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Fo;“éword

% ‘the statds of citizen'fall front grace? At what point in our
hastox\y di péople ceale to be ﬁmud of being a citizen? It was not -
" alwayé so. At one time people beheved that to be a citizen of a republic
- was 2 speaal blessmg In‘contrast, §ubJec;s were to be pitied- ‘becaude -
. they had o opportunity to govern themselves or- to-determine the

mlcs by which. they lived. Who debased the concept of. cmzcnshlp? . s
Whiat ever:ts led’ many Americans to é\onclude that beinga citizenwas . ™ . .
~ noNonger ait horior and a’ pnwlcge? s

. Fo ’Thomasjefferson and his peers,'ta bé citizéhs ofa rep\ hc was,

-the rest—pmwlegesavaxlable«xwﬁuman beings. The right to’ ’
rigle on was worth fiskinig life and }iropertyg Moreover, they be- :
. -lieved that the' challenge of citizenship, .appegling to the noblest in- ~ :
- . stincts of niankigd, would draiv from tlie populace hidden and Hish- y
e erto unsusp:ct;\?ua‘hues of altruism and Jintellectual talent. How- . «
T evercxﬂzensh ip-w ot-merelmghtm bd en_;oyed it also carried *
responslbnhty. Citizens must educate themselves; theysmust be aware
of public issues; they rust avoid p petty, personal interests and seek the-
common good; and, above.all, they must participate. .

: Do we take cmzenshlp too much for granted today, and has our .
general ecoriomic prdpérity made us lazy and complacent? Or have T
we-become -disillusioned with political life? Have political xandals\
bred apathy and alienauonf Or.have natlonahsnc, chauvinistic inter- -
J p:;etatlons of cmzenshtp by some mdl\uduals tumed others away from - .
eits pracucé? ‘
) Howe\@t‘ one answers thesé*questnons,,lt seems clear thata ma_yonty

of Amg:néans no longer fel the. dggree of pride and responsibility in

being uﬁluns Thus, wé¢ must wonder, as our nanonq’s founders did:

. Gan the repubhc survive dnlew.;mzens arewilling toshoulder wnllmg—

Iy and responsibly the vasks of govetnment? R

The founders were under,nb“xllus;on that the cultivation of citizen- e

. _ship wouid be easy. People would have to be educated for citizenship. - y

. Ina letter to Edward i“q:rett, Jeﬂ"ersori wrote: “The qualifications for, ~ ﬁ"
v self-g.’lovemmenc are not mnate. They are the resu]t-of hab:t and long s

wainh *- . o @
In 1918 the Reporton ¢ Reorgamza\non of Sccondary Educauon . -
)dalme.d cmzenshxp education to. be, one of‘the “seven c.n‘dmal )

<
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P ncnples of educ,mo . Subsequent siudxes, reporzs, commlssnons,
an proclama ons have reconfirnied the.primacy of cmzenshnp edu-
catign *a schooling. It ismot that the fask of citizenship education is
_excl sxvely ‘that of the schools; other agenciesﬁithe family, church,

+
*
’

voluni{ary associations, etc.—also contribute importantly; bt citizen- :\.

shlp 19 a central pung8se of formal education, although recently
méyxh ve forgotten it Ty . S
“ Within schools, social studies hada maJor role to play. Social studies
-hdsno monopo oly over cmzettshlp educauon, other subjects, the &éxtra; *
cumcular program,“and the structute of school,governance itself alsq
play theit parts. Nor are sbc;al studiés teachers interested xxclusnvely
in cmzenshlp dducauon Nevertheless, a social studies progrim with-
 out citizenship education at its core is like yards of thread wnthout a
spobl-—ail tangle' and confusion, g T
Just as the need Tor, alert, commltted and capable citizens will con-
tinue so long as there is a repubhc, so too citizenship educauoﬂ must

rsnst 50 _long as new generations muit. be, taught the kriowledge;, -

skillé, and walues of ¢ ffective citizenship. But the nature, of cmienahxg
education changes over time, just.as the demands upon c itizens alter
-under the press of new circumstances. Each generation must redefine
for itself- what it means to be & citizen, and what cducanon is reqmred
to play the, Jrole of citizen successfully. - \ -
Through 'the leadership of recent NCSS officers, Boards of. Dlrec-
tors, the Advisory Committee on Citizenship, and, the Executive Dj-
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"
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v
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.rector; the National Council for the Social Studies has attemptc,d 0 ...

‘rekindle an interest in citizenship .education. In 1976, NCSS .spon- -
'sared a conference in Indxanapohs to explore the obstacles which lay

in the path of promotmg more effective citizenship, education. Con-
structmg anew and more powerful rationale for citizenship educanon
was identified 25 one of the most important tasks before us.’In A

gust, 1977, NCSS co-Sponsored a conference’at Ghautauqua; New
York on the theme “Education for Nationa! Citizenship Through a
Global Lens.” This conference, attended by approximately 200 eduga-
tors from all-parts of the nation, devoted a full week to exploring

»

-

elements of a new rationale for cmzcnsh:p education. The theme’ for 7,

the 1977 Annual Meeting in Cincinnati is “The Citizen in Society:

The Role of the Social Studies Teacher.” Thw ‘conference -will focus -

on the neéds and prxormes of y{uzenshlp educanon today and for the
future. NCSS committees—especially the szens}np Commlttee, the .
International Relations Committee, andsthe Ad Hoc Comnittee on
the Democratization of Schools—have concentrated their efforts on®
strengthening cmzensth education. NCSS$ pubhcauons and speeches.
‘by offiters,. Board members, and the Execuuve Diréctor have further
argiculated the i importance of cmzenshnp education.» ¢ . q

This bulletm conmbutes substanually to the NC’SS effort . fogter
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T4 . - discussion and 'debate on the’ priorities and needs of citizenship edu- -

% ‘\-“f;c?ﬁp,rt._ﬂ,lets)ptjﬂcigg\] focus js the search for an appropriate 1 dtionale ’
;.. for-citizenship education foday, The bulletin willnotbringanendte. -~ |
LI thcc’l_ebaitg,pn what-must be:déne ir this field, but it should help clari- * *°
AR ija/thg,qrgﬁmen% TS . S )
0 |~ We-canbe grateful that James Shaver agreed to accept the task of \ <.
e 4, editing: this bulletin. He is not only known to NCSS membeisasour .. -

ST, > By MR R R s " S . S et gids : .

- _--mostrevent Past-Presjdent, but he is also widely recognized'as-one of ‘
¥ %" ourleading Citizeiship educatois. He has spoken and written el . .- -
#% _ quently in the past about the fieed to clarify our purposes and to rec- , . L
. - ognize the central place of citizenship e_dugatitin in the social studies: I ;

37 - alsg.wish to,thank-the authors for- their contributipns and to con-" v
* I ‘ o fide Mo . i P IR
gratulate the-Publjcations; Board, the Direcior of ;Publications, Dan -
SRR o " S A A N TN .
... Roselle; and all those who assist him' for another‘splethd'uob. "
L T Ne v X . e T oL o =
T A ‘Howard Mehlinger, President . it
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Lo s e S
w5 !%" ' This bulletin on citizenshi [
et “propose‘a philosoghy_fdr_‘itil-cilibi?i& tign nor avset of pre- .
., | - scriptions fora citizenship ‘e,gucaﬁon program. Iﬁs’iead_;}g&;mg thas -
{7 been,to,involye social studies educators, teachers and supefviggrgin. _
oA - particular, in ":e’-examining the assumptions pnderlying théit cur-"¥z
‘ ricular and teaching decisionjs, and in looking at the citizenship ii-
I plications’ of what actually happens in their classroofns and schools,
oo j & Obviously, teachers’in"curkiculum areas other than ‘sociat studies .
‘ _ are caiicerned with citizenship,-and the total school curriculum ¢could =~
be consideréd citizenship education in the broadest sense of the term _
" as preparation for life. Obviously, too, the “hidden cuiriculum” of the -
. classroom and the sch‘obl—-‘tge infumerable interadtions that educaté”
_, students in.often unintended ways—is part of citizenship education.
Angd, so are the many nonschool educatignal tnfluences, such as the -
media, thal may or may not be utilized in the school’s formal citizen-. .’
« ship education efforts. I ; ' -
The examination of assumptions, a basic\rationale-builgiinga€tivity,‘< .
is important: for persons jin these other areas as well, For example, -

~

Pk s .
education, as its title suggests, does not

JRE

Silberman’s call to eradicate] “mindlessness™lack of thought about :

., .Pwrpose and how content and methods affect purpose—in education . E

~"4s (directed not only at teachgrs and administrators but at “journal- - .

ists, filmmakers, T\",fdiréctof »et al.”t The French teacher, the coach, -

o t(i,lek‘}:rincipal, the policeman or policewdman, the storeowner, the .

. tolevision producer, the: newspaper. reporter—all tend to act tod fre- ;-

-+ quently without recognizing how their unreflected bigses and whims

 mmaylimpact the ciiigﬁns-in:prpces's» (young people} with whom they -

contact. o ’ . ' Lot g

. Hawever, this bl)lfetin i?,"a;idressed to social studies educators, be-« *,

- -scdusg-sdkial studiés is the one carricular area for which the stated
.~ - .central focus is citizenship. Addressing this more limited andience

; does not imply’an unimportant task. Increased thoughtfulness among -

oL

"
et

those whose consciously dtcepted role is citizenship education could .
havejhiglily significant consequences. - - .. ) s v

This l;xfliqﬁh’regcéti 3 congern that, ‘despite the conscientious ef-  :.
'Gharles E. Silberman. Cﬂ.ujm the classroom. New York: Random House, 1970, pp;
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©,  forts ofmany. educators, citii_enship'»gducaﬁon'is in disarray. Thereis - «

¢, . litde evidence to indicate that the school’s citizenship education ef- :

< .. <forts have affected generally the quantity or quality of adult citizen . =~ - -

- participation, and secial studies programs arid school énvijronrhents '

.. ;. often appear to be:inconsistent with the demands of “adult citizen-’
R R A R N

~i7*"tOne outcome of an NCSS-sponsored Conferel)c' on Citizensh

.+ '~ Edycation in March of 1976 was the conclusionfthat the recon-

S -, ceptualization of citizenship education i§ a’major need.? Fred New: .
v . mann was commissioned tg-prepare a paper delineating the issues -t
% ¢ . that should be addressed by persons developing definitions or phi- .o
{*\‘ . Josophies of citizenship education. That paper was revised for this ‘.

_\.; ‘bulletin; and it-is presented as Chaptef 1.2 The questions raised by
" %/ ,Newmant set-the tone for the rest 'of the bulletin.” - o

S 5 ¢+ Thege is np, pretense that this.builetin treats all ?f the issuesraised o

ey \\' in Chapter 1. Invitations to write Chapters 2, 3, and 4 were extended -

"« \to persons who have been working an often gverlooked, but'pogen- -

.. tally productive elements of citizenship education. Those chapters

»o . illustfate the kinds of questions that need to be raised and dealt.-with.

Yo, Edch chapter examines some assumptions relevant to an aspect of \
K ;"‘%ﬁ;{ﬁtu{nale-buildinga and deals with practical implications for practice.
' m&h,}%gl}aptey 2, Harold Berlak provides a radical critique of the

LY .0 : RN o o ‘o . -
pur %of, ég@qshxp education-in a2 democratic society. He pro-
e
\

4

:‘j T . poses ge raisfagaof human conscicusness, the basis for social criti-
- cism, as\the priimif?\‘@%fgggojf citizenship education; and elementary -

school curiculum material§ yo¢hieve that aim gre described.”, |, o
i . Despite ‘the call by social ,stud‘ie?}ﬁé‘ﬁfgtg;fprvthe extension of citi-  * ¢ .

zenship education efforts beyond the Classroomiand the school, many

-+ social studies programs are still bound by the sthdbthouse walls. In

" Chapter 3, Dan Conrad and Diane Hedin explore the objections to .

.~ and the reasons for social participation as a part of schooling, Théy —

-

<2 % also discuss the forms that par;‘ingatory édugadon-mi ht_take, and e
4 '.é\ throughout propose practical suggestiohs for.implementing worth- . ;
“... . while.ad manageable programs. . L |
L7 Then, Yn Chdpter 4, Charles Curtis examines assumptiors about = »
.+ theso-called “slow learners” and citizenship that impact programs for E
"', them. Apd, he proposes the study of controversial commaunity prob- . <

lems as a practicable and viable approach to citizenship education for

g *  an often neglected segment of the school population. \
W e e : . T - - -
1See Helen Roberts and Brizn Larkin. Toward a rc‘conczptualization of citizenship ., !

education: Preliminary report of a conference on citizenship education. Washington, *
\D.C.: National Council for the Social Studies, 1976. .

3Newmann usgs lhe%erm “civic education” in his chapter title. Some woujd argue that - * 4
at term is narrower than “citizenship education.” See, e.g., Conrad and Hedin's com-

[}
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* Chapter 5 retyrns to the subject of rationale-buildiftg itself.- The
. impottahce and the legitimacy of teachers and, supervisors “doing
- philosophy” about citizenship education are discussed, and som¢
-conditions for- fruitful involvement in rationale-building are~ext

plored. Sonte current central issues in rationale-building for citizen- "~
%% . ship education are<aised, too. e g I e
% Obviously, the bulletin was not conceived nor’pr!pared as a source
of final afiswers as to.the rationale:for or the content of social studies
"~ —education,It is meant as.a preliminary step t'oward‘;ge reeoncép-
tualization of citizegship education identified as the major rieeddur-
N _.ingyhe 1976 Conference on Citizenship-Edacatién. A primary pur- °
\ —~ 'pose has be¢n to make mdre clear the dimension’s of the problem that
" ) the profession faces in providing’the sound intefectual justifications
" to make social studies programs more responsive to the needg of a: ~

/ .~

" ©*"_; democratic society and moreihiteresting and: beneficial:to t ung -.>
e _ citizens who inhabit it. If we have failed to deal with an issue you ¢
: deem important, we-can only restate the imPossibility of cohfronting
g _ allofthe pertinent,issites in a bulletin. If we have failed to impress (or

‘ .+ re-impress) you with the importance of ratiopale:bpilding and to°
_+7=— - stimulate your thinkir g abaut the assumptions und,eriy}ng what is
o _ - happening in social studies education, theg, the ceritral objectjygehas
< \T‘hotbee.ju met. . N L '
e ' Theé authors and the editor are grateful to the National Council for
. ¥ the Social Studies and. the NCSS Publications Board for the oppor- -,
.. % * tunity to prepare this bulletin. We appreciate the many critiques of
S “the manuscript; but, of course, we must take x’ésponsibili}y for any -

Ao

. L4 . - t ]
- inadequacies that remain. o e
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Bu1ld1ng a Rationale

for Givic Ed}lcatlon ..

FredM New ‘ R

’

K The N eed for Comprehensnve Ratnonales

e " What i is wrong wnth civic education? Our troubles nght be ‘traced .
+ to any or all of three kinds of failures: ‘technical i incompetence (not
knowing how to teach what we wish to teach), lack of consensus on
goals (so’ many approaches and such dlsagreemem over the proper
,.e aim of civic ‘education that no clea purpose emerges), or inadequate
g -rationales (assumptions underlying goals ,gnd methods, whlch have
5 _ notbeen clarified or Jﬁstlﬁcd-—e‘ven to their prpponents—m ways that
© '~ provide thorough conceptual bases far civic education)s The prob- .
lems of technical competence, social consenstis, and conceptual ade<”
A quacy are related, and civic educition probabl suﬁ'er gom all three.
. Theaim of this chapter is not to offer technical advice pedagoglcal
matters, nor ta present a :(w umfymg philosophy, but to focuson the
conceptual problem by o lmmg major guestno s :olwhlch‘any ratio-
nale ought \§peak if it is to be considered intél ectually adequate or
compbte. The need for qgorc systematic rationales should become

ewdent as we consider the social disillusionthent which plagues educa-
Q 7:)«: plagut

» txon, the nature of curre,
whach civic education pr

S Socxal ‘Disillsionment

¢ In spite of heated dlsa 3 eemem on many issugs, &werse sectors in
the Umted’States share samethx{:g in common~a§pro§ou nd social dis-
S~

.

t approaches, ;and th process jrough,
ms are deviséd. \ P

-

!

"~ - . .
u' ‘

FRED M NEWMANN is Professor of Clirriculum and Instrucnon,\Uchrsuy of Wis. .}'
consin {(Madison), where he teaches courses in curriculum and social studies education)
His experience includes social studies teachmg at the secondary levc\c‘ipvclopment of
curriculum in public controversy, % izen action, the formation of an alternative school,
3nd directing of an cxpcnmcnla! h.D. program cmphasxzmk actio:§ for msmuuonal
¢ . change.
- ‘Agrauonalc for civiced uauon isdefined hereasa statemcnt that am&npls to artlcu-
late and to justify a parucular approach to civic ':dumuon
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1llus%nment For maty persons at all points on th lmcal spec;rum,
the 4Blcen,tenmal gave no occasion to celébrate, but pomtcd with de-
pressing clamy to abysmal gaps between textbook ideals and the‘ac- .,
tual historical record of cons{itutional democracy i in this 3ociety. Con- -
sider a few of the ways in which the fajsh.has beent shakens> -, -~ ~ “-
< Akey objective of this country’s foyhding political philosophy was,
" to prevent centtalization of ‘power. Sjich mechanisms as a constitu- , -
tional system of ks and balances,$eparation of powers, a Blll of g
# Rights and a judicial'system basetl on due process‘were desngned in -’
part, to restrain the influence of centralized national gover‘ﬁfnent in
» , citizeris' lives. Today, ho\vcwr. centrakized institutions, national,and , -
’ internatignal, I_)ubhc and private, deperd for their exlstence on mﬂu- o
e encing the' masses-—-thex dominate our lives. i
NI " The electoral system, based on equal representation, majonty rule, -
' freedom of speech and assembly, and a system of mass pubhc educa: °
- ; ‘tion should encburage widespread citizen participation in public af-
fairs and shbuld thereby assure a measure of trust by the govemed ih
: their government The record, however, showsﬂzervaswe citizen mis; -
. trust and apathy, based oftenon ﬂagrant abuse of the public t}-}m by
_ plblico 1§l§ . \ 7
+  The bountiful resources, of t,he capntry, :dong with a economzc
system that -originally respected individual initiative and property
rights, Shouﬁ, lead, presumably, to equitable (though perhgps not
equal) distribution of wealth. Instead, we have seen how free enter- -
prise can itself destroy the opportunity }or free enterprise; and thatin -
spite of a m}'th of economic mobnhty, certain groups have remained in
“  the economic ceflar for generauons be Z
‘The goal of abundance, prospemy, and an enhanced | standafd of, .
living has been pursued with such vigor that the economy depends on
continually increasing consumption. But we-have recently learned
that the planet’s resources will soon be éxhausted, and that our inter«
vention disrupts biological and geological progesses crucnal tolifeit-
self. Must the dream of °abundance and prosperity for all be aban- s
doned?- '
The country was founded allegedly on the pnpcnple uf wwersale. o
- human rights, not only political-legal rights to self-governmefit and
due process; but the more fundamental right to equal respect, which
1mpl§)s toleration of differences in religion, life styles, and ideolo-
_ gies—in short, a commitment t&'ultural pluralism. United ‘Statgs his-
tory at home and abroad, however, reveals dramatic v:olatldps of thxs
principle in the pursuij of “Amencamzatwn or “national interest.”
} * The point is not to-flagellate the nation or- to dismiss the * expen- .
o ’ ment in democracy” as a proven:failure. The-extcnt to which &emo—
cratic ideals have been or can be achieved should be continuously in- ,
vesugated Our purpgse here is only to note possible 501 50urces of pajn~
. 2°

E * ’
TP i 1 . o \ e
) P . 2 S s N

. ' B
= o — N . - g - :,. i i

»
-




-
-

P
£

" n L
-

Fu g ant AV R - L
. 7, ful disillusionment'for Jarge numbers of citizens across all categories *

o

= .. of dge, sex, race, etljniq:ity,: income, social class, and political affitia-
"%~ ton, asthey perceive huge yaps between democratic ideals and real- . 6
. .itg, Their perceptions are evident in complaints aBgut outrageous be- .
.. - havior by citizens (they are too apathetic, they don't obey the law, they, . ~

..+ doi’t show respect for each | ther); outrageous behavigr by public . _ °
" offigihls (they are corrupt, they don't enforce the law, they distrimi-
nnate, they are ignorant); outrageous public policies;(they hurt
4 % fapmer;the businessman, the welfare recipient,.the consumer/the in-
F Y nqceﬁkVie‘tﬁqnﬁe‘s_e or Afr!ican);' ‘outraggous sys:tcmic ch i teristics
(b'lg goyg;ntﬁen:t:d,e@umgnggy people, capitalism expl?lts_‘ people, . "t
:technology rapes the environinent). ~~ ©. - oo
-Among- nations, America has djstinguisted -itself in the expecta-* YL
tions it places on-a system of compulso.y formal education tosoive  *
problers gﬂ'f}'&:ialr disillusfonment. Recently%everal nationally visible, =~ -~ %
v, ‘organiza'tgbnslrha‘ve{ expressed rehewed concern, a sense of-urgency -
<y, over civi¢ gducation: the  American Bar Association through jts Com- .
f,! . mittee‘ori Youth Education for Citizenship, the Danfortirand Ketter- i
~ ? ing Foundations sponsoring the National Task Force on Citizenship, e
F o the US. Office of Education’s recent conférences on citizenship, and
»« " 4" the Nativnal Council, for the Social Studies, whose special meeting

L., called for ¢ e‘writing of this paper. We may be at one of those points
! charactefized by Butts (1977): VT O
RS - ) 3

R ¥ L . 3 bt ' L) .
genéral lt.gnaf,be said that the urge to, promote civic education .

-~
.

-,
RN

P

“o.in
throfgh the sthopls accelerates in times of crisis or rapid social change. It o
ialgggfoq special urgency in tio quite differént kinds of social sityations in ‘
‘whieh the need for s'dc_ial‘ cohesion arid unity are seen,torbe particularly

acute: (a) when liberal reformuers see the need to riiobilize disfarate'groups .

+"tp achieve (in Robert Wiebe’s words) “a new social integration, a higher r e

. form of social hatmony,” as in the Revolutionary era, i Progressive era, .
the New Deal,and the Great Society; or (b) when conservative forces sec A
‘the need for socidl cohesion to rally roundvtheir version of the American N
T wdy of life and to stave off threats to it from alien sources, as in periods of -
B m;ssive ﬂhnigrz}tion,;miliufm\ radical ‘movements, W(‘)rld war, or cold & 5 ]
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.7~ Apparently both “liberal reformers” and “conservative forces” now
P ,\:see 3 néed™PoT-action in civic education. We should ask whether alter-

v

,f’ngtivi}\p‘fopbsal's/‘might be:inspired by potentially contradictory peliti-
"+ "cal forces, and might, there{org, be destined gpnly for destructive colli- .
sion, or wheth&r cBncerns fur change and cohesion can be harnessed S
., fo deal cotistructively. with common sources, of disillusionrfent.. ‘
4.~ Before rushing headlong into feducational .reform, however, .we
<=, must gxaminesthe very assumption that improved civic education

N - .y . I3 » o, . . . L . :
" *.~ could he'p, for the faith in formal education itself has; in some.circles, .
i~ 4+ been Weakened. In spite of this society’s mass{iveoinvestrriengin public !

. ".', o ’ B : R - ”/'“_"' X . A
Qe e . . ) v,
. -/t . i ' N i i T \ * . o, - N
'-EMC L N n 'SL 1 13 N . G T
‘}7! : v f«i/ ' N Y . S o

N AR
. . . 5 v e S e e e B ‘ L. P S
::t;sn,r.:\'sw'a”.. R [ P R N - o

-
. d




.
.
-y

. » . - .
. 2 o o L. VALY
F 3 *

B a/ és“' ve}y lmle contrrbuuon to economic mobllny, that com- .
pﬁu sory’ r'ii ial integration ifeducation does_not necessarily lead to .
o mter-racnal barmony, thft rhajor white-collar crimes and serious viola-
« tions of* lﬁe !a\y are commmed‘ by the most “educated” of citizens, and
‘: that schools themsélves are, Ti~many places, sanctisaries for delins
‘e quency; aﬂd cnme. It is; therefore, altlégfh apprepriate to question
. vy,hether our efforts to solve social ifls throuéfeducauon have had the
o effect ‘of reducing or mCreasmg the ills themselves. It has been per=
o suasvvely argued (Oliver, 1976) that the expansion and professional-
" ‘jzation of sc»hoohng creates a whole new range of social problems. .
. These are, in turn, attacked by Yurther expansion and professional-
1zauor1 which generate even more novel-social prob!ems and so the -
_ process°continues in a downward spiral, ) )
Thwchapterdoewao&developa{ulkpos:uononfhe(exten&t&whrdr R
- civic education should be pursued through forifal public education;
but under a heading, “Schools and Other Social gencres,” (p.249),it -
urges that each specific rationale address this problem For the nto- L
ment, it is asumed that what occurs in schools is important and that
proposed programs for civic education’in schools must be carefully
examined rather than summarily s/, issed because of therr assocra-‘
tion with allegedly dysfuncuoh nstitutions. . - .

Altematxve Approaches’

. There-are at least eight génerally Wistinguishable approaches to civ- . .
ic education: the acadenfgc ,dlscxph ¢s of history and the, sbcial sci- o
ences, law-related educz;{lon social problems, criti¢al thinking, values
clarification, moi .l development, community mvolvement and insti- -

tutional -school reform. Ipstructronal programs or curriculum pro_]-' e
" ects may, ‘manifest more than one of 'the general approaches, so in
- practice they are not mutually exclusive. But it is usuaily possible to 5

identify one or a few of these thémes as most salieat.in a teacher’s
philosophy or jn a particular cgrriculum. | '

= Academic Disciplines (Hutory an( the Soctal Scmtcey This ap-
proach tries to teach! facts, concepts, and generahzauons about social
phenomena, past and present and across cultures, as such knowledge .
has been geneétated through university-based scholarship in the aca-
demic disciplines, especially history and the social sciences. In the last
fifteén years special attempts have been made to teach,not only the’
ﬁndmgs afid generalizations of these disciplines, but also the methods
of inquiry used by the practicing scholar. Rather than focusing on E
specific problems that the citizen might face, the approach assumes |
that mastery of developed scholarly material will help the citizen un- "
derstand unforeseeable civic problems as they arise. . y

.

-"viatcnal in lhl' sccuon is taken from Ncwmann, 1977
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Teaching of the disciplines is not usyally advocated for its direct
* relévante to the exercise of active citizenship. Instead, itis argued that
disciplined scholarship reveals the best thinking we have.to offer in
" the human search for truth, and this has its own intririsic value. Ip .
spite of a plethora of proposals to alter the dominance-of history and
social -sciénce in citizenship education, the disciplines remain the ~

- staple, prevailing approach in secondary ,cuuric_ulumanc'l in the prep- . *

-

" -aration of teachers:® Lo,

' - 2. Law-Related Education: The earliest forms of law-related educa-

tion emphasized the Constitution, the Bill'of Rights, the structure of -

* Federal, state and local governmegt—often in a ninth-grade civics R
‘course or a later course in Anierican-government. (Magruder's Amerz- =
.can Government has exempliﬂqd this orientatiofl.) More recently a ma- y
Jor national effort has been made by such groups<as the American Bar

\

i

ﬁ“:/

-
i
s

¥

and expand the“teaching of fundamentals of iegal process.* The
-movement offers diverse projects on legal concepts, particular cori-

- troversies.arising out of the Bill of Rights, the system of juvénile jus-
tice, techniques of legislative lobbying, judicial reasoning in case law,
laws that apply particularly to youth, problems of Lsw enforcement,
agencies, and other topics. The orojects pradtice materials that can be
inserted into existing courses as well as curricula for separate courses -

_ in legal process. In contrast to the disciplines approach, the goal .of

-law-refated education would be characterized notms—the general *

search for truth and understanding, but to preserve and make more -
Just the rule of law in a democratic society. ) - to-
3: Social Problems.*This approach cogentrates on particular secial  °
issues of current or predicted importance in the students’ lives; war,
crime, discrimination, poverty, pollution, drugs, energy, etc. Knowl-

.. edge from the disciplines and abou? legal-progess may be used to )
* -study the problems, but urderstanding the problem, not the dis-

cipline orthe legal material, iS'the main goal. The assumption-here is
*The case for discipline-oriented citizenship education issnade by Eewenstein (1963)

* * and Schwab (1964). The rationale is based largely in a conception of “liberal” education
as articulated, for cxample, in the Report of the Harvard Committee (1946) and reac-

. tionsthereto {Hirst, 1965). The influénce of the disciplinies in the training and certifica-
tion of teachers is overwhelming. At the college and university level, gne majoxs in one
of the disciplines in order to be certified to teach that discipline in secondary schoals. In

" the university preparation of secondary: teachers, typically 80-85% of the course work
is in the disciplines, with only 15-20% in education (including student tea¢hing). When
asked what one ought to teachy it is not surprising that beginning secondary teachers
have virtually no alternative to teaching.the disciplines, for they have experienced no

 other approath.  ° . o : - e }

"-$Fos-fiirther informaion, contact Committee on Youith Education for Citizenship;

mérican Bar Assotiation, 1155 East 60th Strest, Chicago, IL 60637, and the Constitu-_

tiopal Rights Foundation, 6310 San Vicente Blvd., Los Angeles, CA 90048,
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d that to dellberate adequately on socnal .roblems, the citizen needs ; o
" practmé in grappling, with the specifics of actual soc:aal issues. (How '

» should !consumers be. protected? What alternatives to welfare are

2 available? What are the effects of racial bussmg’i The approach has

- beenadopted in “problems of democracy courses,” and more recently . _

T in separate courses with issue-oriented titles. We would include in the >

social problems approach general—efforts at “‘consciousness x%xsmg, -
in the anti-racism, anu-sexlsm global education, or futurolog)c move- .
ments.> : - ) :
4. Gritical" Thmlmlg Like democracy and motherhood crmcal
~+  thinking is endorsed by almdst everyone as fundamental.io civic com-
petence; The ideal citizémis portrayed-as someone who cannot be
deceived or mampulated by leaders and the media, but who reaches
informed, autonomous, conclusions and can rauonally justify themto
others. He'or she is aware of basic assumptions, the possibility of bias -
Wﬁcuwrmpmn:ap&nmpkm&rmWorTvarmeat1hxs—~—
y, . point, thecitizen needs to learn a thinking process that helps to distin; -
%L; guish among different types of issues, that offers a method for testing
: } and evaluating empirical claims, logical mferences, deﬁmtxona] state- -
-~ uments, value judgraents, and so or.® . .
- Separate courses on critical thinking are rarc, for the skills, if .
taught at all, are ushally taught in connection with a particular sub_]ect ‘
such as history, econom:cs,,or social problcms. ‘Fhe teaching of in-
/gy*__s—f ills-in the sogial sciences is often equated with critical thinking, #~~
ut some scholars have suggested that specific intellectual operations .

.

.

A}

// . xequired for critical thinking about ¢ivic problems differ in important

) ways from other ’Jﬂnds of critical thinking.” Like other approaches, ..
the critical thinking'approach itself embraces diverse schoois. .
< 5. Values Clarification. To the extent that civic problems result
from confusion over values, we might relieve personal &nd social -
stress by helpmg individuals clarify.their own values. The goal of*val-- .
ues clanﬁcanon is to help people become “purposeful, emhusxasuc,

. and posmve, and to direct their lives autonomously through a proc- ..
. ess of deliberate “chopsing, prizing, and acting.” Students  1ry to dis- )
cover, what they value by makmg their own™&ecjsions on various di- . . .

!emmas and by trymg to Hetermme whether their decisions were ac—

. = sof‘ . - e

en the case for social prob.ems is made in co'\_)unctmn with an argument for

cnnml thinking  in Hunt and Metmlf {1968) or Oliver and Shaver (1974). Groups

' yconcerned with specific-social i issites such as the environinent, world peace, or raclal .
discrimlhation tend to devclop spesial curricula ot those topics. :

Iy

L * *Conceptigns of crivical thinking for citizenship afe provided in Fair and Shaftel '

(1967), Hunt and Metcalf (1968), Oliyerand Shavcr (1974), Phillips (1974;.
- . "For illustrative typologtcs of various thinkmg skills, se¢ Berlak (1965), Coleman
(1972), Ohver & Shaver (1974), Newmann (1975). L
*The major spokesmen are Raths, Harmin, and Simon (1966) See also S»mom -
Howe, and Klrschenbaum (1972) and Slmon and Clark (1975). - . A
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- { tually freely.chosen, with due consideration, of alternatives, whether |

/ they prize their decisions, whether they wokld proclaim them publicly-

f and act on them consistently. The issues called up for scrutiny in this

L approach can'include, but do not concentrate upon, problems of civic  «

- |+ responsibility. Rather than teaching any particular subject mauter, the

, * point is to help the student, through non-judgmental questioning, .

| seargh for'the central values he or she supports. Values clarification .

