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Abstract
National curricula in Pakistan emphasise the need to promote active, inquiry-based
citizenship education; however, classrooms are still spaces of memorisation, teacher-
centred, and rote-bound teaching. Prospective teachers hold a role in any change
process of this kind of practice; however, there is limited documentation on Pakistan’s
elementary level about prospective teachers’ conceptions of the inquiry-based learning
(IBL) approach for citizenship education. More specifically, this study investigated the
prospective teachers’ conceptions of IBL and citizenship education, their conceptions
of citizenship competencies IBL entailed, and the strategies and challenges they
foresaw in the implementation process. Semi-structured interviews were used for data
generation, which were analysed using Reflexive Thematic Analysis (Reflexive TA).
Four themes emerged: conceptual (mis)alignment without institutional support; IBL
as preparation for citizenship skills; IBL classroom as a democratic rehearsal space; and
structural barriers as systemic limitations. Findings indicate that conceptions of IBL
and citizenship education are significant and theoretically coherent, and are a product
of their individual construction and lack an explicit structure. We argue that bridging
the divide between policy and the classroom is not about producing more informed
teachers, but rather that the overall teacher preparation system, resource provision,
and institutional support need to be reconfigured.
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Introduction
Citizenship education plays a fundamental role in educating young people to become citizens.
In different countries, researchers have suggested that citizenship education should foster
active, critical, and participatory citizenship (Banks, 2008). Compared with traditional, formal
programming, this requirement at the elementary level becomes more important as it shapes
the “democratic imagination” of future generations (Westheimer & Kahne, 2004). IBL has
been an ongoing subject of scholarly and policy interest worldwide as a pedagogy that can help
realise this vision. IBL can be viewed as a method that engages students as active knowledge-
builders by encouraging them to question, investigate, and make meaning together, as
compared to instruction, where students are expected to be “filled” with knowledge (Barron &
Darling-Hammond, 2010). Evaluation of IBL’s pedagogical aims and the civic functions of
citizenship education suggests that the two are theoretically aligned, as both highlight the
importance of student voice, student discussion, and real-world issues.

This is a matter of great importance in Pakistan. The National Curriculum and the
National Education Policy (GoP, 2009) both point to the importance of citizen formation in a
democratic and active, student-centred manner. Millions of young learners in the formative
stage of civic development in Pakistan’s elementary schools are still treated with a traditional
teacher-centred, exam-centred approach to learning (Windschitl, 2002). The disconnect or
divide between the policy and classroom realities is well reported in the Pakistan education
literature. In the context of Pakistan, citizenship education has always been combined with
students’ moral and religious education, resulting in a passive citizenship grounded in
compliance and subservience to authority (Banks, 2008) instead of critical citizenship. This
situation is exacerbated by aspects of school structure, such as overcrowded classes, poorly
resourced schools, and examination-based curricula, which further limit the scope for an
approach that focuses on enquiry.

The focus in IBL research and scholarship so far has been mainly on science and
mathematics education (Crawford, 2014), and there has been limited research on IBL in the
field of citizenship education. Research on citizenship education in Pakistan has mostly been
oriented toward analysing citizenship education in the curricula and reforming it, while the
voice of the prospective teachers remains underexplored (Muhammad & Brett, 2020; Rauf &
Muhammad, 2026). The influence of teachers’ beliefs and conceptions on classroom practice is
well established - teachers do not teach what the curriculum prescribes, but what they know
(or think they know) and how they value (Pajares, 1992). Given that prospective teachers enter
classrooms with a notion of “IBL as theory,” they are more likely to turn policy intent into “civic
education in practice” through a theoretically coherent conception of IBL. However, when
conceptions remain underdeveloped or are not taken up by institutions, there is greater policy-
practice disconnect. Studies regarding pre-service teachers’ conceptions of IBL in the context
of citizenship education, in particular in the Pakistani elementary context, remain a gap in the
literature.

