtfully reply to their ideas even when others 

seem annoying or challenging. Teachers are expected to respond not only to students whom they like but also 

to other students. The importance of this so-called fairness in class was highlighted in the study of Whitley et 

al. (2000). The study found that 90% of students surveyed thought fairness was inappropriate to some degree, 

while 45% thought it was inappropriate in all circumstances. The value of fairness in producing transformed 

students was emphasized by Molinari et al. (2013) in their study, which found that perceptions of being 

treated fairly increased students' academic achievement, learning motivation, and a sense of class belonging. 

On the contrary, perceived teacher unfairness produces a negative influence on students' achievement (Chen & 

Cui, 2020), student self-concept, interest, and importance within subjects (Helm et al., 2020). It is then 

essential that teachers promote and maintain fairness for all students in the classroom. If students feel they are 

not being treated fairly, they tend to display negative behavior such as anger, isolation, hostility and resistance 

to follow instructions (Chory-Assad & Paulsel, 2004).  
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Likewise, the importance of fairness as a teacher was highlighted by Berry (2008). Students should be 

treated fairly to avoid complain from one gender or group of students. Students pick up on this quickly, so be 

careful not to be labeled unfairly. Thus, teachers need to show fairness in dealing with their students. 

Moreover, added that teachers should be good models of fairness (Lumpkin, 2008) since students tend to 

mimic and idolize them. In doing so, students would be motivated to participate and perform well in class. 

Motivating students to actively participate in learning indicates successful teaching because highly motivated 

students tend to achieve academic success (Dedi, 2018; Rahardjanto, Husamah & Fauzi, 2019).  

On account of the reflections analyzed, transformative teaching and learning require proactive 

involvement of teachers and their responsiveness for students' uniqueness and needs. For the teachers, treating 

students warmly and fairly create positive behavior and thus stimulate their involvement in the teaching-

learning process. That is to say, multitude of positive notes can be accounted by a teacher if fairness and 

equity in treatment and attention would be imposed within a class.   

 

3.3. Enhancing Communication Skills to Appeal to Learners 

Communication is indispensable in the teaching-learning process (Halimah & Sukmayadi, 2019). Aside 

from capitalizing on learners' uniqueness in broadening learning, expert content teachers should possess 

communication skills that allow them to transfer the cognitive dimensions of teaching into visible 

instructional behaviors that are clear, organized, understandable, and effective (Lane, 2008). Effective 

communication is not only about pronunciation, intonation, or articulation. It involves the teacher's classroom 

techniques and interaction that develop students' thinking and internalize the process of every lessons.  

The reflections of some participants acknowledged the importance of communication in teaching 

MAPEH. The reflections provide evidence that the participants recognized the importance of good 

communication skills in the classroom to achieve successful teaching. 

According to B4: "A good teacher is an effective communicator. However, one should show its skill for 

the student to see that he can apply his lesson through physical activities. Teachers can show more than tell. I 

need to have skills in how to play sports and skills for teaching and coaching." 

While B4 believed that demonstrating skills is more effective in teaching MAPEH, he also acknowledged 

that a good teacher is a good communicator who is characterized with the ability to clearly explain the 

concepts and skills being taught. Good communication makes learning easier, helps students achieve goals, 

increases opportunities for expanded learning, strengthens the connection between student and teachers, and 

creates an over-all positive experience (Fadli & Irwanto. 2020). Apropos to that, Slavich and Zimbardo (2012) 

characterized transformative education to be one where a good relationship exists between the teachers and 

learners. Good relationship starts with sparking good communication. If learners clearly perceive their role in 

the classroom, family and community, there is a good chance for transformation to occur (Blunt, 2007).  

B7 also expressed: "First of all, I want to develop my communication skills so that it will be easy for me 

to talk to students without any hesitation and to make sure that the exchange of ideas will be continuous. I 

observed that my students were not able to execute correct positioning of arms and feet in playing, because I 

did not clearly instruct them and had not properly demonstrated the steps."  

The participant, B7, desired to develop good communication skills to be able to relate well with the 

students. He observed in his PE class that because of unclear instruction, students were not able to 

demonstrate the expected. Consequently, this convinced him to improve his communication skills especially 

since language would always be his tool in disseminating information to his students. This could be 

considered as a positive move as this is a signal that he was a reflective novice teacher who tried to lay the 

cards on the table with the choices that he had to take in order for him to improve and to last in the teaching 

field.  

