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Abstract 
 

Teacher preparation in the 21st century faces significant challenges in producing graduates with competencies 
that align with rapidly evolving educational demands while addressing persistent issues of educational equity 
and inclusion. This longitudinal cohort study examined Outcome-Based Education (OBE) implementation in 
developing social studies teacher professional competencies over five years. Using a mixed-methods approach, 
we tracked 35 students through their four-year Bachelor of Education program and one-year post-graduation, 
achieving 94.3% retention. This study was conducted as part of regular curriculum evaluation activities under 
institutional academic quality assurance procedures at Srinakharinwirot University. Data collection included 
quantitative assessments through the Professional Teaching Competency Assessment Scale, Social Studies 
Content Knowledge Test, Teaching Performance Evaluation Rubric, and Graduate Employer Satisfaction 
Survey, alongside qualitative data from interviews, observations, and reflective journals. Results showed 
significant competency development across all measurement points. Professional teaching competency scores 
increased from 2.12 to 4.52 (113.2% improvement, η² = .801, p < .001), while content knowledge scores improved 
from 32.45 to 52.78 points (62.6% increase, η² = .831, p < .001). Observations suggested developing capacity for 
culturally responsive practice, with advanced content-context connections increasing from 8% to 89%. 
Teaching performance showed progression, with advanced-level performers increasing from 23.5% to 87.8%. 
Employer satisfaction reached 93.9% positive ratings. The study provides preliminary evidence that OBE 
implementation may contribute to systematic competency development in teacher preparation. However, 
findings are limited to one institutional context and require replication across diverse settings. 
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1. Introduction 
 

Teacher preparation in the 21st century faces significant challenges in producing graduates with 
competencies that align with rapidly evolving educational demands. This is particularly critical for 
social studies teacher preparation, which requires effective communication of complex social science 
knowledge and application in basic education classrooms. The Office of the Basic Education 
Commission (OBEC) in Thailand has reported ongoing shortages in both quantity and quality of 
teachers, especially those capable of implementing learner-centered instruction and integrating cross-
disciplinary knowledge (Office of the Basic Education Commission, 2024). 

Globally, teacher education reform has emphasized transitioning from traditional content-
focused approaches to outcome-oriented approaches that produce measurable learning outcomes 
aligned with societal needs. The Outcome-Based Education (OBE) concept has gained recognition as 
a mechanism enabling curriculum design to focus on clear and measurable learning outcomes rather 
than merely emphasizing teaching and learning processes (Iloanya, 2019; Spady, 1994). OBE 
implementation allows for specific goal establishment and creates alignment between learning 
objectives, teaching activities, and assessment, potentially enabling systematic competency 
development. 

International research demonstrates OBE effectiveness in producing quality graduates. Asim et 
al. (2021) reviewed seven studies from six countries and found that OBE could improve student learning 
outcomes, particularly in developing analytical thinking skills, problem-solving abilities, and 
knowledge application in real-world situations. Similarly, Dai et al. (2017) found that OBE application 
in software engineering curricula resulted in improved student academic performance and increased 
confidence in knowledge application. 

Contemporary teacher preparation programs worldwide face increasing pressure to prepare 
educators who can effectively serve diverse student populations while addressing persistent 
educational inequities. In Thailand, educational disparities reflect broader social inequalities, with 
rural schools, ethnic minority communities, and economically disadvantaged students experiencing 
significantly lower educational outcomes (Office of the Basic Education Commission, 2024). The 
challenge is particularly acute in social studies education, where teachers must navigate complex 
cultural narratives while fostering critical thinking about social justice, democratic participation, and 
inclusive citizenship among diverse learners. 

Traditional teacher preparation approaches have been criticized for potentially perpetuating 
deficit discourses that position diverse students and communities as problems to be fixed rather than 
assets to be leveraged (Manfra & Bolick, 2017). Such approaches may fail to develop educators' capacity 
for cultural responsiveness, potentially resulting in teaching practices that inadvertently marginalize 
students from non-dominant backgrounds. The need for teacher preparation programs that explicitly 
address equity and inclusion has become urgent as classrooms become increasingly diverse and 
educational systems grapple with persistent achievement gaps. 

Outcome-Based Education offers potential for addressing equity concerns in teacher 
preparation by shifting focus from standardized inputs to demonstrable competencies that may include 
cultural responsiveness and inclusive practice. Unlike traditional approaches that may inadvertently 
privilege certain ways of knowing and being, OBE's emphasis on clearly defined, measurable outcomes 
could potentially incorporate equity-oriented competencies such as culturally sustaining pedagogy, 
differentiated instruction for diverse learners, and critical analysis of educational inequities (Iloanya, 
2019; Spady, 1994). The OBE framework's flexibility may allow for the integration of diverse pedagogical 
approaches that honor multiple ways of knowing while maintaining rigorous standards for professional 
competency. This is particularly relevant in the Thai context, where teacher preparation must balance 
respect for traditional knowledge systems with preparation for contemporary educational challenges, 
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including serving students from Thailand's 62 officially recognized ethnic groups and addressing rural-
urban educational disparities. 

However, OBE implementation in teacher preparation faces several challenges. Mohayidin et 
al. (2008) found that while faculty members had above-average OBE knowledge, they lacked deep 
understanding of practical implementation, particularly in designing learning activities and 
assessments aligned with predetermined learning outcomes. De Guzman et al. (2017) demonstrated 
that although faculty possessed knowledge of OBE principles, they lacked skills in systematically 
creating connections between curriculum, instruction, and assessment. In social studies teacher 
preparation, content complexity and cross-disciplinary integration present unique challenges, as social 
studies teachers must connect knowledge from multiple disciplines such as history, geography, 
economics, political science, and sociology to create meaningful lessons connecting to students' real 
lives (Manfra & Bolick, 2017), while developing skills in promoting critical thinking, democratic 
participation, and good citizenship. 

