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Abstract

Project-based learning (PjBL) is commonly described as student-centered, yet its implementation also
changes and expands teachers’ pedagogical work. This qualitative study examines how sociology teachers
in Indonesian secondary education reconfigured their roles while implementing PjBL. The study drew on
in-depth interviews, classroom observations, and instructional documents involving teachers with
experience using project-based learning. The analysis identifies four interconnected roles: facilitator of
inquiry, designer of contextual learning, authentic assessor, and manager and scaffolder of collaborative
work. Teachers shifted from continuous exposition toward questioning, consultation, project monitoring,
contextual task design, formative feedback, and assessment of both process and product. Implementation
was constrained by limited instructional time, uneven student readiness, research-skill gaps, and group-
work difficulties. The findings show that PjBL does not reduce the importance of teachers; instead, it
relocates pedagogical authority toward the orchestration of inquiry, collaboration, assessment, and
contextual sociological learning. The findings show that student-centered project learning depends on
active teacher orchestration through planning, scaffolding, monitoring, feedback, and reflection.
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Introduction

Project-based learning is commonly associated with greater student agency, authentic tasks, collaboration,
and sustained inquiry. These characteristics make it attractive for sociology, a subject that asks students to
interpret social relationships, inequality, institutions, culture, and change rather than merely memorize
definitions. Projects can provide students with opportunities to observe social phenomena, collect information,
discuss alternative explanations, and communicate interpretations in forms that connect classroom knowledge
with everyday social life.

However, describing PjBL as “student-centered” can obscure the work required from teachers. When
students are expected to formulate questions, investigate social issues, manage group tasks, and produce public
artifacts, teachers must make continuous decisions about task structure, conceptual guidance, pacing,
differentiation, ethical boundaries, and assessment. Research on K-12 PjBL shows that teachers often occupy
several roles simultaneously, including designer, facilitator, manager, and advocate for the project (Markula &
Aksela, 2022). In secondary English classrooms, Boardman et al. (2024) similarly found that PjBL shifted
classrooms toward more authentic and student-centered learning while generating new tensions around content
coverage and student participation.
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This issue is particularly significant in sociology. A project on family change, social inequality, digital
interaction, or community conflict may appear authentic, but authenticity alone does not ensure sociological
learning. Students need disciplinary concepts, research guidance, and criteria for evaluating claims. The teacher
must therefore balance agency and structure: too much control can reduce a project to a conventional assignment,
while too little guidance can leave students engaged in activity without conceptual depth.

Existing discussions of PjBL frequently focus on student outcomes, but implementation research
increasingly shows that project quality depends on identifiable teacher practices. Experienced PjBL practitioners
coordinate the framing of authentic problems, disciplinary goals, checkpoints, feedback, group processes, and
public products rather than simply 'facilitating’ from the side (Dean et al., 2023). This shifts the analytical question
from whether PjBL is effective in the abstract to how teachers redistribute pedagogical work as students assume
greater responsibility for inquiry and production.

The study addressed this implementation problem by focusing on teachers’ changing roles in secondary
sociology classrooms. The article asks: How do sociology teachers reconfigure their pedagogical roles when they
implement PjBL, what forms of work characterize this reconfiguration, and what tensions constrain it? Rather than
treating transformation as a simple shift from “teacher-centered” to “student-centered,” the analysis
conceptualizes PjBL as a redistribution of pedagogical authority and responsibility.

Describing PjBL as student-centered can obscure the amount of professional judgment required to make
student agency productive. A project must be framed around a question that is open enough to invite investigation
but bounded enough to be completed within curricular and institutional constraints. Teachers must anticipate
what knowledge students need, what resources are accessible, what forms of evidence are appropriate, and what
misconceptions may emerge. In this sense, the movement away from continuous exposition does not remove
teacher authority. It redistributes authority across design, questioning, monitoring, and feedback.

This redistribution is especially significant in sociology because authentic projects often involve real social
settings. A project on family communication, neighborhood change, inequality, or youth culture may require
students to observe, interview, or analyze public information. The teacher must therefore attend to research
feasibility and ethical boundaries as well as curriculum content. Student-centered sociology becomes possible only
when the teacher builds an inquiry environment in which students know what counts as evidence and how to use
sociological concepts to interpret it.