Accordingly, excellent communications skills enable the physical education teacher to explain activities to 

the students. A Physical Education teacher should be sage in the class. Guiding and coaching physical activity 

is an essential part of physical education. Therefore, the physical education teacher should also be articulate in 

the field. Communicating the rules of the physical activity in the class and the techniques utilized by the 

students to perform a physical activity are both important instructional qualities of a Physical Education 

teacher (Bähr & Wibowo, 2012; Zach, 2020). Based on the responses of the participants, they knew quite well 

the importance of good communication skills in teaching MAPEH. 
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3.4. Dealing with Parents Optimistically to Forge Strong Partnership 

Parents are important support in the teaching–learning process. They have to partner with the teachers in 

developing learners in school (Sylaj, 2020). Leach (2011), in fact, stated that parental engagement model is 

the most important step communities and schools can take to help parents leveraged their role into meaningful 

change and improvement. However, a lot of schools today struggle for increased parental involvement, 

cooperation and support (El Nokali, Bachman & Votruba‐Drzal, 2010). This poses a challenge in the flow of 

teaching and learning and may cause disruption in the momentum of class. Despite of that, teachers should be 

able to handle these situations.   

Dealing and meeting with parents is one of the greatest challenges for teachers (Fantilli, & McDougall, 

2009). Teaching is not only dealing with students but also involving in an active engagement with parents. 

Effective teaching is involving parents no matter how difficult some may seem to be (Young, 2019). The more 

parents are engaged in the education, the higher is the achievement of the learners. 

The participants' reflections with regard to their experience with parents. Most of the parents' complaints 

were about the grades of their children or their attendance. Some were not satisfied with the evaluation of the 

teachers. They expressed doubts about the computation. Some participants who shared similar experience in 

their classes are shown below: 

"…Dealing with parents the difficulties I experience is their son daughter didn't inform their parents that 

they have failed subjects, that's why other parents complaining without knowing the real reason why their 

children have failing grade. I explained about their grades." – A7 

"Sometimes parents could be really difficult to talk with. There are many complain about his/her child 

whether it's about the grade or reasoning on why the students can't attend the class. I have to explain." – C3 

"When I was discussing on my first afternoon class, one parent among my students came and ask what 

happened to the grade of his child." - A3 

Dealing with parents could be challenging like in the cases expressed by participants A7, C3 and A3. 

Parents who came to the participant had a common complaint which was regarding the grades of their 

children. They had expressed doubts about the computation of the grades. They expected higher grade for 

their children. They went to school to ask how teachers computed grades. Similarly, Mendler (2006) shared 

his encounter with teachers with varying experiences with difficult parents. Teachers gave descriptions of the 

parents such as angry, annoying, unreasonable, complaining, disagreeable, aggressive, and others. Such was 

the experience of A7. Parents went to school to complain about the grades of their children. It was easy for A7 

to respond negatively but had chosen to settle the conflict positively.   

Talking to parents could heap coals of fire. Teachers should always be above their emotions when dealing 

with parents. Teachers are encouraged to view parents' behaviors in a positive way. They are instead assertive 

not aggressive, strong-willed instead of being disagreeable, and persistent instead of annoying. Transformative 

teachers should be able to deal with parents effectively in such a way that both ends satisfied, happy and build 

a stronger relationship (Appelbaum, 2009; Mendler (2006).  

In addition, teachers may also encounter parents who will not complain about grades, but who do not feel 

attending school activities such as meetings or programs important in the academic development of their 

children. C7 wrote: "When not cooperating with the teacher about the child's performances in school, I 

encourage them to attend."  

The experience of C7 affirmed the findings in Brannon's study (2007) which revealed that parental 

involvement declines in middle school. Preservice teachers in this study also handled high school students. 

They observed that only few parents regularly attended Parents-Teachers Meeting and activities. However, C7 

exerted effort to encourage parents to attend school programs. C7 talked to the parents about the importance 

of their support to boost the performance of their children in school.  

Parents at times could be challenging like what the preservice teachers had encountered. They complained 

about grade computations. This scenario could have led to conflict if teachers were unable to handle it 

properly. Parents will always want the best for their children and are ready to fight for their personal biases. 

However, the participant talked to them nicely and explained how they had arrived at the grades of their 

children. In situations like this, teachers should build strong relationship with parents by establishing open 

communication and trust because they are vital elements necessary in transforming and developing learners. 

Communication opens the gates towards transparency and openness which will potentially encourage parents 

to get involved (Whitaker, 2015).  
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On the other hand, instead of scuffling with parents to attend school meetings, C3 chose to take it on the 

positive side by encouragement or motivation. One participant, in fact, claimed that she used texting as a 

strategy to encourage a parent to attend a meeting. She believed that texting would make parents feel 

important. Compared to written invitation, calling someone over the phone or sending a text message is more 

personal. When parents feel their importance in school, there is a high possibility for them to participate.  

 

3.5. Transformative Leaders Assert their Ideas and Influence Other Teachers and Other Stakeholders 

Optimism and positive attitude usher in vibrant learning environment. Teachers should be committed in 

creating a classroom environment which allows vitality and fervor and lessen tension among the students. The 

classroom atmosphere should be enriching with students who are exhilarated to learn.  

Supervising teachers and superiors play a crucial role in guiding the preservice teachers as they continue 

to sharpen their teaching skills (Weiss & Weiss, 2001). They have to provide an enriching environment where 

preservice teachers strengthen their prior knowledge and lead them towards construction of broader 

knowledge schema. In contrary, data from the reflection of the participant showed their encounters or issues 

with their superiors. They encountered challenges with their principals and cooperating teachers. But they 

found ways to overcome their situation. 