This paper is an attempt to fill this gap. It is based on a qualitative study with Reflexive
TA, which explored the views of pre-service teachers from a teacher education programme in
Pakistan about IBL as a pedagogy for teaching citizenship. The study started with three
research questions: (1) How do prospective teachers perceive IBL and citizenship education? (2)
Which citizenship skills do prospective teachers see as being related to IBL? (3) What potential
strategies, benefits, and barriers are identified by prospective teachers when it comes to
citizenship education through IBL?
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The paper first conducts a thematic literature review, followed by a detailed methodology, the
construction of four themes, a discussion contextualising the existing literature, and finally a
conclusion with implications for policy, practice, and further research.
Literature Review
Citizenship Education and Democratic Pedagogy
Citizenship education has been taught from various angles, ranging from the transmission of
civic knowledge to the participatory models of democracy to the models of critical thinking on
the theme of justice (Westheimer & Kahne, 2004). According toWestheimer and Kahne’s basic
typology, there are three conceptions of the ‘good citizen’ - the ‘personally responsible citizen’,
the ‘participatory citizen’ and the ‘justice-oriented citizen.’ This typology is useful to expose
the political options that inform seemingly neutral civic curricula, as they have fundamentally
different curricular and pedagogical orientations. Substantial changes are needed in how the
concept of citizenship education has been defined and taught in the South Asian context,
where the focus has historically been on personal responsibility, national identity, and moral
behaviour, which do not necessarily include participatory or critical civic capacities (Banks,
2008). Banks argues that educating citizens in plural societies means instilling in them the
ability to question social norms and to fight for democratic participation, rather than just
internalising national norms. The conceptual landscape is complex in Pakistan, where
citizenship education has been defined by nationalism from the era of independence, Islamic
civic ethics, and various policy changes over the last few years (Muhammad & Brett, 2015a,
2015b, 2019).

Epistemologically, IBL as a civic pedagogy is grounded in the constructivist tradition
(Vygotsky, 1978). Vygotsky’s notion of the zone of proximal development is of particular
interest, where learning takes place as the learner can function beyond their personal
independent capabilities due to interactions and scaffolding from others. On the citizenship
education front, this principle suggests that civic understanding should be deepened, not by
lecturing, but by having students engage in some way with civic questions, engage in dialogue
with their fellow citizens, and engage with facilitators (Windschitl, 2002). The classroom is a
community of knowledge in constructivist pedagogy, where it connects directly to the dialogic,
participative, and democratic citizenship values (Barron & Darling-Hammond, 2010).
IBL in Citizenship and Social Studies Education
IBL is an approach to learning and instruction in which students build their understanding
based on investigation, questioning, reflection, and reasoning from evidence (Hmelo-Silver et
al., 2007). Because of its potential to promote civic thinking, empathy, and deliberative ability,
it is used in citizenship and social studies learning. In the new field of history and social
studies education, Barton and Levstik (2004) contend that the development of students’
ability to make moral or civic judgements should take place by means of disciplinary inquiry
rather than as the delivery of approved narratives. Parker (2010) makes this argument in
particular to democratic education, arguing that classroom deliberation is a practice space for
civic life; a platform for students to exercise reasoning and communicative abilities required
for democracy.