The first role is facilitator of inquiry. Facilitation is not passive supervision; it involves making students’
thinking visible and intervening without replacing their reasoning. Questions such as 'What evidence supports
that claim?' or 'Which sociological concept explains this pattern?' can redirect a group while preserving student
ownership. The teacher therefore shifts from supplying answers toward structuring the conditions under which
students must justify answers.

The second role is designer of contextual learning. Project quality begins before the project starts. Teachers
translate broad curriculum goals into feasible social problems, determine what forms of fieldwork are appropriate,
and establish milestones. Bell (2010) emphasizes the relevance of authentic real-world work, while Grossman,
Dean, Kavanagh, and Herrmann (2019) argue that project-based teaching must preserve disciplinary learning
within authentic activity. For sociology, design quality depends on whether a local issue can actually support the
concepts students are expected to learn.

The third role is authentic assessor. PjBL distributes learning across planning, investigation, collaboration,
production, and reflection, so assessment cannot focus only on a final answer. Rubrics can distinguish conceptual
accuracy, evidence quality, analysis, cooperation, responsibility, communication, and revision. Individual
reflection is particularly important because a strong group product can conceal uneven learning. Authentic
assessment therefore makes the process of learning visible without abandoning disciplinary standards.

The fourth role is manager and scaffolder of collaboration. Group projects generate unequal participation,
conflict over workload, differences in digital competence, and varying levels of research skill. Teachers must
organize roles, monitor progress, and provide targeted support. Scaffolding may include examples of research
questions, mini-lessons on interviewing, templates for field notes, or models of effective presentations. Markula
and Aksela (2022) show that the deeper inquiry dimensions of project work are among the most difficult to
implement, making such support essential.

Method

The study used a descriptive qualitative design to examine teachers’ experiences of implementing PjBL in
secondary sociology. Participants were purposively selected sociology teachers who had used PjBL for at least one
semester. The final number of participating teachers and the exact school location were not reported in sufficient
detail, which limits the transferability of the findings.
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Data collection involved three sources. In-depth interviews elicited teachers’ accounts of planning projects,
facilitating investigation, managing collaboration, and assessing student learning. Classroom observations were
used to examine how these roles were enacted during project activities. Instructional documents, including lesson
plans, assessment rubrics, and student project reports, provided supplementary evidence concerning project
design and assessment.

Teacher role enactment is treated as the unit of interpretation. Interview statements, observation notes,
and instructional documents were organized around recurring functions: facilitation, contextual design,
assessment, collaboration management, and scaffolding. These categories were compared across the project cycle
to identify how roles overlapped and where teachers reported persistent tensions. The analysis remains
descriptive and interpretive; it does not estimate the frequency of each role or test whether role change caused
improved student achievement.

Results and Discussion

From information transmitter to facilitator of inquiry

Teachers described a visible reduction in continuous explanation and a corresponding increase in
questioning, consultation, and guided inquiry. Instead of attempting to provide every answer, they increasingly
used prompts that required students to define a social problem, identify relevant information, and justify an
interpretation. One reported change was the willingness to “throw back” questions to students and guide them
toward finding answers rather than immediately resolving uncertainty for them.

This shift did not eliminate direct instruction. Teachers still introduced key sociological concepts and
intervened when students misinterpreted evidence. What changed was the purpose of explanation: rather than
constituting the entire lesson, explanation became one resource within alonger cycle of investigation. Pedagogical
authority was therefore redistributed rather than abandoned.

Teacher as designer of contextual sociological inquiry

The second role concerned task design. Teachers developed project themes connected to students’ social
environments, such as family dynamics in the digital era, local social change, inequality, or community interaction.
These themes were intended to make sociological concepts visible in settings students could observe. The thematic
organization follows a reflexive qualitative logic that treats recurring role patterns as interpretive themes rather
than frequency counts (Braun & Clarke, 2021).

Design work included more than selecting a topic. Teachers had to translate curriculum goals into a feasible
project, determine what forms of evidence students could collect, sequence milestones, anticipate ethical or
logistical problems, and define what would count as a successful product. In several cases, students were guided
to prepare simple proposals, conduct interviews or observations, and connect their findings to concepts such as
values and norms, social structure, or social change.

This role exposes an important distinction between a project and PjBL. A product-oriented assignment
becomes project-based learning only when the project is organized around disciplinary learning and inquiry. The
teacher’s design work is therefore central to ensuring that the activity does not become detached from sociology.