B3 and A6 wrote: "If my cooperating teacher is on his bad mood, I used to tell him "tay badtrip ka 

nanaman relax" (dad, you are in bad mood again, relax), and when he heard me his(he) smile and after how 

many minutes he is in good mood again.." – B3 

"I really don't have any problem with my cooperating teacher, the only problem I observe is I find hard 

time in following their (her) suggestions in my teaching. I talk to her to clarify and ask her If I can use another 

activity." – A6 

The reflections showed how the participants handled their problems with their superiors. B3 was able to 

reverse the bad mood of his cooperating teacher, while A6 succeeded in carrying out activities she planned 

which her superior initially opposed. Both participants explained their opinions to their superiors and asked 

them the liberty to use alternative teaching approach and they were permitted to do so.  

According to Hogg (2015), transformational leaders know how to take the right risks and make difficult 

decisions. They have to trust their instincts, which more often than not, result to positive outcomes. In the case 

of B3, he took a risk in cracking a joke while the cooperating teacher was in a bad mood and he was 

successful. For A6, she would have followed what her cooperating teacher wanted with reference to the 

teaching strategies and activities but she made a decision to stick on what she prepared. She sought permission 

from her superior and she got her support.   

The University of Queensland (2016) provided guidelines in supervising the preservice teachers. Among 

the salient provisions of the guidelines is to make preservice teachers feel welcome in the school and in 

respecting the concept that they bring their own knowledge bases, skills and preferred teaching styles. 

Supervisors should balance corrective feedbacks with praise in order to support the preservice teachers' 

confidence. Supervising teachers in the schools where the participants were deployed should be reminded of 

their role in further developing the teaching knowledge, skills and attitude of the preservice teachers so that 

their experience will inspire them to achieve excellence in teaching. Given the responsibility to handle 

students, these preservice teachers should be recognized as teachers in preparation, and under the supervision 

and control of experts.  

Along with that, parents and superiors are the two groups of stakeholders whose support to the teaching 

and learning process is very significant. However, they can also create pressure to the preservice teachers. 

Parents have the tendency to doubt the grades of their children. Some would not even cooperate with the 

teachers during scheduled meetings. On a positive note, these preservice teachers found transparency and 

genuine communication in settling parental challenges.  

In addition, preservice teachers from time to time refer to their superiors for scaffolding on teaching plans 

and strategies. Preservice teachers had their lesson plans checked by their cooperating teachers. The superior's 

inputs were considered. However, some preservice teachers had strategies that they believe would be more 

effective other than what their superiors tell them. Preservice teachers were assertive and were able to 

convince their superiors.  
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3.6. Transformational Teaching is a Two-way Process 

Teachers are expected to discern the thoughts and needs of the students in order to design appropriate 

lessons and enrichment activities that promote the development of the learners (Almuqayteeyb, 2021). In this 

study, the participants realized that they need to understand how students learn in order to effectively transfer 

competencies to them. Similarly, Cutler (2016) showed the importance of knowing the students well in order 

to provide them a fulfilling learning exposure.   

The participants realized that the key to successful teaching is to understand how one learns and use 

strategies that will aid in reaching their potential. It is the kind of teaching that puts students at the heart of the 

educative process.  

One reflected: "I should have the thorough knowledge and understanding on my specialty area which is 

MAPEH. I should also know how my students will learn. I should reach out to them." – A2  

The reflection showed how the participants take into account their understanding of the students in order 

to help them grow. Reaching out to students is going beyond classroom teaching. It entails knowing them 

deeper in order to help them grow. The Educational Research (1990) asserted that students tend to gravitate 

towards learning activities that are compatible with learning styles. It is the responsibility of the teachers to 

know how their students learn well and arrange activities that cater to their preferences.  

 

3.7. Transformational Teaching Shuns Partiality  

Teachers get to know the learners in five common ways: get to know them as language learners, get to 

know them as literacy learners, get to know them as content learners, get to know them as cultural learners, 

and get to know them as digital learners (Corpuz et al., 2006).  

Even so, C2 wrote: "As a teacher, you must know your students' skills, interests, strengths and 

weaknesses. Treat students as individuals whose identities are complex and unique. Teachers must not play 

favoritism. They have to be just and fair to all. They must vary your teaching methods to take advantage of 

different learning styles. For example, you can use visual or dramatic presentations or value personal 

knowledge and experience when students share it." 

Knowing the students' strengths and weaknesses shows the competence of teachers of their role likened to 

that of a "doctor" who is expected to diagnose patients' illness. Patients rely on the expert opinion of the 

doctor and adhere to management prescriptions for successful treatment. Such is the role of a transformational 

teacher. He/She has to be competent in assessing students' strengths and weaknesses and push them to move 

further. Teachers should provide intervention measures to help students overcome their weakness and develop 

areas where they are good at. This transformational teacher serves as a bridge for a learner to walk on in 

achieving his aspirations and dreams. Also, this teacher should ignite that drive within the heart of every 

student and make sure that he/she instills the most accurate and proper knowledge and values since he/she 

serves as the loco parentis of the learners. Teachers should not play favoritism. They need to be impartial and 

make each student feel valued.  