Research to date validate the importance of IBL in civic learning. Studies show that
inquiry pedagogies result in stronger conceptual understandings, increased student
involvement, and sustained intellectual inquiry than is the case in pedagogies based on the
lecture setting (Barron & Darling-Hammond, 2010). These gains have a civic dimension:
students engaged in continuous, sustained investigation with questions of a social and civic
nature acquire knowledge, political efficacy, and positive civic dispositions. However, most of
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this literature has focused on secondary or higher education settings and was mainly produced
in North American and European settings. However, the context that influences the impact of
IBL, such as teacher preparation, institutional support, and curricula alignment, varies
significantly from one country to another; therefore, it cannot be directly transferred to
Pakistan’s elementary context.
Teacher Beliefs and Pre-Service Preparation
Teachers’ beliefs are closely linked to their own classroom practices (Pajares, 1992). Teachers
interpret, select, and respond to curriculum prescriptions based on their own experiences,
conceptualisations, understanding, and values. As part of his work with pre-service and in-
service school mathematics teachers, Crawford (2007) found that pre-service teachers with a
narrow conception of IBL view the activity as loosely structured and not a systematic process
in which teachers engage in epistemic work, resulting in shallow and inconsistent
implementation of the method in practice pedagogical content knowledge (Shulman, 1987)
can help further analyse these observed instances; to be effective, a teacher should not only
know their subject matter but also possess an understanding that is integrated with how they
would make the content accessible, meaningful, and engaging for specific learners in specific
contexts. For citizenship education, that means that educators need to be familiar with what
citizenship means, but also with how one can craft an inquiry-based civic education
experience for elementary students.