Teacher as authentic assessor

PjBL also changed the object of assessment. Teachers described evaluating not only the final product but
also project development, collaboration, responsibility, oral communication, written reporting, and reflection.
Rubrics were used to make these criteria more explicit. Formative assessment occurred through consultations,
draft feedback, individual reflection, and group discussion.

This broader assessment perspective allowed teachers to notice dimensions of student performance that
conventional written tests often obscure. At the same time, it made assessment more demanding. Teachers had to
distinguish individual from group contribution, evaluate both process and product, and explain criteria
transparently. Authentic assessment therefore expanded rather than simplified teachers’ evaluative
responsibilities.

Teacher as manager and scaffolder of collaborative work

A fourth role emerged from the practical difficulties of project implementation. Students did not
automatically possess the research, time-management, or collaboration skills required for independent project
work. Teachers responded with mini-lessons on observation and interviewing, examples of previous work, staged
deadlines, group consultation, and mediation when conflicts arose.

Digital platforms such as Google Classroom and WhatsApp were also used to monitor progress outside face-
to-face lessons. These tools enabled continuity but created an additional layer of coordination. The teacher became
responsible for maintaining project momentum across classroom and digital spaces.
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Persistent implementation tensions

Teachers reported several recurring constraints: limited instructional time, unequal participation within
groups, uneven research skills, and different levels of readiness for autonomous work. These tensions are
analytically important because they show that PjBL is not a simple transfer of responsibility to students. The
approach depends on the teacher’s capacity to decide when to intervene, when to provide structure, and when to
allow students to struggle productively. Comparable research in diverse secondary settings likewise shows that
time, resources, curricular demands, and teacher support can enable or constrain project-based learning (Wilson,
2021).

Teacher work extended across disciplinary and digital boundaries

The study also described collaboration with teachers of Indonesian language and informatics. This suggests
that project-based sociology can extend the teacher’s role beyond a single subject. Report writing may require
explicit literacy support, while digital products may benefit from technical guidance. Cross-subject coordination
can improve project quality, but it also requires agreement about deadlines, standards, and responsibilities.

Digital platforms such as Google Classroom and WhatsApp further extended teacher work beyond
scheduled classroom time. They enabled progress monitoring and consultation but also created additional
expectations for availability. Sustainable PjBL therefore depends on organizational norms that define when and
how digital communication is used, rather than relying only on individual teacher commitment.

Discussion

The findings support a role-reconfiguration view of PjBL. The teacher does not become less important in a
student-centered classroom. Instead, the form of pedagogical work changes from continuous transmission toward
the orchestration of inquiry. This interpretation is consistent with Markula and Aksela’s (2022) finding that project
teachers act simultaneously as designers, facilitators, and managers. It also resonates with Boardman et al. (2024),
whose secondary-school study documented more student-centered and authentic learning alongside challenges
in pacing, participation, and curricular coverage.

The sociology context adds two important dimensions. First, project design must preserve disciplinary
integrity. Students may successfully complete a video, poster, or community report without demonstrating
sociological reasoning. Teachers therefore need to specify the concepts, evidence, and forms of explanation
expected in the project. Second, sociological inquiry may involve personal or sensitive issues. Teachers must
manage ethical boundaries around interviews, family information, inequality, conflict, and other topics that could
expose students or community members.

Assessment is another site where the role transformation becomes visible. Reviews of PjBL note
considerable diversity in outcome measures (Guo et al, 2020). The present study suggests that teachers
experience this not as an abstract measurement problem but as a practical classroom challenge: how to recognize
conceptual understanding, collaboration, process, and artifact quality without allowing one dimension to
dominate the others. Rubrics and formative checkpoints can make this work more transparent, but they also
require assessment literacy.

The results also complicate celebratory accounts of student autonomy. Student choice is valuable only when
learners possess sufficient procedural knowledge to act on that choice. Where research and collaboration skills
are weak, scaffolding becomes part of PjBL rather than evidence that PjBL has failed. The pedagogical challenge is
to provide enough structure to support inquiry without converting the project into a sequence of teacher-directed
tasks.

The study has limitations. The study report does not provide a participant count or sufficient contextual
detail about the research site. It also relies on qualitative evidence and cannot establish changes in achievement
or long-term teacher professionalism. Future studies should compare role configurations across schools, include
student perspectives, and examine how different forms of scaffolding affect the quality of student sociological
inquiry.