. exercises may be adde1 to gxisting courses-or taught in special courses

o' “onvalues. . - - | - : '

> ; 6. Moral Development. Kohlberg ind his associates see moral devel-

' qpment as progress along a naturally occurring psychologicai path,

-], leadifg from lower “preconyentional,” to “conventional,” to higher® .*
{.1 “* “principled” forms of moral reasoning. Itisalleged, for example, that, . '
-} the principles-enunciated in the Declaration of Independence, the =~ . -
(Constitution, and the Bill of Rights can be understood only by pecple ‘o

bérg argues that the higher, principled-types of reasoningare ethical- z

ly and epistemologically more adequate then the lower stages. The

higher stages signify a concern for social contract, equal liberty; and

more generally the principles of justice that a democracy aspires to at-

tain.? In contfrastto values clarification, whigh suggests a relativistic,

_non-judgmental philosophy where ill student responses are support- .

ed by the teacher, moral development recognizes certain types of rea- ~ —

soning as universally betteror mo.e.preferable than others: The ap- s

i Proach seeks to advance studénts from the lower to the higher levels .-, *+ -

lf by helping thdm resolve conflicts and ambiguities in their reasorting . L
. . .- 4 .

b3 tho have attained the higher stagesin cognitive development. Kohl-

. onmoral diléhinas. . N -
I A Commun?tjv Involye t. The 5b0\;e six approaches all call forin-
struction in the scliool 2nd a style of learning based largely on abstract (9
, analysis and yerbal communication. Concerned with the isolation of

¢ students from experience in the “real &vorld,” advocates of commu- .o
< nity involvement\ry to move students jnto the community to observe "
. -social process, to make surveys on communpity needs and problems, to,

L. \_r\ehd r.volunteer service to social agencies, to create new youth-oper-
\j/a\teg/;xﬁgtam‘s; to participate in electoral politics, community organi-
> zation and other forms of direct citizenaction. Involvement and par- - |
_* icipation are emphasized rfof as substitutes for study and reflection,
" _sbufas insurance that study and reflection will be directed toward so- .
cial realitics and’the byilding of participation skills. :

P -

~

<

o~

B Gdmmunity, involvement curricula can reflect different ideologies.  * . A
. Volunteer service in social agencies might be promoted, for example, R
* " . ,asan attempt t6 build altruistic beha¥ior, as a way to give students a .
W e - L } . . S
e ... "Abraad collection of writings on the moral development approach is found in Kohi- - ;
.2« » berg(1973) and Kohiberg (1975a). For summary presentations see Kohiberg (1975b), T
L <. ’ A N ¢ M TR ¢
, and Fenton (1976); . - . .. o "y S Fa
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sense of worth and enhance’ self-esteem asa tec"hmque for, ralsmg

C student conscipusness about contradlctlons and injustice in society, or

o as a method for pacnfymg and co-optlgg youth rebellion. What all the

- ideologies have in coinmon is a belief in “learning by domg," “expé-

o » riential learning,” or dealing with concrete “here and now” realities.!?
Y . -8 Institutional School Refom The general structure and quality of

fife in school. may have more impact on citizen education than dd®
i » official curriculum or course content, Critics who agree that civic edu-
o cation can be improved only through changes in the “hidden curricu- *
) lum” differ as to the appropriate directién for mstttutlonal reform. - .
.-~ .. “Liveral” ctitics claim that You cannot t teach demomcy in an autocrat-s
ic institution, and'that the school sheuld, therefore, be reformed to
give studepts full rlgh‘ts of citizenship. This would include a meaning-
. ful sole (not necessarily unilateral powey) in the governance of the
o, institution ‘and the nght to the constitutional protections afforded
adult citizens. In exercising responsnblllt'y for their own educationand |
for resolving,the xmmfmmnwmmﬁmm -
: they would-learn better how to function responsibly in the society.!!
. “Conservative” critics, on'the cther hand, claim that formal educa- .
2 _tlon neccssﬁ%imphes an authoritariz structure. Students are re- S

ired to attend school precisely because they, are Judged in* =
competent to perforny the role -of responstble adult citizens. One™," " --.
A should not misiead students‘mto believing they have full rights of ‘
. , ~ citizenship, but teach them.to° obey and to respect the authority that
legltlmately goyerns them until they gam cmzens‘hlp nghts, either by
earnmg a dlploma or by reaching the age at which the society Judges
theni “mature’ évugh tb participate. Both liberal and conServatlve
. critiques call our a tention to the prospect thatapproaches to citizen-
- - ship education.dare not firpit their efforts to, the design ¢f hew courses .
. of instruction, but must also take into account the more general i mstl- PN
C tutional environment in which instruction occurs. . '
L. _. Summary Images of Citizenship. As a-montage of the above “ap-
: proaches, the ideal American citizen.would appear to be 4 scientist, a
Jurist, an obJectIVe, introgpective social, crmc, a moral phllosopher, an

‘ " activist. Another, perhaps mov¥e popular, image also comés tg mind: .
L " the civic-minded, sociaily responsxble. good Samaritan or g Scout., =
- _ F or many adults,’ the goal of civic educdtion is to produce youth who ‘
’ ln"l'he Nationd! Commission on Resources for YoMa (36 W 44‘()1 Street, New York .

NY 10036) is a national clearinghouse for youth participation and commiunity i o
L vdlvement projects, Its book, New Roles for Youth in the School and the Community (New o¥
. f ™ York: Citation ™*974), offers illustrations ‘of dlfferenupro_]ects See also Newmann 2
' (1975), Appendix A, for 2 list of orghmzauons supporting commumty mvbh'emen:

- / cutriculum. I
ol "Perhapfthe most soph:stlcated statement of this phxlosophy is found i in. Dewey
/ # (1916) Foramore re;entmt retauo?t,,*.eeAppfe(1975) :
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male or female, embody virtues such as those listed in the Boy Sccut :
Law: “A Scout is trustworthy, loyal, helpful friendly, courteous, kind,
' obedient, cheerful, thrifty, brave, clear, and reverent.” Phrased nega-
N ttvely. the good cmzendoesnot take drugs, vandalize, insult, fight, lie,
o later, While the approaches simmarized above often avoid stating .
. their_ goals in these terms, much of the publlc at large probably
equates_good cntt/zenshlp with these qualities, suggestmg a general
. conformity -to prevailing soc:a] norms, rather than assertlveneﬁ to
¥ questioh or depart from them. :

-

‘- N ‘ . "-“\
Ob.uclesénauonate Bmldmg [ -y v

: Our tour through alternative approaches reveals conflicting pnor— -
> ities in civi¢c education; and as pre ously indicated, one might view * ,
. the lack of consensus itself as the basic ' problem. Our task here, how-. . -
. ever, is not necessanly to eliminate ¢enflict’among alternatives. In- e
stead, we are concerned that none of the approaches has yet offereda

7 complete rationale. If we are 16 choose among conflicting alternatives, -~

let each of them at least present an intellettually compreheusive case. ) .

This is not-to accuse all of total neglect in justifying their work. Each,

altematlve has articulate®advocates, and, thanks, to their explanations,

each approﬁch may seqq good or reasonable. “Their pos’five argu-

ments €ven lead to the familiar suggestion that all approaches be in- , -
~ _cluded i in the curriculum. This would be 1dvnsable only if (a) the ap- .
-, proaches contained amfong themselves no self-defeating contra-

dictions and (b) schools vastly expanded the resources and student
. time devoted to civic edudation. Since (a) does notseemto hold,and , .8
; since(b)isunlikely, it is necessary to make cholces, toset prlormes asto
which approaches are°preferable to others, or to propose angw, inter- . -
. nally consistent synthems responsxve to the constraints.of school re-

v . sources and student time. . oat. s . < - ,
. A hierarchy of priorities or an mtegratlpn ‘of many approaches can- v
~—-- 3, DOt be defended without a comprehenswexanonale. Unfortunately, , ..

separate approaches have not argued their cases in this form. Instead,
- .each has made narrow aj ents for itg particudar cause, and this has’
} ing the cgtral lssue as critical th.hkmg, moral
. gieveiopment of, ommumty involvement, rather than as civic educa-

makes 4
other (e4., social problems) In domg sp, the rationale should reveal |
positions on the nature of social reality, the nature of valies, the na-

" ture of knowledge, the nature Fof learning. Ta be sure, advocates for
separate approaches have taken a stand on some of these.matters, and

v AruiToxt provided by ERIC
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thesc positions can contribute to a con;prehensive rationale. The so- ,
cial pmblems approach for example,, glves careful attention to the

. natare of social reality, but tends to ignore the role of systematic

.+ knowledge and theories of learmng.,The moral development school
< .. * offers scivlarship on the nature of vdlues and nature of Jearning, but.

" ...~ neglects pther.argas, such as the nature of knowleage or social reahty

\ “'Why have individual approaches addressed only soml of the i issues:

.7+ ¢ _ " required in-a complete rationale? »

a \r‘e could answer'the questian with the mcnswe,though hopelessly
dep essing, observation that the public schoohng procéss must re- -

-~

e main an essentially mindless, nonsensical enterprise; for some of its v
& cent;'al assumptions require that inost students, teachers and adminis- ;
L trators be subjected to zbsurd expectations. In such a context, com- o
R phcated systematic thought about goals only makesarouble Seatch- ’
N "ing for a defensible philosophiy can be stressful, by dlsclosmg in-
o adequacies in one’s own thought and ldentxfymg (often exaoerbatmg)
\.. conflicts between groups tied to opposmg views. In the short run, it is

Sa0 7  more comfortable to avoid facing one's s¢nse of intell¢ctual in- - //
S adequacy.and to escape stress rising from intergroup co flict. - _

. One way to work on turriculum without. confrommg these ‘prob-

i lems is.to develop mcreasmglydsolated specialties. Mehlinger (1977

o descripes how this happened jn the social studiés refofm movement

of the late '1960s. Funding gurdehnes, for example, often demand

.. evidence of unique focus. Thatis, to avoid “duplication,” projects m st,

. demonstrate that they differ from previous and currently funded ef-

forts. To demonstrate vistble impact, organizations (public'and priv

vate) and mdnvrdua,ls thus aim toward specral and narrow, rather than

holistic and. comprehensive, approaches to education. In this way they

- "~ reinforce such dlstmctlons as socral sciences versus humanities R-areer

- educatlon versus college preparatory, moral development versus bas-

1c litéracy. Spcc:ahzatron is not always undesirable, but, as applied to,_ °

NS ) educatnon, it has had the effect of distracting us from the chailenge of
JERE ‘building coerrehens;ve rationales. .

+ As noted by, Oh\'f:r (1976), the lack of a co%erent ideology in pubhc :
schools can also be explained by the modern value of individual -
choice. According to the rhetoric, m"*"rduals in a pluralistic democra- =+

. cy must be able to cheose for themselves what dAdeologies they wish to

: support and what styles of citizenship they wish to éxercise. This Te-
qunres that the scheol fugction as a neutral supermarket, stocked with * -
a contmuously expandmg range of diverse offermgs To support any e
R gwe products as “godd for all people” would run contrary 'to the_
- ethiq of tolerance and respect for autonomous chdice. This position b
“has &ren interpreted Yo mean that the school fust remain politically =
. neutral and canngt, therefore, promote any comprohenslve concep: "
e tion o( citizenship prescnbed as goot for all students : RO
'S Iy . = '-:;g‘
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R % e lack of comprehenswe ranonales cgn also be attnbuted to par- Yy

ular foles in the educational enterprise. \hrtuaﬂy no one is ex-
pegted as part of fus or her daily work to atticulate gnd deferid a ’
Eo‘éd concéption of civic edttatnon. ‘Teachers muist teach particular .
‘ spbjects they Ieained (froin academicizps specializing i academic dis-

.

- -———ciplines,. not cxttzenshtp) Curriculum developers must: invent new

packages to fit into a fragmented network of existing school cohrses. T
nd publishers must sell those prodticts, fegardless of their re;evance
to a general philosophy of citizenship. School admmlstratou (espe- | .

; . ctally principals.and supenmendgnts) are, expectéd pcrhaps more . T

Lar than 1 anyone ‘else to consider the” entite schooang process, { Yet they o

s gnmal ratxonales,fbut by managing-personnel and budgets to-avoid

-

rnust demonstrate their competence to the ppblici notby bu} dtng edu: s
nstitugional difficulties. In short, the particular ré.gs reqtnred of 7.
achet*, academnc;ans, currichlum deveiopers, pubhshers, and ad- .
"& mmtstrators tend ‘to divért attention away from the task of creattng a’
general 1ntegrated philosophy of civic education, * .
In recognizing these Obstacles,. we must not; unde‘restnmate tﬁe
‘enormous intellectual challenge that confroms even'the mast Scnoué c .
- efforts in rationale butldtng/ Those who have striggléd with these N Y
"problems know that our troubles cannot be bia’ned exclusively 6h. ~ *, 7
mtndless school persom/ 1 outdated approaches’ to‘teacher educa; . 7
tion, proﬁt-hungry ‘publishers, opportunistic admnmstrators, narrow- °
minded” paréats, or. road ‘social. “forces. "We n{ust acknowledge and )
communjcate the naflre of an mtelkct.tal‘challenge which may wed be o

" as difficult as expl:unmg the evolutién of the.universe. "The first step .
, -in facing that challenge is to develop guidelines or aasketth of whata <
K comprehensxve rationale would lobk like, /The next section does that . BN

by posing central questions that a rauo,nale ought to answek The* - |

" problems posed will, of course, expose my own values with regard to

the task of rauonale butldnng The ff\ ;nay*be dtsputed but at least the
“.articulation offers’® stamng ponnt

!Elements ‘of at Com enswe Rationale. S

. ]
recommend tﬁat an);proposal for civic educauon have asatio- "
. hat states'its posmon With regard tq seven ptoblem areas: curric=; b .
ult™ goals, nature of learriing; deﬁmtmn of conmmunity, citizenship
and other goals schoollng,,schools and other social agenctes, aw-
thenticity, and diversity. The'areas sometimes tnclude“overlappxng is-
sves, and it would be unreasonable to expect evéry rationale to answer . .
each of the _problems with convincing, conclusive fiality. Never- R
' theless, the more these elements ave addressed in 4 rauonale,, the more N )
tntellectually éomplete it i§. The elements can servé as a set of ques- ot
tions for curriculum prod Acers to answer and as a checklist by, whlcht Qo
consumers mxght compare alternauve raqonalca. ' - ) ”

L
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O . “What do yqu pr\o e 10 teack and why? is the main quesuon of -
RN - dhis element, Goals ?{u civic education usually fall into four areas of -

student leaining: attitudes (e. 8- respect far law or commitment to
" rational thinking); sybstaniive knowledge {e.g., understanding

b United States history or\legal- -politica decisign-making; mg‘llectual ]
“ o - .skills {e.g., knowmg how\ to challenge, and vemfy factual general:' -

¢ ' izations or tb engage in ncnpled ethical reasoning); participation

skills (e.g., knowing how t work in groups or to lobby in a leg:sla» .
ture).!* Statements of ed cauonal goals,” however. are ofteff in- , <
adequate in ‘at least three wiys. They arés stated in such -general lan- C
guagedthat they fail to give.a specific indication of \shaus to be tax

They usually include more or§ewer goals than are actuaily puraued in

the applied curriculum. Finally, once goals.are translateg into precisc
objectives and once the goals attually pursued in practice are discoy- -+
ered, we usually find comradng\ ons- Qnd mconsxst’encxes that are not
S - resplved in a rationale statemen& ke . ’ .
) The overarching ‘goal of “résponsibi€ cili_.enship illustrates the
first problem—that of ambiguity}(This might bedefined as “under-
C standmg th® An.erican hentage.”‘})\ft‘:tﬁg is equally vagiie, for Ameri-
. can-history can be understood through several confficting inter- -
¢ oo + pretations. One curriculum mlght%hphas:ze the theme of conflict .
e among groups or explonauon by the powerful, another might focus ™~ ..
s " «on inglividual initiative, invention,and mobility; and stillanbther ap-

. proach ipight introduce students to séyeral conflicting i mterpretauons

e - . .to show that no smgle view scenis ade(fhate. To know what a curricu- .
| ‘lum is about, we need to learn the spc;bﬁc types of ‘understandings” i

’ that*would differentiate it from othegs \ o

~In stahng objectives, it is helpful o' askg* {m are»all the different >
+ways in which our gené’rai statements mlgﬁ‘l translated into specific, - "
!earnnig cutcomes? Whlch of those outromes do w mtcnd and do we

i

‘preferred e
Even precise statements of goals often féul to atknowledge all the. &
iftended objettives. It is common, for example. to emph
‘ol critical thmkmg Imagine that we were successful enough 9 teach all
" . citizens 10 perceive profound complexities in most social iss! les-and- 10- L
anaiyze. fallacies in arguments, but suppose they remained ij
participation skills such as how to challenge a parking tic niowto” -

3

e obtauf,an absenteeé ballot. Or, imagine that students learriéd pa
" *  1ipn skills and mastered vast information related to adew local
\Ve a  lems, but learned nothing-about th. ;mted States Cons‘muuon or
,’[ . FThisfourpar u;o}wm) is tasd by Patrick'{1975). ' t
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. hational legislative process..In a self-conscigus effort to articdliie all ~
’?« ~”  the goals in a preferred approach to civic education, we must realize’ -

that because of limitéd resources, we can't do e'vcrythirig, and we
f . must, therefore, assign relative priority to different goals. We must be
- I willing, however unhappily, to exclude or place at low prrority-some
"~ cobjectives in contrast to others. Educators are notoriqusly reluctant to
~ state that 'among several worthy objectivesesome of the good ohes “we
,—‘f.-‘-:""‘"‘mnsubg sacrificed in order to serve others (considered “better”), )
T ~; The need to set priorities is most apparent wken inconsistent objeg- .
_ ¥+ tives are proposed: Some educators claim, for example, that students. / '
- .should not be, taught to believe in any particular vafues, but only to %
4 7 examine alternatives and to reach their own conclusions. That posi-\ .
i tion contradiets itself, because it implicitly ddvocates the teaching ofa ™", *

£

-+ value: that" examining alternatives and reaching one's own ‘con- B
clusions is good. In the teaching of international affairs, the vaJue of .
. national self-determination’is often asserted, but we are also urged . .
with jncredsing frequency to régect the fact of international inter- . .
> . dependence and to resist the tendency to view any.problém’solely as, -
the concern of a single nation. Finally, conside the goal “knowledge .~

- of and respect fgr,the American Constitutional system.” Perhaps a v -
. thorough knowledge will breed disillysionment and disrespect, ora | . .
\ high level of respect.may so bias the stydént that a thorough knowl- ..
edge cannet be attained. o, x 7
It may be impossible to eliminate all inconsistencies among gdals for
civic'education. S3me_may be resolved by refining key definitions, . _ .
* others by making a choice to-£liminate orie of the contradictery goals;  *
. still others may be recognized as unaveidable or perhaps even fruitful . . _
* _ tomaintain. Becaus® inconsistent goals will confuse observers and stu- =
_~ dénts, they must be recognized 5&1 explicitly addressed. C e -
B. Justification - & . Ao Tl
. Itss not sufficient to state goals irj a precise, complete, and relatively
: consisient manneryIn addition, they must bé justified through expla-
nations or reasons as to why proposed goals are considered good, why
* they-ought to be purs&e‘é);' The justification for vertain educational *
_ *goals (e.g., understanding the Constitution] is often taken as self-evi-»
-¢_ detit, but a complete rationale takes no such matters for granted. In-
" stead, it probes deeply into conventional, unquéstioned assumptions
about the purposes of edueation. In justifying a set of goals, the ratio- o
nale will reveal commitments and beliefs in three controversial areas;
the nature of values, the nature .of social reality, #nd the nature of
knowledge itself. Rarely, however, do we find a rationale that has ac-
- - tually discussed such problems in detail. ’ - . ‘
"¢ @ Natureof Values. Every approich is grounded in some value(s), even
~ - the,preference for a “value-free” approach. A rationale should ex-

. . . I y 4
. plain what pamcglar values its approach is intended to serve. Among—{
+
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, the imore frequently mentioned values arg' democracy, hfre‘éddm,-
* . . equality, justicé; peace, happin?:s‘s, survival, rationality,” efficiency, .
* . truth, self-determination, human dignity. Each rationalé should at- - -
tempt to justify its values, and to indicate which of its most fundamen- )
.. tal commitments must ultimately be accepted oni “faith/13" . ©  © .
. In takirig 2 position on values, it is éssential to face tlie question of
ethical relativism versus unjversally valid ethical principles: Are all N
value judgments merely the result of subjective personal.opinion de- .
termingd by arbiirary-cultural factors, or can some’values be objec- >
tively and rationally demoristrated to haye universal validity? Several
factors seem to encourage a preference for ethical relativism: the in-_
tellectual difficulty ofverifying prescriptive claims, the discovery-of
diverse value systems among world cultures, fhe realization that per-
. sonal bias cart‘affect one’s interpretation of reality, and the desire of -
educators to respext the'iﬁ'i'ellegtqal\autqnomy of students. However,~
. the discovery. of commonalities across ¢ultures, the intellectual’ drive
) . to find underlying order in humanijaffairs, especially the desire to
[ . ‘zsolvc painful value conflicfs through-a univeysally consistent logic,
:and the effort to avoid moral driftlessness all lead us away from réla- |
_* tivism toward affirmation of some universally justified valyes. - i
* * The issue is_posed in the classroom if aconcern for students’ in-,
tellectual autonomy comm-unicates the relativisticjudgment that “any-
_ thing goes,” that no standaids of goodness or excellence can be estab- " /g
#Mfshed for everyone. On the étfier hand, the effort to. prove the uni-’
* versal, validity of a value can take a dogmatic tone and vioJaté a spirjt
. of open inqyiry. Since a relativjstic or unjversalistic orientation has. .

o~

-

.

.. 7 .such fundamental impact.on What a student learns, each rationale-

* 'should explain its position on thisissue}* =~ . . CL
- _ Closely refated ta thesrelativism problem is-the “indoctrination” *,
= . problem: To what extent shonld the curriculum attempt to/influence

i . student support or rejection of particular: values? Four general posi-
oL tions have been taken. The “censorship” position objects to gny at- -
) tempt by educators to discuss or to influence student values. The “lais-

BN sez-faire” position allows discussion and study of value issues-30 thit~ -,
e students maybecome aware of their own'commitments, but it prohi )
T " its the teachér from trying to influence student. conclusions as to ™.
s which values might be preffrred over others. The laissez-faire and

censorship views tend to agree that influencing student values is in- |
-appropriate—either because teachers are allegedly incompetent in
. this area'(they are not more knowledgeable thian anyone clse as to the
** ¢ righit values) and/or because the attempt.to influerice student values is

R 13§hater and Strong (1976} offera helpful aml)Tsis afvaluesin _c&u ftional ﬁt_ionales,
14Examples of rationales that do addréss the question are Oliver and Shaver (1974),

PR

. Newmann and Oliver (1970), Kohlberg (1973), Rohlberg and Mayer/(1972). All rejecta :
= relativistic 'orientation. Y " . St
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’ considered 2 violation of student privacy and intellectual autdnomy.
- The laissez-faire view recogufes_that value issues may be of great
4. concern to students and should, therefore, be studied with care in a
- totally. neutral fashion. The-censorship view, however, does not trust

the school to. handle such sensitive questions. It contends that since ‘. ..

teacher bias cannot be avoided, all discussion of values should be pro- :
" hibited. : - ] - * T
.- Athird position is the “intellectually open, rational persuasion” ap-
. " - proach. Here thiteacher may influence student values, by demon- . ..
N strating in-an open, honest, rational process that some values are pref-

erable to others. One might, for example, explain why the principle

of “consent of the govexned,”in spite of itsTimitations, is more con .

.5 ststent with justice than the principle “might makes right.” To be hon-

" . est and open, opposing argiirents must be* welcome and seriously
discussed, -and theré must be no effort_to coerce student agreement

2. with the favored value (e.g., through grades and subtle forms of

. - teacher approval). Thej “intellectually open, rational persuasion” ap- |

.. .= proach gives both teather and student the right to be intellectually..

+ honest. If the teachier agtually believes certain values aré more justifi- _ \\
;- able than others, it'would be dishénest to hide that. At the sane time, - =~
. i€ student should. have the right to ponder these questions in an
‘open-fashion. No evidence of argument should be withheld because of

teacher concern that the student mightreach the wrong conclusion.

- The final. approach is “inculcation.” It also endorses the teacher's
+  fight to influénce student values, but does not’require a process of v
open inquiry. Any pedagogical deyice that is effectivermight be used

to inculcate cqmmitmép‘t-to the right values. Myth, folklore, hero wor:’

ship, peer group pressure, subtle forms of intellectual inquiry in

which the evidence is stacked might all be used to generate emotional

- . o - . o . o —
< .. auachment. According to the inculcation approach. a society has the -
right to ins&ill in iw youth whatever values it cherishes. Ritionales for - -
civic éducation should make explicit the extent to which they endorsé ~ °

. 1

any of the approaches andl why. '

K1
® Nature of Social Reality. Recommendatiohs gn what ought to be )
taught ar¢ grounded in assumptions about the nature of reality: The .
mandate to teach constitutional rights, for example, may be based on
=" " the prediction that certain rights are likely to be violated in the future
' unless the ¢itizen is ever-mindful of the need for their vigilant protec- .
tion.- The recommendation to-teach rational decision-making rests on
the assumption that persons are actually capable of o!:jccti{'c consid-
eration of alternatives. . To-urge participation in ¢lectoral polititis is .
usually to assume that the electpral system provides an avenue ‘for ooy
¥\ citizens to gain conrol over their lives. . [ " Ry

:ssupc}lga etal., {1976) offera comprehensive review of approaches to values educa, .
ori, Their taxonomy of approaches differs sli@ﬂzj rommine. ’ d
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‘Since ‘we could make an:nfinite number of claims abox?;‘how the’,
werld functions, even'the most thoughtful educatars will b€ able to0 *
disclose only a small portion of their beliefs about social realit Nev-

A

+

ertheless; 2 rationale for civic education should disclos® the-celigal
_societal concérns to be addressed and the salient factual assumptiohs
nd predictions regarding thosé concerns. One ratiohale might de-
‘fine the fundamental problem of our age as rapid social ch}\ngb ahd
ty to cultivate coping skills based on' specific predictions’on the
wchanging: nature of work, interpersonal relations, or information
- processing. Another approach might see the central issuc as potential
destruction of life on the lanet,.through war or excess.consumption.
A third inight view the problem as preservation of the American way,
of life ir; a shﬁnkgng world of “alien” cultures. Once the presumed; ¥
fundamental societal problem is identified, it can be examined and' .
challenged. ¢ ' : -

S

> Factual assum'ptions‘rela’ted to resolving the pfobleﬁl‘sflould alsobe, 4°.

djsciosed. Suppose we agree that destructioh of life on the planet is !
th tral issue, and that formal educgtion ought to try to preventit:-
What strategies are most likely to save us? Is the fitst step to change
particular public policies (¢.g., those on arms cofitrol or trade)? If 50,

- what organizations must be involved? Perhaps the first stepmiust aim
at changes in individual behavior (e.g., reducing consumption or in-
terpersonal violence). Gonnections must be drawn in the rationale be-
tween social problems and proposed educational soltitions. Educators
may, speak of consciousness-raising, changing attitudes, ¢onveying
critical information, teaching the skills of thinking, of coping «with
personal stress, of public participation; but it is often debatable as to
whether a given educational’strategy is likely to deal adequatély with
the designated social issues. N ‘

. Araionale for civic education would begin to identifyifsimportant
assumptions about social reality if it answered questions like the Tol-

owing: . A .
l . g . ‘ )é;g:’:“ ./" -

- WP L N ey ,
1. What are the most:fundamental human needs? . VERREY A

2. What are the effecti“oF yarious political, legal, and €conomic struc-
tures on the attainment of human needs? » PR

3. In what ways has the human species progressed and regressed
= throughout its history? : - e

. 4. 4To whit extent can human heifigs' tolerate diversity within and

between cultural groups? A e .o

5. To what extent are hyman actifes voluntary and ratibnal vs. in-

.- voluntary and irrational?- ,* ° - e e N
..6..What areas of, human affairs are susteptible to ‘modification -
*  through deliberate human intervention and what greas cannot be

%y  intgntionally controlled?. . . . -
t .- * ~ » ~* [
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3 *’Z What are the” possnble and yno.st pro able ;cenanos “for world hlS- UL
e tory in the riéxt'century? . eo&
V f~ "“The quesuons are complex, none, can answered conclumely, s w:'.
and educators may be honestly cenfused.about thelr own beliefs. Nev-

enheless, we - carinot mtelllgemly decfde on whelhex; we agree with any <+ 'f

v -

gnen approach to civigzeducation, unless we ate told abodit some of . &
*  the constructions of socxal\reahty on which it is based. Edur@t.prs prob- L
abl do have positiens on such quesuons, usually unarticulated and KA

dlscermble perhaps gnly through infererce. Soupd judgments ‘about
& thevadequacy of any approach, howew:r, can 'be made only with "
awareness of the approarh s assumpuons on the mere cosmic ques- » , 7.
wi uons ‘. : . y R . e
- Nature of Knowledge Analysns of soc;al realny canturnto the analysis . . .
,"; ofdcﬁowledge itself: What constructs do we, use to describe the world, , , .
- how ‘are they created}*how are they to be ‘evaluated? Herg we touch .
“su¢fi fields as sociology of knowledge philosophy of st science, apalytic L
’ phllpsophy As a currnculuﬁm recomniends ,what' students should o
- "know, it m’lpllcul) takes a stand on such questions as: What gheories, - .
generahzauons concepts, fa s are most:useful for deﬁmng and un-
dcrstﬁ’nd;ng certain problef&?’ What, methods of inquiry are pre-
ferred in seeking or creating knowledge”J What is the ultimate pur-
- pose of seekmgknowledg and whtat is the nature of truth?
‘ “ . 'f‘he ﬁrst quesuon poses the problem of selection of content. A par-
ent competmon among history, the social sciénces, and the'social stud-
. les--and within, each area, compepmon among varloug- fields—has , )
produced little agreeiment orf what ldnowledge is most fmpottant for . - .
a cmzens ,Shouldvstudents learn the multlp.e cauges of reyoluuons, the ~
b'islc dlements of due procéss ‘of law, the ways in which publlc opinion .
can be mampulated the cgncepls of socialization and class structure,, )
- t}jé rise and decline of various ‘cultures? . - R
We iend to approach the problem of selechn of content in one of ° '
lhree ways @ Assume that no critical choices need be made, because
all i 1mportant knowledge can be tapght. (b) Agree that critical choices
must be made, but sincet is lmpoélble to defend them rationally, we
» mupt accept their non- -rational, whlmslcal character. (c) ‘Agree that \
critical choices mast be 'made, and .atémpt ¢ 10 justify them through, o
s i&artous cruerla, for example, the self-evgdem value of knowledge, the o
L f'act that teachers and/or students are interested in the knowledgg, the P
4, alleged supcrxorxtv«of conceptual theoretical knowledge to concrete, —.‘\_ s
» Tactual lmowleclge, the relevance of parncular knowledge to the study .
"t “of 4 givensproblem. Unfortunately, these ctiteria, alone or in com- . "
‘binatior, «annot completely resdlve problems in selection'of content.
What is sdlf evident or interesting to some may ot be so to-others. In
. ,some cases certain facts may be mtellectually more useful than con- 4
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. cepts or. theories;\qnd even if conceptual, theoretical knowledge is

. . recognized as more powerful, the problem remains as to which con-
.+ cepts'and theories should,be taught. Finally, selecting problems to - .
N study or selecting particular knowledge on the basis of its relevance to s

~ a given problem very often entails wide Iatitude in the choice of content. ¥

As we teach content, we also teach preferred methods for acquiring
lnc-yledge. Options here are rarely examined, but a few alternative: -,
pathways to knowledge include: . ST T . '

(a) -Acceptance of messages from persons who have status as in-

' formed authorities (i.e., students should read texts, biegraphy, socia

. interpretation). T ) . . .o
* (b) Independent rational inquiry based on formal logic and .empir-
ical research techniques (i.e., students should gather and interpret

. original data, and analyze the logic of argiments). s
: (c) Spontaneous brainstorming and intuitive expression (i.e., stu-
", dents should engage in creative, divergent thinking without depeén-

denceon authoritative knowledge or scientific proof),, . -
(d) Private experience not subject to public rational verification,
.~ such as mysticism, meditation, rel‘gious revelation. -

Rrevailing approaches to the quest for truth Tall in the first iwo
categcries, acceptance of authority and scientific methed.-Note, how-
evef, that these can imply sericis contradictions. Acceptance of
authority suggests a relatively passive role for students (the experts .
will study the problem and tell us the results), while scientific method -
can suggest an active, unrelenting questioning where the student, as
an independent observer, helps to create knowledge. On the other .
hand, important questions have been raised about unidite reverence
for scientific rationality: Does it discourage unconventional thought?
Does it aim excessivély at discovery of order and methods of contrcf?
+ Approaches to civic education have not communicated an awareness
) of%fernative paths to knowing, nor have they explained which paths
should be pursued, in what relative degree. The autlioritative and
. scientific paths seem to dominate; but they have been adopted uncriti- ¥
cally. -, | N - ® T T
Finally, what is the nature of truth and why seek it? Scientific ratio-
nality seems to imply that the ultimate, purpose is to discover order <
and lawfulness in human affairs, to eliminate contradiction apd un- ’
certainty so that human beingscan exert more.control in' théir exis- v
" 'tence. Another viewpoint asserts self-krfowledge as the ultimate pur- ’
pcse, awareness of one’s innermost nature in rélation ‘to gne’s envi-
ronment. Another conception emphasizes the discovery and
. processing of an endless set of contradic jons and ambiguities, not to,
eliminate them, but to grow from them. There is also the problem of%
* knowledge as a “two-edged sword.” When we discover that some

T ; . }8 .
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'knowledge may | be used. to estructive ends (hiological warfare or ge-
netic tampermg), we are co ro'lted with the qugstion of whether lim-
s should be plated on .theépt.rsulj, of knowledge itself. Our con- .
- clusion will depend | upon whether we view the purpose of knidwledge .
—_  asserving "humankind-in a be eficial way or whether knowledge for, _ * -
4+ its own sake is-seen an ultimaté, good, .egardlcss of its uses.
‘ To articulate major curriculury goals in a civic education rationale,
and to _]usuf;y them with referencq to assumptions about the nature of
-values, social reality, and knowlédge arc obviously enormous chal-
-. . lenges. Positions taken on these 1s¥.les will result from and/or influ-
- ence the posmons taken on the six‘other elemems ’

- - N & .
2 _»Natureqfluivpg;' = CI : . T
How do humans learn? A compreheiisive rauonale,discusses the ¢ )
. process as well as the goals of education. Alternative theories arn-
. ing are still i d e, but two genera: t\memauon., occuny the gtten-
~.  tionof researchers-and seem to be aggumed by teachers. social fearn- -
- ing¢theory and organiSmic-_ ‘developmental theory. An emergmg
T framework, which I call dialectical synergism, also deserves attention. s )
. Theorientations are compatible on some issues, contradictory on oth- V‘/
_ers. This chapter is too brief to present their complexity, but the
) " sketches of altefRative’ conceptuahzanons f learning can help
L = . ferentiate-z among approaches to civic education. i
Y . A. Social Learning - . . - S
< .., According to socig rning theory, humans are mﬂuenced or
“taught to behave by rewards_or ‘reinforcers in the énvironmegpt. If
. rewards suchras praise, economxc benefits, statuss, and love are given
_ for cértain behaviors (e.g- wrmng, working hard, obeymg authorities,
" _athletic $&ills, aesthetic pursuits), then people will “learn” to ‘behave in .
R these,_ways. Conversely, when certain behaviors (e.g., lying, stealing, ]
«. ___bad | grammar, smﬂ'Emg) elicit pumshment such as social disapproval, ,(
. economic exploitation, withdrawal of love, physical abuse, decline xﬂ
- status, then t%m&behavxors will disappear. = * )
Persons who_share the social lea;nmg orientation differ on some
crucial issues: (1) To what extent is learning under the exclusive con-
_+ trol of external stimuli in the environmnient as opposed to internal
- mechamsms in.the learner such as dnﬁes,,monvauons of cogmtwe
e mediation? (2) To what extent does the learner voluman!y or in-
R tenpionally select those envxronmemal stimuli that‘serve as rein- )
'* &!c.: s, or are the reinforcers pred" térfnined By external or internal
n&xons beyond the learner’s voluntary control? One extreme posi-
" tion views the learner as a highly malleable, passive creature, limited
- N by biofogica!'factors, but otherwise complelely under the control of
* external influences. The other'sees the ieam‘e. as having same auton-
. omous mouvatxons and cognitive processes that, through mteracnon
" \ L OO
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with'external influence, produce behavior change or learning.#
In auempting to explain or to influence learning, peisons within
the social learning orfentation focus on different phenoim=na. Radjcal .
behavioristsqask for. specific, discrete behaviors that educators mi%ht o
- desire (e:g., naming thetwo-houses of Congress) and the.. search for
- speciﬁc‘r“ginvf?rcers {e.g., teacher praise, grades, or feedback on
..whether the 'response is correct) that might elicit the behayior. Those - .
“with a “?'noc\ieling” orientation iook to general behavior desired (e.g, .-
engaging in discussion) and to persohs who affect the student because %
of strong emotional attachment. The bond between the crild andthe - s
significant person results in the child’s effort to imitate or take.on ‘
" specific behaviors and general attitudesof the model. Broader socio- .
', logical orientations focus less on diserefe behavior® and personal -
_ modeling; mbre on genggal institutiorfht impact. if any given message
(¢.:, the virtues of personal consumption or individual mobility) hap- .
“. pens to be’stressed by dominant institutions (schoals, families, .
* churchés, mediaj, it\?ill be learned. People learn to function in gener-