Pre-service teacher preparation is an important venue where conceptions and
competencies for IBL-based citizenship education can develop. An international problem is
the mismatch between the knowledge that teachers acquire during the university course and
the knowledge that they have the opportunity to show in their field placements (Zeichner,
2010). In teacher education programmes where less explicit attention is given to citizenship,
future teachers’ constructs of citizenship education result from their own educational
experiences and observations of the classroom. The resulting conceptions are sometimes
flexible and highly unstable, and not supported by institutions, which makes them vulnerable
to erosion under classroom pressures.
Structural Barriers to IBL Implementation in Pakistan
Structural factors in teaching are a major obstacle to the implementation of IBL in Pakistan’s
primary schools. The availability of inquiry-based pedagogy is limited by large class sizes,
physical space, lack of curricular resources, exam-based accountability structures, and lack of
teaching professional development structures (Windschitl, 2002). Both the National
Education Policy and National Curriculum advocate active learning, but integration is not
planned; there is no resource allocation or professional development investment to support
systematic implementation. For new prospective teachers, these are far from theoretical; they
are rather encountered first-hand during their practicum teaching experiences and are
expected in the classroom. It is, therefore, important that prospective teachers’ views on and
interpretations of these barriers are understood in order to develop pre-service courses which
prepare prospective teachers for the contexts in which they will teach.
Methodology
Research Design
The methodological framework in this study was qualitative research based on the
methodological approach of Reflexive TA developed by Braun and Clarke (2022). Reflexive TA
can be used for research that explores issues relating to meaning, experience, and conception,
and can provide theoretical flexibility to support a constructionist inquiry focused on how
participants make sense of their social and professional worlds. The theoretical flexibility of
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Reflexive TA corresponds with the purpose of the study, which examines conceptions rather
than the measurement of outcomes, and has a focus on the researchers’ analytical involvement
as a generative resource, which positions depth of analysis at the centre of the methodology.
This study does not aim to present a final or definitive study of prospective teachers’
conceptions; rather, it attempts to create a theoretically informed, researcher-produced
analysis of the patterns of meaning in the dataset.
Philosophical Paradigm
The study conducted was in line with the relativist ontological position, which suggests that
both IBL and citizenship education are constructed socially and contextually, instead of being
a representation of reality as such. Epistemologically, it is a constructionist approach, which
considers knowledge co-constructed during the interaction between the researcher and the
participant, which develops within cultural, institutional, and biographical contexts. Language
does not necessarily serve as a lens through which inner thoughts or feelings are revealed, but
rather as a practice that serves to produce and express professionals’ pedagogical dispositions
and identities. The study is experiential; that is, it is an exploration of what participants say,
and it takes the subjective nature of their statements into account.
Analytic Approach
An inductive analytic approach was used as themes emerged from the data, rather than
applying a coding framework. The analysis focused on two levels of meaning: semantic
meaning and latent meaning in addition to what participants told us, what did ‘participants’
tell us (in terms of their professional knowledge, democratic imagination, and institutional
positioning)? This bi-directional orientation allowed us to identify and bring to the surface
conceptual gaps and insights not explicitly expressed by the participants but nevertheless
tending to remain implicit in their conceptions.
Participants and Sampling
The selection of participants was done by purposive sampling, which involved individuals who
could provide information relevant to the research questions (Patton, 2015). To participate,
students had to be in the last year of a BS Education degree programme and had completed at
least one teaching practicum in an elementary school with some subject-matter experience in
citizenship or social studies-related fields. The study included ten final-year BS Education
students of a public university in Sialkot, Pakistan. Saturation was not used to determine
sample size, but rather the study was based on information power, that is, when the accounts
of the participants provided the requisite conceptual depth and diversity for the creation of
analytically robust themes (Malterud et al., 2016). All participants were female and reflected
the profile of the participating university, meaning that they had completed practicum in both
government and private elementary schools in their placement district. Each participant is
coded in the text (Participant 01... Participant 10) to protect their anonymity.
Data Collection
Semi-structured individual interviews to generate data were conducted from September to
November 2025. Based on the research questions and literature review, an interview protocol
was developed and structured into five thematic parts: (1) background perspective of
interviewees; (2) understanding of IBL and citizenship education; (3) relationship between IBL
and citizenship competencies; (4) perceived benefits of IBL; and (5) strategies and obstacles