Using the political lens in analyzing the reflection logs of the preservice teachers, some showed how they 

were able to conquer conflicts in the actual learning environment. They were able to put into the equation 

dominant or passive students and parents so that everyone is heard and feels an important part of the teaching-

learning process. 

 

4. Conclusions, Limitations and Recommendations 
Preservice teachers found their exposure to the actual field as an avenue for transformative teaching and 

learning. They appreciated the knowledge and skills which they acquired from their instructors prior to their 

field experience. Eliciting and building on prior knowledge is a central tenet of a learning theory associated 

with teaching for understanding. The more experiences the preservice teachers have, the more opportunities 

they have to store academic background knowledge in preparation for actual work.  

Preservice teachers realized that they have to put all students above the educative process. Learners' 

uniqueness is a foremost consideration in building pedagogy. They have to be conscious of the vital role of 

good communication to forge good relationship between and among teachers and students. Good relationship 

among all the elements in the learning environment without partiality will foster warmth and openness which 

will pave the way towards transformative teaching and learning. 
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The reflections of the preservice teachers uncovered their experiences with some parents who complained 

about the grades of their children and some who had not cooperated in school activities. Because the 

preservice teachers were aware of the vital role of parents in the academic development of the students, they 

managed to respond to them in a positive way.  

Moreover, preservice teachers considered the inputs of their superiors but they were also slowed to 

implement what they believe are appropriate strategies given a scenario in the classroom.  

Preservice teachers realized that they could re-arrange teaching plans based on the insights shared by their 

students or their behavior. Transformative teaching and learning fosters openness to opinions of all elements 

of the educative process and put premium to views in constructing learning experiences.  

Preservice teaching, indeed, is a promising avenue for transformative learning through reflective thinking 

and meaningful observation of the behavior of students, their learning preferences and connection to their 

personal lives. It is the peak of the student teachers' exposure before they soon join the pool of professional 

teachers. They have the opportunity to influence students to make sense of themselves and realize their role 

and significance in improving the community where they belong.  

The researcher acknowledged some limitations of the study. Firstly, the researcher failed to observe all the 

participants in their classrooms to record his own observations. His observations were only confined to three 

participants whom he handled in the preservice teaching. Secondly, no information was generated from the 

cooperating teachers; parents and students were not also interviewed. Thirdly, the researcher mainly based his 

analyses on the data from the reflection logs of the preservice teachers. These limitations should be addressed 

in a similar study in the future to come up with a more credible and conclusive generalizations. 

The classroom experience of preservice teachers should be meaningful, and they should be fully equipped 

with personal and professional qualities which are necessary propellers toward transformative learning. 

Accordingly, preservice teachers should be keen observers and reflective of their daily encounters with the 

students. They have to be cognizant about what makes teaching and learning more rewarding, what leads daily 

classroom experience towards inclusion of differing leanings and preferences, and what makes learning 

effective in drawing together forces towards developing inclinations of learners in Music, Arts, Physical 

Education and Health.   

Facilitating transformative learning requires instructors to construct learning experiences; through which, 

the preservice teachers can explore epistemic change as a result of reflection and contemplation. Reflection 

papers in the activities of students specializing in teaching should frequently be a part of assessment to 

develop their sense of criticism of the events happening in their environment. These papers should include 

propositions from students on their generated measures to solve conflicts or problematic issues to strengthen 

theory problem-solving abilities.  

The researcher was not able to cover some aspects, which could be considered as pertinent in this study, 

like the non-inclusion of other school stakeholders such as parents, teachers and cooperating teachers in the 

data gathering. The researcher also observed only three participants in the actual classroom in making his own 

judgement of the performance of the preservice teachers. In view of these limitations, future studies may be 

conducted to enable more comprehensive gathering of data from all the stakeholders so that the reflections of 

the preservice teachers may be validated. This will enable deeper understanding and appreciation of the ability 

of the preservice teachers for transformational teaching. The deeper is the understanding of the teachers' 

ability for transformative teaching, the better curriculum will be designed for preservice teaching that will 

allow preservice teachers to be more reflexive of the events in their learning environment.  

In addition, researchers may also conduct future studies that will look into the impact of teachers' ability 

to use their reflections in designing teaching plan to learners' outcomes. After all, the noble goal of teaching is 

to transfer knowledge and skills to the learners to empower them to transcend beyond classroom learning. 

 

References 
Almuqayteeyb, T. A. (2021). Preservice teachers’ perceptions of using case study as a teaching method in educational technology 

course in Saudi Arabia. International Journal of Instruction, 14(4), 679–694. https://doi.org/10.29333/iji.2021.14439a 

Appelbaum, M. (2009). How to handle hard-to-handle parents. California: Corwin Press. 