Longitudinal research on teacher development demonstrates the importance of tracking 
teacher development from study commencement through actual practice. Fuller (1969) proposed the 
teacher development model showing that teachers' concerns change over time from self-concerns to 
task concerns and finally to impact concerns regarding students. Hungerman and Berger (1980) studied 
teaching competency development among elementary education students over three years, finding 
that longitudinal assessment could identify students' strengths and areas for improvement while 
potentially enhancing curriculum effectiveness. Dawson et al. (2013) found that OBE implementation 
resulted in faculty improving their teaching methods to better align with learning outcomes, with 
students reporting increased learning satisfaction. However, such research had limitations in short 
follow-up periods and lack of assessment of long-term post-graduation impacts. 

The literature review reveals several research gaps that this study seeks to address. Although 
substantial OBE research exists across various disciplines, research specifically focused on OBE 
implementation in social studies teacher preparation remains limited, particularly studies examining 
continuous competency development throughout four-year curricula. Most previous research has been 
cross-sectional or short-term investigations, lacking long-term follow-up of OBE impacts on 
professional teacher competency development from enrollment through actual practice. Previous 
research has also lacked investigation of relationships between OBE implementation and post-
graduation outcomes such as employer satisfaction and work performance. Research in the Thai 
context regarding OBE implementation in teacher preparation remains limited despite education 
reform policies emphasizing learning outcomes according to the National Education Plan 2017-2036. 

Despite these gaps, OBE implementation in teacher preparation may offer several benefits that 
justify continued investigation. OBE may help create clarity in establishing learning goals that align 
with teaching profession requirements, with Kaliannan and Chandran (2012) finding that students 
learning under OBE systems could better assess their understanding and abilities. OBE may promote 
learner-centered education and higher-order thinking skills development, with An (2014) finding that 
students learning through OBE methods developed better analytical thinking and problem-solving 
skills compared to traditional systems. OBE may facilitate theory-practice integration, with Mohayidin 
et al. (2008) finding that students achieved better learning outcomes in knowledge application. 
Additionally, OBE may help create connections between education and labor market demands, with 
Tan et al. (2018) finding positive effects on nursing student competency development. OBE may also 
facilitate continuous quality improvement through emphasis on assessment and feedback-based 
improvement, with Wang et al. (2024) finding that BOPPPS model combined with OBE concepts 
improved teaching and learning outcomes in higher education. 
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2. Research Objectives and Questions 
 

Based on the research gaps and potential OBE benefits discussed above, this research aims to examine 

OBE implementation in developing social studies teacher competencies through a cohort study of 35 

students over five years (four years of study and one-year post-graduation). The main research 

questions are: How does competency development occur in students enrolled in an OBE-based social 

studies teacher preparation program? And what relationships exist between competency development 

patterns and post-graduation employment outcomes? 

This research is expected to contribute to understanding of competency development 

patterns in OBE-based teacher preparation and potential relationships between program experiences 

and post-graduation outcomes. The research findings may inform teacher preparation curriculum 

development, educational policy discussions, and knowledge creation regarding OBE implementation 

in the Thai context, potentially contributing to efforts to enhance teacher preparation quality. 

 

3. Method 
 

3.1  Research Design 
 

This study employed a mixed-methods longitudinal cohort design to examine competency 

development in students enrolled in an OBE-based social studies teacher preparation program over a 

five-year period. The research utilized both quantitative and qualitative approaches to provide 

comprehensive understanding of competency development patterns from pre-service preparation 

through the first year of professional practice. The longitudinal cohort design was selected to track 

individual student development trajectories and explore potential relationships between program 

experiences and professional outcomes (Creswell & Plano Clark, 2017). 

          The study design follows principles of naturalistic inquiry, examining competency development 

within the authentic context of an existing OBE-based teacher preparation program (Mertens, 2020). 

This approach aligns with investigation of outcome-focused teacher preparation programs in their 

natural settings. 

 

 3.2 Participants and Setting 

 

This study examined 35 students enrolled in a Bachelor of Education program with Social Studies major 
at a Thai public university implementing OBE principles. The sample size met Cohen's (1992) 
recommendations for longitudinal studies with repeated measures (minimum 30 participants for 
medium effect sizes, d = 0.5, 80% power at α = 0.05). 

Inclusion criteria included enrollment in the four-year program, completion of required 
coursework and field experiences, voluntary consent for five-year participation, and absence of prior 
teaching experience. 

Exclusion criteria included transfer status, previous teaching certification, program withdrawal 
exceeding one semester, or declining participation in data collection. 

Participant attrition was minimal at 5.7% (two participants due to medical and financial 
circumstances unrelated to academic performance), below the anticipated 15% rate. Little's MCAR test 
confirmed missing data occurred randomly (χ² = 4.23, df = 8, p = .84), supporting full information 
maximum likelihood estimation for analysis. 
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3.3  Research Instruments and Data Collection 
 
 Seven instruments captured competency development across multiple stakeholder perspectives (see 
Appendix Table 1 for comprehensive instrument overview). The selection balanced individual 
competency assessment with broader stakeholder validation of program effectiveness. 
 