for the implementation of IBL. The interview protocol was checked for alignment with the
supervisor’s academic standards. Interviews lasted 45-60 minutes and were conducted in a
separate room at the university and were audio-recorded with consent. All surrounding
observations and participants’ communicative cues were documented in the field notes. The
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interviews were conducted in the language of the participants’ programme (English), and they
were transcribed verbatim by the student researchers.
Data Analysis Procedures
Data analysis was performed using the six steps of Reflexive TA (Braun & Clarke, 2022). During
Phase 1, the the student researchers read and re-read all transcripts and wrote analytic memos
to document initial impressions and questions. Phase 2 involved systematically coding the
complete dataset at both the semantic and latent levels, which resulted in some codes
representing explicit statements within the data and others representing covert/latent
assumptions. In Phase 3, codes were categorised according to the themes of “commonalities.”
Phase 4 involved reviewing the candidate themes, including testing for conceptual coherence
and distinctiveness, against the full dataset. Phase 5 led to the themes being refined, defined,
and renamed, according to the central idea around which they were organised, and not their
topic content. Themes were incorporated into an analytic narrative in Phase 6, explaining the
meanings of themes in relation to the research questions and theoretical framework.
Researcher Reflexivity
The research team adopted an insider research perspective, as all researchers were participants
in the same BS Education programme in the same institution. This allowed for first-hand
experiences with the institutional context, curriculum, and practicum experiences as known
by participants. It also created the risk of imposing the researchers’ own interpretations, which
can be heavily tinted with Western academic orientations. This risk was most apparent when
Theme 1 was analysed for the first time, as participants’ representations of citizenship were
perceived as being underdeveloped in terms of theory. Re-engagement with the data led to the
understanding that the conceptions formed a system of strong, culturally grounded ideas
connected with Islamic civic values and Pakistan’s social norms. Throughout, reflexivity was
engaged as a resource, with the analytic memos clearly marking assumptions and the team
discussing ideas of interpretation, and the analytic narrative emphasising researcher
construction rather than an attempt to uncover truths that may exist in the data.
Trustworthiness and Quality
In this study, quality is judged by the features relevant to quality in Big Q qualitative research:
conceptual coherence, reflexive engagement, transparency, and depth of interpretation, based
on rich empirical data. Quotes from participants are used systematically throughout the
analytic narrative; the researchers’ interpretations or roles are clearly identified throughout
the analysis; the theoretical concept is well used with nuance; and limitations are discussed in
an appropriate manner. The study is not statistically representative, but relies on careful and
context-sensitive reading by the reader to judge the extent of transferability to his or her
research context (s).
Ethical Considerations
Before collecting data, approval was obtained from the institution (Department of Education,
GCWomen University Sialkot). All participants provided written informed consent after being
fully informed about the purpose and procedures of the study, as well as the fact that they
could withdraw from the study at any stage without any consequences. Recordings and
transcripts were kept in a secure manner and were only accessible to the research team. The
anonymity of the participants was respected in all study outputs through participant codes.
Findings
Four themes were created from the data, namely (1) Conceptual Alignment Without
Institutional Grounding; (2) IBL as a Pathway to Citizenship Competencies; (3) The IBL
Classroom as Democratic Rehearsal Space; and (4) Structural Barriers as Systemic Constraints.
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Subordinate themes identify each theme, and participant quotations are used to illustrate the
different themes.
Theme 1: Conceptual AlignmentWithout Institutional Grounding
This theme encapsulates the main tension reported by all participants, a coherent and
educationally rewarding conceptualisation of IBL and citizenship education that emerged
through non-institutional development. Ten participants described IBL as an approach that is
focused on students’ questions and in contrast to passive, transmission-based pedagogy.
Participant 05 explained: “IBL is an approach where the learner plays an important role in the
learning process. With IBL, the role of the instructor does not end with giving knowledge, but
extends to asking questions, and how the learner can explore.” Participant 04 explained
further: “Learners not only listen to our lesson, but they also respond to a question we ask.
When a learning activity that we design is group work, they pose questions and exchange their
ideas with each other and learn/understand each other.”
Sub-theme 1.1: Citizenship as values, responsibility, and community membership
Citizenship education has always been conceived as a moral and civic formation process, with
values, rights, and responsibilities towards others at the heart of citizenship education.
Participant 01 explained, “It implies that learners need to be made aware of their social
responsibilities, individual rights, and values for one another, and they need to be ready to
assume responsibility in the community.” Participant 06 added a moral dimension that saw
citizenship as shaping learners’ morals, educating them to value others, not just their parents