Aquino, J. B., & Nool, N. R. (2019). Exploring the potentials of Edmodo with journal writing in learning mathematics. Asia Life 

Sciences, 28(1), 185–200. 

Bähr, I., & Wibowo, J. (2012). Teacher action in the cooperative learning model in the physical education classroom. In B. Dyson & 

A. Casey (Eds.), Cooperative learning in physical education: A research-based approach (pp. 27–41). London, UK: 

Routledge. 

https://creativecommons.org/licenses/by/4.0/
https://doi.org/10.29333/iji.2021.14439a


 

 

 
 
International Journal of Educational Studies 

Vol. 8, No. 3, pp. 78-92 

2025 

DOI: 10.53935/2641533x.v8i3.382 

 

Copyright:  
© 2025 by the author. This article is an open access 

article distributed under the terms and conditions of the 

Creative Commons Attribution (CC BY) license 
(https://creativecommons.org/licenses/by/4.0/). 

          | 90 

 

Berry, R. A. W. (2008). Novice teachers' conceptions of fairness in inclusion classrooms. Teaching and Teacher Education, 24(5), 

1149–1159. https://doi.org/10.1016/j.tate.2007.02.012 

Blunt, K. (2007). Social work education: Achieving transformative learning through a cultural competence model for transformative 

education. Journal of Teaching in Social Work, 27(3–4), 93–114. https://doi.org/10.1300/J067v27n03_07 

Bolton, R. (2005). Habermas's theory of communicative action and the theory of social capital. Association of American Geographers, 

Denver, Colorado, United States. 

Brannon, D. (2007). Addressing the decline of parent involvement in middle school. Principal, 87(2), 62–63. 

https://www.naesp.org/resources/2/Principal/2007/N-Dp62.pdf 

Butin, D. W. (2006). The limits of service-learning in higher education. The Review of Higher Education, 29(4), 473–498. 

Carrington, S. B., & Selva, G. (2010). Critical social theory and transformative learning: Evidence in preservice teachers' service-

learning reflection logs. Higher Education Research and Development, 29(1), 45–57. 

https://doi.org/10.1080/07294360903421384 

Chen, F., & Cui, Y. (2020). Investigating the relation of perceived teacher unfairness to science achievement by hierarchical linear 

modeling in 52 countries and economies. Educational Psychology, 40(3), 273–295. 

https://doi.org/10.1080/01443410.2019.1652248 

Chory-Assad, R. M., & Paulsel, M. L. (2004). Classroom justice: Student aggression and resistance as reactions to perceived 

unfairness. Communication Education, 53(3), 253–273. https://doi.org/10.1080/0363452042000265189 

Corpuz, B. B., Salandanan, G. G., & Rigor, D. V. (2006). Principles of teaching. Quezon City, Philippines: Lorimar Publishing Co. 

Inc. 

Corradetti, C. (2015). The Frankfurt School and critical theory. In J. Fieser & B. Dowden (Eds.), Internet Encyclopedia of Philosophy. 

http://www.iep.utm.edu/frankfur/#SH2c 

Cruickshank, V., Hyndman, B., Patterson, K., & Kebble, P. (2021). Encounters in a marginalised subject: The experiential challenges 

faced by Tasmanian Health and Physical Education teachers. Australian Journal of Education, 65(1), 24–40. 

https://doi.org/10.1177/0004944120934964 

Cutler, D. (2016). How to become and remain a transformational teacher. George Lucas Educational Foundation: Edutopia. 

https://www.edutopia.org/blog/become-and-remain-transformational-teacher-david-cutler 

De Leon, A., & Ross, E. W. (2010). Critical theories, radical pedagogies, and social education: New perspectives for social studies 

education. Leiden, Netherlands: Sense Publishers. 

Dedi, F. S. (2018). Examining academic writing motivation of prospective Indonesian language teachers using exploratory factor 

analysis. International Journal of Instruction, 11(2), 15–24. https://doi.org/10.12973/iji.2018.1122a 

El Nokali, N. E., Bachman, H. J., & Votruba-Drzal, E. (2010). Parent involvement and children's academic and social development in 

elementary school. Child Development, 81(3), 988–1005. https://doi.org/10.1111/j.1467-8624.2010.01447.x 

Facun, R. D., & Nool, N. R. (2012). Assessing the number sense of grade 6 pupils. International Conference on Education and 

Management Innovation, Singapore, 297–301. http://www.ipedr.com/vol30/58-ICEMI 

Fadli, A., & Irwanto. (2020). The effect of local wisdom-based ELSII learning model on the problem solving and communication 

skills of preservice Islamic teachers. International Journal of Instruction, 13(1), 731–746. 

https://doi.org/10.29333/iji.2020.13147a 

Fantilli, R. D., & McDougall, D. E. (2009). A study of novice teachers: Challenges and supports in the first years. Teaching and 