3.3.1  Quantitative Instruments: 
 

• Professional Teaching Competency Assessment Scale (PTCAS): 48-item, 5-point Likert scale 
measuring eight domains including pedagogical knowledge, classroom management, and 
assessment skills (α = .91). Sample items assessed outcome alignment and behavioral 
management confidence. 

• Social Studies Content Knowledge Test (SSCKT): 60-item multiple-choice test covering five 
disciplines with established reliability (KR-20 = .87, CVI = .89), assessing factual knowledge 
through analytical application. 

• Teaching Performance Evaluation Rubric (TPER): 12-indicator, 4-point rubric evaluating 
classroom performance with 85% inter-rater reliability across planning, instruction, 
engagement, and reflection domains. 

• Graduate Employer Satisfaction Survey (GESS): 25-item scale measuring workplace readiness 
across five dimensions (α = .91), administered post-graduation for external validation. 

 
3.3.2 Qualitative Instruments: 
 

• Semi-structured interviews with three stakeholder groups using validated protocols with dual 
coding for reliability 

• Structured classroom observations focusing on OBE implementation evidence with trained 
observer protocols 

• Reflective journals using structured weekly prompts during all field experiences 
 

Data Collection Timeline: Data collection occurred across six strategic phases aligned with 
programmatic milestones (see Appendix Table 2). PTCAS and SSCKT were administered annually, 
TPER during field experiences (Years 2-4), and qualitative data collected at strategic intervention 
points. The timeline enabled systematic tracking from baseline through post-graduation outcomes. 
 
3.4 Data Analysis 
 
Analysis followed a convergent mixed-methods approach enabling comprehensive triangulation (see 
Appendix Table 3). Quantitative analysis employed repeated measures ANOVA with post-hoc testing 
and effect size calculations, alongside correlation analysis using SPSS with FIML for missing data. 
Qualitative analysis utilized thematic analysis with dual coding and iterative refinement. Integration 
strategies included joint displays and meta-inferences for comprehensive synthesis. 

 
3.5 Limitations 
 
Key limitations include small sample size (N=33) from a single institution, absence of control group 
preventing causal attribution to OBE specifically, examination of one OBE implementation in one 
cultural context limiting generalizability, and potential social desirability bias in self-report measures 
and observations. 
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4. Results 
 

This longitudinal study tracked 35 social studies teacher education students over five years, achieving 

a 94.3% retention rate. The final sample consisted of 33 participants, with two participants withdrawing 

due to circumstances unrelated to program satisfaction or academic performance. 

The research findings are presented in four main sections: (1) Quantitative Competency Development 

Evidence, (2) Qualitative Development Processes, (3) Multi-Stakeholder Validation, and (4) Integration 

and Comprehensive Patterns. 

 

4.1 Part 1: Quantitative Competency Development Evidence 

 
4.1.1 Professional Teaching Competency Growth 

 
Professional teaching competency demonstrated systematic development throughout the program 
duration, with students progressing from novice to advanced practitioner levels. Statistical analysis 
revealed that time-related factors accounted for approximately 80% of competency variance, indicating 
strong program effectiveness in fostering professional growth. The developmental trajectory showed 
consistent advancement at each measurement point, with decreasing standard deviations suggesting 
convergent improvement across the cohort. This pattern indicates that the OBE framework 
successfully supported systematic competency development rather than sporadic or individual gains 
(Table 4). 

 
Table 4 Professional Teaching Competency and Content Knowledge Development 
 

Level N Professional Teacher Competency 

Assessment 

PTCAS - Core Component 

Social Studies Content Knowledge Test 

(SSCKT) 

  
Mean SD Min Max Mean SD Min Max 

Baseline (Year 

1) 

35 2.12 0.45 1.23 3.18 32.45 8.23 18 48 

Year 1 35 2.85 0.52 1.89 4.02 38.12 7.89 22 52 

Year 2 34 3.42 0.48 2.34 4.35 43.67 6.54 31 56 

Year 3 34 4.08 0.41 3.12 4.87 48.23 5.98 36 58 

Year 4 33 4.52 0.39 3.78 5.00 52.78 4.87 43 60 

 
Note: Participant attrition occurred as follows: 1 participant withdrew after Year 2 due to medical  
reasons; 1 participant withdrew after Year 3 due to financial circumstances. 
 
4.1.2 Content Knowledge Development 
 
Social studies content knowledge exhibited parallel developmental progression across all disciplinary 
areas. Students advanced from moderate baseline proficiency to advanced competency levels by 
program completion, with statistical analysis confirming that developmental progression accounted 
for 83% of content knowledge variance. The systematic reduction in performance variability indicated 
convergence toward higher achievement standards across the cohort. Notably, the consistent 
advancement across consecutive measurement points suggests effective curriculum scaffolding rather 
than isolated learning gains (Table 4). 

http://www.richtmann.org/


E-ISSN 2240-0524 

ISSN 2239-978X 

      Journal of Educational and Social Research 

          www.richtmann.org  

                             Vol 15 No 6 

               November 2025 

 

 

 

128 

4.1.3 Teaching Performance Development 
 
Teaching performance evaluation revealed systematic competency advancement across the three-year 
field experience period. The data demonstrated a clear developmental trajectory with students 
progressing from predominantly basic levels to advanced performance categories. Most significantly, 
the proportion of students achieving advanced competency levels (proficient and distinguished 
combined) increased nearly four-fold, while beginning-level performance was completely eliminated 
by program completion. This progression pattern suggests effective scaffolding of practical teaching 
skills throughout the field experience sequence (Table 5). 