and teachers, but also anyone that they come into contact with as part of a community.
Sub-theme 1.2: Conceptions constructed without formal preparation.
None of the participants mentioned getting any coursework or training in IBL pedagogy for
citizenship education. They developed their conceptions through their generic BS Education
coursework, practicum observation, and personal reflection. In a sense, analytically, this is
important: It means that sound theoretical understandings are developed on their own and
not with institutional support. A recognition of the need for rights-claiming/civic advocacy
was identified by one participant but was sidelined. The majority of conceptions were those of
personally responsible citizenship, focusing on norms, respect, and law-abiding behaviour,
rather than participatory or justice-oriented conceptions defined by Westheimer and Kahne
(2004).
Theme 2: IBL as a Pathway to Citizenship Competencies
This theme explores participants’ understandings and links between IBL and civic skills that
should be developed by elementary school students. The primary competency that emerged
was critical thinking, and the secondary competencies were collaboration, communication,
problem solving, and civic responsibility.
Sub-theme 2.1: Critical thinking as civic competence
All participants identified the ability to think critically as the central skill developed by IBL for
citizenship-related purposes. Participant 09 said, “When they give a new problem to the
students, the students think critically related to the problem; they will create something new if
they see what determines them now; this is improving their critical thinking skills.” Participant
01 made a close connection between critical thinking and civic responsibility: “When learners
are given questions, they should take the time to evaluate the sources, and it should come from
their own perspective; in that way, they can build reflective thinking, which is very important
for citizens.” These accounts place critical thinking at the heart of the experience of citizenship
in democratic terms.
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Sub-theme 2.2: Collaboration, communication, and the 4Cs
Many of the participants structured their activities around the four Cs: critical thinking,
collaboration, communication, and creativity. Additionally, Participant 06 spoke about
growing awareness and appreciation of working collaboratively, being creative,
communicating, and critical thinking, as well as civic responsibility and initiative, especially
when working in groups. Participant 08 spoke about interrelated skill sets: “Learning through
the approach of Inquiry-Based citizenship education produces investigative skills,
collaborative competence, leadership skills, civic responsibilities, and critical thinking.” It
should be acknowledged from these accounts that there was an awareness of a contemporary
view of skills; however, the civic implications of these skills remained underexplored: The
participants tended to equate the skills with learning outcomes rather than as democratic
capacities that have a specific civic role.
Sub-theme 2.3: Problem-solving as applied civic capacity
Another key element of the discussions was to link IBL to problem-solving activities in a civic
rather than academic language, as participants did. Participant 02 said, “IBL helps to solve
community issues and life situations.” Participant 07 spoke about civic autonomy, that given
that the student is aware of an issue, he or she should be “sufficiently autonomous that you can
resolve your problem, your personal issues” for themselves. The framing connects the
individual’s ability to problem-solve with the ability to act as a citizen and positions IBL as
more than just intellectual achievement but as a means of engagement in independent
citizenship.
Theme 3: The IBL Classroom as Democratic Rehearsal Space
Theme 3 explores the IBL classroom as a democratic rehearsal space. This theme captures the
participants’ experiences with the use of IBL and its value in the civic development of the
students. The participants viewed IBL as providing opportunities for active participation, real-
world involvement, and democratic discussion, and consistently opposed passive and rote-
learning pedagogy.
Sub-theme 3.1: IBL versus passive, rote-centred pedagogy
A common pattern emerged as participants described a dichotomy: IBL vs traditional teaching.
Participant 08 said: “I think the Inquiry-Based Method promotes more understanding and
active participation than passive and teacher-directed learning. Participant 02 explained,
“What the difference is, is that with the (more traditional method) students just“sit back and
think of it as something they read in a book, whereas with the Inquiry-Based Method,
students are active, they take part, caring about what they are learning and what is going on in
the world.” The binary framing frames an understanding of the civic value of IBL in opposition
to a well-known, undesirable pedagogical norm, with which the participants had personal
experience as learners.
Sub-theme 3.2: Real-life connections andmeaningful civic engagement
Several participants pointed to increased engagement resulting from links between IBL and
students’ lived social experiences. Participant 06 noted that IBL builds confidence in learners:
They feel powerful when they are working on problems significant to their community, such as
community planning tasks, and using the learning they have gained in class to address
community challenges. Participant 08 said: “Real-life issues engage participants and motivate
them; when a real issue is related to the learners, like fairness, learning has become
meaningful for them. Participants saw IBL as making citizenship education real. Participants
interpreted IBL as a move from abstract civic content towards relevant civic experiences.