Ly T {
al roles such as student, parent, or worker, for example, because they-

)

are bombarded_with relatively copsistent messages that define the  ~.
. .proper expectéd bgha\\répr. . o . . -
. B. Orgaviismic Development - 3 . : P

~ Organismic developmént theory rests on tws major claims. First,
« »  within the person there are innate underlying structures which, with
proper interaction with the environment, will unfold over time-from
loyer, simpler, or less adequate methods-of coping to higher, more = . .
' “complex, Qr more agequate methods. Second, the learnei is basically - -
' ' anactive agent, interacting with the enviropnent in such a way as to L
' advance dg«elopmeml although unaware of particular spactures o~
be developed. This perspective conveys the sense of a %;‘lnpy from
immature, deé ndent, vulnerable childhood to a destination of ma- & Ve
* ture, indepengznt, secure adulthood. Indications of learning are t
+ . be found not ohly through changes in discrete iearner behaviors, bfit.-

through changes in internal strut\:\tures‘ﬁhich. develop as a resul of N
interaction befiveen the prganism and external simuli. &~ © s
) This view is reﬁresentcd in work spearheaded by Piaget (1937), who
Lo charted coghi’tive\developme._nt‘ fr'o\ thé' “senseri-motor” phase to . s
" “formal operationaf” thought. It is the basis of Kohiberg’s (1969) the- *- -

ory of moral development in which the learner progresses from “pre- (
- conventional”, to “p stconventionaly, siyles of ethical reasoning: Itis . .
, also evidentin theori¢s of ego development. Erikson’s (1959) stages i

the life cycle Begin with the stage of “trust” and end with the stage of | -
“integrity.” Loevinger's (1970).conception charts a path from “pre- \,, o
social’ to “integrated.” L : N
,  While these approachgs differ in important ways, they share a view
" <'Bandura (1971] offers an estensive review of mciaf\lcayning theory. ) "
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) of the orgamsm deVelopmg in a progressive fashion. "As theorles .
.. . learning, they also share some deficiencies. Thcy do not completay -
«t explam how, a person adVances from one stage in development to the
‘next. Nor do they contern themselves with learning beyond the ma-
r—turc-or highest.stage. Presumably. leammg_cam;qmmue to oceur after -
. ~'on€ reaches the, hlghest stages; but if developmemal growth ‘has o
..~ ended, what then is the nature of learning? In spite of these dxfﬁ-« g
. cultes, civic education rationales should respond to the probable exis-
.7 . tence-of adevelopmental dynamxc in learners. . A

T3 . 7

- ' C. Dialectical Synergism . .. .
A _ 2 The labxi is mine, for the vnewpomt to be characterized is too new -
. and emergent to have been widely recognized as a distinct theory of . *
» " human learning. It grows largely out of a reacnon to developmental i
. orientations. Though it acknowledges the existence of innate struc-
tures and, their modification through interaction with environment,
. dlalecucal synergism parts cormg% ny with organismic development in
L Ttwer lmportam respects. First, it. déries any final definition \f “matu- .
gity” orend point to growth, ‘ftmead it posnts an upending process -
MR .,where people develop by coping with tensions, contradictions, and .
. ambiguities as inevitable, and, in-many cases, even exciting conditions ‘
5 . of human existence. The point of dialecticis not to achieve the high- o
est stages of thought in which all ptoblems are resolved, but to under- ‘
~¢ . stand -that the resolution. of ambiguities and contradictions only e
- creates new ones to face; their “solution” generates further problems; |
o and so it goes. One continues to grow and develop by conunually " ‘
o struggling with a never-ending set of issues. ¢ -
"% 7 Setond, dialegfical synergism argues that to function exclu.swely at .
*higher stage¥ of development {e;g-, formal operdtions or Stﬁggﬁ ethi- Tl
' ca}reasoning) is to breed alienation from self ang society. One learns
: not by aba;ndomng one’s childlike modes.of thought and feeling, bm
: by. mcorporga-ng the;n into orfe’s interaction with the world. That js,
to continue learning-in adult life, “lower” stages of deve!opment‘tnust
be used actlvely along with higher stages; for example, motor skillgi
+ playing musical instruments or craft wotk, concrete operaho}\l
TN thought in managmg househcld affairs, “conventional” ethical rez-
‘soning, to enjoy ‘social gatherings, as well as formal operanonal .
e W *thought or postconvennonal reasoning in thinking about certain so- :
» cial problems To rejetg)\r cempletely devalué earlgr stages of deve!- Co- ,

o

.\'

opment is_in a sensc, td sever ones ties with one’s rsonal hlstory _
" gndcone’s fellow humans. . - :7 . .ooan

In. relanon to cognitive leaming, Rlegal (19753) argued the dialec- . e
tical view, gnd a variety of recent scholarship on dialectics is presented L
.in, Rlegal 75b). Hampden-Turner (1970) presented a model of Tl
Personal growth that addresses emotional issues, espec:ally the devel: o

Ly opment of an emouonal abxhty to suspend one’s views and to risk . s
A . )
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» Increasing attention to worldwide human interdependence_suggests

ERIC
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~oneself to be influenced by ,q;_he\r'g,wwhjlg_at the_same time investing
one’s competence in efforts to influence thosevthers. Learnirg occurs”
when twa people mutually 6pen themselves to.the influence of anoth- §~ .
er and attempt to exert influerice on the-other. In providing.an alter-

hative conception of human change or growth, dialectical synergism

" _has not, howéver. answered the question_of how one should geactior’

-organize an environment to stimulate that process. !

. Most approaches to civic education fail to discuss the nature of
learniing, but the social learning orientation seems to prevail in famil-
iar recommendations that the teacher should use modeling and prop-: .,
er reinforcement to-teach desired studept behaviors. In spite of lip
“service to Piaget, theories of.development rarely guide instruction,
and dialectical synergism is virtuaily ignored. Unfortunately, none of |~
the general orientations offers much in the way of practical solutions: ;.
for curriculum developers or teachers. Research in social learning™ * <
theory has hardly begun to tell us what partfular reinforcers to'yse to ' . -
teach. particylar things to particular people in particular situations. )
Devejopmental theorists arg only.beginning to wark on suggestions A
for specific teaching strategies or ways to organize content to advance o4
‘students from one stage to the nextor to expand their application of
thought within a stage. Advdcates of dialectical synergism have not
yet explained how to help people cope with contradictions in a,pro-
ductive fashion. o . .o
Theorie§ of learning may remain incomf)lete for sometime, but |
our conceptionis of what ought to'be taught, and how, still dépend in - ;-
part on assumptions we make about learning itself. Rather than asf '
suming the nged for one broad theory to explain all learning, wet..” .
might find partiﬁular sheories useful for particular kinds of learning;.. -
for example, reinforcement theory may explain the learning of
Simple behavioral tasks, and developmental theory may.explain the &
N

.o

acquisition of an abstract social perspective. -« . .
“ . H R . » ~ N ’ . - .
~ Definition of Community._. * ) PR

To be a good or effective citizen is usually seen as equivalent tor
being’a member in good standing of some community, but what are
the ultimate group geferenty for citizen loyalty and responsibility?
From a nationalistic perspective, the good citizen serves the nation
state, and this has been a domiriant theme of civic instruction in the
United States. Yet, most per$ons belong to many commuynities and
constituéncies: families, religiou8 organizations, ethnic-cultural .
groups, occupational organizations (ie., businesses, professichal
“groups, unions), social welfare institutions (schonls, prisons), and po-
litical-legal communities such as municipalities, counties, and states. ’

-

that primary civic obligatigng might be.directed toward ever-more in- .
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clusive referents, such as the human specxes (past and presem), all o
’f‘hvmg maler~the planet,or the universes — -~~~ — - -, /—- B
, -+ Which findamentil community or communities is civic educauon e
Cm mtended o serve? A familiar American response is to claim that civic .
}‘ ‘education should hefp the individual function effecnveiyfm all the )
"« various communities in which he or she takes part. This Tesponse is
znadequateam at]east two ways. First, it inplies,that all commuaities
. are to be equally valued: citizenship ina grou;:gedlcated to genocide
. I ‘would be valued equally &cnuzenshxp in a group dedjcated t6 cwxl' e
¥ - ‘liberties. Because some groups ma‘y violate values assumed to he i im- ' .
', portantin an gppioach to civic education, it would not be approphatg, .
to endotse uncanditionally all groups as equally deserymg of citizen . )
loyalty Second, clvic education that rates membership in all groups »
. on an equal footing creates senous problems for the citizen when the
%, demands of membership in two of more groups conflict; for example,
cTeta person who gongs to a labor union that decides to strike against
tthe state’s law.“The issue'is further illustrated 'when members of an
exploned minority claim they have no responsibility to abide by rules
* in the dominant political-legal systein, because the system has consist-
ently denied their right to participate in it. Their iltimate referent for ;
"citizenship may be their cultural hemage, not the official polmcal- N
legal system-that governs them. + ,,
Another posmon siiggesting no pamcular commumty asa referent
argues that civic loyalty be focused ultimately.only foward basic prm-
c:ples of justice. One dues not teach loyahy or resmnsxbxhty to any o
spec:ﬁc group, but instead the commitment and skills. required to v
'+~ Practice, in whatever | groups one finds oneself, the principles of jus- *
... "= tice. Approaches to civig education that place exclusive emphasis on .
~  critical thmkmg or the acquisition of dlsc1phned knowledge can also .
" repudiate, by lmphcanon ultimate commitment to any pamcu‘lar con-,
stituency. The citizen should be loyal ultimately only to the principles- «  +
of truth, inquiry, critical thought which presumably transcend alle-
giance to.any particular polmcal-legal units. . S N ”
Much of the confusion in civic education can be traced to lack of - .
clanty and/or dlsagreement on the ultimate community referent for, .
cmzenshlp One’s position on this question will depend, ‘of course, on -.
assumptions made about the nature of values and the nature of socnal
N gealitye, - . ’ A
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szenslnp /a’nd Other Godls of Schoolmg

Those who try to'persuade the schools 10 put more emphasxs on”
civic education are all'too familiar with the reply, “Of course citizen- :
ship is important, but we have other priorities t00.” Qther objectives .

. haye been advocated persuasively: basic skills in language and mathe-
( maum, career development, pheparavon for the requirenents of
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higher education, health and safety, aesthetic and humanistic sensitiv-
ity. We also find complicated rationales for goals in'psychological edu-
cation, consumer education, human relations training. A perusal of
curriculum literature shows gthat a’persuasive case can be made for
teaching almost anything. The more difficult problem, however;is'te

rank and justify the importance of all the various “goods”” in relation .

to one another. . :

-School admnistrators, teachers, parents, and you‘th are bgh'lbarded )

with a bewilderii;’g array of attractive alternatives which all compete
for a pldce in the school curriculum; in a sense, their advocates all
want a piece of each student’s head. To establish priorities, some
school systems have begun to carry out “r}éﬁ(:s assessments,” often
through citizen opinion polls wherg student ac ievement data may be

available as input into°the citizens’ ranked preferences. This method
- éstabfishes: priorities, but largely through a political process, riot

through the generation of a rationale. Ideally, educatorsiwould devel-
op alterpative Nratiqpaleg to which the citizens would respond.
Unless civic education progranis are justified' with reference to the
total school program, their proposals will only add to fragmentation
and incoherence. One illustraﬁon of the problém is lack of attendion
to lonitudinal sequence, kindergapten ‘to twelfth grade. Most curric-

“ulum ,.>ojects are developed to fit a particular grade level (11th grade
United States History §,7th grade Geography) without reference to _

the students’ previous or future studies. A complete rationale for civic
education should, hawever, take a longitudinal view of the instriction
it proposes. What does it assume regarding the students’ experiences
"prior-to and after formal instruction? - ‘
Sequence also raises the problem of relationship to' otler goals of
schooling. Suppose a'school decides that during grades 1~3 exclusive
attention will be given to language and numerical skills. Would this be

helpful or harmful to one's proposed conception of civic education?
.Could one’s proposed approach to Tivic education enhance the

achievement of basic skills in those grades? To the extent that a<atjo-

nale for 'cigiq education must respond fo qther goals of schooling, it
must locate itself within a general curricilum theory. v
x . v - ~ ,

* r

T T - , .
Schools and Other Social Agencies . oo T

'We need to be feminded thi.. cducation can and does occur outside

. of school, and that, in proposing programs for education we must,

therefore, differentiate between the educational tasks that.can and
ought to be performed by schonls versus those that are and ought to
be handled by agencies beyond the school, such as the family, chdr‘c.h,
workplace,- mass mediaj“er peer group. The “limits ‘of schooling”
point has been madetthrotigb;pistorica analysis (Commager, 1975),

quantitative studies on academic achievemént (Jencks et al., 1972),

s
-~ -
\ " .

. 24 : : .
-t . » o
'(‘ ,. ) PR A34: ; - .
7 R ) . . / ~ . . ]
. AN Ao . -

¥+

L. . : ” £
& e - . - . /. - [ s YR




. T
RS c,\, . . . j L.
N AR i . > . .
i3 L -, . - o
* »

) analysns of socnahzauon' process (Panel on Youth, 1974 Coleman, -
~7 7 1976), and general social criticism (Newmann & Oliver, 1967; Nlich, -
1970; Oliver, 1976). It is-also reflected in constitutional pnnc,\ples of -

L B separauon of church and state (dop't teach rehglon in schools) and in

Q@

" citizens’.claims to privacy (don‘t teach about personal natters suchas
-, - sex,inschool), © . ... TR B
.+ There aretwo main arguments behind limiting the school's ole in
G civic ‘education. First, is the normative claim that-schools should be

, “politically neutral.” Scheol endorsement of cerin forms of “civic
educanon is seen as inappropriate because of potential violation of
intellectual i integrity or of the exclusive right of other agencies{such
* ;. asthe family) to educate children on'some matters. ers. The study of con-
"~ trovgrsial social i issues or student mvolvemem in social action can thus
"o come under attack. If learning about , civic issues is perceived to be ,
influériced more by emotional, fionrational commitments than by ob- -
“ jective scholavship, then the study of such subjects would seem to en-
o * croach upon intéllectual openness and i integrity. Furthermcre, other
7 agencnes such as churches, partisan political organizations, businesses,
v ,or cultural groups may see their rights td'exert influence inhibited if
" the sehool, a state-supported insuitution, begins to delve into issyes in
. which the other agencies have a dominant interest. If, under xheiulse
e of educatlon, the authomy of the state is used to support or combat
'pamcular partisan® mterests, this would Be unfzir to those interests
 that fail toattrict the school's support.!? . Y
_The second argument raiscs practical congerns. It claims that sbme . ’
forms f civic education in school are mefﬁcnem or ineffective, be- '
cause other nof-school agencies have such overwhelmmg influence
. onstudents as to either nullify the work of school or, if consistent with ‘
. it, to render it unnecessary. The mass media, the peer group, family
norms, and corporate institutions inevitably.transmit their own form
v~ of civic-political education, regardless of the intentions of profession- .
. al educators. As the argumc’nt goes, there s little_the school can do to
7, affect the influence on values beliefs, and behavior exerted by: such
institutions. According to this view, changing civic education requires
changing the messages communicated by , social institutions at large,
and this probably demands no less than deOT structural changes in
_ the institutions themselves ) H .
In a more positive vein, extra-school msmuuons may be seén as’
_offeripg more effecqye constructive civic instruction than schools,
-+ “Skills political parucapauon may best be learned through authenuc
uOn, where citizens involve themselves not for the purpose .

ta
NG

-

i3

t

zens: election of specxﬁc candldates, passage or repeal of regulations

1 Newmann (1975) refuted most obj ecuons to school-sponspred studentinvolvement
‘- i
< in soaal controversy . S .
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+  in consumer affairs, environmental protection,-civil-rights; assisting *’

the defense of an acciised person-starting a youth service agency, or
. " yurking for improved trash collection. There is no substitute for au-
“¢  thentic experience in the role of citizen, and this role is most faithfully-
" executed only as students become involved in organizations beyond
the schogl, T summary, rationgles for civic education, taking into ac- «
count-the "limits of schooling” critique, need to explain the extent to
which sthool and non-school jnstitutions should be relied upon.

i . N

Authenticity: Consistency Between Goals and Process - - oo

A major source of disillusionment, cynicism, distrust, and lack of
credibility is perceived inconsistency between professed ideals and ac-
tual practice. An example relevant te civic education is the glorifica-
tion of the value of democracy in an autocratic institution (the school) .
that often arbitrarily deprives its members of opportunities to prac- °
tice consent of the governed. Another example is the rhetorical value
placed upon intallectual curiosity, openness, and honésty, but a sys-

., .temof school evaluation and credentialing that often f(éndg.toétiﬂe or
violate each of these. A final illustration is the lip servile given to
cooperation, working in groups, and getting along, but a system of

, Tewards (grades, admission to further education; jobs) based primari-
ly upon individual (not group) achievement and in most cases individ-

« ualistic competition. L .

- "The illustrations are not intended here to suggest particular institu-
tional changés (such as defhocratizing the schools or abolishing grades), ./ -
altliough_elsewhere (Newmann, 1975) 1 have-advocated some.

- The point is that inconsistenc{ between ideals and practicé, whether

“perccived or real, is likely to impede the effectiveness of any program.;|
To expect all programs to achieve a' perfect. fit between their os;/ .
.tensible goals and the means or process used in their pursuit would bé
ynrealistic. As Bell (1976) reminded us, we cannot escape cer__t;in.cox}-
tradictions between humanistic goals and the institutional mecha- -
nisms of modern techriology to reach them. Nevertheless, the deyel-
opers of each program-should addréss this problem. The entire insti-

tutional process should be closely examined to discover possible
violdtiongs (however unintentional) of thé official or ultimate, i/;jeals. ,
Such mination may sometimes uncover actual inconsist¢ncies
times oniy perceived ones, and sometitmnes seither. When/actyﬂl o

-inconsistencies are exposed, efforts should-be made to resqluesifem = |

«through modification of goals and/or process. When inconsistencies’
seem to be the result of misperception or misinterpretation, these

. must be confronted in an open fashion, allowing “accusers” and “de-

fenders” opportunity for dialogue over questions of program or insti-».

 tutional integrity. - . /o .

" Often the authenticity of civic edication programs falters.on what

. . , 26 . /
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“might be called the truth and authority issue. Students are told, that
their history.and social studies courses will teach them about the na-
ture of deiocracy, how the system works or has warked. Frequently,
however, students’ non-schoo} experiences (interaction with aduls,
peers, the media). tend to contradict or raise questions about what is
learned-in school (e.g-, on topics such as how a bill l%comgsa law, how

. accused persons are given dueprocess, or how American foreign poli-

‘ cy ifiterprets the right of national séff-determinationj. When informa-

. tion and explanations acquired ‘outside 'of school are seen as more
™\ adequate than those provided through school, the entire process of
"% schooling loses credibility.in stedents’ eyes. . . v

- Credibility can be lost'in two ways. Firit is the relatively straight-
forward challenge to authority when students conclude that “truth”
found outside school seems meore adequate than the ¢ruth found in- -
side. At this point, the school has a‘chance to recover-credibility if it
allows for open inquiry into the apparent problem, with the possibility
that the teacher, in responsé to additional evidence, may alter his,gr,

. her teaching. If, however, teachers view challenges to their teachings
.., aschallenges to their underlying authority, they may try to solve the
s,  “authority” problem by stifling open consideration on_the “truth”

* .« problem. If this is done, the institution’s authority is doubly under-

"> ined, for it then makes-a mockery not only of its specific teaching, .’

' hut of its underlying purpose. Studerits are unusually. perceptive in

determining when educators are acting to maintain their authfor}y

and when they are acting to search honéstly for knowledge. *
Rationales for civic education should expfain how to deal with au-
thenticity problems.!® They ‘should outline strategies for insuring
¥, some consistency between educational goals and the process of in-

" struction and insuring that the knowledge conveyed will stand the test

of challenge from the students’ interaction in the non-schoc! environ-
ment, ¢ v - T

S . . ’ ¥

| Diven'i’ty - \\\ ‘ ot : ‘
- '+ Intheir zeal to advocate a ﬁaw’:ular\ approach to civic education,
» proponents often fail to explain how their approach responds to hu-
© -man diversity.in interest, ability, age, sex, cultural affiliation, person-,
.+. ality, and socio-economic status. In short, what forms of citizenship
. education are most appropriate for various kinds of people? Perhaps
certain groups of adults, such as those in their first full-time job, those . _
who are neither employed nor in schol, or those who hold public
. office all need citizenship education as much as yputh; but in different
, fogs; and perhaps civic education for youth akso should vary consid-
% 1Newmann (1977) proposed six criteria for educational’zuthenticity derived from
the political principles of equal liberty and consenggof the govesned. Alternative ap-
proac‘}es to.civic education can be judged on each of the.criteria. . .
- v . PR s >
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‘erably in responsé to student diversity. To the extent that groupsand * -
individuals have a right to miintain an.authentic.sense of self or -
‘unique collective identity, plans fof civic education nfust avoid stang-
ardized conceptions to which all citizens are expected to conform: '
o . Civic education rationales should clarify, for example, whether di-
N versity in studént ability requires comparable diversity in students’” .
o ' educational goals: If one toncliides that most people are not ‘capable °
o, .of high levels of abstract moral reasoning, but that a few are, then ~
- _ perhaps some goals for the less competent masses might be différent -
" fromsome goals™for the more competent few. “High level” feasoners T
might be taght tg accept social responsibility for “low-level” reasop- T
* egf, and the “low:levels” might be taught a sense of ulf-rispecm ¢
oes notdepend upon their being able to manipulate abstract ideas or *
S . to,talk like sophisticated “high-level” shinkers. =~ =~ .. - ° o
- If one assumes no furidamental, unalterable differepces in com-
. petence, this prospect, so troubling to inodern liberal egalitarian
PR thinking, des not arise. That is, if all students are considered equally
»**  educable with regdrd t6 all the goals of civic eduicatio; then the issue
of elitism can beavoided. If, however, we sce the likelihood of some . .
people becoming more competent than others in civic tasks, even un-
> der optional conditions of educational intervention, our approach to -
civic education must explain how diversity ih human talent will be : -
handled. - ~ -. . el L .. o
... Aicommon way to cope with thig'problm is to introduce the idea of
- individual podéntial: edugate each person to the full potential of his or
her ability in different areas. What does “individual potential” mean
. wheq applied to a vision of citizenship? We might view some students’
as having unique’ potentials for civic leade: hip, otheds with unique -
potentials as devoted followers; some mpj ha \unique potentials for
- understanding politics, others for fighfing crime."Wojild the discov-
s ery of unique “civic potentials” lead to diverse educaipnal goals in
citizenship, depending upon‘students' different interests and com-
. petence levels? If we suspect important differences in talent, but just
- let the chips fall where they may, does this guarantee justice for the -
less talented? Proponents®of civic education programs have not ex- °_
posed or defended their views on this problem. N
" Rationales must also confront demands by cultural, cthaic, political,.”
and socio-economic groups td' preserve a heritage. o~ to serve group .
needs as defined'by the group. To what extent should civic educatian ; -,
différ for blacks vs. whites, males vs. females, poor vs. rich, and for! ™
ethnic and. religius groups lrying to preserve separate traditions?
Any local school. district may face conflicting demands, based on‘
e group identifications, within its own commuity. The district's ratio-
- nale should explain how different aspirations for civic education
‘ amoyg local groups will be handied, Developers of programs aimed at
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o "more than one district must take ac;:Bur\t of thé stfong tradition of*
local control of education and explain how a national or centrally de-
signed model might. be adopzed without Joss of local autonomy.

*

o ~" "+ - Use of the Framgwork "~ o,
_ © We have suggested that in grder to be intellectually complete, any
. 'rationale for civic-education shouid address seven general issues, an .
" admittedly demanding intellectual challengé which to our knowledge ' **
. 'has'never beei attempted, These elerents are cofisidered necessdry
“ - but not sufficient in the justification of any particular program. The
“, - issues raised above help to insure that rationale statements are con-  * -
ceptually complete; but, in addition, program advocates must make . '
; technical or insttumental drguments showing that proposals are,’in * > .
: / *_fact, likely to achieve their goals at-a reasonable cond . '
" The elements are’ proposed not to lead to the ¢ndorsement of any
-+ .particular approach, but to kee}all approaches “honest” in the sense
_ - .. of requiring them to-respond to critical issues. falternative rationdles =~ .
~ . were generated, the elements could serve as a-set of guidelines, of-
“ -2 fering a vehicle for comparison among approaches. We could.ask of
. each approach; How thoroughly does it address each element? What
position, if-any, does it take ori eagh clement? To what extent can we

T

-

* s support its position bn each element? F unding agencies, commercial | *
.,  publishers, local school districts, and classroom teachers could use "

. such a framework to evaluate propesed” programs. ) ) ,
. . The elements:ask-some questions that perhaps only academicians T

_ have the resources (that is, time; training, and interest) to consider,
.- " and it may be unfair to expect local-practitioners to build sophisti-
~ cated. positions on all issues. This might be-remedied by offering in- .
service support to teacheys to work on rationale development and by
: ‘ ;uppbrting academicians to research the framework's .questions, -
. " ,eventually to share findings through publication and consultation
"+ with local jeachers and a@ninistragors. To generate rationales réspon- .
.. sive to this framework, we need additional support at several levels:  ~
- -, local education agencies (e.g., school.in-service -programs), founda- .
Jtionsand government funding.in curricalym development, profes-
sional associations (confsrences and ‘special publications), universities
(coursework and faculty research). Whether 'such support conies .-
Yorth will depend upon the willingnéss of individifals to-step back -
» _from clichés, fads, gimmicks, and transient political passions, and
think more systematically about civic education. ~ ° '
., * . The.plea for an invesiment in rationale-building.may be greeted
with skepticism. Teachers cannot afford the luxury of waiting-until
 such complicated issues are resolved—they must respond fo young
.+ people daily. Since issues raised by the framework will probably al-~
ways elicit controversial answefs, proposed programs will forever be
B ) - .
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bascd on’uncertain foundauo ns. Tq the extent that rauonal&bunldmg
! takes time and may not resolve i important issued, it sees s "to offer
» no help with practical problems of civic educhtion. It is further ar-
gued | that-éducational policy cannqt be determined purely through
rathonal analysis. Educational, }fersonncl to maintain {hcu\own pow-*
" 'er, money, and status, depend upen the suppart of variqus groups
- ' {unions, taxpaycrs. certification agencies); and pubhshcvsmerchants !
and social service professionals stand to benefit in material ways from
school adnption or failure to adopt specific program In this sense,
progrant decnsaor arg secn as outcomes of stfuggles fo% power, not as
dispassionate i int llectual mqumcs about the ideal'form of cdué‘anon
" According to, suct polmcal interpretations, intellectually complete ra-
' tionalés are merely rationalizations served - up bywested interests,
- . ® trymg to gnm orm mtau} power. ) A
e If we“view educatignal policy formatiop exclusively as an 1rrauonai

0"

S maintained also through the use of toncepts and  justifications ‘that
e appeal to values beyond sclf-mterestgd power ;malmenance, Edut;a-
: tors, pubhshers. parents may propose programs to gain or kéeps pow-
er; but in order to, prevail, they may also neea the. su:ength of in-
.. : tellcctuaily comiplete rationales. When used only as ammurpmon to
gain power, rationales can be called rationalizations. Byt that isirrelet
- vant, for evenina polmcal struggle, rauonales are likely to be more
2 +. effective if thiey respoud to elements-in our outline. ., " ¢
. 'I agree with skept,xcs that comprchenswc ‘rationalés’ alone cannct’
. solvc all problems of civic education. As indicated fMhe outset, Hetter *
rdtionales will not . necessarily eliminate dnsagrccmem about thelpre-,
Jerred course of civic education, nor will they..nge tecflmca! solut is!
PR ‘on how to teach preferred approaches. Why, then, should we contis-

e ‘have an intellectual responsnbzhty to try to understand what they are

- sufficient, practical assistance j Jin narrowing the ‘'options 25 to what and

: . how toteach, Third, persons ‘wielding power through state-supported
* .  institutions have an ethical responsibility to justify: their aciions.

"« If rationales’ responded to the proposed oatline, this could assist in

‘ the adjudication of disputes over eduéational programs; focusing dis-,

»~_ cussiogon acommon set of guidelines would help infu m conflicting

”  factions about the nature of their dlsagrecments. The guidclines

might even reyeal that some factions are more in agreemént than had

- . . previously beeg assumed. A comprehensive rationale will also suggest

" directions for future work on how to organize and teach specific tu,r-

_rvicula. . .
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e struggle for the use of coercive power, then, admmgdly,-thorough,
rational d‘ﬂ’alys:s of the content of programs becomies only ayracadem- -
"ic exercise. We should note, h0wcver, that power can be sought;; and -

- .ue the’search? There are three important reasons. First, educators .

-doing anid why. Second, sound rationales do offer sorfie, Slbeit in-

.
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(7 - " My insistence upon the need for thorough rationales stems funda-
7.5 +mentally’from an-ethical pésition: Those tb whom power is delegated
" " . (e.g.; eduicators with power to affect the lives of children) or those who
%= propose that power be used in particular ways (e,g., advocatds of cur-
ric lum'for'the s¢hools) haye an.obligation to Jjustify their use of pow-
er, That Justification must&eé grounded in tmiversal principles of jus- -
.. " tice,-human dignity, equality, and not merely in a self-interested at- ¢
.+ temptto enhance one’s power over others. A rationale is, therefore, ~
*- %+ the yehicle through which the educator justifiés to'the community at -
large his or’her use of the power that'the community has delegated to E
v institutions of formal education. Any particular, gationale may have .
.. the effectof enhancing or reducing the powér of the educator; it may v <.
.., + lead to actual improvement or.deterioration in the educition of :
¢/ .. youth. Regardless of their effects, however, educators have an in- f
fl 2 telléctudl and ethical obligation to build more complete ration:;les.‘ ol

i - »
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The prriests devote their efforts to maintaining;lhe'vestigzak .
"t structure; the prophets seek new perspectives wheteby this vestigial
structure may be criticized and a new one established in its plct.je. / .

i P

4

. I

Y - Kennéth Burke (1935), émineht}it‘emrx. critic and-man of le érs,
. speaks here to the fundamental question- of continuity zad c};xg:xge,
= . ", 7 and he alludes to a dilemmahat confronts many of us in cur personal
. and professional lives as teachers. Are se prophet or priesy; devoted
“tb creating 3 new future, or to maingaining the society as it.is? Thg - .
£ thesis of this chapter is that virtually/all the daily activities of teachers,
+ including their choices of what and how to teach, reveal their resolu-
~ tions to this dilemma,.as do the activities of the curriculum specialists
who write for childreh or teachers, those-who teach teachers or pre- |
sume to darify curriculum issues for others— yself inchuded. Mew- .-
mann’s (Chapter Onc) separation of approachesto civic education into
cight categories (ﬁ'lstorica_ﬂlsocial scientific, }qgal, social prablem, criti-
. cal thinking, values clarification, moral deyélopment, community in-
volvement; and institutional school refornf} may prove quite useful in
;o resolving theoretical and practical curriculum issues, but debate over
) the merits of one approach as compared to another is futile Junless
the centrality of the continuity arid change dilemma to al! other ped-
- agogical and. curriculum Elgestiqps is acknowledged and explored.
If children’s views of SOCiaI‘Z? ‘their gonceptions of political reality, .

o 7

and their unquestioning assent to the existing system are left unaf- -

fected by an educational experience, it hardly matters whether they

have spent their tiine mastéring historical texts (arranged curonologi-

cally or topically), worbing or observing in a factory, community or’
. \ o

. HAROLD BERLAK is onj the faculty of Washingtoh University at St. Louis, v;rhcrc he ¢
has directed the Metropolitan St. Louis Social, Studies Centef and. co-directed, the °
Washington University Elenientary Curriculum Project, He has taught junior high

’

. - social studies, asw;l}’as studied Primary Schoo.ls in England.
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gmernment agency, or sxttmg in_ckeéSrooms domg value clarnﬁcat& )
or ‘moral development exercisés. While the probability of persons - b
with dlffermg interests and dispositions becommg competent critics - -~ .
of the society may be enhanced somewhat by using one approach
‘¢ rather than another, it is doubtful that the differencés [often asso:

. ciatéd with each general ‘approach are more important tharthe ques-*

', tioh of whether the teacher’ encourages or dnscourages students, to
examine the: relationship of secial-political economic gemerlts
past and present to the ways in which people live their everyday lives— - »
which -includes what takes place befween teachers and students-at
school. In this chapter I will attempt to clarify the dilemma, to formu-

.. late and jusiify a position or political or “civic™ education, and tonde- -
" 'scribe some of the materials developed by thé Washington University .
_ . *Elemeitary Social Studies T roJec‘t that exemplify the position. T

-a

- - ‘

The Basnc Dxlemma ) A - ‘ . Lo

Y

I will stare the most basic dilemma of political edué&m beforear- . -
- guing my case for its resolution. On the one hapd, purpose "of |
. schoolmg (civic“education, social studies.are but special cases) isto  °-
'+, insure continuity of a society—that is, the passirig on to others in the
society the iraditions and indlinations to act that will insure.a reason- .
" _ably close resemblance of present social processes and forms wxﬁumre N
social processes and forms..On the other hand, schooling is to thakea * \,é' '
* conyribution to change by helpmg the young become mcl'easmgly
self-conscious and competent in questlonmg the adequacy of existing
societal solutions {e.g’, its present traamons, social-economic forms) ",
+16 the changing conditions of social-political life.
Over the years many of the disputes over social studies and political
education in’the schools have dnrectly or indirectly centered around
this dilemma. The arguments over Whether teachers should rais¢™is- *
* sues or discuss topics that parents or authorities deem taboo, or 0
the relative merits of “problems” vs. *disciplinary” approaches lead
- sooner or later to disputes over underlymg assumptions about the
- primary fupctions of schooling in society. As has been pomncd outbya
: number-of persons over the years, the statement of the issue in terms
- ., of polarities can be misleading (e.g., Dewey, 1938 Oliver, 1960). The
: idea that schools for the young could take as priority or scle goal the .
- encouragement of fundamental social criticism is foolishness, as is the
more rampant contemporary myth that schools are nothing more
than well oiled social machines for imprinting the society on the
young. A great deal of recent so-called “radical revisionist” writing
that takes a Marxist or Socxallst perspective (such as Bowles & Gintis,
¢ T 1976; Carnoy, 1974;, Jencks'et al,, 1972; Katz, 1971; Kozol, 1975)
. seems to argue that there is no dilemma at all, merely iron certainty
*.. ' that the schools will reproduce socnety, Why trouble ourselves wnth

-

\) i * R - -

A et provided by ERic
LN

e crirs At it e e v wee a se - o N - —-



-
-

.

civic education if schools have no significant political or econom'ic,

effects on the lives of the young? . : -

This is not e place to undertake a critique of these i wrlters Tthas
been done admirably by others (Karabel & Halsey, 1977; Feather-
stone, 1876; Heilbronner, 1976) The sngmﬁcant point here is that
any concepnon of political education rests uporran assumption that
_-experience, whetlrer arranged by school officials or not, is capable of
.altering the waysinr which a person views the world. The ‘assumption

. thatschooling experi¢nces can make a difference rests upon a ndtion” -
. that persens are not merely victims of their previous social histories %,

“and present ~~cial circumstances; but that through increased aware-

. ness'or “conscioustiess” of the forces that act on them and within, they _

%

are capable, of seeing the world differently and, h‘ence, they may be

‘capable;of acting differently. .ot *

0'
Thq(lgh the term “consciousness” is an 4mbiguous one_that is often

avonded imAcientific discourse, it nevertheless remains as a central
comeptlon in formulatmg educational programs. What is an ed%ca-

tor’stole, if it'is not tohelp those he or she teaches to become increas- .

mgly conscious ¢ of the physical and social world; and of the social, eco-
-nomic, and other forces that have-affected and continue to-affect their

dally lives? I will return to he issue of the relationship of schoolmg and
“consciousness’ later .