Role expansion rather than role replacement

The findings support a view of teacher transformation as role expansion. PjBL reduces the centrality of
continuous lecture but increases the number of decisions teachers make before, during, and after student activity.
Teachers design authentic contexts, facilitate inquiry, monitor social dynamics, scaffold research practices,
coordinate resources, and evaluate complex performances. Student agency is therefore produced through teacher
work that is often less visible than exposition.

This interpretation challenges a simple contrast between teacher-centered and student-centered pedagogy.
A teacher can speak less while exercising more sophisticated professional judgment. The important question is
not how much control the teacher relinquishes, but how authority is used to create progressively greater student
responsibility without sacrificing disciplinary rigor.

CHARTA EDUCA: JURNAL KAJIAN PENDIDIKAN



ISSN: 3063-4146 146

Disciplinary alignment as the central implementation problem

Project activity can become disconnected from sociology when students focus on completing a product
rather than developing an explanation. Markula and Aksela (2022) found that collaboration and artifact creation
are more readily enacted than coherent inquiry and student-generated questions. The same risk appears in
secondary sociology. A poster on social inequality can be visually strong but analytically weak if students do not
use evidence or concepts. The teacher’s role as designer and assessor is therefore central to maintaining
disciplinary alignment.

Assessment can help solve this problem by signaling what counts as quality. If a rubric rewards only
creativity, punctuality, and presentation, students may infer that conceptual analysis is secondary. A stronger
rubric separates sociological concepts, evidence, interpretation, collaboration, and communication. Periodic
checkpoints also allow the teacher to correct conceptual drift before students invest substantial time in a final
product.

Managing collaboration as pedagogical work

Group work is often treated as an automatic benefit of PjBL, yet collaboration is itself a skill that requires
instruction and management. Dominant students can monopolize decision making, while quieter students may
perform peripheral tasks. Teachers can respond through role rotation, short progress conferences, peer feedback,
and individual reflection. These practices make contribution visible and reduce the likelihood that group
performance conceals unequal learning.

For sociology, collaboration has an additional disciplinary value because the group becomes a small social
system. Students encounter negotiation, status, responsibility, conflict, and informal norms while completing the
project. Teachers can use brief reflective questions to help students connect these experiences with sociological
concepts, turning the social organization of the project into another learning resource.

Time, curriculum coverage, and selective use of projects

Time pressure was one of the most persistent tensions in the study study. Extended projects compete with
curriculum coverage, school schedules, and other assessments. This does not mean that PjBL is impractical; it
means that projects should be used selectively. Units that benefit from sustained inquiry can justify a substantial
project, while other topics may be better served by shorter case-based or discussion activities.

Selective use also allows teachers to build student readiness progressively. Early projects can be tightly
scaffolded and limited in scope. Later projects can provide greater autonomy as students develop research,
collaboration, and communication skills. A curriculum that treats every assignment as a major project may exhaust
both teachers and students and reduce the quality of inquiry.

Professional development and institutional support

Teacher development should move beyond introducing the procedural steps of PjBL. Teachers need
opportunities to design driving questions, examine real student work, calibrate assessment rubrics, practice
facilitation moves, and anticipate research or group-work difficulties. Haatainen and Aksela (2021) similarly
report that teachers perceive meaningful benefits from project learning while also confronting substantial
implementation challenges. Professional learning is more useful when it treats these difficulties as design
problems rather than as failures of motivation.

Schools also shape the feasibility of role transformation. Shared planning time, flexible scheduling, access
to digital tools, and coordination across subjects can reduce the burden on individual teachers. Without
organizational support, the expanded roles required by PjBL may become unsustainable even when teachers are
committed to the approach.

Limitations and directions for research

The study is constrained by incomplete reporting of the number of teachers and schools and by the absence
of systematic student interview data. It also does not include standardized measures of learning outcomes. The
findings should therefore be read as an interpretive account of role configurations rather than evidence that those
configurations produce superior achievement.

Future studies should specify participant and observation details, compare novice and experienced PjBL
teachers, analyze classroom interaction and feedback episodes, and include student perspectives on the amount
and type of teacher guidance they find useful. Longitudinal work could also examine whether teachers’ role
configurations change as they gain experience and whether institutional support reduces the workload associated
with project orchestration.