 
Table 5  Teaching Performance Evaluation (TPER) Distribution 

Teaching 

Performance Level 

Year 2 Year 3 Year 4 

Frequency Percent Frequency Percent Frequency Percent 

1 = Beginning 8 23.5 2 5.9 0 0.0 

2 = Developing 18 52.9 15 44.1 4 12.1 

3 = Proficient 7 20.6 14 41.2 21 63.6 

4 = Distinguished 1 2.9 3 8.8 8 24.2 

Total 34 100.0 34 100.0 33 100.0 

4.1.4 Employer Satisfaction Outcomes 

Post-graduation employer feedback provided external validation of program graduates' preparation. 
School administrators rated graduate performance highly across assessed dimensions, with work 
readiness receiving the highest satisfaction ratings (93.9% positive responses, average score 4.6/5.0). 
Technology skills (87.9% positive, 4.4/5.0), leadership abilities (81.8% positive, 4.3/5.0), and school 
adaptation capabilities all received positive endorsements. 

4.1.5 Relationship Evidence 

Intercorrelation analysis among Year 4 assessment variables revealed coherent professional 
development patterns. All competency areas demonstrated statistically significant positive 
relationships, with correlations ranging from moderate to strong levels. The strongest association 
between professional teaching competency and teaching performance suggests effective theory-
practice integration, while consistent intercorrelations across all variables indicate that the OBE 
program fostered holistic professional development rather than isolated skill acquisition (Table 6). 
 
Table 6 Pearson Correlation Coefficients Between Variables in Year 4 (N = 33) 
  

PTCAS SSCKT TPER GESS 

PTCAS 1.00 
   

SSCKT .68** 1.00 
  

TPER .72** .59** 1.00 
 

GESS .65** .54** .71** 1.00 

**p < .01 
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4.2 Part 2: Qualitative Development Processes 

4.2.1 Developmental Phase Progression 

Observational data revealed progression through three distinct phases across the three-year 
field experience period. Students evolved from Observer Phase (Year 2, 26% of observations) 
characterized by passive observation and confirmation-seeking, to Beginning Practitioner Phase (Year 
3, 39% of observations) featuring confident lesson opening and prepared material usage, and finally to 
Emerging Expert Phase (Year 4, 35% of observations) demonstrating advanced technology integration 
and analytical questioning strategies. 
Representative examples illustrate this progression: Year 2: "Student S-07 stood beside the mentor 
teacher...always seeking confirmation from the mentor teacher". Year 3: "Able to open lessons confidently, 
using PowerPoint...connecting 'democracy' content to current events". Year 4: "Used Kahoot 
game...employed analytical and application-level questioning strategies". 

4.2.2 Technology Integration Evolution 

Technology integration demonstrated a clear developmental trajectory from basic to sophisticated 
applications across the program duration. The findings revealed three key patterns: progressive 
adoption of advanced technologies, elimination of non-technology instruction, and increasing diversity 
in digital pedagogical tools. Most notably, students progressed from complete absence of interactive 
technologies (online games and mobile applications at 0% in Year 2) to substantial implementation by 
program completion (73% and 58% respectively in Year 4). The comprehensive technology usage 
patterns across all categories are documented in Table 7. 

 
Table 7 Technology Integration in Learning Management 
 

Technology Type Year 2 (%) Year 3 (%) Year 4 (%) Change 

PowerPoint 78 89 95 ↑ 17% 

YouTube Videos 23 67 81 ↑ 58% 

Online Games 0 34 73 ↑ 73% 

Mobile Applications 0 12 58 ↑ 58% 

Virtual Reality/AR 0 0 15 ↑ 15% 

No Technology Used 15 3 0 ↓ 15% 

4.2.3 Content-Context Connection Development 

Students demonstrated a fundamental transformation in their approach to social studies instruction, 
evolving from traditional textbook-based teaching to sophisticated contextual analysis. The 
developmental trajectory revealed a clear progression through distinct competency phases, with 
students advancing from basic local references to complex global analysis involving comparative 
perspectives and impact prediction. Most significantly, textbook-only instruction was completely 
eliminated by Year 3, while advanced-level connections became the predominant approach by program 

http://www.richtmann.org/


E-ISSN 2240-0524 

ISSN 2239-978X 

      Journal of Educational and Social Research 

          www.richtmann.org  

                             Vol 15 No 6 

               November 2025 

 

 

 

130 

completion. This evolution suggests developing pedagogical sophistication in connecting academic 
content with real-world contexts (Table 8). 

 
Table 8 Level of Content Connection with Contemporary Social Context 
 

Connection 

Level 

Year 2 

(%) 

Year 3 

(%) 

Year 4 

(%) 

Description 

Basic Level 34 18 9 Referencing local news without in-depth 

analysis 

Intermediate 

Level 

15 51 2 Using case studies with cause-effect 

analysis 

Advanced 

Level 

8 31 89 Connecting global events, comparative 

analysis, impact prediction 

No Connection 43 0 0 Teaching from textbook only 

Total 100 100 100 
 

4.2.4  Reflective Thinking Development 

Reflective thinking capabilities evolved from predominantly descriptive levels (76% in Year 2) to 
more sophisticated synthesis-level analysis (57% in Year 4). This progression suggests development of 
higher-order thinking skills and professional reasoning abilities. 

Reflection Development: Students progressed from surface-level event description to more 

critical analysis of teaching-learning processes, ultimately developing synthesis-level thinking that 

integrates theory and practice. 