Teacher Education, 25(6), 814–825. https://doi.org/10.1016/j.tate.2009.02.021 

Freeman, J., Simonsen, B., Briere, D. E., & MacSuga-Gage, A. S. (2014). Preservice teacher training in classroom management: A 

review of state accreditation policy and teacher preparation programs. Teacher Education and Special Education, 37(2), 

106–120. https://doi.org/10.1177/0888406413507002 

Greenberger, S. W. (2020). Creating a guide for reflective practice: Applying Dewey's reflective thinking to document faculty 

scholarly engagement. Reflective Practice, 21(4), 458–472. https://doi.org/10.1080/14623943.2020.1773422 

Guba, E. G., & Lincoln, Y. S. (1994). Competing paradigms in qualitative research. In N. K. Denzin & Y. S. Lincoln (Eds.), 

Handbook of qualitative research (pp. 105–117). Sage Publications, Inc. 

Guilherme, M. (2006). Is there a role for critical pedagogy in language/culture studies? An interview with Henry A. Giroux. Language 

and Intercultural Communication, 6(2), 163–175. https://doi.org/10.2167/laic235.0 

Halimah, L., & Sukmayadi, V. (2019). The role of "Jigsaw" method in enhancing Indonesian prospective teachers' pedagogical 

knowledge and communication skill. International Journal of Instruction, 12(2), 289–304. 

https://doi.org/10.29333/iji.2019.12219a 

Harvey, L. (1990). Critical social research. London: Unwin Hyman. 

Helm, F., Arens, A. K., & Möller, J. (2020). Perceived teacher unfairness and student motivation in math and German: An application 

of the generalized internal/external frame of reference model. Learning and Individual Differences, 81, 101891. 

https://doi.org/10.1016/j.lindif.2020.101891 

Hogg, B. (2015). Ten characteristics of transformational leaders. Bill Hogg & Associates. https://www.billhogg.ca/wp-

content/uploads/2012/02/Article-10CharacteristicsOfTransformationalLeaders.pdf 

Hu, C., & Fyfe, V. (2010). Impact of a new curriculum on preservice teachers' technical, pedagogical, and content knowledge 

(TPACK). In C. H. Steel, M. J. Keppell, P. Gerbic, & S. Housego (Eds.), Curriculum, technology and transformation for an 

unknown future: Proceedings ASCILITE Sydney (pp. 185–189). Sydney, Australia. 

Hudson, M. (1999). Education for change: Henry Giroux and transformative critical pedagogy. Against The Current, 83. 

http://www.solidarity-us.org/node/1734 

Jefferson, M., & Anderson, M. (2017). Transforming schools: Creativity, critical reflection, communication, collaboration. 

Bloomsbury Publishing. 

https://creativecommons.org/licenses/by/4.0/
https://doi.org/10.1016/j.tate.2007.02.012
https://doi.org/10.1300/J067v27n03_07
https://www.naesp.org/resources/2/Principal/2007/N-Dp62.pdf
https://doi.org/10.1080/07294360903421384
https://doi.org/10.1080/01443410.2019.1652248
https://doi.org/10.1080/0363452042000265189
http://www.iep.utm.edu/frankfur/#SH2c
https://doi.org/10.1177/0004944120934964
https://www.edutopia.org/blog/become-and-remain-transformational-teacher-david-cutler
https://doi.org/10.12973/iji.2018.1122a
https://doi.org/10.1111/j.1467-8624.2010.01447.x
https://doi.org/10.29333/iji.2020.13147a
https://doi.org/10.1016/j.tate.2009.02.021
https://doi.org/10.1177/0888406413507002
https://doi.org/10.1080/14623943.2020.1773422
https://doi.org/10.2167/laic235.0
https://doi.org/10.29333/iji.2019.12219a
https://doi.org/10.1016/j.lindif.2020.101891
https://www.billhogg.ca/wp-content/uploads/2012/02/Article-10CharacteristicsOfTransformationalLeaders.pdf
https://www.billhogg.ca/wp-content/uploads/2012/02/Article-10CharacteristicsOfTransformationalLeaders.pdf
http://www.solidarity-us.org/node/1734


 

 

 
 
International Journal of Educational Studies 

Vol. 8, No. 3, pp. 78-92 

2025 

DOI: 10.53935/2641533x.v8i3.382 

 

Copyright:  
© 2025 by the author. This article is an open access 

article distributed under the terms and conditions of the 

Creative Commons Attribution (CC BY) license 
(https://creativecommons.org/licenses/by/4.0/). 

          | 91 

 

Jessop, S. (2012). Critical theory and education. Philosophy of Education Society of Great Britain Annual Conference, New College, 

Oxford, University of Strathclyde. 