Practical design principles for sociology teachers
A practical planning sequence follows from the analysis. Teachers can begin by specifying the sociological
understanding students should demonstrate, then select a social problem that makes that understanding
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observable. The next step is to identify the research and collaboration skills students will need and teach those
skills before they become barriers. Milestones for proposal development, evidence collection, analysis, and
presentation should include opportunities for feedback and revision.

Finally, the assessment plan should distinguish process from product and group performance from
individual learning. Such design keeps the project subordinate to disciplinary goals and clarifies the expanded
professional role of the teacher: not the owner of all information, but the architect and regulator of a learning
environment in which students can conduct increasingly independent social inquiry.

Implications for teacher professionalism in Sociology

The role changes identified in this study also have implications for how sociology teacher professionalism
is understood. Professional expertise is not limited to mastery of sociological content or classroom explanation. In
project-based settings, expertise includes the ability to translate disciplinary concepts into investigable questions,
recognize when students need methodological support, and design social situations in which abstract concepts
can be applied. This broadens professional competence from subject transmission toward pedagogical judgment
about the relationship among curriculum, context, and student readiness.

Reflection becomes an important part of that professionalism. Because projects are open-ended, teachers
cannot predict all group difficulties in advance. They need to review what kinds of prompts generated stronger
explanations, which milestones were unrealistic, where group participation became unequal, and which
assessment criteria failed to distinguish strong from weak analysis. A reflective cycle allows teachers to refine
project design rather than repeat the same structure mechanically.

The transformation also raises a workload issue that should not be ignored. Monitoring groups, reviewing
drafts, coordinating fieldwork, and responding through digital platforms can require more time than conventional
lessons. If institutions promote PjBL without adjusting planning time or providing shared resources, teacher
transformation may be celebrated rhetorically while becoming difficult to sustain in practice. Institutional policy
should therefore recognize the labor associated with authentic assessment and project supervision.

These considerations reinforce the article’s central argument that PjBL should not be understood as the
displacement of teachers by autonomous students. It is a reorganization of pedagogical labor. Students gain
meaningful agency when teachers deliberately construct opportunities, boundaries, feedback systems, and
assessment criteria that make independent inquiry possible.

At the classroom level, this means that teacher guidance should be deliberately visible to students.
Explaining why a checkpoint exists, why a rubric separates evidence from presentation, or why a group must
revise its research question helps students understand the logic of inquiry. In this way, scaffolding does not merely
solve immediate problems; it teaches students how to manage future projects with greater independence.

At the curriculum level, project work is strongest when it builds cumulatively. Students can begin with
teacher-framed investigations, progress to partially student-designed projects, and eventually take greater
responsibility for questions, data, and presentation. Such progression provides a realistic pathway from structured
support to autonomy and helps prevent the abrupt expectation that students become independent researchers
simply because a project has been assigned.

Taken together, these design and organizational implications suggest that teacher transformation should
be evaluated by the quality of inquiry students are able to sustain, not by the simple absence of lecturing. A
successful project-based sociology classroom remains highly structured, but the structure is increasingly
embedded in questions, milestones, feedback, and criteria rather than in continuous teacher explanation.

Contribution: Teacher Role Reconfiguration as the Mechanism of PjBL

The study’s broader contribution is to treat teacher-role change not as a side effect of project-based learning
but as one of the mechanisms through which PjBL becomes educationally coherent. The language of student-
centered learning can create the impression that effective projects require teachers to withdraw. The evidence
examined here points in the opposite direction. Student agency depends on substantial professional work before,
during, and after the visible project: selecting a socially meaningful problem, identifying the disciplinary concepts
that must remain central, sequencing milestones, diagnosing group difficulties, modeling inquiry practices, and
assessing both process and product. This interpretation is consistent with research showing that PjBL can promote
engagement when learning is organized around authentic tasks (Almulla, 2020), but it also explains why
implementation quality is uneven. A large meta-analysis of problem-, project-, and case-based learning found
small-to-moderate positive motivational effects with considerable heterogeneity across contexts (Wijnia,
Noordzij, Arends, Rikers, & Loyens, 2024). In sociology classrooms, such heterogeneity is especially important
because the projects themselves often involve contested social problems and real communities. Teachers must
protect student agency without allowing inquiry to become conceptually shallow or ethically careless. The
reconfiguration identified in this study can therefore be summarized as a shift from delivering finished
explanations to orchestrating conditions for disciplined inquiry. Professional development for PjBL should
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consequently focus less on generic project templates and more on problem framing, scaffolding, group facilitation,
ethical fieldwork, formative feedback, and authentic assessment. This framing also clarifies that teacher
professionalism is not reduced by student-centered pedagogy; it is made more complex, distributed, and visible
across the learning process. This interpretation is consistent with systematic evidence that higher-order and
critical thinking in problem- and project-based environments depends on deliberate task design and guidance
(Loyens, van Meerten, Schaap, & Wijnia, 2023).