 
4.3 Part 3: Multi-Stakeholder Validation 
 
4.3.1 Student Self-Assessment and Confidence Development 

 
Student self-evaluation revealed overwhelmingly positive developmental outcomes across all assessed 
dimensions. The majority reported substantial growth in teaching confidence, with qualitative 
responses indicating transformation from anxiety to natural comfort in classroom environments. 
Universal acknowledgment of enhanced understanding of student learning processes and effective 
mistake-based learning through structured reflection protocols demonstrated comprehensive 
professional growth beyond technical skill acquisition (Table 9). 
 
Table 9 Students' Self-Perceived Competency Development (n=35) 
 

Development 

Aspect 

Number of 

Students 

Percentage Sample Quotes 

Significantly 

Increased 

Confidence 

32 91.4% "I feel that teaching has become natural to 

me, like breathing" (P-14, Exit Interview) 
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Moderately 

Increased 

Confidence 

3 8.6% "Still have some concerns about managing 

difficult students, but much better than 

before" (P-09, Exit Interview) 

Learning from 

Mistakes 

35 100.0% "We learned from mistakes...the feedback 

helped us analyze why certain strategies 

didn't work" (P-17, Focus Group 3) 

Understanding 

Student Learning 

35 100.0% "The program made us understand how 

students actually learn, not just how to 

deliver content" (P-05, Exit Interview) 

4.3.2 Faculty Pedagogical Changes 

Faculty members experienced fundamental shifts in teaching philosophy throughout program 
implementation, transitioning from instructor-centered to learner-centered approaches. The 
transformation encompassed three key areas: universal adoption of outcome-focused curriculum 
design, widespread implementation of competency-based assessment strategies, and complete role 
redefinition from content deliverers to learning facilitators. These pedagogical changes aligned with 
OBE framework principles and supported the systematic student competency development observed 
throughout the study (Table 10). 

 
Table 10 Faculty Teaching Method Changes (n=8) 
 

Change Aspect Number of 

Faculty 

Percentage Impact 

Focus on 

Learning 

Outcomes 

8 100.0% "We now think backwards, starting from 

what we want students to achieve" (F-03, 

Faculty Interview 2) 

Use Diverse 

Assessment 

Methods 

6 75.0% "We create assessment tools that measure 

actual competency, not just memorization" 

(F-02, Faculty Interview 3) 

Role Change to 

Facilitator 

8 100.0% "Let students construct knowledge more 

actively rather than passive reception" (F-

01, Faculty Interview 2) 

4.3.3Mentor Teacher Assessment 

4.3.4 School Administrator Feedback 

Employer feedback provided strong external validation of program graduates' professional preparation. 
School administrators consistently rated graduates favorably across all assessed competency areas, with 
particularly high endorsements for workplace readiness and technology integration capabilities. 
Notably, administrators emphasized graduates' superiority compared to new teachers from other 
institutions, highlighting their immediate contribution capacity and reduced orientation 
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requirements. The feedback indicated that graduates demonstrated professional behaviors that 
exceeded typical beginning teacher expectations (Table 11). 

 
Table 11 Graduate Employer Feedback (n=33 School Administrators) 
 

Assessment 

Aspect 

Mentions Percentage Average 

Score (1-

5) 

Sample Comments 

Work Readiness 31 93.9% 4.6 "These graduates are more 

prepared than new teachers from 

other institutions" (S-15, 

Principal Interview) 

Technology Skills 29 87.9% 4.4 "They're bringing modern 

technology integration that our 

veteran teachers are learning 

from" (S-22, Academic Director) 

Leadership and 

Collaboration 

27 81.8% 4.3 "Not withdrawn like typical new 

teachers, actively proposing 

innovative ideas" (S-19, Principal 

Interview) 

School 

Adaptation 

26 78.8% 4.2 "Quickly adapting to our school 

culture and expectations" (S-14, 

Vice Principal) 

Communication 

Skills 

24 72.7% 4.1 "Excellent communication with 

both students and colleagues 

across all levels" (S-06, 

Principal) 

 
4.4. Part 4: Integration and Comprehensive Patterns 
 
The five-year longitudinal investigation revealed systematic and coherent professional development 
patterns across all measurement domains. Comprehensive correlation analysis demonstrated positive 
relationships among all assessment variables, with the strongest association between professional 
teaching competency and teaching performance suggesting effective theory-practice integration. These 
consistent intercorrelations provided evidence of holistic rather than fragmented competency 
development, indicating that OBE implementation successfully fostered integrated professional 
growth. 

Multiple data sources converged to demonstrate successful integration between theoretical 
knowledge and practical application. This integration manifested through correlated competency 
measures, universal student reports of enhanced learning process understanding, and sophisticated 
content-context connections that evolved from basic referencing to complex analytical approaches, 
indicating developing Pedagogical Content Knowledge. Professional teaching competency 
demonstrated dramatic transformation from novice to advanced practitioner levels, while technology 
integration capabilities evolved from basic applications to sophisticated implementation of interactive 
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technologies. Content-context connection abilities progressed from predominantly textbook-based 
instruction to sophisticated global analysis that engaged students in complex comparative thinking. 

High program retention rates provided evidence of sustained engagement and satisfaction, with 
attrition analysis confirming that withdrawals occurred due to circumstances unrelated to academic 
performance. Student self-assessment data corroborated objective measures, with the vast majority 
reporting substantial confidence development. External validation through employer feedback 
provided market-based confirmation of program effectiveness, with overwhelmingly positive 
satisfaction ratings and specific recognition of graduates' superior preparation compared to teachers 
from other institutions. 