Kitchenham, A. (2008). The evolution of John Mezirow's transformative learning theory. Journal of Transformative Education, 6(2), 

104–123. https://doi.org/10.1177/1541344608322678 

Lane, C. (2008). The distance learning technology resource guide. http://www.tecweb.org/styles/gardner.html 

Leach, E. G. (2011). Characteristics of effective parent involvement models for early literacy learning (Master's thesis, Northern 

Michigan University). https://www.nmu.edu/sites/DrupalEducation/files/UserFiles/Files/Pre-

Drupal/SiteSections/Students/GradPapers/Projects/Grenke-Leach_Elizabeth_MP.pdf 

Lee, H. J. (2005). Understanding and assessing preservice teacher reflective thinking. Teaching and Teacher Education, 21(6), 699–

751. https://doi.org/10.1016/j.tate.2005.05.007 

Leonardo, Z. (2004). Critical social theory and transformative knowledge: The functions of criticism in quality education. Educational 

Researcher, 33(6), 11–18. https://doi.org/10.3102/0013189X033006011 

Lumpkin, A. (2008). Teachers as role models teaching character and moral virtues. Journal of Physical Education, Recreation & 

Dance, 79(2), 45–50. https://doi.org/10.1080/07303084.2008.10598134 

Marz, V., & Kelchtermans, G. (2020). The networking teacher in action: A qualitative analysis of early career teachers' induction 

process. Teaching and Teacher Education, 87, 102933. https://doi.org/10.1016/j.tate.2019.102933 

Melnick, S. A., & Meister, D. G. (2008). A comparison of beginning and experienced teachers' concerns. Educational Research 

Quarterly, 31(3), 39–56. 

Mendler, A. N. (2006). Handling difficult parents: Successful strategies for educators. Discipline Associates. 

Meredith, K. S., & Steele, J. L. (2011). Classrooms of wonder and wisdom: Reading, writing, and critical thinking for the 21st 

century. Corwin Press. 

Mergler, A. G., & Spooner-Lane, R. (2012). What preservice teachers need to know to be effective at values-based education. 

Australian Journal of Teacher Education, 37(8), 66–81. https://doi.org/10.14221/ajte.2012v37n8.5 

Meyer, J. H. F., Land, R., & Baillie, C. (Eds.). (2010). Threshold concepts and transformational learning. Sense Publishers. 

Mezirow, J. (1981). A critical theory of adult learning and education. Adult Education, 32(1), 3–24. 

https://doi.org/10.1177/074171368103200101 

Milner, H. R. (2013). Analyzing poverty, learning, and teaching through a critical race theory lens. Review of Research in Education, 

37(1), 1–53. https://doi.org/10.3102/0091732X12459720 

Molinari, L., Speltini, G., & Passini, S. (2013). Do perceptions of being treated fairly increase students' outcomes? Teacher–student 

interactions and classroom justice in Italian adolescents. Educational Research and Evaluation, 19(1), 58–76. 

https://doi.org/10.1080/13803611.2012.748254 

Pachler, D., Kuonath, A., & Frey, D. (2019). How transformational lecturers promote students' engagement, creativity, and task 

performance: The mediating role of trust in lecturer and self-efficacy. Learning and Individual Differences, 69, 162–172. 

https://doi.org/10.1016/j.lindif.2018.12.004 

Patton, M. Q. (1990). Qualitative evaluation and research methods. Sage Publications. 

Pellegrino, J. W., & Hilton, M. L. (2012). Education for life and work: Developing transferable knowledge and skills in the 21st 

century. National Academies Press. https://doi.org/10.17226/13398 

Poyraz, C., & Usta, S. (2013). Investigation of preservice teachers' reflective thinking tendencies in terms of various variances. 

International Journal on New Trends in Education and their Implications, 4(2), 126–136. 

Rahardjanto, A., Husamah, & Fauzi, A. (2019). Hybrid-PjBL: Learning outcomes, creative thinking skills, and learning motivation of 

preservice teacher. International Journal of Instruction, 12(2), 179–192. https://doi.org/10.29333/iji.2019.12212a 

Ryan, G. W., & Bernard, H. R. (2003). Techniques to identify themes. Field Methods, 15(1), 85–109. 

https://doi.org/10.1177/1525822X02239569 

Samuels, A. J. (2018). Exploring culturally responsive pedagogy: Teachers' perspectives on fostering equitable and inclusive 

classrooms. SRATE Journal, 27(1), 22–30. 

SEAMEO-INNOTECH. (2012). K to 12 Toolkit: Reference guide for teacher educators, school administrators, and teachers. 

Southeast Asian Ministers of Education Organization Regional Center for Educational Innovation and Technology. 

https://www.seameo-innotech.org/wp-content/uploads/2020/05/k-12-toolkit.pdf 

Slavich, G. M., & Zimbardo, P. G. (2012). Transformational teaching: Theoretical underpinnings, basic principles, and core methods. 

Educational Psychology Review, 24(4), 569–608. https://doi.org/10.1007/s10648-012-9199-6 

Stemler, S. (2001). An overview of content analysis. Practical Assessment, Research and Evaluation, 7(1), 1–17. 

https://doi.org/10.7275/z6fm-2e34 

Sylaj, V. (2020). The impact of exchanged information between school and parents at the level of parent involvement in school. 