The transformation described in this study can be clarified by considering recent evidence on what teachers
actually have to do when project-based learning is enacted in classrooms. PjBL does not eliminate teaching; rather,
it redistributes teaching across the design, facilitation, monitoring, feedback, and assessment of extended student
activity. A 2024 synthesis of K-12 students' perceptions shows that project work can increase enthusiasm and
contemporary skills, yet it can also generate initial anxiety, consume considerable time, and create concerns about
insufficient content coverage (Oduro, Muganga, Parker, & Sang, 2024). These tensions help explain why the
teacher's role in the present study expanded rather than diminished. Teachers had to decide how open a project
should be, what evidence students needed to collect, when groups required intervention, and how sociological
concepts should remain visible in the final products. In this sense, the shift from information transmitter to
facilitator should not be interpreted as a reduction in professional authority, but as a move toward a more complex
form of pedagogical judgment.

Recent literature also suggests that the quality of PjBL depends on how teachers coordinate authenticity
with curriculum coherence. Yusri, Yusof, and Sharina (2024) identify recurring PjBL elements such as
collaboration, creativity, communication, problem solving, and conceptual understanding, while Boardman et al.
(2024) show that authentic project enactment may still involve tensions around participation and curricular
coverage. Rehman, Huang, Mahmood, AlGerafi, and Javed (2024) similarly connect well-designed projects with
student engagement and 21st-century competencies. Applied to sociology, these findings underline a distinctive
professional task: teachers must enable students to investigate real social issues without allowing projects to
become detached from disciplinary reasoning. The teacher therefore acts as a bridge between curriculum concepts
and the social worlds students investigate. This bridging function includes helping students formulate
sociologically meaningful questions, distinguish description from explanation, use evidence responsibly, and
reflect on how class, institutions, norms, culture, or social change shape what they observe.

Digital orchestration adds another layer to those teacher roles. Secondary-school ICT research shows that
effective integration depends on pedagogical purpose, teacher competence, infrastructure, and classroom support
(Msafiri et al,, 2023; Tzafilkou et al., 2023). Problem-centered teaching likewise requires teachers to interpret
what counts as a worthwhile problem and to scaffold students’' movement from initial ideas toward disciplined
solutions (Lane et al, 2023; Lonergan et al., 2022). In the present case, this means that the teacher's role
transformation should be understood as coordinated design, facilitation, monitoring, feedback, and assessment
rather than a simple reduction of teacher authority.

The role framework also connects to two complementary strands of research. Falloon (2020)
conceptualizes teacher digital competence as an integration of technical, pedagogical, contextual, and professional
judgment, while Kurniasari et al. (2024) show how Indonesian project learning can be organized around socially
consequential issues. Together, these perspectives support the four-role interpretation developed here: teachers
in PjBL must coordinate disciplinary purpose, digital and material resources, group processes, and assessment
rather than merely step back as students work.

Conclusion

Project-based sociology teaching reconfigures rather than diminishes the teacher’s role. In the cases
reported here, teachers moved toward four interconnected forms of work: facilitating inquiry, designing
contextual projects, assessing process and product, and scaffolding collaborative investigation. These roles require
teachers to redistribute authority while maintaining responsibility for disciplinary quality, inclusion, pacing, and
ethical practice.

The implication for professional development is clear. Training teachers to “use PjBL” should not stop at the
procedural steps of a project cycle. Teachers need support in designing authentic sociological questions, teaching
basic inquiry skills, managing group dynamics, and constructing transparent assessment criteria. When these
capacities are present, PjBL can become a vehicle for connecting sociological concepts with students’ social worlds
rather than simply a more elaborate form of assignment.
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