The convergence of evidence across quantitative measures, qualitative observations, self-
assessments, and external validation demonstrates that OBE implementation facilitated fundamental 
transformation in professional competency development. Beyond individual skill acquisition, the 
findings suggest institutional transformation where students, faculty, and partner organizations 
aligned around outcome-focused educational practices. The systematic progression observed across all 
measurement domains supports the argument that outcome-based approaches offer significant 
advantages for comprehensive teacher preparation, with effects extending beyond initial preparation 
into sustained professional practice. 
 

5.  Discussion 
 

This longitudinal study examines Outcome-Based Education (OBE) implementation in developing 
social studies teacher competencies. The findings suggest OBE implementation may be associated with 
systematic competency development and positive post-graduation outcomes. Four critical patterns 
emerged from this investigation. 

 
5.1 Pattern 1: Sequential Competency Development 
 
The research reveals sequential competency development within the OBE framework. Students 
progressed through distinct phases: "Observer" (Year 2), "Beginning Practitioner" (Year 3), and 
"Emerging Expert" (Year 4). Professional teaching competency scores increased significantly with large 
effect sizes (η² = .801, p < .001). Technology integration evolved from basic PowerPoint usage (78% in 
Year 2) to sophisticated AR/VR implementation (15% by Year 4), while content-context connections 
developed from basic referencing (34%) to advanced global analysis (89%). 

This finding aligns with Fuller's (1969) teacher development theory proposing predictable 
developmental stages from self-concerns to task-concerns, ultimately to impact-concerns regarding 
student learning. Year 2 students demonstrated self-concern behaviors through confirmation-seeking, 
Year 3 students exhibited task-concern focusing on lesson planning, while Year 4 students displayed 
impact-concern characteristics employing analytical questioning strategies. The results resonate with 
Berliner's (2004) research emphasizing expert teacher development through extensive deliberate 
practice over sustained periods. 

This pattern suggests implications for teacher education curriculum design, particularly 
regarding sequencing and intensity of field experiences to align with developmental readiness levels 
(Korthagen et al., 2006). The findings support providing adequate time and multiple opportunities for 
gradual development rather than abbreviated programs, supporting arguments for extended teacher 
preparation programs allowing professional maturation (Darling-Hammond, 2006). 
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5.2  Pattern 2: Theory-Practice Integration 
 
OBE demonstrates potential for bridging the persistent gap between theoretical knowledge and 
practical application in teacher education. This integration is evidenced by positive correlations 
between content knowledge scores and teaching performance ratings (r = .59, p < .01), with 100% of 
participating students reporting understanding of student learning processes and theoretical 
framework application. The progression in contextual connections illustrates this integration, evolving 
from basic-level referencing (34% in Year 2) to sophisticated global event analysis and impact 
prediction capabilities (89% in Year 4). 

These results align with Shulman's (1987) conception of Pedagogical Content Knowledge (PCK), 
with students' demonstrated ability to connect social studies content with contemporary contexts 
representing developing PCK extending beyond superficial knowledge application. The findings relate 
to Kolb's (1984) Experiential Learning Theory, with student reports of "learning from mistakes" and 
systematic reflection suggesting completion of experiential learning cycles. The evolution of reflective 
thinking capabilities from predominantly descriptive levels (76% in Year 2) to synthesis-level analysis 
(57% in Year 4) illustrates development of inquiry-oriented practice that Cochran-Smith and Lytle 
(2009) identify as characteristic of effective professional educators. 

The implications emphasize systematically designing learning experiences that create authentic 
connections between theoretical frameworks and practical implementation (Zeichner, 2010). This 
highlights the importance of preparing mentor teachers and field experience supervisors to understand 
OBE principles and implementation strategies (Clarke et al., 2014). 

 
5.3 Pattern 3: Institutional Culture Changes 
 
The findings extend beyond individual student development to encompass institutional and systemic 
changes in teaching and learning culture. OBE implementation appeared to create effects throughout 
the educational ecosystem, influencing how stakeholders conceptualize and practice education. All 
participating faculty members (100%) reported changes in their teaching methodologies, shifting from 
traditional "content delivery" approaches to "learning facilitation" models prioritizing student 
engagement and active knowledge construction. Additionally, 75% of faculty members embraced 
diverse assessment methodologies emphasizing authentic competency demonstration rather than 
memorization-based evaluation. This cultural shift extended beyond the immediate teacher 
preparation program, with school administrators reporting graduates demonstrated superior work 
readiness compared to teachers from other institutions, resulting in 93.9% employer satisfaction rates. 

The depth and breadth of these cultural changes reflect what Fullan (2007) identifies as 
educational transformation occurring when innovations penetrate organizational culture rather than 
remaining at superficial technical levels. The faculty members' shifts represent what Cuban (1988) 
characterizes as "deep structure" change altering core assumptions and values. The findings align with 
Wenger's (1998) Communities of Practice Theory, with synchronized changes across students, faculty, 
and mentor teachers indicating emergence of a community of practice with OBE principles serving as 
the unifying conceptual foundation. 

This discovery carries implications for scaling OBE implementation across broader educational 
contexts, suggesting OBE may function as more than a technical innovation or pedagogical strategy. 
Rather, OBE may function as an educational philosophy capable of generating systemic transformation. 
The documented employer satisfaction suggests OBE may create value in educational labor markets, 
supporting Spady's (1994) argument that outcome-based approaches align educational preparation 
with real-world performance requirements. 
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5.4 Pattern 4: Observed Behaviors That May Suggest Developing Cultural Awareness (Requiring 
Further Investigation) 

Important caveat: This interpretation is speculative and requires validation through direct 
measurement instruments designed specifically for assessing cultural responsiveness. These 
interpretations should be considered preliminary observations rather than established findings. The 
study design was not intended to measure cultural responsiveness, and the instruments used do not 
provide direct evidence of culturally responsive teaching practices. 