»

School, Cumcular Refbx 30 and Teachers’ Role |

»

Perhaps Bowles and Gmtls (1976) and other radical crmcs views

-are a useful corrective to the naiveté revealed by liberal school re-
formers during the era of the “New Frontier” and the.Great So-
ciety.” In my éxperience, however, the liberals were not alone in their
naiveté. In the J%Os many radicals and donservatives also.shared the
belief that significant social change _was not"only possible but immi-
vjent Having lived through the pzried as a curriculum developer,-it
was my experlence that notall teachers, admmlstrators, or currnculum
reformers were taken in by the’ pdssionate rhetoric of the time. The

ambivalence and skeptmlsm of the latter group were more likely re;.

vealed in prxvate conversation than pubhc utterance, however. The art

of the school or curriculum reformer, one must recall, begms by get- -

ting funded. Dedicated reformers, even those ‘whose optimismis thin,
rarely think the ‘Unthinkable—certainly not aloud. While there may
have been ambivalence and skepticism, the pubhu'ecora shows that-
", with hardly an exception réformers, radical or liberal, gave little
thought and devoted few words to-clarification of the assumptnons
about social change that were implicit in their work., ©on
Surely teachers and theorists, workers in the field at all levels, need
to be attuned to the very real forces that act upon all of us. Schoolmg

3 *46 N

in America is conducied wnhm one of the largest bureaucracies and

-



capltahst state. Yet.simplism generally prevails'in mést statements of
rauonale or objectives. Relatively fewteachers or curriculum spe-
cialists have come to terms with the implications of the fact that _

. schools are government agencies and that governments in all modern
<+ ., industrial states are subject*and respend to powerful economic pres-
< sufrss, legay, illegal, covertand overt, exerted by many groups—partic-

.. ularly those that are well‘'organized and financed, and determined to

«-- v protect their-own interests, The facts of Watergate reveal, if nothing

else, that there‘?are a lot of people and organized grou, s who prefer

things as they are, and persons with money and power in or outsnde of

. goyernment. will go to somqlength to suppress irfformation and criti-
--cism'they do not see as in the “Community” or “Netional Interest,”,

A which suspiciousty often coincides precisely with their own. Certainly,

' the fact that there are also within the fifty states individuals and

* . groups, in and Sutside of government, leaders, workers, members of

, university communities, teachers and others, incjuding able and ear-

= nest members of the National Countil for the Social Studies, who do

their best-to distingnish perSonal from public interest, and also work

-~ . ‘hardto create a more opeh society and a politically, conscnous critical

~ * and active electorate, does not greatly diminish the power of those

5 »whose best interests are served by a cmzenry that does not ask too
\'*  miaunyquestionstoo often. - SR

"\ ¢ “The recent history of social studies reform i in the United States, I

v think, strengthens the contention that schools are not. fertile ground

for the sort of civic or polmcal educatiofthat iiformsand encourages

a critical examination of society and its institutions and social rela-

e ugns -Few of the projects produced cugricula that encouraged social

crmcnsm Yeteven these generally cautious efforts to move the teach- .

. 'ing of history and social studies away from the pedantry of one-damn-

thing-after-another were far from umversally welcoméd. Whatever

the merits of these efforts, there was little in the now agmg “New
Socxal Studies” that leaned very strongly toward “political” or “civic”

- educauon, in the sense that students were encourageﬂ to ask ques-

tions about the adequacy of existing economic and plitical forms.

“Many of the projects shunned any explicit idea of “pﬁfmcal” or “so-

cial” education, opting rather for the mantle of legitimacy bestowed

. by scholarly disciplines. These curricula, with few exceptions, were to

teach students the “structures” of academic “disciplines” thet presum-

ably were, politically reutral orgamzed bodies of substantive and

metbodologxcal knowledge, a proposmon that is as patently false now

as it was fiftéen years ago. /o

What I have said thus far may_ appear to further buttress the con-

ventional wxsziom of the late 1970s—that school reform, though it
may make schciﬂ life less grim for teachers and chtldren, will likely
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have no practigal social aad political consequences.- Many reform-
"minded political’leaders and governmental and foundation bureau-
crats who fervently supported the, refprms of the'early and Jate 1960s
shave shifted their prioritjes. And the prevailing view thar;social re-

present preoccupation with forms of wvalue or moral education (or
development) that focus primarily inward, thegeby avoiding the diffie
cult questions that are raised when one iriquires into the relationship
of social and ‘political conditions to the development of personal and
«social motality. - ‘ oL
T!g’e -position [ take is that the task of the curriculum theorists,

specidlists, and teachers is neither as hopeless nor as grand as some,

suppose. Surely, if changes in ciirriculum, or in any significant aspect
of social.life, depend upon raising individual consciousness, then it is

unreasonable to expect that a change in adninistrative structure or.

curriculum, or the addition of a few resources will in themselves have
majer impact g children’s views of the social and political world.
Curriculum speeialists in the schools or university,-after all, do little
more than produce’ textbooks, films, games, specific suggestions, or
géneral guiding ideas forteachers-Materials themselves are not likely

~' r*the social forces or the teachers’ consciousness of the -partic-
ular . irces that havé acted and continue to act ‘upon them. It is the
developing political consciousness of the individual teacher that is
central to any change in teachers’ orientations to civic education. ‘Many
of the so-called “implementation” models that were and continue to
be used by research and development groups ar€ not predicated up-
on raisi..g the awareness of teachers and hélping them to explore al-
ternatives; rather, fbachers are still most cften takes by administra-
tors or governmental bureaucrats to be “targets,” objects of social en-
gineering, a technocratic view of change whereby individual
consciousness is superﬂuouﬁ I many of the curricular reform efforts
of the 1960s, teachers were, treated as though they were machines
devoic of the capacity to feel, think, and make Jjudgments based on
their experience. : . . . ,

Civic education, then, in the sense it is used 1n this chapter, is pos-

* .

sible, but only when there is consciousness and increased awareness

by-teachers of .the issue of continuity d-change. The tools of the

\

4
i
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teacher’s.trade—books, journal articles, fitns—created by curriculum ~

workers can lead to enlightenment and change only when used by
teachers who are themselves engaged in social inquiry, are themselves
Factively exploring alternativ ways of looking at and undersionding
their social and political world. At most, curriculum specialists can
make available, to the willing and jriterested, books, visuals, films (and
any other material objects the human mind is capable of conceiving)
that will be useful in the job, of helping students gain perspectives on




o

~. ' example, increasing awareness of the internal and external forces that -

v to rearrange such conditions.?

.

N’(:"’” ! Y . ) '

e ey A, . . . . -
~our nation’s political and social history, on their personal experiences,
iricluding the students’ own values and moral judgments as professed
. or revealed in their behavior, and on the positions they take ucz;j:vill
takeas adults on s}gcial and political and economic issues of the tifne. - .
. A Justification for Pylitical Education " .
- The position taken h re—that there is within society a continuing
dilemma of con inuity and change—rests upon an assumption that
. . Homo sapiens is capable of self-awareness or consciousness. We are,
+ ;. all objects i the environment and indeed shaped by social physical
~ ‘circumstances; but we are also subjects, initiators of actions thht in-
fuence and change these circumstances. It is only through citizens’
heightened consciousness of the forces that act'upon them that they
. may'come to understand, delineate, and/or actively pursue alternative
possibilities; or, in othér words, become the politically informed and .
involved person whom we as political educators say we aim to create.

\

¥ . ILisnot necessary to plough the full depth and reaches of the con-

cept of consciousness (or tffe ritically important related Freudian s
- concept of the°unconsci to gain some clarity on the, immediate

task of formulating and clarifying the goa'ls of civic education:! Devel- .

'oping “awarenes$” or consciousness suggests incregsipg our uwder- -
-standing of the forces operatifig within and on us in esent sisa-
tio2, that affect our thought and behavior in our eve lives. Social
awareness implies, at the very least, coming to understand how the
forces toward Teproduction of the existing society and ways of view-
ing social reality may be operating within and upongys. A teacher or -
s&xdgnt whose consciousness is raised, thep, is becoming increasingly
aware of cultural and economic forces that may have helped to create
the conditions and quality of life in the workplace.

. “Consciousness” is significant for political or social actiop because
persons are less likely to remain passive victims to these forges if they .
gain perspective on their socia! lives. In the women's movement, for -

press toward acceptance of a subservient relationshp to men

- . strengthened the press toward change. Thus, to have heightened con-’

+{  sciousness or awateness implies that one may not take what is as what
is possible. It impli\esalsoﬁthe exploration of alternatives. If per§ons
begin to recogniz~ how they unknowingly have been influenced by
the condition of their work, they may move closer 1o engaging in effofts

- -

" 5

*For a more complete discussion of the question of consciousness and its relaticr.ship
to adion, see derlak and Berlak (1977)\also Karabel and Halsey {197 ¢

= *Cbviously the're is no certainty that a person who has awareness of a situation will.
: act An exploration of the many reasons foi\h\is is beyond the scope of this chapter. .
\ ‘ -
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4 stances of their daily life and the possibilities for action in terms of

——— '\

" ¥ ' Developing consciotsness, then, involves \t\vo related pursuits: - —
~ First, increasing the capacity of persons to objectify themselves; that’
is, seeing thenuselves and the circumstances of their work and play

from the’ perspectives of others. Ffiese other pe
norms, traditions, world views, social values, and\
er than-one's own. Second, developing consciousness i
ploration and pursuit of alternatives. It should be clear th
", ess«of ‘objectification and exploration of alternatives
> benign. It has profound implications that are not likely td be entirely -
overlooked by some of those who have the most to gain from main-
taining existing conditions and institutions.® - . ,
In sum, the primary aim of political education is thé raising of\con-
sciousness. That involves helping our students to view the circ

perspectives'of others, not only specific others, but using George Hery

bert Mead's (1934, 1938) concept, in terms of generalized others—in

terms of values, norms, beliefs, and images of the future that are rep-

resented in a variety of cyltures, within and among nations and peo--
** plesof the world, past and present, including differing past and pres-

. . enttraditions of knowledge and knowing. And it is the awareness and
understanding of these other perspectives'that is requisite to the de=
velopment of alternative possibiljties—that is, change. o

The second ‘goal of civic education is implicit in the first; it is the
development of our students’ capacity to examine and explore ai-
ternatives. In more specific terms, this requires that students ac-
quire’ particular skills and knowledge that enab.e them to examine

e prospectively and retrospectively the consequences of particugar solu-

" ‘tions of the polity, factory, family—an examination that will surely be

self-serving or muddled if individuals are not aware of the character
* of ¥he social lenses, the presuppositions embedded in the perspectives
they use in constructing and interpreting yocial situations.

If these goals of civic education souna dangzrously seditious, and

arouse suspiclons that heretical perspectives (i.e., Marxism) might be

. introduced to corrupt the minds of, the young; I should remind the

" reader that change through “raised consciousness,” or “knowing,” is

alsé a cornerstone of major strands‘pf Christian and of liberal demo-
cratic thought. This positipn has no more seditious possibilities than .

James Madison’s frequently quoted aphorism, “A people who-mean

to -be their own governors mush\arm themselves with the power

knowledge gives.” Those who take Western Liberal Constitutional ideals

! 2

#Some peispectives on some aspects of political and social life, whether introduced by
the média or the schools, are mare likely to be tolerated than othé; s—the re-examina-
tion of wonren’s role is, for example, more likely to be an acceptable pussuit than exzm.

* “ination of the fole of the CIA in domestic politics. THe presentation of the perspective
of democratic socialism is more likely to be tolerated than a Maoist perspective.
+
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T senously must, to be mog ideals, commit themselves to con-
’ sciousness raising :}nd examination of alternatives for political action.

“The Washington ivacn ty.Elementary Curriculum Materials*

“Eleven units wcrc dev loped for the upper elementary grades.
Each is an in-depth case stidy that focuses on a specific family, neigh-
* 'borhood, dr group of in \'d iduals who.are attempling to deal with

-~ changes iri their life circum tances. In each of the units there is a-set
of changmg circugstances, and thg main characters find themselves

. 4 changes. The need to act may have arisen out of a single event (for
- ¢ example, a decnsnon of a political body to rcdevelop a section ofithc
o ’ cnty) or may have evolved o it of gradual shifts in economic or social
: circumstanices compounded by an immediate problem (as, for ex-
amplc, a'poor black sharecropper family in the 1920s struggling to
-—survive, and afﬂlcﬂ'd‘by a severe drought or depressed~cotton mar-
ket)."The units do nat merely dépict the difficulties and grimness of |

life; rather, they are efforts to show a more complete pitture, the j joys

as well as the tragedies and anxieties of daily-living. ¢

Each unit, then, portrays a speaﬁc group of people in a parucular

N time and place. The individuals and the situations.are raconstructions
based on social scientific, historical, literary, and Journalistic sources.

The people (with some exceptions) are not pedagogical contrivances;
rather, an effort was made to portray’characters whom the children

coyld accept as real persons who fegl, think, and change in response -
. changmg events. The units are necessarily simplifications, and,

while an effort was madeto make  them authentic, they are not great
literature. They do not quitg capture the complcxnty of social life, the

full range and depth of experience and emotnon, nor the‘enigmatic *

qualny of human existence.®
» "Within each unit thex®is a “problematic situation,” but this does not

¥ 7 in a position wheré they must c;nssder .ways of coping with the’

*

-mean that the units focus upon political issues or problems in the

narrower sense. The problems involve changes in the circumstances
that become apparent not only to the charagt“e(s we have created, but,

“Three of the eleven units were published by Random House, N.Y. They are: 4
Village Family,«One City Neighborhood and Changing Neighborhoods. The other units are:
Urban Renewal in Lagos (Nigieria); Two Soviet Families; A Village in India; Thir Navajo in the
City; The Dispute of Dorea Head (usg of atomic power to generate electricity); The Black
Experience (1917-1920); The Amyl%l Revolution; The Catilemen and the Cowboys.

3Some of the simplifications were by design. Some sodial studies materials for chil-
drenare benign to the point that there is hardly a semblange of a relationship between
the life depicted in textbooks and the children’s own'life expgrience. But we thmk there
are some good reasons for protecting children, parucular the younger ones, from
bearing witness to the more sordid examples of man’s inumanity to man, and from

\ \yiewing some of the more f#kvere manifestations of the d\:cp psychological d:su'ess that
often accompanies major, changes in persons® social lives.”

! ~
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. 1t is hoped to the students as well. The events of edch upit unfold
' * over a five- or six-week period, assummg approximately four: hours /'1
. - weekare spent on the learning activities related to the units. From our
.. experience in teaching the units, over this period of time the children
.. . do become aware of the internal and external pressures on the main
s~ characerstoalter their habitual patterns of living. The.children come
- to know the people in the unit and are aware of one or two specific
o issues that have arisen’ out of the changing circumstances. In more
" . . dramatic terms, there is a crisis of. some kind, and through various
’ ‘means the children are brought into the drama so that they may to
sonte degree experience it. As an example, in One City Neighborhodd
(Berlak & Tomlinson, 1973) the issue revolves around what to do
abdut a neighborhood in the path of an urban renewal project. .
N6t until the children become familiar with the people and events,,
do they engage in what we call “dilemma discussion lessons,”- usually»,
two,or three in each unit. For these lessons, activities are provided to
assist the teacher in helping children gain practice in the use of the
<kills of T'Eical argument and the use of information to support posi-

studies curriculum literature. Critical thinking is no.more important a
goal than a child’s gammg an understanding of the social context, the
perspectives of the many individuals within the context, and the cop-
cepts (or language) persons need to make sense of their social and
personal, worid. Indeed, our view is that skills have little meaning to a
child if taught as a fprmal grammar, a collection of critical thinking
‘skills to be mastcred outside the context of recognizablg human situ-
ations.

. '
- H
7 i -

Followmg is a bnef statement of four learnmg objectives. These
objectives are a somewhat more explicit formulation of the two broad
\.® .. goalsof political educatior) given above:

(1) Awareness, ynderstanding, experiencing, feeling, and seeking sit:
uations and life circumstances (one’s own and others’) fronfthe
perspéctiwes of others. . '

(% 3 Understanding that the physical, social, and historical contexts of

represent alternative possibilities for change.
(3) Acquiring the language (the set of concepts) needed for under-

. (4) Developing the inclination and. ablhty to use the skills necessary
for a more thorough analysis of alternauves available to pcrsons in

ERIC - ’ 42 50 .
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tions. Ours is not, however, a “critical thmkmg," “issue,” or “problem *
centered” approach, any more than it is a}mmanmes, social scientific, .
or historieal apptoach, ag these terms are ordinarily used in the social .,

-

personal social life constrain both individuals and groups, butalso
standirig and thinking about social structures, forces, and relations. -

. their socxal-polmcal life. . d
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: - Examples‘krom one unit are giveni below to illustrate how the materi- S L
i "als may be used by the teacher to-realize these objectives. oL K
One City Neighborhiood is the story of the “renewal” of an older mylti- -,
ethnic, predominately Italian, working-class neighiborhood near = . *-7
dowrtown Boston that was destroyed during the 19505 to make way /-

for a middle- and upper-income high-rise apartment compléx. The
project at the time was seen by some as a step in the direction of .-
arresting the deteriorating economic situation of the city, particularly

. its cdmmercial core. L ) :

*".' Objective l—Understanding the Perspective of Others  °. ,

The childrert through a variet;' of pedagogical means come to view s
the events, the social, political, dnd economic circumstances sur- ° '
rounding this urban renewal project from four perspectives: First, .
from that of the residents—the childrcn, the men, women, young and {
old, who lived in the neighborhood. The children in the classroom 4
see, hear, and read about the way the residents lived, worked, and .
played, what they thouglit and worried about. Through the medium

" - ofasound filmstrip, the children in the classroom are taken to sce the
old neighborhood by some of the tesidents—three boys about the .
same age as the children. They witness some common boyhood ad-
“ventures in the neighborhood as the boys share their thoughts, their
. pleasures, and hopes. Two short stories, “Spring Street” and “Roscoe .
Rossini,” intreduce adylts of the neighborhood, their workday lives
. and their growing coficerns about the economic future of this section
of the neighborhood. Twp other stories, “Anna’s Diary” and “Tina’s
Kitchen,” portray the lives and a number of*the special concerns of *
- -"the younger and older women of the community. In addition to the
students’ reading, listeniflg, and seeing, a great variety of active learn- -
ing materials is used‘in conjunction with these materials. In “Roscoc ,
_Rossini Accounts,” the children examine a resident merchant’s finan-
cial accounts for the years 1947, 1950, and 1953. On the basis of the
» information and othér facts theythave gleaned from the text, sound
* filmstrips, and stories, the childreh make predictions fér ‘the, year
1955; and they may. be given the \opportunity to’role-play various
possibilities. - The children read a “hewspaper,” adapted from news
. articles writtzn at the time. They interview their own parents and oth-
" .er persons. Then they compare the views on the problem of arresting
M. . urban decay with their own and those of their classmates. One of the
morg powerful ways we found of helping children gain the per-
‘spectives of others ‘was through what we call “Extended Role Play.”
. Children over a week or more play out the daily lives of the people
who.live in the neighborhood. They re<create physically the places ¢
" thathave become familiar to them>the bakety, thé gracety, the tene- -

‘

ments, the school, the church.
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A second perspective the children come to know is that of the offi-
cials of the Beston Redevelopment Au:ﬁpmy who view, the question
‘of renewal not solely in terms of the interests of the resldcnts. butin
terms of the economic welfare of the city as the,y mtcrprct i* And
while some in this group saw the best interests of the city as ill-served

', by'the destruction of the neighborbood, their view did not prcvall In
order to gain this perspective, the children engage in a variety of ac-

. tivities. A sound filmstrip re-creates a meeting of a Boston Redevelop-
ment Authomy. where the children see and hear the situati®n from
the point of view, of members of the Authority. They read newspaper
accounts (slmphﬁcd and adapied from ongmal documents), and en-
gage in writing, discussion, categorization, and role-play activities in
order to help them _gain this perspective. .

A 'third perspective is that of the middle-class profcssmnals and
business people who become residents of the new high-rise apart-
ments. The children read interviews with.the new residents and con-
duct their own interviews, with sofne of the children acting as resi-
dents andiothers as newspaper reporters.

Finally, the children re:examiné all these’ pcrspecuves‘ from the
vantage point of time. The children watch and listen to actual inter-
views of ex-residents, adults and children, taken ten years after the

the old neighborhood, and offer their opmi‘ons on the wisdom of,.t'he
now completed rencwal plan. | ° . y

Objective 2-—Undcrstandmg’Context and Constnmts : _—

The unit itself is a way of representing to the chl[d‘he ,sngmﬁcance

" of context, of the particular set of social circumstances and economic
arrangements, that bear on the lives of the individuals in it. Under-
stariding- of the’ context in. this narrower sense is of primary impor-
tance for children of this age, | but theze is also some effort to put this

lems that confrom cities generally For, thls reason, there iy in.each
unit several situations-we call “micro cases” that portray briefly cir-
cumstancés, that both parallel and are different than, those that aré
\ portrayed i in the unit. By comparing, similarities and differences, the
\chxldrcn. it'is hoped, wili become aware of the dangers of pver:
generallzauOn and yet be able to rccogmze sngmﬁcam similarities in
sprial sntuauons . .Y

-
P
b

" Objective 38—ZLearning of Socul Concepts _— o
Sécial concepts are the languagg:. both common and tecfxmcal that
+ personsusetd talk and thmk about social phenomena. Chlldren, asdo
all persons, need concepts ‘for explormg alternative courses of action.
Virtually all the concepts in the umtsxare taught inthe comext of the

T - e
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renewal, in which they compare their present lifgto their memories of

parucular urban renewal project into the Jarger context of the prab- .
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circumstances. Again, a variety of pedagogical approaches is used:

texts, filmstrips, stories, simulations, role play, sortingand categorizing

games. A few of the concepts that are dealt with in this unit are “cost

of living,” “urban planning,” “property tax,” “sales tax,” “traditior.” S

In some instances, because of the complexity of the concept, or the ﬂ
risk of losing the story line, concept learning activities have been de- L

vised-that are removed from the Boston context. )

- =3 . k
. Objective Fpevelo ifg the Inclination | \ AR
and Ability to Choose from -Alternatives ’ o~

In each unit there is at least one series of “dilemma discussions”
where children become involved in considering the alternatives’ for
action open to the individuals portrayed in the unit..Children take
positions and offer reasons in support. The dilemma discussions also »
calt attention to the fact that individual and collective action, though
limited By the situation, is not entirely determined by outside forces.
There is an-effort to avoid one of the difficulties that often arises
when childxen (and adults) discuss controversial issues—that of more
passion being generated than respect for fact and cogent argument.
The materials provided for these discussions dre intended to, be used.
to help children develop their abilities for using data, constructing a
logical case, and re-examining their own positions based on their in-.
creased understanding of the various perspectives on the situation.. = . _

e
-

~e

Pedagogy : . : ‘ ) ) . “
By pedagogy we mean the way the materials in the curriculum are
used by the teacher in the teaching situation to realize the objectives. -t
We do not attempt to dictate teachers’ classroom behavior; to do so
would be to treat them as objects, and is inimical to the educational
_goal we are attempting to foster. There is no way;to replace a teacher’s
Judgment by offering prescriptions. But teachers. are, of course, busy; -
and we do offer many suggestions based on our experience in the
field tests of the materials. For each lesson there is an “overview” that
attempts to put the lésson in broader context to clarify the curriculum
de"{"elbpers’ intentions, a brief statement of “objectives,” and several
alternative teaching strategies which teachers may wish to consider
‘when devising their own teaching plans. ’

LR €

» Theory and Practice in Curriculum : .« 7 ‘
The title of this chapter promises a good. deal more than is delivs N

" ered, While a large number of theoretical issues and practical prob-
lems are touched upon, there are some striking deficiencies and omis-
sions in the discussion. A curriculum theory that deals with a particu-
lar area of the school program is obviously osily a piece of a broader

-
’ . L

, _ 45 .
° . : P R
IC : e S

R L ”
. S PR - - - ¥ - N PP - - . - e T




E

Y

~

-~ -

curricular theory, and a curricular theory is only one aspect of a theo-
ry of schooling and society. Many of the important and fundamental
theoretical issues explicit and jmplicit in this discussion are not dealt
with systematically. I have made no effort in this chapter to formulate
_explicitly a theory of knowledge and learning. It may be'clear from

what I have said that reJegt Skinnerian Behaviorism as well as the
hierarchical and ontonogenic assumption of many Piagetians, includ-
ing l’(ohlberg The position I také on learning is more akin to the
- dialectical position of Riegal (1973, 1975).
However, _whiile I can certamly be 3usuﬁably faulted for not being
" more comprebcnswe precise, and systematic in my theorizing, I am
tconvinced the merit of cur ~curriculum work resided, frot in the ade-
quacy of the theory, but in"our effort to relate practice to theor}, and

theory to pracuce The.development of curticulum theory should be »

grounded in e).pencnce as well as in the various intellectual and
. phllosophlcal traditions. The developmem of curriculum, 1 theory re-
_ quires practical as well as theoretical i investigation. Many curriculum
theories are mel’developed they Jack the sustenance of experience,

and would beneﬁt from efforts to put them intc practice. Many cur- "

riculum theory efforts would also benefit from the experience and,
wisdom that astute and reflectiye-classroom teachers can bring to bear
onboth the theory and practicé of ¢urriculum. The charge of detach-
ment frem the real world of children and schools has been directed at
“utiv ersny-based social studies specialists often for good reason.
Thete is, of course, also the risk at the other extreme,of being so
preoccupied with. practicalities that basic questions about the nature
of school and society and the teachmgllcarmng process are lgnorcd or
trlvla]lzed . .

The prospects for an effectwe civic education depend upon the de- |
velopment of the polmcal consciousness of teachers, school adminis-
trators, cumculum writers, and others who underwrite curriculum
efforts, aid who recognize the j Importan. but limited’ place an enlight-
ehed civic education can play in the conqnumg struggle for renewal
of our social, political, and economic institutions.

” 3 -
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Leafmng and |
- Earning Citizenship
Through Participation

Dan Conrad - = oo
and Dlane Hedln
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Recently, ve mct with two high school studams who are elected
reprcsentatxves to a city-wide committee for youth affairs. In response
to questions about what theui committee did, they ticked off an im- .
- pressive list of accernplishments: They had successfully lobbied with
, the city council to change an outdated ordinance prohibiting youth
‘ under 16 from using recreational devices such as pinball and foosball
machines; they had just passed a resolutig to establish a c1ty-w1de job _
bank for teenagers after discovering that no gov‘emmental unit was
7 _responsible for teenage employment; and, ﬁnally, the‘y talked about”
e their newly found confidence and coffipetence in working with in- _
’ ) fluertial adults in their city—the mayor, the superintendént of
_schools, and labor leaders. When asked how their high school teach- .
.y _ersand administrators viewed their involvement, their mood changed .

. 2 A A a

from cbullience to dlscouragement They were “hassled” about being

- chused from classes to attend important c1ty government hearings,

. and they were refused credit for their committee work. Their teach-

~ ers questioned whetﬁer they could grant credit toan-experience the

school staff had not organized and supervised; they doubted whether

it fuTﬁlled gov;rnment course requirements since it did not cover the
same: contert; and they raised several other related coficerns,

Itisa strka mment on the state of the art in education that only

teachers and sthool aa’fmmstrators would fail to recognize the stu-

dents’ experlences as citizenship educatlon' But this statement should .

’
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not be interpreted to mean that we are part of the chorus of people
proclaxmmg the schools to be strongholds of reaction and intellectual :
. and creative wastelands, philosophically opposed to any changes that
would enhance students’ freedom and growth. Rather, we recognize .
that factors such as the presstire to maintain order among large and .. .
diverse groups of students (and to do so at low cosi) oftenslead to
conformity, emphasn§ on rules, and the intellectual dullness of our
schools that the students in our example encountered. . .
Our real purpose in relating the.ingident above is to mtrqduce the, ,
ma_)or ideas'in this chapter They are.that N

(1) Young peop}e are cmzens now, not merely preparmg for cmzen-
shlp, N v, oot
(2) As citizens, adolescents can contribute sngmﬁcantly to the welfare N ‘
of their communities;_ ", et
(3) As adolescents they benefit from the opportumty to parucnpate as
L citizens; - ) ‘
. @) Schools carl and should facnlltate youth participation in' commu- ..
nity affairs (though too often the  pressures | for organizational or-
" der—keeping track of and. supervnsmg large numbers of pupils in
st ever-larger bulldmgs—mhxblt such civic involvément).”

ro.

+ o From the above assumpno'\s our prlmary recommendanox\ ema-
.z nates: , ) .
* A ' '

(5) Youth participation should be a cemral mgredlent in the,process
NN of citizenship education. . - .

A}

~"  This chapter draws out the implications of the above ideas By de-
o scribing a variety of ways in which students arg already mvolvcd in™. ‘
._____citizen action and_how schools are wo&ng such projects mto their .
g educauonal‘programs R . - -
" "Youth participation as one ingredient in cm'lenshlp education -
) ' makes both theoretical and practical sense.! While it would be per-

3 ’ sonally entertaining and possibly even. edifying to present a .compre-
- | hensive rationale, we do not.do so in this chapter. Partly that is be-
" cause’we were not ask’ed to address that task, but more fundamemally
because we view educatlon as ipescapably a mixture of theory ane
_ practice in which (l) even the most carefully constructed ratlonale is
- mcomplete and may be misappiied (and probably won’t be “heard”)

_ unless its practical implications are spelled out, and (®) it is not inher-
Lently obvious that abstraction. must necessarily precede experience, .
~and quesuonablc whether an adequaté theory can be constructed oth-
er than qut &f § practxce A further problem in developing and us’ .g-
educational rationales is that the central questions are not reducible to°

- That these are not the same js a commentary on both. ; .
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fundamental truths. Each element involves unverified hypotheses,
value judgments; reference to one authority versus another, and so
“on. What we are ther left with are more or less persuasiveand logical-
ly consistent polemics—and this is true whether the writers are of the_
. genius and stature of Plato, Rousseati, Dewey, or Bruner, or holders
. . -of inore pedestrian abiliti€s and credentials, such as ourselves. We
have thus chosen to make our case as much by example as'by philoso-
phy, and make only feeble attempts to mask the nagging polemicism ...
» + " .which créeps into our discourse from_time to time. In fairness we
should add, ‘however, that we are not unmoved by the formidable
. challenge presented by-Newmiann in the opening thapter, and we.
_ have tried to clarify where we stand on the issues which he raises to
the end that,our pasition appears at lea’t reasonable, while still being .
intomplete and falling short of unquestionable, eternal truth. |

" . Citizenship and Communify L -, ,
. . Eschewing philosophical sophistication is no excuse for fuzziness,
- particularly in giving some indication of the kind of “citizens” which '
- we believe schools should be encouraging—and educating—students

to be. For some peculiar.reason, the idea of citizenship, and citizen-

* ship education, is nearly always associated with social studies general-
ly; and with the process of government particularly. Yet when most
people think of the “good citizen,” they do not only think of the per-
son who knows and'cares about politics and government, the person
who votes regularly, who ean tell you which state has a unicameral .
legislature, or who can unhesitantly and unerringly distinguish be-

' . tween separation and division of powers. The image which arises is of
the person who acts decently, who knows and cares about the affairs
of hjs or her community, and. who demonstrates this concern th.rofxgh‘
- -ovértactions. . - L. S e s
Such a notion is often djsmissed as the quaintly naive idea of the
" “mari-in-the-street,” as if this automatically disqualifies itasa guideto -
- educational practice. Yet, while lacking operational conereteness, it
" has a respected place in democratic theory, being reflected, for ex-
. " ample, in the conception of the “good citizen” described by T. V. .
- * Smith and Eduard C. Lindeman (1958) in their classic, The Democratic
\' " ' WayfLife. Itis the notion of citizenship as “membership,” implying a
: . recognition of mutual int=rest with all other community members, a .,
/ sense of shared concerrr for the welfare of the total community, and a
! . willingness and ability to contribute to the well-being of that commu-
nity.? . . . S

+

@

- g

- Lest we later be accused of the ploy of slipping in a peculiar definition of terms in |
»the form of a rather infiocuous-appearing statement, we should point out that we are
deliberately not limiting our conception of democratic citizenship ta: (1) a legally pre-
scribed set of rights and duties; or (2) the performance of clearly defined “political”
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cation, argued that the strength of a democracy lies in the sense of
shared congérnwhich is held by tie members of all its communities,
the recogp\mon of overlapping interests, the awareness that one’s wel-
fare is m/exmcab]y entwined with that of a wide range of others. Espe-
cially ag'ye enter the era of the global society, it can be argued that the
concerh of each of us must expand from the egocenmsm of the child
to :};Z inclusive vision of the world citizen.

'Vhls broademng of concern must begin somewhere, and, as we will
argue later in this chapter, getting students out of the adolescent is-
and of the school and involved with* busmesspen sons, politicians,

, small children, the aged, and the handicapped is to begin in very con-

crete ways to widen their perspective of the variety of persons with

“*whom their own welfare and responsnblhty are linked..As wnth other

attitude changes, the vision arises more clearly from expenence than
persuasiony. and is expounded more eloquently in action than in
*words, : . \

Youth Participation T ‘ . R

Since our purpose is to make a case for youth participation as a
central ‘element in this wider conception of cmzenshlp edueation, an-
other deﬁnmon is in order.” By youth participation, we mean the direct
involvement of adolescents in the life of the community, ideally. in
activities concerned with ameliorating or solving social-issues and
problems. The goal is to not just talk about public issues, but to do
somethmg about them. Because youth participation can tdke so mary
forms, itis difficult—and probably of limited value—to define it more
precisely. However, there are some criteria by which we may be able
to assess the selevance of participatory programs for citizenship edu-
cation, the central one being that hey should supply the conditions
for the growth of democratic values and an orientation and com-
_ mitment to act upon those values. Such conditions include, at a mini:,
? mum:

worthwhile. Since youth s major contribution lies in performing tasks
which, while needed and desired, are not high on the list of services
for which society is w:llmg to pay, it is crucial that the young people
have shared power in definipg worthwhile tasks Happlly, it is not

acts, such as voting or attending party caucuses; and (3) moshmponamly, we are not
arguing out.of the “if the shoe pinches” notion of democracy, which tends to clevate
selfishness to a virtue, implying that the interests of society aré best promoted when
cach individifal worke diligently and skillfully for-his or her personal wcll beifg.

51 .

“To focus on cmzenshlp as an active endeavor, where the test of

. excellence is moré in what the person does in hi¢ community than -
whit she or he Kndws about it, does not restrict one to a parochial

' conception :‘f;/ommumty John Dewey (1916), in Democracy and Edu-

1. Pei_’fommg tasks tbal-both the students and the community think are

Y
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difficlt 1o 1denufy mutually agreed upon community needs For ex-

ample, students have prov:aed free day-care for, low-incontt families;
helped elderly peaple remain in their own homes apd apartments by
assrsung them with such chords assnow shovelling, or shopping; and
given presentations on sexual assault (and how to protect oneself) to
thousands of girls and women.. ‘

2. Having others‘depend on-one’s actions. The opportunity to make

self is an experignce dften denied to teenagers. For example, contrast
the difference between a student skipping a social studres lecture, on
the one hand, and not showing up for his volunteepas
institution, for retarded children on their field tripiday,

the other.