Policy Journal of Social Science Review
Online ISSN Print ISSN

3006-4635 3006-4627
Vol. 4 No. 3 (2026)

－1212
－

Sub-theme 3.3: Questioning as the foundation of democratic participation
All participants linked students’ questioning to democratic participation. Participant 08 said
that questioning is essential in a democracy. When learners learn to ask questions, they
express their opinions and listen to others with respect, and they then develop the skills to
actively participate in democracy. Participant 07 elaborated:

People in a democracy talk about and respect others’ ideas. They evaluate ideas and
values, consider, and solve problems. This can be used to help improve participation if
implemented in the classroom.

As these accounts show, there is an intuitive understanding of the conditions that
deliberative democracy requires (Castro & Knowles, 2015) - indeed, the classroom IBL operates
in is where the democratic norm, dialogue, and mutual respect are practised before being
enacted in the civic realm.
Theme 4: Structural Barriers as Systemic Constraints
The theme here concerns the barriers participants anticipated to the implementation of the
concept of IBL. Participants identified barriers at several levels: structural barriers tied to the
organisation of schooling in Pakistan, pedagogical barriers related to shortcomings in teacher
preparation and students’ readiness, and resource and technology barriers related to
shortcomings of technological equipment.
Sub-theme 4.1: Structural constraints: time, class size, and resources
The majority of the participants mentioned that the lack of teaching time, crowded class sizes,
and lack of resources were major obstacles. Participant 05 said, “Lack of time is the main
concern, as well as lack of resources and lack of learners’ motivation to learn. In addition,
given the large class sizes, it is difficult to know which method to apply when teaching
citizenship education in class.” Participant 06 continued: “Time constraints are also important
as there should be enough time to cover citizenship topics; other challenges also include
enrolment, space, and lack of materials to use for role plays. The accounts frame structural
constraints as routine material conditions of Pakistani elementary schools, rather than
exceptional problems.
Sub-theme 4.2: Pedagogical constraints: student confidence and teacher preparedness
Some of the pedagogical obstacles cited by the participants were related to students’ lack of
confidence, fear of speaking up, and low self-assurance, as well as their own lack of self-
confidence as teachers. Participant 02 commented: “Engaging and capturing students’
attention is difficult as many students are not confident in their ability to participate, and
there is a challenge to increase students’ confidence in their ability to ask questions.
Participant 09 believed that strong pedagogical preparation and mentoring were important
aspects, and Participant 08 highlighted the need for structured teaching and learning with a
provision of materials and support from the administration. The gap in preparedness was seen
as a lack of an organised system of support, rather than a personal shortcoming.
Sub-theme 4.3: Resources and technology needs
Participants also found a particular need for certain resources, such as digital, physical, and
administrative support. Participant 02 described the support system needed: “The support of
families, staff, students, and the school community is a key factor, as is involvement from other
members of the community and role models, which also encourages students.” This account
positions IBL implementation as a multi-level institutional effort and not solely the
responsibility of the individual teacher, which must be supported by both the school and
family and/or community.



Policy Journal of Social Science Review
Online ISSN Print ISSN

3006-4635 3006-4627
Vol. 4 No. 3 (2026)

－1213
－

5. Discussion
Interpretation of Findings
These findings suggest that prospective teachers in Pakistan have a theoretically sound,
coherent, and educationally significant perspective on IBL for CE. This is an important finding,
as the participants did not receive formal instruction in either of these fields; instead, their
understandings were developed individually. The central analytic claim of this study is that the
difference between policy aspirations in terms of citizenship education through IBL and
classroom realities in Pakistan does not lie in the lack of teachers’ knowledge of IBL. It is an
institutional breakdown. Participants understand the meaning and civic value of IBL, but they
do not have the institutional setting to implement it. Theoretically, this is closely aligned with
Vygotsky’s zone of proximal development, assumptions that are also applicable in the realm of
academic knowledge, that knowledge or understanding in the domain of the profession can
only be translated into sustained practice with the help of scaffolded support (Vygotsky, 1978).
While theoretical conceptions about teaching and learning are important, they cannot
function pedagogically unless there are organised mentoring activities, collaborative planning,
professional development opportunities, and enabled learning spaces.
Connection to Existing Literature
This result, which shows that pre-service teachers’ conceptions were positive but with a
functionally oriented view of IBL, is supported by international studies (Crawford, 2007) that
show that pre-service teachers were inclined to view IBL as a loosely structured activity rather
than a systematic process of inquiry. While this study confirms this, it suggests that this
functional framing is stronger in the civic dimension because participants talk about IBL skills
with ease and have not integrated these skills with a democratic purpose in a systematic
manner. Conceptions are located mainly within the personally responsible citizenship model
of Westheimer and Kahne (2004), with only a limited shift toward participatory and justice-
oriented conceptions. This is not an issue of individuals’ reasoning, but of the reflective nature
of the democratic education they received that tended toward civic compliance, not agency,
and was not corrected in pre-service teacher education.

The identification of structural barriers that are systemic instead of logistical is a direct
extension of Barron and Darling-Hammond’s (2010) global analysis of IBL obstacles. In the
high-income context, those authors identified teacher confidence, resources, and institutional
support as the key enablers, while in this study, these are acute structural deficits in
elementary schools in Pakistan. The policy seems in mismatch with the institutional provision:
The relationship between participants’ views and curriculum reform remains unresolved.