One observed pattern warranting further investigation is whether OBE implementation might 
be associated with developing educators' capacity to work with diverse student populations. The 
progression in content-context connections from basic referencing (34% in Year 2) to sophisticated 
contextual analysis (89% in Year 4) represents clear academic growth, though whether this reflects 
developing cultural awareness requires empirical validation using appropriate measurement tools. 

Observed patterns that may indicate broader contextual awareness: The evolution of students' 
ability to connect social studies content with diverse contemporary contexts showed progression from 
superficial references to complex analysis of how events affect different communities. By Year 4, 89% 
of students demonstrated ability to facilitate discussions that appeared to consider multiple 
perspectives, though whether this constitutes culturally responsive practice would require assessment 
using validated cultural responsiveness instruments. 

Representative examples illustrate this progression: Year 2: "Student S-15 mentioned Thai 
festivals when teaching about cultural celebrations." Year 4: "Student S-15 facilitated analysis of how 
economic policies affect different ethnic communities in Thailand differently, encouraging students to 
examine both benefits and challenges from multiple viewpoints." 

Preliminary observations of varied instructional approaches: The systematic development of 
technology integration from basic PowerPoint (78%) to diverse applications may reflect growing 
instructional flexibility. The adoption of varied instructional approaches by Year 4 suggests developing 
understanding that effective education may require multiple pathways to learning, though whether 
this specifically addresses diverse learning needs or accessibility requires targeted assessment. 

Observed development in analytical thinking: The advancement from descriptive reflection (76% 
in Year 2) to synthesis-level analysis (57% in Year 4) indicates development of higher-order thinking 
skills. Students increasingly demonstrated ability to analyze educational practices more critically, 
though the connection to critical consciousness or transformative education frameworks requires 
validation through instruments designed to measure such constructs. 

The correlation between content knowledge and teaching performance (r = .72) suggests 
program implementation supported integrated professional development, though whether this 
specifically includes equity-oriented competencies cannot be established from available data. 

Critical limitations: This study did not directly measure cultural responsiveness, equity-oriented 
competencies, or inclusive teaching practices. The interpretations regarding developing cultural 
awareness are inferred from observations of content-context connections and reflective thinking 
patterns rather than empirically validated. These suggested developments represent potential areas for 
future investigation rather than established outcomes. Future research with appropriate instruments 
and theoretical frameworks specifically designed to assess cultural responsiveness would be necessary 
to validate these preliminary observations. Without controlled comparison groups and direct 
measurement tools, no causal claims can be made regarding OBE's impact on cultural responsiveness 
or equity-oriented teaching practices. 
 

6. Conclusion 
 

This five-year longitudinal cohort study provides preliminary evidence that Outcome-Based Education 
(OBE) implementation may contribute to systematic social studies teacher competency development. 
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The research tracked 35 students from program entry through one year post-graduation, achieving 
94.3% retention and documenting competency growth across assessed dimensions. 

The findings suggest several promising patterns. First, students exhibited sequential 
competency development following clear progression from "Observer" to "Beginning Practitioner" to 
"Emerging Expert" phases, with professional teaching competency scores improving 113.2% and content 
knowledge increasing 62.6%. Teaching performance advanced, with 87.8% achieving proficient or 
distinguished levels by graduation compared to 23.5% in Year 2. Second, evidence suggests successful 
integration between theoretical knowledge and practical application, evidenced by correlations 
between content knowledge and teaching performance (r = .59, p < .01) and 100% of students reporting 
understanding of learning processes. Third, OBE implementation appeared to generate cultural 
changes extending beyond individual development to encompass institutional change, with all faculty 
adopting outcome-focused pedagogies and 93.9% employer satisfaction rates. Fourth, observations 
suggest developing capacity for culturally responsive and inclusive teaching practices, though this 
interpretation requires validation through direct measurement in future research. 

These results suggest OBE may function as more than a pedagogical technique—it may serve 
as an educational philosophy capable of systematic professional development and institutional 
transformation. The sequential development pattern, suggested theory-practice integration, and 
positive employer outcomes provide preliminary evidence supporting continued investigation of OBE 
in teacher preparation programs. 

However, several important limitations must be acknowledged. This study examined OBE 
implementation in a single institutional context with relatively small sample size (N = 33), limiting 
generalizability to other institutions, cultural contexts, or OBE implementations. The absence of a 
control group prevents definitive causal attributions to OBE specifically, as observed changes may 
result from general program maturation, student development over time, or other institutional factors. 
The interpretations regarding cultural responsiveness and equity-oriented practice development are 
inferred from indirect measures rather than direct assessment of these competencies. 

 
7. Implications for Teacher Education Practice 

 
Sequential competency development: This research suggests competency development may benefit 
from systematic integration throughout preparation programs rather than isolated training. The 
sequential development pattern (Observer → Beginning Practitioner → Emerging Expert) may provide 
a framework for programs seeking to integrate competency development throughout preparation. 

Theory-practice integration: The suggested successful integration between theoretical 
knowledge and practical application emphasizes the potential value of systematically designing 
learning experiences that create authentic connections between theoretical frameworks and practical 
implementation. 