" In the first case, only the student himself sustains Yny cosequences.

However, in the second case, the student’s decision affects: (a);the
childfen; who are both denied an oppattunity to learn and explore, as
well as perhaps the loss of trust in @ new friend; (b) the staff of the
institution, which must make adjustments to accommodate an absent
volunteer; and (c) fellow high schoot students, who may bé later ex-
cluded from this facrlrty as volunteers because of this student’s unre-

for other people that i is the hallmark of a good youth partrcrpauon
project.

3. Working on tasks that challenge and strenglhen one’s thinking— :

) éognmvely and ethically. One important idea in developmental psy-

chology is that both intellectual and moral growth otcur only whenone

stretches beyond the range bf one’s previous knowledge and perform-
nce. Only when one discovers the inadequacy of one’s pr oblem-solvmg
capacities through exposure to new intellectual challenges and nei so-

" cial roles does oné seek better ways of organizing previous experience

and action. Because the roles that teenagers play-have been réstricted
almost entirely to that of student, it is not difficult to rdenufy challgng-
ing, novel social roles for youth to try out, such as peer counselor,
legislative intern, tutor, or pollution watcher. But not any‘experience
will do. One titit matches the student’s intellectual, emouonal and
ethical levels is neededgo yield the maximum educational 'value. An
experience that-demands skills too far above the‘student’s current

functioning will be discouraging; one too far below will be boring. |

However, attempts to both think about and implement the “match-

-ing” problem are still in their infancy (Graham, 1976).

4. Having some responsibility to mcke decisions within their prq;ects
or placements. Such responsibilities serve several purposes: !

a. They increasé the likelihood tl)at the students will be t#uly en-
gaged and involved in their community activity. Merely followmg in-
structions or observing someone else’s decision-making ability is in--
sufficient to maintain student interest for very long.
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. decisions that have real consequences for other people as well as one- -
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liability. It is this experrence of real, and often serics,. consequenceS‘ o



« -b. Since the ability to make responsnble, reasonable, and adequate
* decisions is perhaps the single most important skill in adult life, stu-
dents need practice doing so wathin semi-protected settings in the,
company of adults who can offer guidance, support, and technical’
" advice. Youth participation can provide for several levels of such deci-
sion-making. Making decisions should start xmmednately, and the stu-
dent who opts foryouth panicipation should have a range of projects
* from which to choose. For the student working within a social'agency,
governmental, or business office, allowing the young person to make
* some day-to-day decisions, such as how to deal with a 4-yearcold who
refuses to leave the student volunteer’s side, as well as attendmg staff
planmng meetings, would paruall‘y fulfill this component of a “good”
youth pamcnpatnon project. In projects initiated and operated by stu-
dents, there is ample room for student responsibility, inciuding the.
.“chanc€"td learn from projects that fail.’ : N\
5. Sy:tmatwally rc_ﬂcctmg on the experience. ln‘our view of youth
L parucnpauon, action'is ndt separated from thmkmg Rather, thinking .
in the forms of careful obsenauon, perceptive questlomng, and synthe-
sizing the immediate expernence with accumulated knowledge is &
prerequ|s1te for effective citizen action. This point is developed more
fully in the section Learnmg Requires Action. .
Youth pamcnpahon activities' which meet these condmons include
volunteer service, internships, social and political action, commumty
swdu;s and students’ pl‘OJCClS to improve the school or community.?

Youth Paruclpauon as a Method of Cxuzenshnp Education

T

citizenship education grows out of these four observations: .

/1 Adolescents are citizens now, not meely preparmg for citizenship;
3 2. Society needs the participation of youth;

%+ 5. Youth need to partncnpate"

4. Learnmg requires action. _

-

v

~

Adolescents’ Current Status as Citizens )

~ In the past decade, the general social movement to grant more
power to powerless perscns has found a new frontier,America’s chil-
dren and,youth. Buttressing. the moral position of youth rights advo-
cates has been the’ growmg *body of knowledge from the academic
_ disciplipes a'bout the capacities for rationality and Judgment even in
. ygng chnldren Indicators of the success of the movement have been
the dramatic chdnges in the legal status of youth, including the exten-
sion of the right to vote to 18—year—olds in 1971; the Gault decision in

" 3These guidelines are similar to those suggested by the National Commission on Re-
- sourtes for Youth (1974, pp. 226-230). . -
E .
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youth. Recommendations for changes come from directions as di-

- Society Needs the Participation of Youth

1967, which guaranteeg due process to children in juvenile courts;
and the Supreme Cou&

which (a) guarantee free expression of opinion to students (Tinker vs.
Des Moines Indgpendent School District, 1859) and (b) hold that students
(1'-1'/seco-f1dar)$ schools may not be suspended without a hearing (Sulli-
van vs. Houston Independent School District, 1969) (Hauchbrich & Apple, :
1975). Y . : o )

These new fegal rights represent only the tip of the iceberg.in the
far'reaching movement toward granting. more-citizen privileges to

!

verse as tife Panel on Youth of the President’s Science Advisory Coni-

mitiee (1974), the student rights statements written by teenagers
-around: the country, and social critics such as John Holt (1974) And
Paul Goodman (Adams et al., 1971, pp. 1-8). These studies, reports,

_and statements have called for major revisions in our present laws and

practices with respect to youth in several areas: finances (age.shotild-
not bar a person frgm retaining and using one’s own money or mak-
ing valid purchasesiand contracts); work anh employment (the Cole-
man panel recommended that there be a dual minimum wage to en-
courage employers to hire “inexperienced students);. medical care
(adolescents should be able to seek medical or psychiatric care on
their own): and legal assistance (adolescents should have access to le-
gal services on a confidential basis"to discuss their personal griev-
ances). . ., e . \ :
Taken together, these changes and gecommendations for charige in

-

the legal and social position of adolescents constitute an emerging
view of 4he adolescent as.a citizen with concomitant rights and obliga- _

tions. It is noteworthy, and disturlsing, that the main thrust of the
discussions about the changing position 6f youth have focused almost
entirely on their rights and on'the obligations and responsibilities that
adults have foward youth. We—both youth and. adults—have dis-,
regarded the fact that adolescents, as citizens, have obligations to their
parents, their community, their government, and their society. Ado-
lescence is not a moratorium in the exercising of social responsibility,
in which a person is absolved from having to lift a finger to help oth-
ers or to contribute to the betterment of the society. The next sections
of the chapter discuss how youth’s obligation to their society is com-

ecisions in relation to the public schools -

A

&

patible with their psychological and learning needs as well as with
community needs. ", o

. Anterica is increasingly becoming a nation of sggregat'c subpopu-
lations, separated less by geogra;?y than_ by social characteristics.
Walter Cronkite, Sears, Roebuck & Co., and McDonald’s have homoge-
nized our speech, dress, and taste to where it is hard to know who one
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. 1s—or whe:';e., But this very sameness has been countered by finding
other ways to distinguish or isclate people from eack oiher. Theold = |
standards of race and income have.been joined by new discriminators
such as marital status, physical and mental condition, and age. To
racial and ecanomic ghettoes have been added singles’ bars, facilities
for the handicapped, senior citizen high-rises, and schools as places
"where people are supposed to mingle with their own kind and pursue
" their separate identities. . » R .
o It is_this sense of separateness that has spawned what seems to be a
Y national movement toward what Peter Marirf (1975, p. 45) has labeled
-\ the“deification of the self.” Books ring out with titles such as Power!
\ How* Get It. How to Use It (Korda, 1975) and Winnin Through In-
" timidation.(Ringer, 1974), offering themselyes asYurvival guides to a
-%  society that pits each of us against all the rest. New therapies, such as¢
EST (Erhard: Seminars Training), exhort their participants to realize
_ that each-person is all powerful and thus (solely) responsible for her )
» .. or his own fate, and that those who are poor, hungry, or powerless s
" .must have consciously chosen that fate.* Even the so-calléd “humanis-
, tic” therapies have turned inward in a veritable orgy of self-absorp-
tion and exploratiofi leading us on to privaté nirvanas. To quote Peter
Iy Marin (1975) again, the underlying message in all of this is that “We
N are in our proper place; the others are in theirs; we may indeed be-
moan their fate or even, if we are so moved, do something td change
it, but in gssence it has nothing to do with us.” And further, “What v
disappeay’s in this view of things is the ground of communigy, the felt
_ sense of follective responsibility for the fate of each separate other [p. .
. 48]." = . . et
‘Separateness, selfishness, and narcissism, masquerading as enlight- ‘
-” enment and liberation, should alarm those of us who are cancerned
with citizenship education. The health of a demacracy is dependent
on the capacity of its citizens to recognize their shared concerns, to
consider moral comyplexity, to accept respf)nsibility for the fate of oth-.-
erd, and fo be willing'sp_confrdnt and alter injustices—whether their
own or someone else's. WhileJyouth participation will not alone re-
verse this trend toward the dghigl of human teciprocity and commu-
uity, it can, at the very leas e as a first step toward counteracting

To spell out all the c#fcfs and costs of “separateness” would require  ~
. another chapter (and other authors), but one particular form is of
* special relevance here—the segregation of youth from adults. “Gen- T
eration gap” and “youth culture” have become household words, with -

g,array of movies, books, and TV specials illustrating how the exclu-

R, . "
of the young from the adult community has been countered by

.. “California school children have been trained in EST under a Federal grant; see
Mark Brewer (1975, p. 35). - -

Q -

e ermatin



A

-

-

2 PR | ~

. . ' -

. . -~
the former in a life style that, in turn, exclude;madu,lts, in a sparring
match that sometimes looks a little like a war. R

Most of the attention Ras been focused on the immediate effects of
the conflict, effects ranging from lack of communication to delin-
quency. More recently; commientators have been counting the longer-
run costs of such separation, costs which must ultimately be paid by
any society which inadequately prepares its youth for adulthood. -In
the past three or four years, an array of studies and reports-from

~government agencies, foundations, university deparyments, "and
school organizations have bemoaned this separation, and passionately
and convincingly urged that youth be reinstated into the whole com-.
munity, encouraged vo interact with a wider.range of people, involved
in more real and meaningful tasks, and afforded ‘more responsibili-
ty—in short, that they be allowed to act as citizens in the deepest sense
of that term.® . , ——

For social studies educators and school administrators to ignore this
challenge or even to respond with nothing more than, colorful and
up-to-date curricular.materials and classroom methbds is to misread
the seriotisness of the situation and to neglect a responsibility. Schools
are where kids are, and inescapably it is from somewhere in those
schools that they must be enceuraged to participate in the broader life
of the community, to both practice and to act on their citizenship. To
the degree that social studies tedchers have a responsibility for devel-
opinga{:iti(ens. they "shc')uldr'a"l least be joining, if not leading, in this

endeavof, - . . . .

But even to count the benefits of youth participation in such terms

‘as better ¢ommunication, less vandalism, and more adequately pre- .

pared citizens is still to miss a critical point of the argument for such
programs. The same TV documentary that portrays the evil of
“wasted youth” may include-a further litany of pressing social prob-
lems without ever noting the obvious link between them, The link is
that youth are not just a resource to be developed for the future, but
are, right now, a resource to be enlisted in the fight for a better so-
f
ciety. Throughout tMis chapter, we cite dozens of -examples of .youth
making an impact on their communities. We. will not add to the list
here, but suggest the need 10 revise the typical view of schools as iso-
lated centers of learning. Instead, the uld be seen as fully partici-
pating commuinity institutions, as cepfers which students not only
come to learn, but.from which they go oyftinto the commuriity to use
what they have learned, to add. théir str ngth, taleriis, and energy to

————— O
#See National Association of Secondary School Principals (1972), Weinstock (1973),
National Pg-}gl an High Schools and Adolescent Education (1975), National Commis-

sion on the Reform of Secondary,Education (1973), Cefiter for Youth Development
and Rescarch (1978), and Fanel on Youth of the President's Scicnce Advisory Com.
mitiec (1973). :
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these of others tackling society’s problems. Im‘aginc a rather typical
high school of about 1,400 students. If each of those.students aver- -
aged only one hour a week in servlcc to the community during a .
school year,: that community would. receive the benefit of over 50,000
hours of student effort. Add in younger smdents‘, and mi’.xluply this -
across the country, and a new meanmg is added -to the notion that

.. “America’s greatest untapped resource is its youth.” J V.
Youth Need to Participixte : - ¢
A. Psychological Needs of Adolescents IV )

»

A small’ gnrj enters the kitchen where her mothcr and father ate .
busily preparing for guests. She bnghly asks how she can help and is
politely told that her greatest contribution would be to play quigtly
and stay out of the way. This litle vignete from everyone ’s childhood

is. repcated over and over again in.our socncml treatment of adblcs- .
’ LR ) J

aAlong with thc emergence of pro!onged adolescence and extended -
schooling has come the notion that thiis stage of life is a “holding perit
od,” an interval during which youth are expected to stay out of the
. way, observe but not participate in adult life, and, mast of all, enjoy
themselves and stay out of trouble, There is something, wrong with
our socialization process w herr adolescence, the stage of life wheri ¢n-
ergy and sometimes even idealism are highest, has become a time
when waiting is the central task, This is ddmaging «0 both the commu-
nity and to the adolescent. The comithunity i is. denied the contribution
that youth can make, and the adolescent is depied the satisfaction
which ¢émes from' making a contribution, While c\(eryonc.wants to .
feei she or he makes a difference, this wish is "p.srucularly strong dur-
ing adolescence. A o

The need for sclf-slnpormncc and the need to makc a sngmﬁcam
contribution to the environment in which one lives are the dominant
psychological needs of adolescents. John. Mitchell (1975), in & useful . ,
book on the topic, warns us* that these needs can only be fylfilled -+ - s
through domg important work. It is not enough to tell young people -
. they are important. Neither lecelvmg *“warm fuzzies” nor being the
target ofa “strength bombardment” will substitute for bujlding, wark-,
ing, and creating tangible products thought i important by the adoles-
cent and his close associates. In.the absence of important contgibu-
tion, the adolescent invents habits and pastimes which ensure that
both his teenage and adult years will be impoverished and non-pro-
ductive: Meaningless ritual, exaggerated concern with popularity,
irivial social relationships, second-rate cynicism, and nsychological
apathy are some of the consequences of denying young peoplc the
right to involve themselves in the essential work of the society. The

- lmphcauons ‘of this view of adolescent dcvelopmcnt for citizenship
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iy educagionhrz clear” Because the full and healthy development of ado-
A lescents requires that they be engaged in constructive work and make *°
i positive contributions, the, opportunities for civic involvemdnt must
not be viewed as‘a nice “extra” but as a necessity for all stgderlts:

4

eopmental Fhiziry , .
uasive and systematic argument for youth participa-
ifed from the theories of cogniti%: developmental psy-+"
chology, as giohinded in the educational philosophy of Jok:n Dewey ~
L a lled but by Jean Piaget and Lawrence KohlBeyr\g&JJ)Jlley con-
-, ﬁepts (and they areQnly superficially summarized here) are that ju-
man beings‘move through distinct stages of social and cogriftive devel-
) opment. Each stage is a unique way of imerpreting experience and
i understanfling the world. Whether or not gréwth ard develdpment
occur, from stage tp stage depends on ghe quality of interaction with .
 the environment, The crucial point is that growth does not occur au-
: . - tomatically. InStead, a person needs 2 series of significant interactioris
. withi the environment to promote movemenyto higher stages of ge-
) ve‘opme.m. - LN CL .o
The developmentalist would not argue that learning through direét *
experience afone is sufficient to achieve developmental growth. Wiiile

. . . o .
experience is often a good teacher,,it is not automatically. so, as both

-

. s " .our individual aitd colléctive histories so painfiilly demonstrate, We
S, have all.met a person who tells us pompously that his judgment’is
<2 , Superior because he, has been in_the “business” for 25 years. But does

he mean25. years or 1 year tipes 22+ |, e "
"+« Frqm“d_ developmental standpoint, learning ihcludes two basic -
h spheres.?l'activity; (1) significant experience, in interaction with Q) care-
. Julréflection. Merely providing students with lectyres, readings, and/or
e ) exhortations about citizenship will accomplish Iittle. Some of the moit
_~Tecent findings of the surxey-on citizenship of the National Assess- )
. ment of Educational Progress rzr 976, pp. 25-26) bear this out. Though
« , wecould reasonably assume that stadents were given accurate infor- . .-
. - mation 'aboltl'the following. content areasthrough their soctal studies.,. .*

t e
. f

e . curriculum,{ one-hglf of both 13- and 17-year-olds thought that the g
: Predident cay appoint members of Congress; 12 percent of 13-year- ;.
olds and 1% percent 4£.17-year-olds believed the Presidemais'not re-.. "
¢ quired to obey the law; only 53 pkrcent of the l7-ycz31;—d}d‘s and 31" -
" perzent of the 13-year-olds knew thdt each state had two senators in  +
the United State$ Senate; and half of the 13-year-olds thoaglhit jtis. =~
; against the law to start a new political partyt |, " S
In summary, the practical implication of developmenital psjchology .
< -for'citizenship education is that there is a need to provide students®
with new, stimulating, and challengingexperiences, with the opportu-
nity for significant social role-taking (the Process of taking-tHe per- *

spectiv her), comb‘i;ned with careful reflection. The failure to,
¢ . : .
» b ) a .- 58 - - ¢, R +
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Learning Requires Action . S

>

*
¢ We can well imagine ehat a teacher or administrator could have .

read to this point, and even agreed with.much of what has been said,

hwnhout bemg moved to abandon his or her citizenship curficulum ¢
and replace it with a youth pamcnpatlon program. Putting aside the .

question of the writers’ ability t6 communicate and persuade, the
reader wiay reasonably wonder: ( 1) whetlmr a participatory citizen-
sh:p“program might not neglect many important facets of social stud-

_ies’ learning, and (2) whther partxcxpatlon/expenence is really avery
effective way to learn. -

. The first question is relatively easy to answer. While'we strongly
advocate that commumty participation be mcluded in the repertolre
of methods in-ci_znship education, we are not suggestmg that it re-
place other approaches Neither do we see it as a clear and infallible
guide tq, specnﬁc content, An experfence-based learning model, one
that requires students to purste and apply their knowledge and skills
throogh' very feal and significant’ action, is compatible with and
shéuld enhance the other emphases in the field, such as critical think-.
ing, moral reasoning, the sodial science disciplines, law, structure of

_government, and social problems. Knowledge of the specific content_
of the Bl of Rights, for example, may best be learned through mem-
Orxzauon. The applleatlon of this knoi ledge, and even its retention,
.may Tequire more, engaging activity,esuch as sur;veymg community
auitudes toward “constitutional rxghts or assnstmg a lawyer in a civil |
liberties case. * | .

To.answer the second questlon on the effectiveness of experiential
learnmg, we must at least raise the matter of dlfferem modes or proc-
esses of learning. Olson and Bruner {1974), in an insightful article,
suggcsled that humans have available to them three different modes
o Iearnmg They learn through contingent experience, through ob-
. servation of models, and through symbolic systems. More actively

. stated, these aré leayning by’doing, by looking, and by-being told. One
of their maJor po:a‘s is that while therc are nearly always some dif-
ferences in the modes, they “converge as to the knowledge they speci-
> fy, but they diverge as to the skills they develop” (Olson & Bruner,
~lQ74 p-'182). - v

There are common picces of informatior about a leglslatxve body,
for example,othat can be learned either through verbal and written
symbols, or °through direct observation and experience. The skills
,used to extract the information, however, are radically different..
“Thus, an educatoramust be concerned not only with the knowledge he
or ahe wlshes to convey, but by “the mental skills that are developed in

o : o a69
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the course of acquiring the knowledge” (Bruner & Olson, 1974, p. ~
149). ) -
While we cannot do justice to the complexity of this idea here, we
" do want to suggest at least one implicatior. Schools, especially secon-
dary schools (and, even more pfa‘ﬁu:larly, social studies courses),
have placed enormous eémphasis on learning through symbolic sys-
tems. How successful we have'been is open to question. But even if we
grant some-“success,” the schools clearly have fallen shortjn helping
students develop their observatiofial and experiential patterns of

- --—learning, They may-be able toreadar bogkand 1o comprehend atec——
"*  ture, but how capable are they of, reading and comprehending their .

. own experiences—the skills they will be called on to use most oftenin -
their adult lives? Thus, to urge more yourh participation is not just to
make a plea for more satisfying educational experiences, or even for
more adéquately trained citizens. It is to tzke a stand on the question
of the fundamental skills which our students must have for thinking
about and dealing with their world.¢ . ST

In addition to developing the skilld of iearning from contingent ex-
periences, the experienced-bascfi learning medel can also enhance
more familiar- ¢lassroom approaches. First, the opportunity to do
something significant with and about what is taught jn the classroom

+ has the effect of increasing the students’ molivatign, as they begin to
see the connection between what they learn in school and experience -
in the world, and feel the tension creatéd by their own personal in-
vestment in the outcome. For example, we have had students sit with
rapt attention while we read the state fegulations on nutsing home -
standards. They listened because they were angry about the treat-
ment given to the elderly in the facility in which they volunteered.
Their motivation to learn the state regulations came from their per-
sonal relationship to the problem, their felt need for the jaformation,
and their serious intent to apply what they learned ’

Secondly, youth *participation programs involve the students in
gathering-original data and in reality testing both their own conclusions
and those presented in the classroom or text. For example, a student
interning in a city attorney’s office discovered a clear pattern in traffic
court decisions, leading her to the conclusion that there were “guilty
judges” and “innocent judges,” a finding which challenged the text-
book’s version of the, dispassionste and even-handed rule of law.

‘Her discovery suggests, thirdly, that students in youth participation
Programs can gain practical experience in the difficult task of learn- -

ing to generalize from particular instances to general principles, and'to
transfer this learning to new sicuations—in this case, she used her
handy bit of knTvledge in debates on the criminal justice system. Fur-

’\‘m."g.

*Elsewhere we have made a beginning attempt o sketch out how skills in learning
from experi¢nce may be developed (Conrad and Hedin, 1976).
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thermore, )oulh participation programs engage students in critical
thinking and moral deliberation as they consider such issues as whether

challenge a policy about the treatment of children in an institution
for the rétarded. One of our students was shocked when children who ~
misbehaved were put i a darRcloset, euphemistically known as the N
“quiet 1oom.” She had to decide whether this was a defensible prac-

_tice, and then weigh the consequences (to herself and others) of chal-
lenging this palicy against keeping quiet in order to maintain her vol-~
unteer role. She had to look at \»hether it was more important to T
speak out againstinhumane treatment of people, regardless of their . . ___
1Q, or be fonsidered a misinformed and’ ‘troublesome” volunteer. In
such caseff it is clear that studenu} will aiso receive personally meaning
ful feedback as 16 the correctness of their assessments and the cg
sequences of their decisions. . -

The underl)mg central élaim is that active participation engages
the student in the application of what he or she knows, believes, and
can do. When students act on their concern for the environment, use
their knowledge of chemistry to check for pollution in a stream, apply
their knowledge of the political-legal system to finding ways to halt

. the pollution, or combine their knowledge of the facts of the case with
. their ability to communicate them to others, they are engaged in the
acid test of all Iearmng—-—lhal it ean be applied effectivelnin making a
positive difference in the world.

We as educators are not more inclined than anyone clse to apply
what we know or teach. As Exhibit A, consider the principle we all
learned in “Econaomics 1,” called the law of diminishing returns (page
24 in our edition of Samuelson, 1964). A réasonable translation of this
principle is that successive applications of similar material by similar
methods in similar settings (by similar people?) will have progressively
lcss impact on the students and may even reach the “point of negative
returns.” Contrasting the wide-eyed entnusiasm of first graders to the
glazed-eye boredom of twelfth gradc:s gives painful and compelling
evidence of the decreased power of the dassroom expe. ience. By the
time a persun is a senior in high school, he or she has already sat
through more than 12,000 rather similar hours of dassroom instruc-
tion and become immune to the method and weary of its seuing Itis
litle wonder that a new course in, or a slight aiteration of, the titizen-
ship curriculum does not substantially affect siudent knowledge, atti-
tudes, or actions. .

Despite the daily reminders that we are faced with the impossible
task of entertaining a hostile audience for 13 years of their lives. we
somehow hold on to our faith in dlaisroom instruction. We would do
‘well to consider Arthur Schlesinger’s (1975) gentle admonition to
educators:
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We alone know how limited and marginal our impact geriérally is on the -
boys and girls, the young men and young women, delivered by their fami-
lies to our passing and inevitably superficial care. We do the best we can,
but we do not kave it within our power to repair all the inadequacies of the
family, the church, the marketplace, the media, and other social institu-
tions, although they have it within their power to blame us for not doing so
fp. 179]. R . :
Our modest suggestion is that a qualitatively differgnt method, such
as youth participation, is more likely to engage and motivate the stu-
dent than will another dose of classroom instruction,” Youth partici-
.-pation-is-ne- more a-panacea-than any-other-single methed;hutfor———
« Mmost young people, community iffvolvement activities in_ any of its
forms—teaching first aid to young_ children, lobbying.at city hall, or
painting the home of a poor family—is at the least a new experience. .
Partly because of this novelty and accompanying challenge, such ex-
periences are usually found by students to be satisfying and enjoyable.

. This is not a trivial-outcome. We are all inclined.to repeat satisfying
experiences, and, if the experience of citizenship education can be

. that (and hopefully some of the other things we have suggested as

well}, we may have_ come very close to achieving our goal.,

With this we reluctantly «close our theoretical case for citizenship
education through youth participation. We have said more than-we
intended (and less than we could), but we did want to respond to
Newmann's thoughtful plea for more comprehensive rationales. To
the degree that we have couched our arguments in unorthodox terms
and categories, we did so not to avoid the fundamental questions he *

* raises, but to approach them freshly, in the spirit, if not the letter, of
his charge. The'rest of the chapter isdevoted to descriptions and illus-
trations of the kinds of things young people have done as active citizens.

- i

Perhaps this is no less a rationale than what has preceded.  *
¢ - -
Forms of Youth Citizenship Participation - . ;
Like most educational “innovations,” youth participation has devel-
oped more out of practice than from philosophy. Here and there
across the country individual teachers, administrators, students, ahd -
parents have initiated .programs to.meet their own interests, objec-
tiyes, and needs“-and those of their community. One consequence is /
\

o

that the programs do not fall into neat categories. Some are for credit,
others are not. Some, are attached to particular disciplines or subject
areas, others are’ nz;t.\ Some include a significant classroom com-
,ponent, others do not, Similar forms of student action may bea -
means to quite different objectives. Strikingly different student ac-
tions may be a means to quite simildr objectives. While this creates .
problems for people who thrive on néat categories—such as academi-

"Just as importanty, it is more likely to engage and motivate the teachers as well.

w
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cians and writers of articles—it js likely of little consequence to anyone .
: elsé. Aslong.as the proponents have a sepse of what they are afterand
a reasonable plan for getting there, where the program fits in_to;‘a
classification scheme is incidental. S - '
We have’chosen to categorize our examples by the general nature -
3 of the student action described. The “typologies” are not meant to be
) taken with great seriousness, as the catégories unavoidably overlap
'~ " and_programs could reasonably be placed in more than one section. --
' ) Th(%)sé_ is mainly to arrange the examples into a moreiom-
prehensible pattern than,a completely undifferentiated-listing of jndi- .
— - vidual programs wbuldaﬂ'or¢'l’h¢cx:iteri.umhav&usc¢fopselc&ian———,—
is that (1) we have some firsthand knowledge of the program, and (2)
each is a reasonable illustration of how students are acting”as good .
citizens to the benefit of the community and themselves.?
. SociallPolitical Action . -~
+ . The most obviously relevant category of participatory citizeaship
education is this one, which includes programs focused on student
‘ efforts to influence public decision-making. The most common form
of such action is for students to become involved,in political cam-
: paigns, to attend caucuses and political meetings, and to join party
and candidate organizations—usually on the urging of their social
studies teacher. While we applaud such pargicipation, and unasham-
edly urge our own students to engage in°such activities, we do not do .
so with any illusion that they are particularly potent forms of gcitizen-
* ship education. Most political meetings are boring and rather mean-
ingless. Most campaign jobs are tedious and trivial, with young volun-
teers getting the worst of a poor lot. Many of the incentives which
" attract adult activists (persoiial br organizational obligation, habit, de-
sire to be with friends, or vested interest in an issue or candidate) do
not operate for youthful participants. And while campaign work may
give sompe students a clearer picture of the tedium of political life and
may generate a long-run political interest in others, jt seldom brings
them close to the real mechanisms of public policy-making or gives -
them either skills or experience in influencing community decisions.
For these, a different level of involvement is required—and not so
easily arranged. .
One way for students to perform a more potent political role is to
" join 'an active citizen organization. Minnesota has a rather effective o,
Public Intérest Research Group which depends on student in-
volvement and regularly assigns high school students tasks of tonsid-
erable responsibility in investigating pollution, consumer .fraud and

xS

'For a wider selection of more complete program descriptions, see Conrad and He-
«  »din(1975), National Association of Secondary School Principals (1675), National Coma-
mission on Resources for Youth (1974), and all issues of Synergist, published by the

] National Student-Volunteer Program of Action. , . .
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safety~and t_hevlike. Anather avenue is for students to work directly
with state legislators or city councilpersons or to form their own re-
search and lobby groups around a particular issue.” The authors
worked with one such group of students who lebbied intensively for
the 18-year-old civil rights bill and who later, when it became clear the

bill would pass both houses with or without their further involvement,
combired: their knowledge of the legislation with their sensitivity to
student concerns to prodice a pamphlet explaining the new law to
.other,students. The Governor saw the pamphlet and liked it so much
he ordered 80,000 copiés to be prinited and distributed statewide.

- Seﬂlnmncpgesenmtlxes of their own_constituency, yauth, is an-

other way for students to become involved in_the political world.
There are many examples of youth serving on local governmental
committees and commissions, sthough the success of such in-
volvements has been mixed. The example with which we began our
chapter about the two students who are elected representatives from
t’helr-‘hlgh school 1o a city-wide Committee on Youth Affairs in St.
“Paul does illustrate that such involvements can be vehicles for exert-
ing influence over issues that relate to their age group, “such as teen-
age employment and recreauon, and for gaining the’skills and con-
fidence to take action in public affairs. .

But.most political actiontakes place closer to home. In the St. Paul
Open S School, students operate a Consumer Action Service. Students .
receive complamts from parents, teachers, other students, and the
general community about various consumer problems ang attempt to
find redress for the |njured party. So far, they have handled more
than 50 cases in two years and have successfully Tesolved about 80 per
cent of them: The cases have ranged from a student who thought he:
should get a refiind ffom a movie theatre which advertised quadra-
phonic sound when it only had a single spedker, to the parent of an
Open School student who wvelieyed her landicrd owed her a large sum
of moncy for extensive damages caused by a lediking pipe. The stu-
dents have even opened a booth in the downtown shopping area to
solicit consumer complamts from all over the city. In another form of
pol:ucal activity, students in the New City School in St. Paul can par-
ucnpate in a Public Service Video clygs. They learn to use television as
an instrument of social influence th h such means as producing
documentaries of local problems.

.Finall\. experience in influencing policy can someti
within the school system itself. Innumerable examples
dents using their influence to eliminate dress codes, alter s spenslon
policies, create sinoking lounges, and the like.

While it is possible to generate a respcctable list of examples of
young people exerting political influence, it is still a relatively rare
phenomenon. There are many reasons for this, the most <ritical of

-




which are: (1) most students are not very “politica!"; (2) they (often ~
realistically) have little confidence that their actions could be con-
sequential; and (3) théy lack the skill to mobilize what power they
actually have.

It is part of the contention of this chapter that it is through the less
obvlously ‘political” actions such as volunteer service and community
prq]ects that students may he most likely to develop a‘oncern for
serious social problems and to build a sense of confidence that their
actions can make a difference. Ag for skills, there is not much available

. inschools that realistically prepares students for effective political ac-
_ tion should they have the concern and confidence to try. One hopeful

appréach has been outlined by Fred Newmann in Education for Citizer:
Action (1975) and further elaborated in Skills in Citizen Action: An £ng-
lisk-Social Studies Program for Secondary Schocls by Fred, Newmann,
" Thomas Bertocci and Ruthanne Landsness (1977).
_Gommunity Projects’ T :
The kind of student projects we include in this category fall spme-
-where between the social/political action above and the agency volun-
teer work that follows. JThey are volanteer work, but not with an
agency; they include social action, but action directed more toward °
ameliorating a particular need than toward influencing public or in-
stitgtional policy. In large part, they are projects which have been
ini%ted organized, and staffed by high school students with minimal
assistance from adults and with little or no connection with ongoing
, community organizations. One of the strong merits of such projects. is
that they provide the experience of organizing and parucnpatmg in
/" group efforts toward common goals—a critical skill for citizens in. thls,
or any, society. '
Teéenage Health Consultantsis an orgamzatlon initiated and run by
high school and college-age peopie in the Twin Cities area. It:began
yith young people who were involved with local teen’ health clitics
and who were dissatisfied with the kind of health care and education
available to other youth. Of particular concéfn was the absence of
accessible and accurate information on sexuality. The response was to
train cadres of students to be health consultants to their peers. Stu-
dents first parucnpatt; in an 18-session training zourse” They then |
share their newly acquired knowledge by stafﬁng health and counsel-.
ing offices in schools; making presentations to school, chuych, and
youth groups; developing educational materials; working in health
clinics and youth Hotlines; and, most importantly, doing what 90uld
be termed “leaning against the locker” consultation with peers.
In another pro_)ect, graup of Westport, Massachusetts, junior high
“science gddicts” hecame concerned wxm their town'’s gluttonous on-
sumption of energy. Not satisfied with merely talking about the rob-
"o lem, they helped a nature center cut its fuel consumption by 75 per
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cent by researchmg and mstallmg a solarlzed heatmg plam in'the
Center’s greenhouse Another example of kids coming to the aid bf
their community occurred in a medium-sized Midwestern city. The
cny council was told that it needed a count of all the trees 1n the town
in order to obtain federal assistance for control of Dutch elm disease.
After being stymied for two years, the council was rescued by a veri-
table army of tree counters who. completed the, job in less than four
weeks. Who were they? Gitizens concerned about the welfare of their
community, who happened also to be elememary and junior high
school kids—trained and organized by students in a high school social
studies course. -

Not surprisingly, youth pro_]ects come in a variety of sizes and styles
Students manage and operate the only available recycling center in
some communities; in other places they produce and distribute a
commumty newspaper; in yet others they are bunldmg parks and us-
ing their talents to add a touch of artistry to their neighborhood; in-
dustrial arts. students redecorate and perform minor repalrs in the
homes of low-income, elderly residents; home economics students
provide meals ior elderly residents near the school and run a shop-
ping service for others; students in science have advised théir city gov-

ernment on where a bicycle trail can be laid through a marsh with .

minimal djsturbance to local ecology—and on, and on, and on.
VquntegrSerwce g -t

Often tie best way to begin a youth partncnpatlon program is by
pla ing students as volunteers in sécial service agencies. Here the
needs are aiready identified, supervision .nd expert guidance is on
the scene, and, most importantly, student: are genuinely needed and
thus assigned significant and responsible tasks. In such settings, the
value of their contribution is clearly recogmzcd both by the students
and. their new adult associates. .