In the IBL classroom, the theme of democratic rehearsal space points toward a
deliberative democratic perspective as developed by Parker (2010). Participants, without
having been directly exposed to deliberative theory, expressed the view that questioning and
conversation between students are a civic practice rather than just a learning strategy. This is
an important discovery that connects to the lived observation of pedagogy and an intuitive
conception of democracy. It proposes that prospective teachers in Pakistan have an intuitive,
informal sense of democracy in their classes, as it develops through lived experiences in the
classes. If this intuition can be linked with the deliberative democratic theory in teacher
education, it can significantly enhance the civic enactment in classrooms in Pakistan.
Implications
On the theoretical front, the study offers an evidence-based analysis of the deficit images of
Pakistani teachers within education reform discourse. It is not teachers who are responsible for
the lack of democratic pedagogy, but institutional conditions. The study design has practical
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implications for the curriculum design of BS Education: The importance of introducing
citizenship education and the IBL pedagogical approach should be established as two required
subjects, which do not need to be integrated into the general method courses. In
methodological terms, it shows how Reflexive TA could be used to explore conceptions of pre-
service teachers in contexts where the insider/researcher role is difficult, problematic, and, on
occasion, challenges the research, but is also a resource, and therefore must be managed.
Limitations
The study included 10 participants, and it was carried out in only one institution; therefore,
there was a limited contextual breadth. Gender composition is one of the institutional features
reflected across all participants (all women), and this is one of the limitations encountered in
terms of the representativeness of the findings across genders. There are possible social
desirability effects in self-reported interview data, and interviewees might have presented
more coherent conceptions than those they would have when faced with the pressure of the
classroom. The study does not attempt to make generalisations about all pre-service teacher
education in Pakistan.
Future Research Directions
Future studies should consider different pre-service contexts in Pakistan and extend to other
regions of Pakistan to determine whether the structural-support thesis is reflected in the
conceptions of female and male prospective teachers. Longitudinal studies of participants that
could follow them into their first years of teaching would shed light on how the theoretically
coherent conceptions identified here are sustained or eroded in practice. A focus on
elementary students’ experiences of doing citizenship in IBL classrooms (with participatory
approaches) would fill a void in a field that focuses primarily on teachers.
Conclusion
The purpose of this study was to understand conceptions of IBL in elementary level citizenship
education among 10 final-year students with a BS (Education) degree from Pakistan. The
conceptions of the participants were theoretically coherent and important to the educational
mission: citizenship education and IBL. These conceptions were formulated on an individual
rather than an institutional level, indicating a gap in Pakistan’s democratic vision and pre-
service teacher preparation. Four themes arose from the use of Reflexive TA, and showed
participants conceptualising IBL as a pedagogy focused on student questioning; as a pedagogy
connected to civic skills such as critical thinking, collaboration, and problem solving;
intuitively seeing the IBL classroom as a space where students practice democratic
involvement; and identifying systemic structural issues that are out of the reach of any one
teacher to address.

Overall, this study contributes to changing the perspective of the “policy-practice gap”
within the context of citizenship education in Pakistan. It is not as if the teachers who
graduate are inadequately prepared to teach; rather, it is because the institutional context does
not provide the conditions that enable teachers to put their theoretical knowledge into
practice. These issues require a coordinated response both in the design of teacher preparation
curriculum and in school resourcing, as well as in professional development infrastructure.
Pre-service courses should have a clear citizenship component and establish it as an essential
field of study, and include explicit scaffolding that integrates IBL skills with democratic civic
purposes as opposed to citizenship and civic pedagogy as incidental parts of generic methods
courses.
Future research should focus on multi-site and longitudinal studies to examine the link
between pre-service conceptions and enacted classroom practice over time and to explore
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institutional conditions that enable teachers to enact inquiry-based citizenship education in
practice within the material realities of Pakistani elementary classrooms. Particularly
important is the realisation that such democratic imaginations in the classroom are a real
pedagogical resource; all they need is the institutional space to become a resource for their
enactment.
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