Institutional transformation: The cultural changes affecting faculty, students, and partner 
schools suggest effective teacher preparation may require institutional commitment beyond individual 
courses or faculty. Successful implementation may demand alignment of mission, curriculum, field 
experiences, assessment, and institutional culture. 

Cultural responsiveness development: While requiring further validation, the suggested 
development of culturally responsive practices indicates potential for integrating equity-oriented 
competencies within rigorous academic preparation. 
 

8. Recommendations for Future Research 
 

Future research should address the limitations of this study through several approaches. First, multi-
site studies with larger sample sizes are needed to examine generalizability across different 
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institutional contexts and cultural settings. Second, controlled studies comparing OBE implementation 
with traditional approaches are necessary to establish causal relationships. Third, direct measurement 
of cultural responsiveness, equity-oriented competencies, and inclusive teaching practices is needed to 
validate interpretations about these important outcomes. Fourth, longer-term follow-up studies 
beyond one year post-graduation would provide evidence about sustained impact and career-long 
effectiveness. Fifth, investigation of specific factors contributing to successful OBE implementation 
would inform scaling efforts across diverse contexts. 

Policy implications: While preliminary, these findings may inform teacher preparation reform 
discussions by suggesting outcome-focused approaches have potential for systematic competency 
development. However, policy decisions should await replication across diverse contexts and more 
definitive evidence of causal relationships. 

This study contributes to understanding of OBE implementation in teacher preparation while 
highlighting the need for continued research to establish broader applicability and causal relationships. 
The promising patterns observed warrant continued investigation across diverse contexts to determine 
the broader potential of OBE approaches in teacher education. 
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Appendix 

Table 1: Research Instruments Overview 

Instrument Purpose Format Items Reliability Administratio

n 

Data Type 

PTCAS Professional 

teaching 

competency 

across 8 

domains 

5-point Likert 

scale 

(knowledge, 

demonstration, 

confidence) 

48 core + 24-

60 

supplementar

y 

Cronbach'

s α = .91 

Years 1-4 

(annual) 

Quantitativ

e 

SSCKT Social studies 

content 

knowledge in 

5 disciplines 

Multiple-choice 

test 

60 items 

(History: 15, 

Geography: 

12, Civics: 

12, 

Economics: 

11, 

Sociology: 

10) 

KR-20 = 

.87 

CVI = .89 

Baseline + 

end of each 

year 

Quantitativ

e 

TPER Teaching 

performance 

evaluation 

4-point rubric 

(1=Beginning to 

4=Distinguished

) 

12 indicators 85% inter-

rater 

reliability 

Years 2-4 

(field 

experiences) 

Quantitativ

e 

GESS Graduate 

employer 

satisfaction 

5-point Likert 

scale across 5 

dimensions 

25 items Cronbach'

s α = .91 

One year post-

graduation 

Quantitativ

e 

Interviews Stakeholder 

perspectives 

on competency 

development 

Semi-structured 

protocols 

3 protocols 

(students, 

faculty, 

cooperating 

teachers) 

Dual 

coding for 

reliability 

All phases 

(strategic 

points) 

Qualitative 

Observation

s 

OBE 

implementatio

n evidence and 

teaching 

practices 

Structured 

observation 

protocol 

Focus areas: 

OBE 

principles, 

interactions, 

strategies 

Observer 

training 

provided 

Field 

experiences 

(Years 2-4) 

Qualitative 

Journals Reflective 

thinking and 

competency 

development 

Structured 

weekly prompts 

Weekly 

reflections 

during field 

experiences 

Thematic 

analysis 

protocol 

Field 

experiences 

(all years) 

Qualitative 
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Table 2: Data Collection Timeline and Phases 

 

Phase Timeline Description PTCAS SSCKT TPER Qualitative Data 

1 Beginning 

Year 1 

Baseline assessment, establish 

initial competency levels 
✓ ✓ — Initial interviews 

2 End Year 

1 

Post 2-week observation field 

experience 
✓ ✓ — Focus groups, journals 

3 End Year 

2 

Post 2-week active 

participation in classrooms 
✓ ✓ ✓ Interviews, observations, 

journals 

4 End Year 

3 

Post 3-week teaching practice 

experience 
✓ ✓ ✓ All stakeholder 

interviews, observations, 

journals 

5 End Year 

4 

Post full semester student 

teaching 
✓ ✓ ✓ Exit interviews, final 

observations 

6 Year 5 One-year post-graduation 

follow-up 

— — — Graduate & employer 

interviews, GESS 

Note: ✓ indicates instrument administered; — indicates not applicable for that phase 

 

Table 3: Data Analysis Methods 

 

Analysis Type Methods Purpose Software/Approach 

Quantitative 

Analysis 

• Descriptive statistics 

• Repeated measures ANOVA 

• Post-hoc tests 

• Effect size calculations (partial 

η²) 

• Pearson correlations 

Examine competency development 

over time and relationships 

between variables 

SPSS 

Full Information 

Maximum Likelihood 

(FIML) for missing data 

Qualitative 

Analysis 

• Thematic analysis (Braun & 

Clarke, 2006) 

• Dual coding 

• Iterative theme refinement 

• Directed content analysis 

Identify patterns in competency 

development and OBE 

implementation experiences 

Manual coding 

A priori codes from 

OBE principles and 

teaching competency 

frameworks 

Mixed 

Methods 

Integration 

• Convergent design 

• Joint displays 

• Meta-inferences 

• Sequential explanatory analysis 

Integrate quantitative and 

qualitative findings for 

comprehensive understanding 

Manual integration 

Concurrent data 

collection with separate 

analysis before 

integration 
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