In Hopkins, Minresota, an old industrial town in the aneapohs
area, the 12th grade'social studies course begins with a Community
Involvement Fair. Representalives from some thirty community
agencies sit at tables in the streamer-bedecked library explaining to
students the needs of their agency and how the students can help, and
arranging mutually satisfactory volunteer commitments. Each fall, be-
tween 80 and 90 per, cent of the seniors choose to make such a com-
mitment as part of their social studies course, and some 350 16- to 18-
year-olds are thus added to the pool of people workmg to improve lifé
for others in that comminity. In commitments ranging roughly from
two to 20 hoprs a week, students volunteer in marsing homes, elemen-
tary schools, day-care centers, the Red Cross, schools for mentally and
physically handicapped children, and in mahy other comparable
places.,

What the students aclually do in these placemems varies widély. In
« nursing home, or example, some may primarily provide compan-
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lonshlp. others may help feed those who need such help, organize a
recreationFprogram, conduct daily physical exercises, help decorate
rooms, and much more. In the other agencies, a similar variety of

- e

activities takes place, with students matching their energy, skills, and

imagination with the needs of‘'the agency and the peop's served by it.
That students are valued by the agencnes is made clear throtigh the
tasks assigned them and by comments such as one made recently (to
orle of the authors) by an agency duector: “I sent my staff a memo
asking who needed volunteer help and got almost no response and
was puzzled until T noticed that I had failed to mention the volunteers
would be from Eisenhower High School. The next day I was flooded
with requests. Your kids have a good reputation here.”

Such programs are being seen more and more often in Minnesota
and elsewhere. In Robbinsdale, Minnesotas a social studies program
which served as a model for the one described above sends more than
400 students into volunteer service each year. Two htindred junior

and senior high school students.in the Duluth Cathedrat Community,

Commitment program contribute 600 hours of service each week to
2,000 people in 58 different agencnes At Regina High School in Min-
neapolls. service to the community has become the unifying theme for
the entire school, and each department seeks ways to use what is
taught i in its classes to help others within and outside the school. In
the aneapolls Public Schools, 2 major project is underway to make
youth participation an integral part of its secondary school program.
across all grade levels and all subject matter areas. Volunteer service is

- the largest part of this program.

Perhaps it is a measure of the narcissistic cynicism of our day that
volunteer service is self-rlghtenzesly attacked as demeaning labgr, rec-
_reation for the rich, the “band-aid” approach, “nice” but not very im-

-~~~ "portant, and as a way to divert energy from the really cruaial issues of

our day. What the detractors miss is that there are all ioo few exam-
ples of people reaching out to one another, acting on deep-felt con-
cerns, admitting that we may owe something to others, helping others

without expc\tmggayment in return. Volunteerism has played a vital .

role in the history of American social v are, is still the most common
form of direct citizen involvement, an.. is the most common vehicle
for youth pamclpauon in the general commumty It can break down
barriers between institutions and groups in the community; it can gw

_studerits tle experlcncc of truly making a difference’to someone; it

puts students in posmons of kadershlp and respons:blhty. and it in-
volves them as active citizens, meeting sxgmhcant commumzy needs.
CommumlyStudy - :

By community study, we mean the apphmuon of social studles
skiils~—such as conducting surveys and doing anthropologlcal and his-
torical research—to community needs. Again this type of participa-

"' tion can take several forms, of which we will illustrate three. |
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' One common form is the survey of community attitudes. In one
il wanted to know how people
@+ were reacting to two recently completed public housing projects. In a
rural commumty, the town council wanted to know how_ the people
felt about six prominent community issuesydnd in what order of i im-
portance they would place them. In both cas, rather accurate suf-
veys were taken by social studies students, and t%e results presented to
the council. While we still are not awed by the valye of learning survey
research techniues, the students did learn so ethmg about this

. method and about .comn:unity amtudes on particylar issues. In the

. second exampie, “the students’ efforts had some fluence on_the -
L. council’s pohcy-makmg \-
Another form is the firsthand study of commumty stitutions. In

. the Twin Cities, high school and coilege students are ser\ing as moni-,

/(“ tors in commumty-based corrections facilities for juvenil . They re-" . e
ceive training ini participant observation and ethnographig research

methods, and then live for several days in these group homes and |

treatment facilities. The young people are uniquely qualified, in that

they are’ close enough to the agef the residents’to quzckly come

their'confidants. The persptnve of the young person is also valyable

in assessing the > appropriateness of ﬁ'\treatment program for yol ith. .
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grams humane and helpful'ln many. other p]aces less controversial;
on-site examinations of community agencies are conducted by stu-
dems For example, students learn' about criminal justice in jails,
courts. and attorneys’ offices; about health in hospltals, about eco-
. nomics in banks and welfare offices; about <ity politics in council
chambers and neighborhood ‘action centers.
A third form has been spurred by the success and publicity artend-
ing thie Foxfire projectin Georgia. In layge numbers of communiues, \
young people are researchmg the history of their area, interviewing
“older citizens, and producing newspapers, pamphlets, and the like, In
some, they are relearning the skills of the past, restoring old struc-
tures, rebunldmg log cabins and sod houses&and in,other ways helping
the community reclaim and preserve its herltage—whlle themselves
° . gaining a sense of pride and belonging in their own city or town. .
: Internships
Finally, something should be said about ipternshipsin which stu-
dents may spend from a few hours a week for a quarter to full time
-for a year with an adult with artistic, occupational, or academic expe-
rience of interest to the student. At their best, internships are a way to
geton the inside of an organization to experience an occupation first-
e hand, to get an m-depth view of how community decisions are made,
or to test clearly one’s competence to fill an, adult role. At their warst,
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they are exercises in tedium in which the student’s “task” is to watch a

boring bureaucrat attend lifelessly to trivial duties, where they (both .

the student and the burcaucrat) are never given an assignment they
can care about or in which their own actions nfake any difference. For
such an experience, the student might as well stay.in school. Recently,

& Tnunicipal functionary told one of the authors that he was reluctant .

to have a high school intern because the studert would soon discover
that a 14-year-old could more than adequately do the _}eifor which he
waspaid $25,000 per year! '

In-Oregon, the state government has opened slots in virtually all its
state offices, and in the past few years hundreds of Salem area stu-
dents have had internships (or extendgd,observations) with govern-
ment officials as part of 1€ Governméntal Responsibility and Student
Participation (GRASP) progra dents study the state government
extensively in the classroom t$ give them an overall pictute of the
decision-making process and to help them see howe“their” depgrt-
ment’s activities fit into a larger picture. \E ‘

In- Decatur, Georgia, govemment studeqts, af'er a semester of
study, observe the work of department heads in va’nous city offices.
They then undertake projects needed by these departments, such as a
study of the cost of crime, a sufvey of rat infestation, or a history of
the cemetery with predictions of future needs for burial space.

In these states and elsewhere, other students act as interns with
_mayors, prosecutors, judges, lawyers, newspaper editors, artists, busi-
nesspersons, welfare workers, and even school officials. The quality of
these experiences varies so widely that it is difficult to make any valid
‘generalizations about them except to say that their value depends on.

1. Identifying slots that have the potential for significant action by a
* high school student (Associating with a judge may be interesting

for a while, but how often does he need the advice and counsel of a ..

teenager in reaching a verdict?);
2. Finding adults who can recogguze and actuahze the potential in the
placement (Are there real tasks in the orgamzauon that students

can do?); .

3. Locating sponsors who are willing to support and guide tke stu-

“dent’s learning, paruculanly if the student s pnmarlly an observer;
4-*Assigning only students who are mdependent and self-directed.to
mternshlps A senior in a Minneapolis high scheol said it best: “If
you are gomg to get anything out of an interhship in the cou‘nty
& attorney’s office, you have to see everything as a way to learn. If
you are asked tp file some documents, read them. If you are wait-
ing for the attorneys, eavesdrop on conversations.in tﬂe.wamng
room. And, most importantly, never'stop asking questions.”
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'Pro"gram‘Models .

Good ideas in education are superfluous if they cannot be trans-
lated into/actual school programs. Even if it is accepted that both the
student and communlty will benefit from the direct parucnpauon of
youth, and that there is a multitude of significant involvements for.
\ young people in the social and political arena, some may still doubt
‘whether, such programs can be incorporated into their school struc-
ture. Such skepti¢ism_is not u founded, Those attempting to.include
e‘cperlence’based iearning in the gurriculum will be faced with a myri-,

| adof obstacles—traditional belidfs concerning the caretaking-tole of

the highschool; presumed immaturity of the students; rigid curricu-
lum requir¢ments; problems of time, transportation, and liability; in-
flexible schedules: skeptical parents, staff, and students. Yet hun-
dreds of high schools are offering community service and social action
programs so the problems are not insurmountable. There is not
.Space in t? chapter for a very comprehensive detailing of possnble
models, but we can give some indications of the range of ways in
which many schools have attacked the structural problems,?
Volunteer Bureau .
In this type of program, students volunteer for the mtrmsnc value
of volumeermg (and perhaps to break the tedium of the school day) "
and receive no academic credit for doing so. In some cases, the work

is done during the student’s unscheduled time—after school, o) dur- -

ing a study hail, especially if it can be placed near lunch or at the end
of the day. A coordinator, either on a full- or part-time basis, identifies *
and places students it involvement opportumtles and follows up and
reviews each student’s work. Usually this is a school employee, but
may be someone from a commumty organization such as a Voluntary
Action Center or local service club.
Community Action Credit .o

In this $econd category, community experiences are not only facnll-
tated and encouraged by the school, but are also accredited. Often, a
community service credit i is given for an established number of work
hours. For example, 100 houxs = 1 semester credit. This may or may
not be used in lieu of some other credit, such as social studies or hu-
" manities. A common procedure is for a student to prepare a proposal
outlining what he or she wants to do, for how long, for what purposes,
and_ with what product (if any) to be produced in the end. This is
reviewed, by a faculty advisor or program coordinator. If approved,
the student acts on the proposal in the time blocked out. For some, it
may be one full school day a week, for others it may be after-school
activities; and in some cases, students may be given from a month to a

?

*For a more detailed account by the authors of this chapter, see Conrad and Hedin
\ (1974. pp. 22-28).
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' ing classes, and so forth. - .
, Action Learning Centers ’ )

7/ . *
semester away from school to participate. In structure, this model is
, very similag to the various independent study options and Senior Se-
mester programs available on most college and some high school cam-
puses. . - .

Laboratoty for an Existing Course
This kind of program has enabled many schools to mtroduce a
commumty action component into their academic program with little
or no immediate change in curriculum, school structitre, or staff de-

“ployment. In this model, students in existing courses use either long-

.

test” course content, gather data and examples, and make use of what

islearned in the class. Students may engage in the community activity

during school hours or after $chool, dependmg on thg, student’s
schedule and agency .. ed. This is often done in lieu of a;more dis-
tasteful requirement, suth as a research paper. Generally, the class-
room teacher is r¢sponsible for helping students find appropriate off-
campus e\cpene es and for the general supervxslon of students In

-~

o~ g

L o
.

"This model epresents an attenipt to combine the strongest features

of the previoustwo into a course which exists as an mtegral part of the

" school’s acaderui rogram. Here the community expenence forms
the heartand is the\¢central focus of the course, but it is combined with
_“an ongoing classroork experience where the emphasis is on provndmg
some information, skills, and gener’ahzmg principles to direc.., assist *

- students in interpreting their experignces and operating more suc- .

cessfully in their placements. A typical exax‘nple would be a one-se-
mester sccial studies class meeting two hours each, day. Students
spend four days (8 houfs) in the ficld and one day (2 hours) in class.
The additional hours per day (for teacher and student) are gained by
ngmg the student double social studies credit or an additional elective
credit or by making the course multi-disciplinary. Here, the necessary
time is directly built into both the teachers’ and the students® sched-
ules and lessens oot eliminates the need for extra staff, studengs miss-

'L

A'fifth: approach a district-wide learmng centcr, can allow ‘for more

emy—*

-

[

specialized and varied community involvement programs than a® -

single high s¢hool can usually offer. IrPthis odel, students from sev-
eral high schools have the option of at a"Endmg a learning center for a
part. of the day. Typically, a studenit ght spend half-time for a se-
mester at the center. There are several advantages to such an ap-
proach. First, it allows the teachers who have skills and experience
\ With youth pamcnpauoﬁ to work with students from all gver the dis-
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‘ trict. Sccondly. it provndcs a mechanisi for i mmatxng action-learging.

: _ without the dissension that changing the curriculum and the schedlile
I might cause in some schools. It alsa increases the avanlable ppol of
b students for specialized oﬁ'ermgs An action learning ccnter can af-
¢ ford to offer courses that a smgle school could ndt justify in terms of
) , student’demand. Obviously this is best suited for large school systems

© " oraconsortium of smaller ones. “ s

N
~ b ]
3

-Sequence of Courses and Experiences _

apm‘:frané”e in secondary sche <75, sWhere Such mosgls do exist, fhelr

goal accordmg to the proponents of this approach can on
complished over 3 considerable period of time and through an in-

tegrated sequencebf classroom and community experiences. Usually,

s .such a curriculum combmcs (1) formal courses on such topics as so-
' cial problems, communication, politics, values, and ecology, (2) com-
mumty-onentcd as%ngnhents in these courses; and (3) a pracucum
rience, providin
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for sustained participation in a community

?

hat -adolescénts should learn, and perhaps earn,
;p through produciive effort in the commumty is stiii
ost of-{he world. It was not that long ago in our country

have seemed i#sane a century ago!

ialization changed many ﬁ’ungs. among them the rolcs
of youth gfid the means by which they are trained to be producuve
ns. By the turn of the Century, progressive educators such

e am s e e~ R

This is the most ambitious model, which may explain. its mfrequent .

o for youth. Xn the 19305, the emphasis was on society’s need for the
. 6ntribution &§ young peoplc, and educator such as George Counts '
(1932) were eve ¢ the Schools Build a New Soczal Order? In
the early 1950s, there was ahother “reincarnation” of the idea of
. youth participation in the form, of "Colirmbi large, but short-lived,
: Citizenship Education Project. 1\ is now, 1970s, and we offer this
chapter as evidence that good educational ideas never die. They are
Just redi :overed every twenty yehrs.
! ~
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.~ Chapter Four . ' ,

_ Cltlzenshlp qucatlon
. and the Slow Learner
,Charles K. Curtls ;_ Tl ,

2] - e - L
.

. The purpose of this chéﬁtzer is to discuss citizenship education for
slow—learning students and to propose one approach that might be <
- employed in classes for these students at the secondary lével. The .
. intent is not to provide a definitive  statement—if, indeed, sucha state-
* ment were possible—to resolvg once and fopall the numerous probz .
: lems in this area. In fact, it is likely that more quesuons will be ra!sed
. . thar answered. ,
S A brief descrlptloh of the populauon of concern is in order. Pres-
ently, a number of terms are used to refer to slow-learning, non-aca-
demic, and non-regular program students in today’s schools. Many of
these expressions are ambiguous, misleading, psychologically un-
sound, value-laden, and, to the students to whom they refer, probably
quite embarrassing. Although initially these,terms were conceived so
that a particular school population might be more precisely identified
; (and thus their educarional needs more adequately rhet), the prolifer-
. ation of terms that cti, rently exists serves only to add confusion to an
already am:biguous systen of categories. Recent perusals of the litera-
ture_ have revealed that, whercas “disadvantaged,” “culturally de-
Arived,” and * ‘ghetto youth” described’ discrete student populations

\‘ + ”
whenafirst introduced, these terms, along with “terminal students, -
“educationally-subnormal,” “somewhat backward,” “socially disad- __#
vantaged,” “alienated,” “inner-city children,” “stum children,” “mmor»

" ” s

ity pupils,” “educationally deficient,” “undereducated,” and_ “slow
learners” are now being used to describe snmllar popufatlons of stuaents 3
(Passow & Elliot, 1968, p. 3; Storen, 1968, p23; Weber, 1974, pp. 18—

19). Regardless of the ways in whi¢h the terms are used, however, it is .
\ reasonable to assume that within each group of students will be a num-
ber to whom the original connotation of the word “slow learner” would
have applied. While, no doubt, an argument contesting the practice of
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classxfymg students according to_the criteria implied by these cate-
gories could be developed (see Nimnight & Johnson, 1973), classifica-
tion systems are part of the educator’s tool bag; they continue to exist
because, if properly used they have a certain unhty for curriculum
planning.

Nevertheless, it is with some reservation that the students with
whom this chapter is concerned are described as “slow learners,” a
term popularized by, among others, Abramowitz (1959, 1963, 1968,
1970), Ingram (1960), ]ohnson {1963), Abraham (x964), and Shelton
(1971). Generally these students arg characterized as possessing below
average intelligence, as experiencing difficulties with conventionally
taught subjects, and as having poorly developed reading skills. Addi-
tionally; as @ group, these students may record a greater number of
_absenges from school and may e more sub_!ect to breaches of school

discipline than students in academic programs. Furthermore, contin-
ued failure to achieve academic success may have resulted in lowered
self-esteem and a decreased sense of worthinesss parucularly in the

v

v - school environment. e .

. According to some estimates (for example, Tansley & Gulhford
1960, p. 6; Telford & Sawrey, 1967, p. 196, perhaps onesfifth of the
school population might be categorized as slow learners. The propor-
tion of slow learners to regiilar program students in a pargjcular
school popufation may vary depending’ uport the nature of the com-
munity from which the’student population is drawn. There is a ten-
dency for the number of students manifesting the characteristics of
slow-learsi.rs to be highersin schools whose studenls come from low -
socig;economic areas and to be lower in schools “located i in affluent
middle-class communities. Presently, both in-the United States and
Canada, slow-learning students are enrolled in special work-oriented
programs, in classes of the regular program especially composed of
low-achieying and reluctant students and usually designated as
“adapted " “modified,” or “x" courses, and, though perhapsless com- ,
monly, in integrated acade:rffL ic’ tlasses. When enrolled ip mtegrated
classes, slow-learning students tend to be somewhat older than their -
classmates. s .

-~ . . -

~,

Ob_]ectwes of szenshlp Educatxon ~ a

Citizenship.edugation has long been consndered by special educa-
tors to be an importaht aspect of the 'social studies program for slow
Fearners. The primary goal of the uuzenshlp educauon program for
slow-learning students is in accord with ‘that for the regular social
studies program: to prepare studenls for responsible, involved citi-

ot zenshnp in a democranq_ society. Despltp this common aim, however,
“the characteristics of ‘thé “model” citizen descrnbed by social studies
“educators bear little Similarity t6 the qualities of'good. citizenship de-
scribed in the hterature regardmg thc slow learner.

v — .
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" An examination of a number of atticles and books' relating to cn?-
zenshlp education and written during the past h -century revealed -
that the auribute most frequemly ascribed to the model citizen was
that he or she possess a reasonable knowledge of hig communify’s
economic, social, and culturz] problenis and that he or she be ¢ m
mitted to Mieir resolution. The adherence to a belief in the equahl
individwAls and the manifestation of a concern for the consmuu na

. rights of all citizens ranked second in the lists of characteristics. Olher
characterizations of the good citizen, in order of frequency, v verei re-
spect for law and order in society, open-mindedness to the opm‘ons
; of dthers and receptiveness to new facts; apprecnauon for bolh‘lhe
' rights and responsnbllmps of citizenship; and posaessnon of the deci-
snon-makmg skills requisite for effective paruc1pauon in&he demo-
crdtic processs ;

In contrast to the precedmg, for the slow learner the, prinary attri-
bute of good citizenship was that he or she be gainfully einployed ard
possess acceptable,work™ habits. The second most frequently men-
tioned criteria were that he or she respect and obey the law and have
rudlmemary knowledge of local statiites. A third commonly stated

- characteristic was that the slow-learning adult should share in the * re-\

sponsibility” for the quality of life in the local community. Responsi-
blhty was variously interpreted to include: accepting responsnblllly for
< .° one’s own famlly, maintaining the house and furnishings in a good
state of repair; gespecung a neighbor’s property; treating nelghbcrs
. in a courteous manner; helpmg to keep the neighborhood cigan, qui-
' et, and orderly, and, returning borrowed articles. -
. A comparison, of the two sets of descriptions suggests a marked
contrast in expectations. Whereas the ¢itizen educated in the regular

ik program is to be socially aware, ‘sophisficated and capable of dealing
e . with the problems of society, while manifesting a mature, unselfish -
« . concern for the welfare of his fellows, the graduate of a progranr for -

slow learners is to démonstrate good- citizeriship by being an em-
ployed Jaw-abiding, non-disruptive member of, the community. In-
- “deed, while descnpuons of the model citizen lmply 2’faith in the dem-
ccratic ideal of participation, by implieation it would seem that the
éxpectation of some educators has Been that the slow learner not be-
come an encumbrance on the rest of socjety. This position was suc-
cinctly expressed by Kolstoe (1970, p. 28) when he wrote that goad
a citizenship for mildly retarded adults would be exercised “lgrgely by

not becogung burdens on soxiety, rather than by posmyfwc act
. ties.” . .

]
- - 4 7

s - For example, Washburn(lQSJ pp; 124-138). Qulllcn& Hanxfa(1948 p- 60). Crary
J— (1951), Carpenter & Splcsekc (1953, pp 1-18), Wesley & Wronski (1958, p. 78),
Rosclle (1966).
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.« Citizenship Education Programs _ L éég )
A somewhat similar contrast was disclosed when the course content
of a variety of high schdol citizenship education programs? for both . K
groups of students were compared. As Newmann noted in Chapter
One, citizenship education in American sci00ls (and, to some extent,
Canadian schools. also) has been organized around a variety of ap-
proaches. Among the most frequently described programs for achiev-
ing the goals of citizgnship educarion have beer? those consisting pri-
marily of a study of the growth of democracy in the United States.
, Programs centered on the historical study of the evolution of democ-
racy are based on the assumption that the appreciation of democratic
, . ideals and thr comprehension of democratic institutions and process-
: es are promoted by the knowledge of their historical development. .
Occupying a position of importarice in citizenship education similarto . -
o that of history are the traditional civics programs in‘which the érgani-
zation of municipal, state, and federal governments, the election
processes and the régponsibilities of elected representatives, and the .
domains of the several levels of government are studied.

The influence of Jerome Bruner was reflected in many social stud-
ies programs developed during the last decade. Though citizenship
. education remained 2 primary concern of social studies educators, . . " .

social studies was defined to include-instruction in the concepts and
inquiry modes of history and the several sodial science disciplines.
Lately, values education programs have begun to make an impact on g
citizenship educatjon. ) ~ . T
Little concern for the latter approaches to citizenship education
could be found in the writings of special educators or social studies
curricula for slow-learner programs. In addition to simplified history
and government eurricula modeled after the aforementioned
» courses, slow-léarning students in secondary schools have been of
fered a fare that included lessons\(ﬁ‘rpmrjo@. national symbols, hol-
idays and tradifions, and famous citizens. Furthermore, studies con-
cerned with inculcating the student with a sense of responsibility for
" hithself and his family, with making and keeping friends, with accept-
ing community responsibilities, with the use of leisuredime, with the
role played by religion in society, and with occtipationat preparation
have been common occurrencesjr}gclasses for slow learners, In one ‘
large metropolitan area, the students in a secondary slow-learner pro- a ¢
gram were taught to “dispose of their garbage properly,” to turn off
ight and water faucets, and to “feed birds and help protect their {the

“* birds’ cd&s J b cL - “ o
« Corparisons'such as these suggest that a sizable number of educa- Y
tors doubt that most slow learners will play any more than a passive «
% — . of .
~ . ?*References available from the aythor upon request. - /
° ™ ’ 'g77 : k
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. role in the political life of their co ml,u{ity o1 nation. Such a view'
raises serious questions about our 'omrmtmem to the concept of par-
ticipatory democracy, a commitipent h!ghly “espoused by both Ameri-
can and Canadian societies. It §eeins ironic to note.that when the na-

. tion is threatened with war, 1io one doubfs the capability of men and
women who may have be desngnated as slow learners durmg their
school years.to sgrve theif country. In umq of national crisis, we fail to

/ see the relationship ofparticipatory citizenship to intelligence.

ip Education Programs for Slow Learners

£ a moment some of the basic assumptions that, either
" or ummenuondlly, seem to ha\e sngmhcamly affected

: chefice.or cnrcumstancc, an inactive part m the decnsnon-makmg proc-
éses in thelr community. The validity of this belief has seldom been
/ challenged in the Ifterature Perhaps, at least in part, it results from
. y educators’ experlences with slow learners in social studies classes.
s Their apparent lack 'of interest in the "social studies has been well
~—+ . documented (sce, for &xample, Dimitroff, 1965, p. 188; Frerichs,
1969, p. 213 Strom, 1965, p. 87; Curtis, 1972). Whether or not it is -
sound practice to infer future citizenship behavior from students’ atji-
tudes toward social studies is open to question. If, however, many
adults presiously identified as slow learners do accept a passive role in
the affairs of the community, it may be that the limited expectations
for slow learners and the simplified, often childish curricula they ex-
perience in the schools inhibit their desire and ablllty to function ef-.
fectively as democratic citizens. -
A second assumption that seems implicit within the descupuon of
the attributes of good citizenship for slow le. ness is that they are not p
to be expected to make rational decisicns about the problems of the)r
s society. This belief” presumes that slow learners lack the intellectaal
faculty to understand the nature of sutch problems and to make rea- s —
sonable evaluations of proposed courses of action that mlght be tak=n
to ameliorate them. It is relevant to note herg that there.is little evi-
dence to suggest that slow-learnjng adults (if; indeed, they may be
reierred to as such once they leave school) are any less able than the
majority of other citizens to comprehend and form seasible opinions
abaut.the problems Tacing society. After monitoring radio “hot-line”
"broadcasts.in Vancouver, British Columbia, for a number of years, 1

sy have concluded that when no particular scientific expertise was re-
_quired to undetstand a specific proplem, and when- syntactical and
grammatical errors were overlooked, the opinions expressed on the

1 “eg. g ) -
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aif by many interested, knowledgeable, but uneducated persons were
“not essentially different in quality from those expressed by many obvi-
ously bright and articulate persons.

Amerrcan and Canadian societies purport to prize nuonallty Par-
ticular empbhass is placed on mtelhgent decision-making behavior at
the polls. Although we may often assume that, as aduits, slow learners
will be less competent and qualified voters than will average and
bright pupils, sufficient evidence to suppart the argument that slow,
learners vote less lntelllgentlv than the great maJor‘lty of the popu-
lation could not be found in the literature. Indeed, is there any empir-
ical data that xmply that the patterns of voting behavior for slow
learners are in any way different or umque> Again, my experience
with the “hot-lines” suggests that, during any provincial or federal
election in Canada , persons who (as indicated by the quality of their
speech and the manner in which they express themselves) might ear-
lier have been in classes for non-academic students will, dependmg
upon the nature of the issues being discussed, express opinions.that
indicate support for an array of programs that.range frcm the politi-
cal right to the left.® - ‘

Certainly, one may question the assumpuon that slow learners as
adults are any less able to deal with the compiexities of socjetal prob-
lems (at the level at which citizens are reasonably expected to handle

.the issues involved in the problems) than are graduates from regular
programs. With the possible exception of two studies reported thirty
years ago (Gates, 1946; Pace, 1949), arge-scale political socialization
research has continually failed to produce evidence that graduates
from, high school programs are adequately preparcd to rationally
consider problems and issues in contemporary scciety (Melbo, 1936;
Wilson, 1938, pp. 84-89; Langton and Jennings, 1968; Bagby, 1974;
Sanstead, 1975). Following a study of the resear:h conducted prior to
1963, Newmann (1963) concluded that few citizens are interested in,
or have any knowledge of, ‘their cOmmunlty§ affairs, that a large
number of voters fail to “perceive the candidates’ stands on varlom
issues,” that a substantial percentage of the adult population does not
exercise the franchise, and that polfﬁ?;’blly concerne .. persons tend to
associate with groups that “rejnforce” their views. And there is some
evidence that suggests that intelligence might not be a significant fac-
tor in this area. Price (1951) reported research studies conducted with

*It is interesting to note that durmg its brief period as the Government ot British,
Columbia, the socialist New Democratic Party had the avowed support of the blue-~
collar unions while at the sanie time it had a greater number of umversnyaeducated
members than the other four parties. collectively, Quite obviously, education was less
factor in party selection than other variables. Only to the extent that a general ]a\ck of

. education affects the kinds of vogations open to slow learners, with the possible ~egult

that many slow learners may have similar economic and politfcal cuncerns, is it proba le
that education (and perhaps, mtelhgence) has any effect upon voting behavmr
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large groups of very bright to superior secondary school students that
led to the conclusion that a great majority of the students possessed a
“serious lack of social sensitivity concerning com munity problems and
- a startling absence of community cmzenshlp experiénce.” -
o _One might also quesuon whether there is reason to believe that n\
' positive relationship exists between intelligence and attitude toward
basic democratic freedoms. Investigations conducted at Northwestern
) University (Mack, 1956) and Clark University (Nash, 1959) disclosed
. that a large measure of disagreement about fundamental rights exist-
ed among supposedly bright college students. In what may well be the
O only large-scale survey that attempted to compare the ‘attitudes of
“dull-normal” students (enrolled in the senior secondary grades) wit]
“superior” students, no significant difference was noted in the pat~ o
terns of the responses of the two groups to questions that had them
mdlcate\whether they would défy civil liberties to certain deviant or -
controversial members and groups in their communrty (Scoval, 1962).
. There appears, then, to be reason for quesuonlpg the basic assump- .*
" ,tions upon which many citizenship education programs, for slow
learners have been developed It may be that we have been operating
for too long on suppositions for which we have insufficient empirical
evidence. By so doing, we ma)"have severely narrowed the scope and
lessened the quality of the experiences offered to slow learners in the
citizenship egucauon program. Without, 'data that give credence to
these assumptipns, we should set them aside and accept our com-
mitment to pr&a(e slow-learning students for active citizenship in
- their community. This is not meant to suggest that we ignore the qual-
ities, of citizenship that have been advocated for slow learners. There
is no reason to quarrel with objectjyes that are concerned with ade-
. .Quate vocational preparauon and the development of citizens who ac-
N cept responsibility for maintaining themselves and their families, and
who agtempt to live peacefully with their neighbors. Thése are com-
mendable dbjectives for all students, My contention is that until the
citizenship qualities of slow learners are enlarged to encompass the
characteristics now reserved for the model citizen described earlier,
they fall short of an acceptable goal. If we are to err in our expecta-
tions for slow learners, it seems more in keeping with our concept of
deimocracy to aim too high, rather than too low.

Preparing Learning Experiences .
7  Before we examine one approach that seems to be appropriate for
usé with slow-learﬁ‘l’ng students in high schools, some cansideration
must be _given to learning styles. It is difficult to talk with any great
amount of certamty about the learning styles of slow-learning-stu-
dents. In fact, it is probable that.the methodologies suitable for these
v . students are the same as those that are effective with students in the
.~ academic program. ] . :
o - ; 80 90 K
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— havealso—beensuggested in.

According to comments made in the literature (by, for example:

Featherstotte, 1951, p. 43; Magnifico, 1958, p. 129; Ingram, 1960, p.
217; Johnson, 1963, p. 312; ¥arnes, 1970), socialstudies presented in

. special education classes should be organized into small, concise units

of study and taught in a fairly structured classroom environment in a
manner that provides for numerous concrete, firsthand experiences.
Moreover, some speci\a] educators have contended that social studies
is most successfully taught when a wide diversity of learning experi-
ences is utilized and provision is made for practice,, repetition; and

_ review. The importance of making instruction concrete through the
" extensive use of field studies, community resource persons, and.

audio-visual matetials as means for encouraging active student partic-
ipation has often been mentioned. Classroom teaching techniqyes
such as role-playing, creati\zjh;ramatics, socio-drama, dnd debate

fe litérature as being suitable and ef-
fective methods for involving students in a particular study. Further-

“thore, using group and committee work as means for furnishing dem-

ocratic experiences in group leadership, in the acceptance of respon-
sibility, in the resolution of differences of opinion, and in group

. planning is alSo widely advocated. -

Again, certain basic assumptions have been made concerning the
nature of the slow learner. As a group, slow learners are portrayéd as
living in a world of concrete objects, rather than abstract ideas
(McFeely, 1944, p. 64; Hetk, 1953, pp. 329-347; Nickel, 1957, p.

! 373). Because of this, they are seen to possess a greater faculty for

“ticipants in the study (Conovitz, 1939; Schmidt, 1942; McLendon,

: S i |

learning by “seeing” and “doing” than for learning through thg, devel-
opment apd application of abstract generalizations. In the sameé vein,
they are described as learning best when they are active, involved par-

1965, p. 246), rather than passive observers, the role too oftén re-
quired of students in regular classes. Additionally, slow learners are
considered to have limited powers of concentration (Tansley & Gulli-
ford, 1960, p. 169; Garton, 1961; Northam, 1961), and this quality is
said to be manifested in an attention span—at least in thé classroom—

that is decidedly shorter than that of their peers in the regular pro-

~gram. As a consequence, slow Tearners are said to become Yestless,
‘bored, and uninterested, and to misbehave as they quickly,tire of the

activities of a particular class period. The literature also characterizes

the slow learner as having a narrow range of interests (see Utley,”

1961). - e - -

Suitdble content for‘the social studies program in slow-learner
classes has also been described in the literature. Generally, educators
have recommended that the conterit should be selected from the con-
temporafy scene, should have a “here and now” quality, should pro-’
vide direct contact with reality, and, at least during the injtial stages of
the study, should be related to the everyday expertences of the stu-

Q .
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* dents (Winterbourn, 1944, p. 165; Waite, 1971, p..103; Schwartz,

- 1975, p. 27). Pcrhaps Webster’s (1966, p. 586) comment that content
for the social studies program should not be “far removed from the
realities of life in both time and space” best describes the criteria that

are said to determine suitable course content in social studies Pro-

grams for slow iearners‘ :In addition to the plca for content that is
current, authentic, and topical, it should be relevant to the needs and
_experiences,of the students (Carl, 1970; Hartmann, 1970). *

As with the previous assumpuons. the validity of these assumptions
about learning needs to be examined. Presently, our knowledge of the
kinds of learnmg experlences that are approprlate for slow léarners..
in social studies classes is limited, consisting primarily of the observa-
tions of classroom teachers. In addition, usually only those lessons

H
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that have : gone. p{XmCularly well are reported in the _;oumals This-- —. —
b .

would appear to b a field that is ripe for experimentation. -
Several problems seem, to, be inherent in some of the suggestions
made far planning learning experiences for slow learners. First, if we

adhere too closely to them and limit our teaching to the “concrete”
and avoid abstractions, we may exclude the development and apphcg-
tion of useful generalizaiions, an important aspect of social studies
» instruction. Second, because of a concern for the alleged “short inter-

est spans” of slow learners, we may be inclined to offer them brief;

superﬁcnal discrete units of study. that fail to provnde for in-depth
investigations or for the deve!opmem and practice of parucular skills
(e. 8- of critical thinking) that requjre extensive repetition and appli-
cation if they are to be learned, even at an elemenl.u'y level. Third, to

adhere too closely to these suggestions may result in the overuse of

audio-visual materials apd the near total exclysion of newspapers, .

magazines, and other kinds of print materials from the social studies
class.? F - B
Despite the impoverished state of resegrch in this ‘area, we-can be
reasonably confident that slow learners—and, indeed, perhaps most

+ students—will profit from instruction that attempts to actively involve

them in the learning experiences. Additionally, selecting.content that

has meaning to the students and that they can accept as being relevant
to their lives and education should be an effective approach with both
slow learners arid. academic program students. *

Although not frequently ref?rred to in discussions of social studies

-
.