International Journal of Instruction, 13(4), 29–46. https://doi.org/10.29333/iji.2021.1413a 

Tangen, D., Mercer, K. L., Spooner-Lane, R., & Hepple, E. P. (2011). Exploring intercultural competence: A service-learning 

approach. Australian Journal of Teacher Education, 36(11), 62–72. https://doi.org/10.14221/ajte.2011v36n11.2 

The University of Queensland. (2016). Role of supervising teacher. Bachelor of Education Professional Experience Placement 3. 

University of Sydney. 

Thomas, J., Nelson, J., & Silverman, S. (2010). Explore four methods for collecting qualitative research. In Research Methods in 

Physical Activity (6th ed.). http://www.humankinetics.com/excerpts/excerpts/explore-four-methods-for-collecting-

qualitative-research 

Weiss, E. M., & Weiss, S. (2001). Doing reflective supervision with student teachers in a professional development school culture. 

Reflective Practice, 2(2), 125–154. https://doi.org/10.1080/14623940120071343 

Whitaker, T. (2015). Dealing with difficult parents. Routledge. 

https://creativecommons.org/licenses/by/4.0/
https://doi.org/10.1177/1541344608322678
http://www.tecweb.org/styles/gardner.html
https://www.nmu.edu/sites/DrupalEducation/files/UserFiles/Files/Pre-Drupal/SiteSections/Students/GradPapers/Projects/Grenke-Leach_Elizabeth_MP.pdf
https://www.nmu.edu/sites/DrupalEducation/files/UserFiles/Files/Pre-Drupal/SiteSections/Students/GradPapers/Projects/Grenke-Leach_Elizabeth_MP.pdf
https://doi.org/10.1016/j.tate.2005.05.007
https://doi.org/10.3102/0013189X033006011
https://doi.org/10.1080/07303084.2008.10598134
https://doi.org/10.1016/j.tate.2019.102933
https://doi.org/10.14221/ajte.2012v37n8.5
https://doi.org/10.1177/074171368103200101
https://doi.org/10.3102/0091732X12459720
https://doi.org/10.1080/13803611.2012.748254
https://doi.org/10.1016/j.lindif.2018.12.004
https://doi.org/10.17226/13398
https://doi.org/10.29333/iji.2019.12212a
https://doi.org/10.1177/1525822X02239569
https://www.seameo-innotech.org/wp-content/uploads/2020/05/k-12-toolkit.pdf
https://doi.org/10.1007/s10648-012-9199-6
https://doi.org/10.7275/z6fm-2e34
https://doi.org/10.29333/iji.2021.1413a
https://doi.org/10.14221/ajte.2011v36n11.2
http://www.humankinetics.com/excerpts/excerpts/explore-four-methods-for-collecting-qualitative-research
http://www.humankinetics.com/excerpts/excerpts/explore-four-methods-for-collecting-qualitative-research
https://doi.org/10.1080/14623940120071343


 

 

 
 
International Journal of Educational Studies 

Vol. 8, No. 3, pp. 78-92 

2025 

DOI: 10.53935/2641533x.v8i3.382 

 

Copyright:  
© 2025 by the author. This article is an open access 

article distributed under the terms and conditions of the 

Creative Commons Attribution (CC BY) license 
(https://creativecommons.org/licenses/by/4.0/). 

          | 92 

 

Whitley, B. E., Perkins, D. V., Balogh, D. W., Keith-Speigel, P., & Wittig, A. F. (2000). Fairness in the classroom. APS Observer, 

13(6), 24–27. http://www.psychologicalscience.org/teaching/tips/tips_0700.html 

Willis, J. (2007). Brain-friendly strategies for the inclusion classroom: Insights from a neurologist and classroom teacher. Association 

for Supervision and Curriculum Development. 

Yasin, R., Rahman, S., & Ahmad, A. R. (2012). Framework for reflective learning using portfolios in preservice teacher training. 

Procedia-Social and Behavioral Sciences, 46, 3837–3841. https://doi.org/10.1016/j.sbspro.2012.06.156 

Young, H. (2019). The right response!: Discovering necessary skills for teachers and parents to collaborate positively to benefit a 

child's education. In G. Geng, P. Smith, P. Black, Y. Budd, & L. Disney (Eds.), Reflective practice in teaching (pp. 171–

176). Springer. https://doi.org/10.1007/978-981-13-9475-1_25 

Zach, S. (2020). Co-teaching–an approach for enhancing teaching-learning collaboration in physical education teacher education. 

Journal of Physical Education and Sport, 20(3), 1402–1407. 

Zeichner, K. (2010). Rethinking the connections between campus courses and field experiences in college- and university-based 

teacher education. Journal of Teacher Education, 61(1), 89–99. https://doi.org/10.1177/0022487109347316  

 

 

 

 

 

 

 

https://creativecommons.org/licenses/by/4.0/
http://www.psychologicalscience.org/teaching/tips/tips_0700.html
https://doi.org/10.1016/j.sbspro.2012.06.156
https://doi.org/10.1007/978-981-13-9475-1_25
https://doi.org/10.1177/0022487109347316