‘The tendenty to minimize reading in the social studies class has been noted by,
among others, Jarolimek (1967, p. 163) and Dempsey (1972, p. T7). Opposmon.to this
practice was voiced by Abramowitz (1963), who cogently argued that {0 attempt to
avold the reading problems of slow learners by employing non-print materials was, in
. fact, merely to beg the issue. Indeed, he contended, the social studies program should

“address itself” to the problem, and social studies teachers should feel dbligated to
provide instruction designed to increase the reading skills of all their students.
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S msmuéuon for slow learners‘ a study veported by Rosenberg (1962)
" has some bearing on the topic. Following a rather extensive investiga-
tion of adolescent self-image,” Rosenberg concluded that a relation-
shlp existed between self-concept and interest in public affairs. On the |,
. basis of this relationship, Rosenberg postulated that people with low
] self-concepts tended not to discuss public affairs as often as those with
high self-concepts. Such a condition was probable, he suggested be-
_ cause of the “threat” posed by the possibility that one’s opinions might
. be’scorned or ignored, and because people with low self-concepts are
“dodbtful that.they have dnything worthwkile to contribute.” Con-
. cern for the development of satisfactory self-concepts has long been
espoused by special educators. This concern has particular signifi-
nce for social studies teachers of slow-learnmg students. In order
e A mr citizens-to-functien effectively in their commumty to exercise any
' control over their existence, they must be awatre (at Least to some ex-
tent) of the problems of their society. A{ttempgr’l'g to change self-con- -
cepts by utilizing learnmg strategxgs designed to provide students with
successful experiencés would séem to be approprmte pedagogy in
slow—leamer classese - . . N

)

* 'I‘he *Inve’sﬁgation of Contemporary. Community PrQ.Blems

. If we'return for 2 moment to the qualities that characterize model
- citizens, inferences can be made about the specnﬁc skills and attitudes

- they probably possess. Reading skills, for example, are implied in the
statement that each “possess a rcasonable know?edge of his commu-
nity’s .. . problems.” Although television will probably continue to

+ play an 1mpnr£am role in informing us of sngmﬁcant events as they

occur, newspapers, magazines, pamphless, and so forth often provide
a greater variety and depth of information, and they have an advan-
. tage over telgvision in that they can be read and pondereq at one’s
leisure. Moreover, in order to deal intelligently with all t{;e informa-
. tion, that they recgive, and to make rational decisions.on the basis of it, )
cml}ehs must possess, at least to a rud:mentary degree, the skills of |
* critical thinking. 1f, as described, model citizens are committed to the
resolution of sccietal problems, they should know of the various ac-
tions one might take to effect change in a democratic manner. Among
the attributes our citizens ought also to possess are a belief in their
own worthiness arid a degree of confidence adequaté for discussing
their points of view with others, a receptiveness to the opinions of
 others, and a tendency to espouse basic democratic rights for all per-
. sons.

If we digéct our instruction toward thé¢ devdopmcn' of these skills
and attit sdes that (aloag with others) help to define the model citizen,
then oy clanm that we are concerned with educating stow fearners fo1
effect /ve panm{pauon has more substance 1han if we tiegit nur pnma-
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ry objectives to prepz ring students with occupational skills, Such a
. proposal, however, raises many questions, such as:

(1) What are effective pedagogres fori mcreasrng slow learners’ awar e-

* ness of societal problems> R N
(2) Does the awareness of societal problems lead to an rntereSt in in-
vestigating them : -

(3) Does a commitment to the resolutron of conteinporary problems

. result from an aivareness of the problems?

(4) To what extent can slow-learning stud’ents be taught critical
thinking skills?> .

(5) What degree of critical thinking skills is necess;uy for evaluating
thedata relevant to a particular problem and, for weighing pro-

. posed alternative solutions to thleproblenrv> /d' :

(6) Do persons with special training in critical, thinking tend to em-
ploy these skills to think r:ztton'llly about pt{blrc issues?

(7) What sirategies are appropriate for increasing reading skills m
social studies classes for slow learners?

(S)fDoes the development of readrng skills lead to rncreased interest
in reading, partrcularly of newspapers and magazmes"‘

(9) What learning experiences can be provided to increase self-con-
cept, reduce dogmatrsm and posmvely affecp attitude toward basic
civilrights? " . -

, .
It is not our “purpose, nor are we presently able, to provxde ade-

quate responses to all of these questions. Several, in fact are not lirait-
ed to the domain of the special educator. The questions’are suggested

because.they are germane to the developmr-nt of 2 rationiale for in-

cludrngzthe study of community problems in slow-learner social stud-

During the past several decades, a large number of articles advocat-
ing student investigdtion of contemporary problems and the issues
implicit within the problems,ha.e been published. A review of this

literature is beyond the scope ¢.” this chapter. In general, however, i

argyments in favor ofvincluding syich studies in the social studies cur-
riculum have centered around the need for citizens to be informed
about the problems.of their seciety and arqund the right of students
in a democratic state to investigate them in the classroom. Additional-
ly, educators have contended that the investigation of contemporary
problems providescthe training most suited for preparing siudents to
cope with theSe problems once they leaye school. .

The few references to the study of contemporary problems in social+
studies classes for slow learners suggest that the literature in this area
has failed to generatesmuch interest among special educators. Never-
theless, there appears to be no valid reason for excluding slow learn-

yers from the populatton to whom the arguments favoring the exams-
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nation of social problcms apply. Imerestmgly, the strongest posmon’s
waken by special educators writing in this area have been rebuttals of
.the charge that students in special programs for non-achiévers lack
the degree of sophistication necessary to deal satisfactorily with social
problems. The azguments that they have presented are relevant pri-
marily to slow-learmng students in “disadvantaged” schools.

In responding to the comment that including social problems in
special education curricula is not good practice, Gross {1952) insisted
that whiere students have been helped to understand the relationships
of partlcular problems to their lives; they have “managed successful-
ly” to investigate them.. Papero (1970) contended that since dis-
advantaged children encountér poverty, drug addiction, crime, and
discrimination dally in their enyironmnent, the school has the obhga
tion to assist them in underg anding the i issues involved in the various
problems Ornsteih (13,6'6 N .287) suggested that including the exam;
“inatioh of societal pr Ble s"w hin the social studies programs for
these pupnlsMncates % hc that the school is “aware, of the_prob.
lems” and is concerned about their amelloratxon He believed that by
|gnormg commumty prob’lems in the classroom, the school—‘enters into

tragic conspiracy of irresponsible retreat frori reality.”

An additional arg»:iment for mcludmg the studysof contemporary
problems in’ classcs “for” slpw learners is related to the nature of such
studies and to assumptions of what constitutes good pedagogy in spe-
cial classes. Certaml)&. the i mvesugauon of community problems satis-

fies the criterion that content in slow-learner elasses should have a «

“here and now” quality. The i investigation of these problems provndes
the studeni with a “direct contact with reality,” and, if propquy se-
lected by the teacher or if chosen by the students; the problems may
have particular relevancy to their lives. Moreover, through the use of °
field'studies and resource persons, the students can be furnished w:th
a variety of concrete, firstliand expenences -

Returning to a consideration of the questions posed prevnousiy, one
effective strategy for developing the slow learner’s awareness of so-
cietal problems s to include the study of such problems in the social
studies cumculum ‘This comment is not as obvious as it first might

~ appear. It is enurely possible that a group of students might thor-

oughly investigate several problems in their community and still be
relatively uninformed about others equally as significant. Some evi- ,
dence, héwever, can be provided (Curtis, 1977) that suggests that the
study of a.single problem over a period of several months can have a
star effect on student awareness. Prior to an investigatfon of
housing as a social problem, the students in several non-academic sec-
‘ondary classrooms were asked to identify important problems in the
commumty The compined lists for the classes contained only four
topics: jobs (but not the problem of unem ployment), nflation, pover-
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* . 1 ty,and-housing. When.a similar request was made following the com-
pletion of the study, most students’ lists identified at least-nine or ten
significant problems, while the combined lists totaled fwémy-four.,'
S (The students in these classes mazifested an awareness of community
) problems that 1 haveaot yet witnessed in the senior academi‘c'*gx:'adcs.) ,
Furthermore, each of the fifty-foir a,ﬁonqu.us respondénts to a
v . ., . . [
- questionnaire administered subsequent to the cdmpletion of tidpraj”
ect study ekpressed the, view that studies of these prébléms were im-". "+
.portant to their education dnd should occupy a prominent role in the
social studies program. Whethet this awarengs of 2nd apgéfcqt in.
werest int community probléems led to @ commitment to their resolutlon, — +
SB- is unknown: At“ny rate, duringsthe period of the_ project, students
2 . were heard to remark that thcs& probl¢ins—particularly the lack of <™

.

) adequare housing facilities for middle- and low-income families—
threatened the quality “of life in their community ard something :
wot should be done to resolve them. ] “ ' ‘
The study of community problems provides a vehicle for devel-
$ oping lessons designed to teach critical thinking skills in slow-jcarner

classes. The perusal of a large number of articles dealing with critical =~ ¢

\ . thinking revealed the existence of a gengral consensus among the au- ‘
‘ thors that content for teaching critical thinking skills should be se-
lected from contempofary societal issues and problems. The paray”
digm most often recommended for invéstigating cGmmunity prob-
lems and for developing critical thinking skills was the.inquiry model,-
with variations by Dimitroff (1965, p. 194), Chernow and Ghernow

(1973, p. 172)-and Curtis (1971). Appropriate materials suggested .
_ far teaching ctitical thinking are those that ave commonly mentioned *
for studying contemporary pi'olglcmsz newspapers, inagazines, radio .

and teleyision programs, questionnaires, and intcr\'ri;?vs with ¢ominu-
.,/ «  nity resource people. Critical thinkin%could be engpuraged tgost fre-

quently during the zalysis of data phase of the jnqyiry model.

Although a paucity of research exists in this area, there'is some
evidence to support the claim that slow learner; /Can,‘b’e taught critical
thinking skills (Case & Fry, 1973). To wh: ( extent these can
taught remains unkgo’wn. (Nor does it appéar that.anyone has yetd:
attempted to determine what degree of critical thinking is suitable for
understanding the data associated With community problems.)

Bey®nd providing a’suitable model for investigating tontemporary
problems and for teaching and practici~ g critical thinking skills, an
inquiry approach has several other adv ages when used \g‘i}h slow
learners. In one sense, each step of the  ,del may be viewed by stu-
dents uaga short unit of study, eve:fthou 1 the investigation of a par-
ticular problem may continue for several months. To sorug extent,
this may satisfy the criterion that acceptable pedagegy with slow
Idarners involves arranging the content into bef units, Thé clearly
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deﬁned stages or stepsbof the i mgulry model provide a; structure or’
- framework for presenting certain acuymes at specific points in the
% Discussion and evaluation of the e evidence relating to a particular
problem provide-an opperiunity for argument and debate, -while

5 examme the feclings of peoplc"mvolved in_the probient. In addition,- .
‘.. analysisof datastages, for group and committee work. . ; x

- The kinds of materials usually available for studymg commumty
S problems may be suitable for encouraging interest in reading ; antifor

] {I“ _ developing reading skills in slow-Ieamer classes. "There seemjsiq,be a
. general consensus among special educators that a sticcessful . véading”
program for adolescent, slow learners in the seconda school de- |

laand the refmement of word analysis skills than on the devel-
-opment of " proper attitudes toward reading Gohnson, 1963, p. 209; -,
Tansley & Gul'lford 1065, PpP- 140-141; Weber, 1974, pp.80-81).
,Strategies:for changing negative attitudes toward reading have been
* "described by several educators. Weber (1974, p. 83), for "example,

the need to soIve 4 problem prow"des them with valid“purposes for
readmg Williams ( 1970, p- 69) axlgued for the importance of provid-
. ingslow-ledrning students with repding materials that had “functional

: s:gmﬁcance, i i while Hawkins (1972) developed an individualized
reading program for an undereducated black youth that combined the
use of interesting materials with the need to learn. Certamly the study
oﬁcontemporarv probléms can furnish numerous opportunities f for

', ~ teaching reading comprehension. .

. Itis difficult to suggest a minimum level below mhlch the studems

- _cannot handle the Jeading associated with contemporai‘y problems
On the basis of expériences with such studies, I suggest that most
studenss whose reading ability falls somewhere, between the*middle

"..and top elementary g'rades will be able to read most newspape;’and
magazine articles It is interesting to note that an analysis of se veral
selections from the British Columbia Hunsard (the provincial foxln of .

- ... grades seven through nine.

- 7 . -The study of contemporary problems also provndes opportunmes
to employ strategies designed to modify student amludes Attexﬂptmg
o-changé-attitudes through classrbom jnstruction is, at best, a very
dlfﬁcult matter. While a number of articles and books-have fd used

" 3The rcadmg levels of these passages would have been rated even lower hd the

_’. mcmbers given more attcntlon to the length of their-sentences as they spoke ;’ ¢
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_study in.a'logical sgquence that can Be -understood By the students. - )

d matics may be an-effective method for encouraging'the students to

. péndsiesson the teachmgbf phonics, the broadening of slght vocaby- |

suggestetf that slow learners’ attm‘de toward yeading changes«-when .

encouraging . students to ‘read, for mcreasmg \ocabulary, and for .

v the Congrekszonal‘Recard) revealed readmg levels that varied from
. K

*" an inquiry approach ffers opportunities, both-atthe collection and. s
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on the many variables tha may affect one's sense of \gorthmess or
degree of closed-mindedness, surprisingly few authors have reported

_research compieted in these fields. A" ‘thorough reyview of the litera-
ture relating to self-concept is jot approptiate here; however, several .
comments that are germane to dlscussxon of controversigl problems

.

-

with slow learners bear memmn. ’

Several autliors Have suggested that preseming a challenge to stu: ~
. dents’ acadgmic abilities is an effective strategy for affecting self-con=

cept. Coopersmith. and Sllverman {1969y argued that the student .

/must be “challénged” in order to help him gain self-confidence, a pow

sition -also Yaken by Purkey (1970, p. 50). Investigatinf community _

. problems, with partxcular atteption to the development of reading .
and critical thinking skills, will present sucha challenge to mogt classes .

' pf slow-léarning students. An awareness that these skills a are increas-

ing, coupled with an understanding of the amount and difficulty of
the work being aceompllshed mlght also positively affect student atti-
tudes toward.themselves, e

Other factors associated with contemporary problems that might

affect self—ooncept relate to_the nature of such invéstigatidns. By
stdying community problems, the slow learner is removed from the.
simple studies too frequently offered him in the secondary ptrogram;
instead, the student enters the “feal” world ang deals-with matters

T commonly the domain of adults. It # not unreasonable to anticipate*

that when interest is generated by an investigation of a particular
problem, students may find occasion to discuss the study with their
parents.and other aduits. Should suth discussion’take place, it may .
serve to reinforce positive attitudes toward the study with a possnble
spm-oﬂ’ effect on student self-concept. Moreover, the interaction -
between students and adults that often occugs dufing the collection of
data, in.which students are usually not treated by the resource per-
sons as slow learners, may also_positively affect self-concept
There is some evidenc that supports the contention that degree of
closed-mindé&dness can be aﬁ'ected by‘classroom instruction (Enrlich,
1961; Frumkin, 1961; Pannes, 196 é) Presemly there appears to be a A
negative correlation between amount. of schooling and degree of dog-"
matism. Kemp (1963), Weir (1963), and Mouw (1969) concluded t!:}t
open-mindedness was encouraged in classrooms where students wére
allowed tp express their oplmons freely and where a‘varlety of views
was tolerated. The study of comempo;ary problems neceisitates the
examination of dlvergem positions and should be ciinducted in a
classroom atmosphere in which students feel freesto eypress and ar-
gue their views. If this atmosphbre can be maintained in* classes, of
* , slow-learning studens, it is reasphable/tg assume that degree of stu-,
dent doﬁnausm wnll be affected ’ .o . .
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= Slow{..eanung Studjznts Examxne a Contemporary Problem

Recent!y, the, preceding strategies wete emp}oyed wnh classes of
slov»-learmng and.nop-academic students in a number of British Co-
_lumbian secondary schools (Curtis, 1977) These schools were, located

.in a variety of envxronm\ents ranging from the large metropolitin

13

S Vancouver reglon. to small‘rural communw ss. In each class, students .

.utilized an inquiry approach to. mvesugate hopsmg gondr(xons-m theif
ke commu-m*y Dgrmg the period of the. pro_;ect, interest in, and know!-
. “-edge of, community probjems increased (noted ‘eatlier); self-concept, -
. critical thmkmg, and reading comprehensron skills 1mproved while .
the degree of. closed~mlndedness among the students decreased 8. o
The inVestigations, Iasungm several classes for almost half a. torm, .
were initiated with an exercise requmng téams of students to go into -
the community and, with the assistange .of local realtors and newspa<~
“per advertisements, locate and describe’ housing f facilities available for

" .. particular incofe _groups. As the investigations progressed hypothe-

+ ses were formulated and e;gamxned by the students.3F hese. hypotheses

* .. were concerned with the adequacy of existing facilities, the factors

“affecting the costs and avar{abrhty of housing, and the actions that
might be taken—especrally by the sevéral levels of government—tp‘f e
encourage the construrqon of additional housing and to make exls,t-

-3 ipgaccommodations more accessrble for low-and middle-income fam-

_ ilies. Among the many topics that were studied dunng’;the investiga-

tions were: mortgages; lending rates; building regu]auons, building

L materials and methods; the role of unions; property, impbrt, and ex-

cise taxes; Rousing problems'of large families, families with children,
. and of people with divergent life styles; subsidized housing programs,

alternatives (e. g, mobile homes, condomlmums) to traditional, hous-

_ ing,- renung, and rental legislation. ' PR

L Newspapers, magazines. political brochirres, government publica- 7

~ tions (mcludmg selections frorh the debates of the provindial Leglsla-
. tive Assarﬁ’blya) along with other thaterials readily available in most
, . communities, provided Soyirces of data for the mvestlgatlons Critical

thinking léssons”—based upon the $kills described by Ennis (1964)—

\ -were developed from tapes qf radio “hot- -line” pregrams and the pub-

" lications of various citizén and spectal interest groups.
N Both field studies and 1nterv1ews With resource persons played%n .

The assessraent program consnstcd oT the pre- and postotes( admmlstrnuons of The
sp'*pcr H;:d!.ucs Test (see Oliver & Shavcr, 1974 pp. 282-284), the persmith

Readmg Comprchensmn Subtest of the Gates-MacGinitie Rcadmg Test. and the Free,

-doms Scale {developed'by the author for the study).

j "Copies of student workshcets for sevqral lessons are available from lhc author 1 upon
equest,” T o I

. . .
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important rok in the housing inyestigations. Not only were they addi-
tional-sources of relevant information, but they served to make the.

* * studies more concrete by furnishing the stirdents with djrect, parsonal

contacts with persons Tnvolved in specific aspects of the housing prob-
lem in their communizy..Furthermoré}thsq ac/tis}:}iegofzen permitted
individuals 3nd groups of students to e working on:their §wn away

 from the direct supervision of thie teacher, providing thefn-with nu-

‘mero rtunities to practice responsible behavior.

4
be a major social problem in each of the communities studied, because -
of differingdconditions among the communities, the treatment of the _
arious aspects of the roH'lqm" varied with each class. As.a con-
sequence, although sbme field studies and interviews were common to
most investigations,.all of thein depended to a great extent upori the
partfcular, community in which they were conducted: Some of, the
field studies—in several instances actually planned by the stu,de_nts;:—l .
‘included surveys of apartment dwellers' ppinions of recent rental leg-
islation, visits_to Factories and building sites, and tours of housing
projects for low-income groups and nursing homes for the aged.

“Some of the interyiews conducted by the students were with bank and

mortgage company managers, realtors] builders, developérs, manu-
facturers of building materials, local and provincial politicians, trade
unionists, city mariagers, opergtors of mobile Fiome parks;’ managers

of apartment blocks, and workers in social welfare agencies.

o

.

. . . . o e R T
While lack of suitahle housing accommodatiens was determined to + =
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¥ Surveys of student and parefital attitudes toward the housing study >

and toward including the examination of contemporary community
“problems in_the social studies curricula were, conducted after com-
pletioty, of the studies. As ntted eatlier, students’ respgnses favored
including these studies in the social studies program. Generajl\l;{, the

students! arguments centered around the need to be informed in a-.;

democratic ‘society. Responses- from parents containedq similar

A4

selected from the comments of several parepts:

3
-} ~ -~ -

! . . ' \. \ . . M
= The study this year.was of interest to the students

! Questions a;ked at homeswere in-depth, and a lot of research was done at
! home as wel} as ir}\thq school. = )

4 .
.

N PER .- . \ »
" My daughter found the study interesting and relevant. We disdussed it at

" length within Te famly, and all gained  little by it.

x
.
s ’

\ 3

Y

\ ] . A

My son.di;c\txsse many aspeéts of th

and parents as. well. ¢

o

theme. Ahdiéiqrially; some parents expressed approval for the hous- .
ing study by describing their invclvément with it. The following state-.
_ments weré

v

N

T

s

<

-
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e program with us. I think it made him . -

much more aare of hi own future requirgiferys and concerned over,

what the hgusing‘\proble

N\will do to him’and others.in his'age group.
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Th S study was not mtqnded to ptov:de answers to all the quesuons v

. p eviowsly posed in the chapter. Jt did, howéver, support mf previous :
- perienge that wnt{’n adegefate teacher'and pupil planning—andthe . -
. eple in‘the: community—slowlearning students can in- =
<2 ve,mga;e commuiity ‘problems.. Furthermore; the*study,_ plovided: - e
Tn L ® support for-a-ny glber of~teachmg strategles with potenual ferimpact-
- mg closed-mmdedness, crmcal thmk.mg,“;e.lf»concept, and readmg .

-

Coueludmg Comments Ca . o AR -]

f - »
- * Inthis chaptcr&several assumptmns that seemed to be- lmphcn 1 v

. the Bists of haracten tief indicative of good citizenship for graduafeS '
6f slow-learner programs were examined: Criteria that might be em-
ployed, to_select content.and lcammg experiences for slow‘leafher
.. Social’ studles lasses were also d:scussed The study of com:roversnal '_ -

N Zﬂ‘..

Cay

LS

~ students in the condar grades Addmonally, a recent study ljx T\ .
‘s« volving slow-learning and, non-academic studerits,in the i investigation: . S
ofa contempoyary roblem was described briefly. - - .- 1 s G

Much remains unsaid. The investigation of con&emporary prob-
lems is not'recommended as the total social studies [program., in the
seqondary,school Instegd it seems more appropnate to mtegrate

.‘ these studles within the egular program and-initiate thé investiga-

%y

. 5axy. Moreoverhcmxnshlp ducation ¢annot be considered the sole
domain of the social studies program. If we broaden out concept of,, *
good citizenship, it is probable\that a program will be developed that
requires all the teachers of as ial edpcaugn progtamina pamcular k

The discussion of values has been stponed for another time. This
is not meant to imply that such discyssion is irrelevant to a consid-
eration of citizenship education or the tudy of community problens '
by slow-learning Py ils. In fact, as the i west:gatfon of aproblem fo- Y
. cuses on the considgration of what should be done about it, it becomes
e obvious that the values held by the student) assume a sngmﬁcant role

-+ in the discussion. Alhough more work with. low-learning students is -

" needed in'this area, I suggest that durmg thase discussions the stu-

dents be made aware of the values 1mpl|cn in their statements and of

any inconsistencies.or value c(mﬂlgts lmphed by their arguments.

Public education in a democratic nation is comnjtted to preparing:

. all students with the skills necessary for accepting t résponsibilities
.8 of cmze&nshlps Slow learners, however, probably re ulre a greater  x
‘ amourtt of assistance than Gther students. Earligr, referépice was made

:to ¢pmiients over “hot-line’ ’ broadcasts by persons who! dlcnon and L
grammatmal usage betrayed a general lack- of educmqn I& was,no-
> / 1 “_ fb ) - “ /
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*ticed that when the :
' particular problem, their opiniofis seémed noless valid than those of
persons who appeared to be bejter educated. There is, unfortunately,
another dide to this coin. The same “hot-lines” haye also carried com-
ments: by similag persons’ whose ignerance. has resulted in Vulner-
- ability. Too.often they seem to be victims of situations they do not

", ) -
. ; P
themselvest about

&

these pec';p}e managed to inform

v,

3

. - Ll - ; A 3 5.
comprehend, and they appear not even tp know where they cangoto' .
firid assistance. The wide variety of experiences involved . theex- = -
amination 6f contemporary, probiems may reduce the degree of vul-
nerabilityand increase a sense of where to goto seek help. * . - "
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fjames P. Shaver S

Ch pter Flve

The Taskbfi e
Ratlonale-bulldmg for
szensfup Educatlon

-
-
.
Ld

o b

I Sit in- mNtTicc lt.s a clear, wédrm-February- day Unusuaﬂ for
“northern Utah. Where_are the snow and. the cold? In fact, we are .
worried abou: droiight; while the East wqrnes about too much snow
and cold.”

Bat Lamto be thmkmg,.not about ;he\weathcr, but about a%ullctm
on tmz::nshnp education and about,3 chapter for that bulletin—a bul-
, letin whiclris to speak primarily to clcmentary and secondary school
teachcr§ and-$upervisors.

Yet—heére T sit: It is qulet, very quiet. No youngst.ers shoutmg,
laughmg, screaming, running, arguing, giggling, teasing, bickering;
-or makmg their presence felt through their silence. No need to think
of meeting'thirty young, growing individuals for forty mi tes, to be
followed by thirty more, and then thirty. more, and thnrvy ore, and;
thirty mora~-until the end of the.school 'ddy arrives. No feelmg of
incrédible challenge at 8: :30 a.m.; and of lnbelievable fatigue, of

-
-

»

being drgined emouonally by 3: 30 p-m., with tests and papers to be

corrected, tests and assignments. to be coristycted. .

" 1 miss it: ESpecially the mumphs of a stydent excited, an insight ~
ghmpsed a personal relationship sustained| Despite the disasters of
-boredom on faces, of dlscnplmary actions, mlsunderstandmgs and
faxlurcs to commuagicate. P .

But.I opted for the umvcrslty role, and one set of presstires and
pleasires was exchanged for‘another. That, however, i not the pomt
1t that this chaptcr isan attempt to cunjoin the two cxpencnces in ~
thmkmg about ramnalc«bunldmg And it is meant to stimulate think-
ing,.not to lay down prescriptions. For one of the' great challcngcs of

-

ot
i)

-

Amcncan publnc schoolmg is how, gwen the (mands on the umc aud -

. JAMESP. SH&WR is Professor and aairperson of the Bureau 3f ,Research Serv-

ices in the Collego of Eduéation+at Utah State University . He has aught at'the j Jumor
and senior high 3chool lcvels c " i

‘
te

= L

o . ', '2‘106 N . ~ - N & -
g - s PR 4 ¢ . -
. N e 4 PR
. - PN c e oLx aa - - N .o 3

K

e
kY




-

“

& .energy of géachcrs, they can be engaged more deeply and tontin-

o in terms ofliving the “good,” the moral life,® citizenship must be a
.. central contern of the schools—the formal educational- agent—of a. *

- dnw

i~ »  Probably no gne is more aware of the $hortcomings of citizenship

~

-2*" 74 J6r." Note that 2.basic consideration in rationa e-building for cilizcns(:ip is your defini-

Lo

3

uously in-the task of rationate-building.~ - CoL
s “Rationale-building” is a process of making.clear and examining
the beliefs in one’s frame'of reference—beliefs about what the world
has l:’ccn, is, will be, 'can be, and should belike—that influence, con-
* - sciously or not; his or her behgvier as a teacher (Beard, 1934, p. 182). * -
The tendency-hot to examine those beliefs, to allow often unexpli-
cated assumptions-to shape our teaching, has been referred to by crit- -
_ . ics as a major problem of American education (Silberman, 1978, ppa

<

379-80), apd of social studies eduication il particular (Shaver, 1977a). =

1t is not thatsocial studies teacfiers, or other educators; are any less
thoughtful about their ;a;spn‘n/ptionf;-than are other people. ButJack of
«thoughtfulnes&oni their. payt is of particular consequence because so
much’ rests on their, behavior: Gitizenship education is-critical to.so- .
ciety. Whiether défined in terms of political activity, or more broadly °

&

+democratic society- And, while it appears that citizenship educationin * -
the schools may be having some impact on attitudes (National Assess-
“ment of Educational Progress, 1976), there is. still much;réion for
concern about the\inac'icquagies,\sspecially in terms of thecproblems

,. tobefaced (Such asentymerated by Newmann in Chapter Onie).
' €ducation than.sensitive social studies teach\qrs- and supgrvisors who, .,
. in my experience, often wonder what, lasting impact they are having s

1

A

" new materials and programs to be used in s ial stu@bes classes:
" Unfortunately, teacher education in this colintry has tended to fo--
.~} cuson'the “loing,” active part of t&chixxg——o}t stating objectives and

79 on their studerits. That concern is often exprgzsed through interest in -
|

" ¥ preparing lesson plans, on how to use textbooks*and conduct dis-

cussions, on the new matbrials and. programs available for use. These

&7 are irﬁportaq{ aspects of feaching; but they havebeen emphasized to
. A n .

the detriment of philosaphical concerns: What|are the assumptions ‘-

underlying the use of behavidral objectives, of textbooks, of differing .

. discussion styles, of the new programs and materials that.ofe might
choose from? Irrshort, teachers have generally begn shortchanged in- ®

. «the area of rationafe-byilding.© \ St e

Think back..How xg'uch time and effort can you recall being de-}
voted, by you or 7dur‘profes°s"qrs, to questions of Why? rather than to
questions of Howg Even in your Foundations of Education courses,

. | » /

INewmann's use of the term “civi‘é education” in Chapter One iﬂ{plies that this is%‘
‘ stance.’ . . L .,
*Cdnrad and Hedin (Chapter Three) optfor a broader concexriwith “decent behav-

tion, and conceptualization, of the citizenship domain and the desired citizen.
o107 L. -
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Yo 4. . N e
dxd you focus on your frame of referen®, your gssunrptions jn regard - -
- uphc elements in A rationale? Or, was the ekaphasis bn abstract de-
+ -3criptions of the social-ctiltural, historj psychological contexts of
* , education?® Qr, on the study?gfstandar%phical positions such’
as idealism, realism, nec-Thomism, experimertalism, and, cxlstcnual- .
ism? Was 'there focus on your beliefs and ygu as pkniosopher in regard 2

o

. tothe pracucalmcs of building a viable citiZenship ‘edvication program
-%  urider the trying conditions,of. blic schoolteaching? -,

As John Dewey (1938, p, 62 noted so well, when the focus is on v
disciplinary/studies,-there is a danger that teacher and student will =
isolate their mte!fectu'al activites from the “ordlgarv affairs of hfe,
and “ténd to set up a chasn between logical thought . . . and the spe-
cific and concrete deminds of everyday events.” That is what fre- °
- quenﬂy happens in education coursés. Perhaps it is mevuable in those -
A l ~.” preservice ﬁ:)grams that do not provide concrete experiences—tu-, « '+
Y toring, teaching, casestudies, and so ort—prior to or during the foun-,, -,
e datlons and methods gourses. For, again giting Dewey (1933,'p. 99),
" vee thmkmi arises out of 2 directly expersenced suuanon " And,
“probably’ thé-most; frequem cause of failure . .. to sccurc genumc "

. thmkmg ’ls the failure to insure the exxstence of an equr:enced )
. l", suuauo of Such a nature as to call out thinking in the way}(hat] -~
’ ‘Sut of sch ol sityations de.” Dewey was, of course \spcakmg to tbe

, schooling 6 oFyoungsters, but.his assumptmns are'as approprxate to the
- schooling of teachers. My experience”is that after a year\o\r wo of .
. teachmg,, achers are ready, if givet the opportunity, to move from

the-discussion of “how todo it” to rationiale-building, bccause they. are\
. - frustrated from’ trying to bulld mstruononal progx‘ams that have the' -
o " desired effécts o studems, - 4., -

s d Teacher and Supervnsonas Phllosopher
j_ If yom‘ teacher qdugatlgn program, orgraduate progra ;n“sul_)er- ’
. ‘ision, engaged you in the critical aralysis of citizenship edt d’auon ina
+ democratic soc1ety-and of the relevany assumptions in your éwn frame K
. of refergnce, you were fortunate and probably unusual. That somany °
o teachers and supervisors have been able to ipitiate and continue such”,
mqulrf is 3 tribute to their comshitrant and ability. Phllosophlcal in-
b qp:ry is not edsy to sustain, e¥en in the more tranqm}' niversity set-
-~ , ting; and anonalz; :building s philosophy 1in its' truest sefise—the :
. 1study of ideas and their implications: This bulletin is really.about the *
. tea'cher (and supervisoryas p };loiophcr. iIf that%ounds pretentious; it -
¢ may be because teachers an supervnsors—-—ﬁong ‘with those Jn'most .
T other. vocations and professions in our“society—-are conditioned to ;

o

think of themselves as doers rather than ph:losophlcal thinkers. Al- -.

o
v

LY

oo though decision-makingis emphasxzed st is usﬁal}l in the cgntcxt of g
' .  For confirmation of this muc:sm, sce’Nash‘ Shmun. and Conrad (1977)
v 5 L ]
- . . ) ) .
v L 4 i °
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demdmg‘ what wdo at various crifical points in carrymg out assumed
K rolPs, rather than in terms of the basic assumpuons underlyu;g what is .
i bemg dome.” - ¢ 9 -~
()f course, phxlosophy as ratwnale-butldmg occut‘s on dlfferent ’iev-

“els. Some persons are more inclined to be deeply reflectiv and analyt-

, ic; others are more actjon oriented. Some persons, such asuniversity

pt‘ofessors, have role definitions and the supportmg’ume and- re-

anOﬁl'CCS to ¥eflect and to build complex-fationales,(although mahy uni- -
)et'sxty proféssoxs ‘are ‘markedly unreflective, 5bout such. matters). )
‘Complex statements of Yationale (such as Oliver & Shaver, 1974;
Hunto& Metaalf, ,1968) are-available. And such conc¢ptualizatlons are °
lmhport.mt hopegu'lly, as mput’ for teachcr éducation programs, as
! simulants to the thinking of teachers and supervxsots,_and as bases'
~.for currtculumdevelopment ' a

‘Bur ¢ mplex ublished conceptuahzattdns are no substttute forra’
ttonale- ulldmg by thote in"the schools. The educational moral that

.;,_»

teacherstand supervrsors Do S e s

3 * & ; ,

]
[Nlo thought no ldea, can possxbly be ccnveyed asan, tdea from one person
to anOthef When.it is 'tgld itis, to the ore to whom it is.told, another given
“facty not n ldea, The communication may stimulate the other person to
réah e the ' questtons for h:mself and to th;nk out g like 1dea, or it may
Sm jther his mtellcctual mg,ﬁrest and suppress his dawnmg effortat thought.

e
¥ 4., .
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A hough the results may be less (.omplex and sophlsttcatecf in
. many instances, th%:sxcttve involvementdf teachers and supervisors in

e
P
.\A.r

o ratlonale-bulldmgt necessary if the academicians’ theery‘butldmg ef-

“ ?orts ar¢ to imgadt social studies teachmg Teacliers-are the trans-
‘ators, the hhk between the academician, and student. And, the efforts
L
_ of those in thc Field as they wrestle with teaching problems at first-

: ‘xesults affect what happens~to. students dally L - e
"The mateer. of teachers and supervisors as rationale-builders i is, .
.then, not trivial. Nor is thére undue presumptuousness in labehng

§ _’,\3; thes effort as philosophical, as John Déwey made clear\ Dewe" wasa* .

p‘h@losopher About that there can b little quarrel. And he’was deep-
“ly involved in thmkmg alout the premises that underhe American
pubhc schoolimg. (Iromcaﬂy, 'while:iwuch of his thmkmg is sg
much’a part of‘the American culture that we no,lcmger even recog-
nize its Dewe,can roots, much ‘of What goes. on: in the school's. that
© turns off . ygungsters and de?eats the atms of cmzenshlg education
Funs cou iter to these safe beliefs, ‘This suggests again that Dewey’s .
admomtl oms m rega"d to students are, appl;cable to teachers: They .

[Coo v 45 T :

x Dewey (1961, PP, 139-160) drew in regard to puplls also holds for' R

%  hand, ,seeking ‘and expLormg their ewn assumptions and relating |
) them conscxously to thetr cumcular ‘decisions, are critical because the.

.




PR must be:mvolved in developmg'thelr own conceptual suuanons, not

: f: ’ghst ‘givenithe, results of the thinking offgthers.*)

) - Dewey | tﬁohght phx!osophy was fundanfental. And, he saw phlloso-

. phy of eduamon not as a “poor relation” of genéral philosophy,® but -

. “ulumately the most significant phase of philosophy” (Dewey,

» l964d P.16).And he w £ negative or tondescendmg toward the

5 phdosophxcal effoxts of those in eld who may have-licked ‘the

2 . timieand rcsources or even the intellectual acumen, to fhatch his own

T depth and intficdcy of thought. Evenasa phllosppher, he rejected the .-
idea of “any inherent sacredness in- what is called phxlosophy .
sauf “any effort to clarify the ends to be attamed is, as far as it goes, .

ot phllosophlcal,” and cailed on admlmstrators and teachers to “test and

i * _develop [ideas] in their actual work $o that, througﬁ union of theox:y

____and practice, the philosophy of educatmn wnll be a lx»lnngrowlng

-7 - thing” (1964d, pp. 17-18). . 3/ L

Ratxonale-bmldmgascmwth .. s .

. * The emphasus on growth is critical, espeéélly for those for whom
rationale-building must be a part of abecnc and demandmg teaching .

- _schedule. As Fred,Newmann’s chapter makes obvious, developinga

B ' rationale is 2 ‘complex and de?ndmg task. Not only is there.a large

‘number of variables involved # but each taps what often seems like 2

. myriad of beliefs, mte'%e}éd with one another As one begins, for

) - example,. to explore his/lier assumptions about learning (e.g.; that, as _
- 7. ¢ Déwey postulated, students learn when they are dealing with prob- ..
=5 lems real to them, not when they are given ready-made information), -
- helshe is led i.:to the question of the nature of knowledge (Is’knowl-
- edge an end in itself, or does it'have lmponanceonly asitis useful to
the indivigual in comprehendmg and coping with his/her life?), and
this may take him/her into the question of who, if anyone besides the -
learner, has the nght or competency to say what knowlcdge orthink- =,
ing skills are of most worth to mdmdua! prospective citizens. This
: _ may lead to quesnons about whether yGung pe ple have the experi-
- ¢  enceand cognitive (abstract thinking) ability to anticipate what will be
‘The xmpllcauons of Dewey’s thinking for ranonale-bux!dmg irt social studxcs are dis-
- cussed further in Shaver (1977b).
’At one pont, he even defined phnlosophy as the general thcory of cdumuon -
(Dewey, 1961, p. 328).
*  *Newmann (Chapter One) identifies seven problem areas” or elemcms of a com-
- ’ ¢ prchenswe rationale. In an éarlier volume aimed at encouraging and engaging socizl .
- , studies teachers in rationale-building, Shaver and Berlak (1968) focused on four areas
. * o be considered in building a sound rationale. Their catégorization was not meant to
o be exhaustive (see p. 6). Conceptual organization is vital to cqnstrucuve thmkmg
= (Dewey, 1933, pp. 84-5), and an essential part of ratxonale-bulldmg is the identific’.ion
T of problem areas to be dealt with. No one framework is the right one. however; and
even Newmann’s excellent schema should be used as a starting point for formulaung 3
D s*ructure me:mmgful to'you, not as an mﬂexxble tcmplate for thinking.

Qo “100‘
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L%, ~ useful to ihcm in the future (or whether anyone else does either),
N vhich agam bnngs one up against questions about haw people learn,
o about motivation, about the role of concreteness in leammg and the
S lmphcauons for the abstractness of textbooks. .
“Clearly, the task is immense. It may scem so overwhelmipg that
people are discouraged from even beghning on it. But the unattaina-
s blhty of a completed rationale? should got discourdge teachers from
%— ‘initiating the process of rationale-building. As Dewey was sb awaré,
the critical examination of the frame of reference, from whxch you
B teach, no miatter_the level of sophistication, is better than allowing
+ ..~ unexamined beliefs to impact unconscnously your sele::uons of con-
° tentand techmquc. . >-
. . Moreovet, to strive foga rationale as a ﬁmshed product would be as
... . inappropriate as to strive for a completed education. -Learning-is a
..~ lifelong affair, and a rationale should be conunuously open’to and
o 1mpqcted by experi&nce. Dewey referred to philosophy of education
] a “living, growing thing” (1964d, p. 18), justas he made it clear that
. Lhc,suspensnon of judgment and mtzllgpmal search are critical to re-
flective thinking (Dewey, 1933, p. 16). It is essential that, whenever
~ possible, inferences be te¥ted; but recognizing the impossibility of fi-
nal proof for all of the beliefs underlying one’s teachmg, and dis-
cximinating carefully between those beliefs that rest on adequate-evi-
dence and those that do not (Dewey, 1933, p.97), are vital, 100. .
Thé analogy between education and rat}onale-bulldmg is. a?owcr-
ful point to be kept in mind. Fducation is not only a product, but “a

~«  Clytheresult thauslmportant" (Dewey, 1964c, p. 4, italics his). Or put
another way: “chucamn must be conceived as a continuing recon:
struction of experience;; . . . the process and the goal of education afe

- one and the same thing” (Dewcy, 1964b, p. 434). "
__A rationale, like an education, then; ought.never be considered fin- ,

. ishéd. A ratignale will hépefully Become more comprehensxve, better
‘substantiated, its parts more: clearly formulated and-the- loglcél rela- .
tions among them more clearlg percewed End its implicdtions for
teaching better understood; but it ought never be considered com-
plete, and final, for that would mean that the pcrson ' has stopped

* ]

Everi-the more sophlsucatcd ‘rationales are not compktcly comprehensive. For ex-
ample, the work that Oliver andl Shaver published in 1966 (Oliver & Shaver, 1974)
focuses primarily on rationele-building from the perspective of the citizen as political>”
decision-maker? and the curricular materials that were developed from the rationale
(Oliver & Newmann, 1968-70 -SHaver & Larkins, 1973-4) have beent conéerned with
helping students make more rational political-ethical decisions. That extensive ratio-
nale does not deal explicitly with some of the elements that, Newmann (Chapter One)
suggm are essential 10 a rationdle, or even that Shavcr and Berlak (1968) suggcsted
were relevant. Ncwmann (1075) made,a very natuTral extension of thc rationale into

+

- sitizen paruapauon L ~ . v .
v
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process of deve]opment rof growth®hnd it is the brocess and not mere- s
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‘ ghihkihg, stopped responding to and learning from experience. The ,
d\ejrable outcome of educatioh is not a fixed and complete person,’ -

. ahdthe desired outcome of rationale-building.is ffot 2 fixed and com- ‘
Lt piegephilq_sophy:" T S L

-WhyDole2 . - . A

=. The task of ratiohale-buiﬂingx'is, then, not only diffictlt, but never- \\'
ending. Moreover, it cin have serious implications for the tranquility . -
ofAfie’s professional life, for the examinatiori of the beliefs in one’s *
rame of reference and-of the implicatipns for teaching will - fre- ke
«{_quently lead even the most thoughtful (or, perhaps, «specially the' . «
wst'thoughtful).to conclude that parts-6fwhat he or she is doingasa -
" teacher cannot be justified, and so must be changed. It may be.the
textbock used, or the predopminant uSe of any textbook? it may-be the
< - types of discussions in the classroom, the type of homework assign-

) ments or tests, the methods of m intajning "order,” the tone of inter- .
. actions with students in"the hallway and the lunchroom. Some ,
changes inay be relatively easy;.some may be diffitult, especially those ~ -

oy that call for reassessment of one’s basic mode of interrelating with
) young people. Some may require careful self-analysis; some may be
dependent on acquiring. resources from thé schoal administration; ..
] - some may necessitate professional help, such as s may be available in .- _-
e inservice courses dealing with different discussion techniques. Butitis *
S Llikely that the genuine analysls involved in ratlonals-building will
¢ “leave-your gﬁfessﬁ’h{al life untoyched. One truism among philoso: *
L—~—"" ", phers is thac the unexamined life is not worth living; but the exam- -
© ~ 7' ined life is usually neithér peacéful nor painless (Alexandér, 1976). s
. Why-do it then? I suppose that extensive justification: for thinking
carefully about the assumptions from which one teaches is probably . )
not needed for the readers of this bulletin. But some teachers may
have doultts; and the role of the supervisor often calls for bringing
individual-teachefs to the Tealization that such examination is neces-
, sary arid worthwhile. Fred Newmann (Ghapter Oné) has emphasized
the ingellectual and moral responsibilities of educators for developing
: sound rationales. He also, fnentioned the practical assistance a ratio-
& niale can provide in making teaching decisions, There are other rea-
. sons that b r mention, - P N AR
. One imp.« tant consideration has already been'mentioned: Person- &
**  al growth: Rationale-bujlding is not just a. process like éducation; itis .
.+ * education. Growth is basic to our vitality, personally’and professional-
" ».  ly.Most of us would probably agree with Dewey (1964c, p. 4) that“A
truly healthy person is not something fixed and completed.” Econom-
l‘ ‘ ic growsh for the society has, against the realitieg of scarce resources
~ " and quality of life, lost much of its appeal.;But personal growth is still |
. a widely accepted value—as'long, as the emphasis is on growth Ly
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through thq person s own attempts to understand and evolve, and not
‘on impositions from outside or thé rejection of self.
* ~ Personal growth is intimately attached to professional growth. Pto-
fessnonally, teachers who grapple with the tough 1 problems involved in
\e rational justificatiop of'what they do can gain satisfaction from the*
knowledge that their behaviors are more rationally based and more
hkely to be productive, because they are dess likely to be guided by -
-“small, provincial, local, class, group, or persgnal prejudices” (Beard,
1934, p- 182) or “condudied blindly, under th&&ontrol of customs and
.*~ traditioris that havé not been examined or in respense to immediate
 social pressures”(Dewey, 1964d, p. 17). Ratxonale-bulldmg will help
~ to ensure that the school’s role in preparmg cmzens wnll‘be mare com- .
- . petently handled. PO .
Personal autonomy, often an adjunct of perqonal growth is also
important."Examination of one’s frame of reference to make instruc-
*¢ - tional choices more conscious and rational can help to liberate ong not
only from bias and conventional wisdom, but from unthinking or ir- .
. resolute reliance ot the decisionsof textbook writers.and other cur-
nculum develdpers and on the modéls 'of teachmg one has expen-
4 énced as a student; - » ,
Another bonus may come in the area of the “hldden Curriculum™—
;‘ thc unintended schooI .experiences from which students learn, with -
Ltll_g_‘outcomes often counter-pr ucuve jin ternys of the commonly_ ‘
stated, goals "of cmzenshlp education, Examini g assumptions and~
~ seeking insights into instruction are. likely to impact the way oné re-
" Jates to students in the classroom. As you become more reﬂecuve
* about wh you; are doing, even the. mmute-by—mmute claisroom
teaehmg isions are likely to be made in a more open, thoughtfuL
manner. Studentsiare more likely to learn from example what it
means tobe reflective about what one does, as well as sense the fegling.
of. human dignity that comes from being accepted as a legitimate par- .
‘papant in an inquiry process. Bdth outcomes are commonly stated as

important-godls of citizenship education. . hasgy L

Rationale-building can also be 2 very practical actlvny in bulldmg‘
\commumty relations and program support. There are signs (e. g
‘ Mch\xgh 1976, 1977a, 1977b) that parents—or, at least a vocal mi-
¢ nority—are demanding more mformatlon about the social studies
‘ curriculum 2and more influence over jts content. My own oplmon is
“that their concérn and their attempts to interject themselves into the
"curricylum decnsnon-makmg process are legitimate. Parents have a le-
gitimate interest in their children and i in how school programs may_
influence their children’s views of the world. Moreover, all taxpayers,
\%z:rents or not, have a right to know how their money is bemg spent

d to impact. decisions about expendltures at the various formal -
(school board meetings, bond elections, texthook selection com-
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. mittees) and informal (calls to principals, cortversations wjth teachers

to raise questions and-register protests about what is happening in the

l school) leyels of decisionzmaking. In fact, what model of citizénship

educagion appropriate- for a democracy could deny citizens the right

°"to attempt ta intervene in the decisions and practicés of a public agen-

e

cy, the school? Clearly, the thrust by administrators and. teachers _

should be .toward encouraging involvement,’even—or especially—
among those who might object to school practices, rather than trying
to discourage or avoid such participation, or promoting it on a super-
ficial level among known schobl benefactors in order to generate a
fagade of suppor. »- P B I
~ Perhaps even more important than'the rights of parents to partici-
pate in their children’s education 4nd the rights of taxpayers to in-.
volvement in governmental.decision-making are the perspectives that
parents bring to the process of ratipnale-building. Interacfions with
parents about the ends and the materials aritt teaching techniques for
citizenship education should riot be viewed as the time.to convince
“outsiders”"that your curriculum is the only correct orie—althiough -
one should bring to the interchange the professional expertise that

" " comes _from thinking through carefully the justifications for the cur- -
riculums Parents have yaluable input because of their concerns for

and knowledge of their children and because they, too, are experienc- _
ing what it means to be a cjtizen; and their inquiries can provide an *

a

llent’ i he validity of rationale-at-i
excelient opportunity to test the validity of your rationa e-at-its-pres- .,

‘ent-state and stimulate you to the rethinking. that is essential to.the
natural gi'\pwth)ep,ro'ce_s% ST e Ten . e

. 3

with that paXt of your rationiale whiich Newmann (Chapter One) dis-

. cusses under Basic Curriculum Goals—Nature of Values. That is,

what s to be your position on whether the curriculum (or the teacher)
ought to try to influence students™fo support or reject certgin values
through pofitical action? Certainly, this question is basic to citizenship _
educatior in a democratic society. (Note that it is a different question

- . . fron whether one, as a'social studies teacher, ought to try to inculcate.

i :’9?.‘9:
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commitment to the basic values of the society. The question,here is
whether-teachers or curricular materils ought to expfess political
"views—opinions as to what policies and actions or political parties and

. candidates are preferable because of the values they support,) And it

-

;o

. Inte‘racticxn\wx,th parents may be particularly helpful also ir;;;{e@ling -

=
»

suggests that an important aspect of rationale-building is being clear; °

about your own political preferericés so that you do not unwittingly
allow them to influence 'your teaching.. If 'you have- not thoiight
through beth questions {the extent to which you should try to influ-

.ence’students’ political beljefs and your own political stance), parents |

may force you to do so. Having parents with .a variety of _political
views, especially these that differ from yours,.review your curriculum .
can be unsettling and instructive.. 1 1 4 N -_
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", .-, Fred Newmanp’s categorization of elements in a rationale for citi-
> * ‘zenship education (Chapter One).contains a category, “Schools and
-+ Other Social Agencies.” He suggests that we should be careful to
“:i  consider the limits of the schoo! for citizenship education, and take
into, account in our rationale-building the extent to which out-of-
‘ $chool activities 2nd fdonschool institutions and agencies, such as the .
7+ family, need to be relied on for authentic citizenship learning experi-
* . ences.{And, of course, that is the topic of Chapter Three, by Dan Con-
<7 'rad gnd Diane Hedin, and less directly of Chapter Four, by- Charles
Curtis.) Newmann does not, However, emphasize the point being made
" here: Thatinvolvement of parents in your rationale-building may well,

“> s begritical to the productiveness and validity of the venture.  ~ .
o Also, it is obvious, but worth mentioning, that a carefully thought
* outand valid rationale can help to buiild not only public but adminis» *, _
"% . trative support for citizenship edication programs. Soupd rationale-
s building efforts buildan image of thoughtfulness and professionalism
7 that will stand you in.good stead when you decide that adequate citi-
. zenship education calls for departure from the traditional routine, - °

. and struetures of the typical school./Again, too, the groundwork that

g goes into rationale-building, and the conceptualization of a. rationale -

-~ as an organisshic, growing clustér of ideas, provide an ideal basis for

"~ the iqter%cﬁpns with administrator's, as well as parents and other, .-

-, teachers, that will help you'to analyze and revise the assumptions *

" from which you teach. - T sl [

o Finally, as you go through the analysis, defens and‘?ormula‘ti‘o‘n of
ideas in Bhilding a rationale, you will become more aware of the lack
-of rationale-building on the part of others. As a teacher, you may be ¢

. able to encourage colleagues to examine, their' frames of reference—
although, of course, if uninvited and/or, not handled discreetly, such

.. .efforfs may not make you the most popular person’in the teachers’

V.. ' lounge. Asa supervisor, your own rati ’n}nle-builcjipg efforts will help

*_to prepare you—especially if you remember Dewey’s caveats about

“the, importance of personally felt-problems and not imposing in--
tellectual structures on others—for y;)ur most importunt task: Help-
ing teachers, to, build rationales. And, both you and the teachers will
be more likely and able’ to take_ th ‘extremely important action of

_ challenging publishers to ) explain and defend the assumptions under-,

lying their materials and programs against carefully formulated ratio-
nales for citizenship-education. K S . .

» - i
R ' ° ’ i ! le / o -

o S Getting into It . - -

‘ o _'.ﬁ" 5 . T : . ’
T ‘Some teachers ‘and supervisprs examine their frames of reference

o as the basis for curricular-decisions as an ongoing, “natural” type. of -

o activity. Somie do so because they were introduced to hilosophical” .

2
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i educauon. Many teachers are not.so'reflective, but commue to teach
in ways that have become comfortable, using materials that have in-
' tuitive appeal. And; of those. for whom rationale-building is a vital .

. pait of their day-by-day activities, many Wish that their efforts could

be expanded and/or made more productive.~For all,suchi mqmry is an

. extremely difficult and important task. . %

What follows is not a corhiprehensive set of f guidelines to productive - .

g

! ranonale-buxldmg It is, rather, a brief list of suggesuons, based on
personal experience in raaonale-buxldmg and as a consultant working
with teachers and supervxsors In that latter role, I freq:ently find

~ that I am askedtg provide a grou of teachers with my “wisdom” as to

... =what social studie)or a social studies course should be. Instead, T usus’

- ally try to stimulate and guide the group to become involved in the,
mqulry that will alldw them to make such decisions themsetves; and &
sessions then oftén develop into a tooperative evaluation of my pro- .

-« posaly* tor appropriate cm7ensh1p education. The following _ com-

~ . ments may be especially appropriate for supervxsors because their

-usual roledefinition as stimulators and facilitators of rational curricu-

lum analysis and change should lead them inevitably into trying to

. - interest and involve teacl?ers in ‘the explication and exariiination-of -

. thelr frames of ref?:rence, tlf'formulauon and validation'of explicit

- . pesmons pmsxgmﬁcam issues underlymg&helr teaclnng behavior, and

the search for consistency and cohérence between and among beliefs * . -
. . and action. - , - . - o
Of course, an essential begmmng point js the recognmon that ratlo- .
nale-building wnnpgbe imposed  productively. Given a marfaate to_

< i develop a atmnale, a group of teachers may produce.a documem'

- Ybut it will most likely be superﬁcxal have littie i impact on their cvn -
instructional decxsnon—makmg, and be a termination of agivity rather
_thanastep in an ongoing process of mtellectual inquiry. Although the -

. result can be dlsappommrg, ongmust presume that the teachers with
whom she/he is working desire'to do the best possnble _]Ob of teaching

. and areé concerried. with their own mtellectual integrity. This pre- -

“ \ sumpnon opens what is, in my experience, the, best route to stimulat-

_ing sincere involvement in ratlonale-bmldlng—analyUC probing to

" create the cognitive dissonance (Festinger, 1957), the “felt need”

. ‘ (Archambault 1964, p. xvi), the fegling of a problem real to the per- |

© .., . son,?® thatis the basic motivation for intellectual activity. Several points -

ke e

LY

+° X" of analysis may serve the purpose. . <
. Exammmg the consnstency, or lack of i it, between commonly accept- r
VL , " \

. *The term, problem is a'much ovcruscd and' not carefully thogght lhrouglﬁ;m Dl’ -
s , educational j Jargon. For a discussjon of the underying concept from a Deweycan.pnmz . ,5 3
\ of view, instructive ‘voth for examining a common shallowness in problém-crmercd v
. citizenship education curricula and for “problems” as the impetus for teachers’ y#f b-
. nale-buxldmg Activities, sce.Shermis and Barth- (1977) ’ -
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"« .selection and. organization, of congent.Heré, Beard applied to the

. terms of how the teachers themiSelves lea

~

: o ' ' " Q
- ed—broadly and by the,teachérs involved—goals of citizenship educa- -
_tion and what is stated in the teachers curriculum guide or what ap-

_ pears to be happening in their classes is 'ope:effective-starting point.
,The probing must, obviously, be discreetly and humanely handied,
and the teachers must be éncouraged to do their own self-analysis to

* the extent possible. R s “oe o

Another excelient point of departure is often the teachers*own ex-

, pressions of frustration or discontent about what students ;ﬁp;-ar not
to be learning, about the lack of interest in assignment$ and- dis-
cussions, about distuptions in the classroom.” Citizenshi education
should be a’\ii\t'ai, exciting subjéct for young people bece}:se'it so in-
timately involves their own lives; and if students claim. it is dull and
irrelevant,‘and/or behave accordingly, productive avénues for analy- |
sis are opened up. Among the assumptions that will bear examination AN
are, those about how people learn. For example, afe the students” .

.« being involved in thinking as a-basis for learning, or is the knowledge

.of the experts being imposed on them “so that they'will be able to
think about problems latei”? Does the “urn” toncept of education (fill
up the urns, the'students’ heads, with inforrhati?n,to be used.later),
one of the most prevalent dysfunctionalities in tizenshjp-cducation,
dominate instruction? (Isn’t learning without gfxeanfngful thought a

/ “turn off'rfor most p}dple, adults as well as );bhngg'»ters? How.much,

" do we rétain of whay is learried using the usyal rote methods to pass
tests? Most seriously<how frequently dan persons recognize the rele-
vance of Knowledge and calt it forth fo usg;’when “real”. problems are
encopntered later?) Raising and probihg/sych assumptions, even in

€ s learn,® and their implications

for the students’ interest or lack of it, is rlot a matter for a few minutes

of discussion. It is not anly a starting point, but an essential aspect of ,

" backgrounds and commitments of social studies teachers, iz with
Charles Beard’s discussion; it The Naguze gf,the Social Sciences (1934,
pp- 178-84), of the impact of on€'s frél'ne,of social knowledge on the

) proach he used in analyzing the influence of the framers’ interests
the United States Constitution (presented i the book he and Mary
P . % ., ’ /r »
A . v 4 . .

S S , . ’

"Of course, a basic caution mést be kep? in mind: That is, there is a téndency for
teacters to think on an abstract, format operations level that allows thent to appreciate
and value the problems and, conceptualizations of the academicidns; and they often ..
forget that students are fikely to be at a concrete, practical level of thought that makes,
those* same problems and ‘cotceptualizations meaningless: That is another arca ‘that
bears probing (see Dewey, 1938, 1961; Newmann, 1967; Shaver & Oliver, 1968; Shav-
-er,1977a, 1977b). ! iy . ’ o
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ﬁoblems of social studies cu?ﬁ&_ulum devélopment the conceptual

K .

rationale-building: ™ + .. T A oL
Another excellent starting place, because € common academic




’ .o . o"_' »

°  Beard co-amhored An Econémic Interpretatwn gf the Censtitution, which
aroused the ire of “patriotic” hxstorzans when pub{xshed) Reard’s au-
thenucsty as a scholar, along with his application of ‘oncepts from
historical analysis to the analysis of teaching behavior; often serve to
engage social studies teachers. And, his emphasis on the mevntabtht.y

,of 2 frame of reference (“Every humaq being brought up in society

. mewzably has in ‘mind a frame of social knowledge, ideas, and ideals

s ” ‘italics 'mine) and its impact {*, .. to this frame or pattern, his

s thought and action will b¢’ more or less‘iohscxously reffrred.”) is a

D Jevehng notion. The message is not that “You are inadequate, so you

. ;; - * should engage in rationale-building,” but that everyone who teaches

- should be aware of the inevitability of the’subtle as well as open influ-

ence-of their beliefs on their teac'hmg—-»hnd attempt to make.the im- -~

* pact more rational. “t . o

S5 Beard's de‘claranon that “no one can professcto t‘now everythmg or . -,
. to believe nothing, to possess the whole truth or to qercxw no prefer- |
T ences in the selection, arrangement, and presentation of materiajs for -
2. . ' thought and instruction - *Zsquares with the conceptualization of a
- . rationale as canstantly devclopmg, never complete. It,also suggests
another tactic for thosein supervxsory (or consultant) roles who wish
to involve teachers in the analyticbehavior of rationale-building: Lay-
- ing out the elemeiits in your owniaycprescnt-ranonale as #n example, :
as an object for critiquing, and even as-a potential point pf departure .
) for the formulation of other rationales. This tactielayg’a heavy load -
" on supervxsors, but it is one they should be prepared o carry. ~!

) ’Elf individual or group raindnale-buxidmg efforts are to be produc— .
tive, the matters under. considération must be kept to'a mnageabfe ;
scope. When too masiy problem areas are considered at orke, itiseasy ° *
$0 bccome overwhelmed and overly frdstratéd. Working: on the as-
sumptions underlying one course at a time, or-even a unit, helps to
limit the task to a manageable magnitude: Analyzmg a set of sample
- . materials, assxgnments, or tests of your own or of teachers in ‘the,
| group foc the assumiptions that are implied, including the assumcﬁ

' ". goals, can also be a manageablé, productive tactic. , ~ )
, * Or, the focus,mxght be on one important goal such as to help stu- of
\ -« dents become bettet decision-makers as adult citizens. The thox'ough‘ X
. “exploration of the asgumptions un&erlymg one such goal (e.g., Is citi-

zen decisibi-making to be considered in a largcly political context? -
What type or types of problems are central to citizen decxsxon-malung - e

Lo in the agrec_d-upon context? What thinking skills and ts—from

' thé sacial sciences and from other ‘ds—arereleva w dovalues

. relateto citizen dccxsxon-makmg? What role does and ought emotive

a commxtmcyt play?) ang the 1mphcations for classroom materials, dis- .

- ‘ cussxons.-assxgnments, and tests is not hkcly to be!accomphshed inan g

o h})ur-long meeting, of course. 'Buit the focus on one goal ratherthan . -
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the totaluy of purposes in social studies educatién begins to limit the
task to managcaiﬁe proportions. And thé consideration of a ®ries of
goals can provide an excellent structure for continuing dialogue
A about ratianales, especially if the interrelations among the goals and
i f ~ their implications are explored-along the way.. -

_ ) It should, bc clear, too, that rationale-building is not essentially a
S sohtarywpu*suxt, While individual oontcmplauon is vital, feedback
- " from others s alsa essential. New ideas for consideration, the critiquacy

ing:of one’s own formulations and those of others, the queries others
=2 . ;ask that give one msxghts'mto hxs/her own assumptions, the casual
L, Exchanges of views that, despite the appearance of empty bull ses- )
.. 1 sions, allow one to think things thtough without indue pressure—
" %' these and other, benefits come frpm working} with others, when

s But the'social context for rationale-building is. lmportam from oth-
=< erthanan m:ellcctual stimulative view; a ‘community,” even if it con-
« tains only two people, is necessary o provide the sypport that most of
us need fo engage in the exhilgrating but often excruciating process
" of self-analysis and developm t. Shared commitments, the comfort
‘ from knowing that others are 'E"vmg the-same difficalties as you n
- grappling with fandamental questions, the mautual reinforcement for
"~ ratiorale-building behavigr are imporant commumty functiops.
s . Teachers will gomcumes be.ablg tofotm and sustain the necessary
© provocative and supportive grou,plthemsclves But- often. they lack
«"~  thecontacts and resources to do so. And, again, supervisors can make
¢ signifieant contitbutions: Stimulating md‘ vidual teachers to be €on-
cerned abou;muon;ﬂcs- bringing them'into confact with oge another,
© organizing working groups. and providing intellectual leadershxp.
.. providing resourdes such as'bogks, consultants, secretarial assistance;
_+ - arranging for- facilitating conditions si¢h as involving two or more
teachers from a schcol so that they can interact and reinforee one
‘ another duting the*school day, ¢htaining substitutes so that meetings
’ can be held durmg the school day, arrariging for extra reimburse-
ment for meeting on late afternoons and Saturdays and for teachers.
" to bé*paid to work o\\/urrxculum development, during the summer
- months; and sécuring other reinforcers such as sa!ax;y lane, recertif-
cation, and un’iversny course credit for participating teachers.
The supervisor's role is critical, but not easy. Other administrative
functions also must be attended to. The supervisor is often in a vague-
+ ly defined staff, rather than line, position, and so must go througg‘:m
. intense political, proces§ to convincg others to prode the résources to
support teacher ratioriale-building activities. Stimulating, orgamzmg,
- -and maintaining the phnlosopfucal efforts of tedchers also faced with
. - many demands, professionalgnd’ pcrsona., on their limited time and
N _ epergy is trying and fatiguing. But (he stakes, and the potential sans-
| factxons, are high. -
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. lent enumeration of rauonalc-bulldmg issues in Chapter One. But

the school.’® But-a-related-query is-also-crucial: What ethical ‘modet

‘swim without water: Doomed to ittle success. Students myst' be in-

o Some Central'Value-related Issues’

It would make lm'e sense to uy to dupli&:ate Fred Newmann's excel-

values and ethical decision-making are so central to citizenship educa-
tion, and of So great concern currently, thatsome comments to hlgh-
light a few relevant concerns seem an appropnate way to end this
chapter,-and the bulletin.'An appropriate place to begin is with, the
classroom and the school'as a context for citizenship education. Con-
rad and Hedm (Chapter Three) ar\F Curti§ .(Chapter Four) have

made the point well that citizenship educatiorf must extend beyond
‘should the classroom and the school laxhlbxt?

Dewey (1964a, pp. 108, 116) pomtqd out years ago that the school
must itself be a vital social institution'if it is to perform its central role
of cxtuenshlp ucation. Otherwise, attempts to teach c:txzenshlp in
some meaningful sense as prepatation for participation in the politi- "~ -
cal-social life of the society will hke attempts to teach students to
volved in the school as a society, and the ethical principles of the
schéol pught fiot be different from the ethical-legal prmc:p!es of ur
democratic sogiety.!t A dictum of the U.S. Supreme_Court in" West
Virginia Board of Education v. Barnette (1934) suggests the importance =~ 7
of thlS proposition: | - -

\ A Y . LI

- »

That [the schools) are educating the young for cmzenshlp i§ reason for
scrupulous protection of Consmuuonal freedoms of the individual, if we
are not to strangle the free mind at its source and teach youth_to discount
nmponant principles of our g0vernmem as mere platitudes. :
The Court’s declarauon brmgs us to anothier critical issue: That i is, |

what is‘the school’s role in regard to the basic values of the society? .

Consideration. of the nature of the society and the role of the schiool
vis-a-vis the society raises basic quesuons df rationale. For example, if ..

“you concur with Yudof (1976) that large complex societies must for-

malize the cultural initiation. process by creating specialized institu-
tions, especiaily schools, for “brmgmg masses of children into the larger

!Has the potential role of parents in extending citizenship education beyond thc
school been considered adequately? Special educators (e.g., Kelly, 1973; Hofmeister & :
Reavis, 1974) have come to understand that parents must and can be utilized in the -
education of handicapped children. If citizenship efforts are to be eff zﬁ.wc. may we not
have to-discover ways'to irivolve the home as part of the cducauon nvironment?

*The *Just Community School” with which Lawrence Kohlbérg and associates"arg
experimenting (Wasserman,-1976) is n outgrowth of Kphlbergs (e-8-» 1970) reptate-
ment of Dewey's concern with the narrow concept of morality,in the schools, Students
can be helped 1o apply democratic principles 1o their concerns fbr their rights in the
school setting (sce, ¢.g., Knight, 1974).
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) culmre‘ " mcludmg "socxahzan;in 10 parncular values, what are the im-

plications?'* ’ : S
" What are the “particular ‘lues that are to be part ofﬁ:hool'

legitimate attempts at cuitural transmission2 Are there, for ekample,
as the Supreme Court’s statement in the Barnette Case imphes, basic

fpnncxples of a democratic gove'mmem which it is the school’s obliga- .

tion to convey?’® Should one dxsunguxsh between basic democratic
values, such as equality f opportunity, and mcre personal values,
such as cleanliness or honesty’ (See, e.g., Shaver & Strong, 1976,

. Chaptér Two.) €an conveying values be kept separate from 1mposmg

a

L 1

<

___..,*

.
1
i

e &

judgments based on those values? Can the enhancement (irfculeation, —.—

if you will) of emotive commitment to the values in order to maintain
societal cohesion and provide an emotive context for argumentation
abwut épproprxate public policy (Shaver, 1976) be carried out without
subtly imposing cognmve definitions for the values, cver which there

. - is; and should be, coniifitious. public debate? Is cultural transmission <

that makes the values “available” to the students sufficient, or must

‘teacher’ attempt sel onscxoltx)s:}'/to instill commitment? And, if the

latter is 'true,*how n this be/ squared with the democratic com-
mitment to human ¢ ignity and intelligence? Does, or can, Values.
{ransmission provid® the contexefor critical thmkmg, or must it inter-.
- fexe with cmical ,creative thought? Can we, in Yudof’s words; “ar-
1 ‘rangéthe communicative process ... '[501 that we transmit the basic
*_culture, esséatial to growth but not press cur views so forcefully that
©individual judgment and grthh become xmpossxble"(1976 p. 406)?
Beard’s.(1934, p. 182) caution about the potential impact of the
“small, provincial, local class,, pup, or personal prejudices” from
one's unexamined frame of reference is particularly apprdpnate o
the teacher’s considefation of her/his role in cultural transmission. It

! is probably unrealistic. for a teacher to eschew completcly any role in

value transmission; but there are particular dangers if no distinction
is'imade betwcexhthose values that are basic to the culture and those
that-ate importapt to you primarily because of the particular subcul-
ture or subciiltiires to, which you belong. Transmitting thé general
cultural values while supporting the legmmate subcultural variations _
that are alto valued in our pluralistic society is no easy task (see Banks, ~

" 1973; NCSS, 1976). And, if we heed anyYeminder about the potential
' 1ll effects of unexammed cultural, transmission, recent criticism of the

‘. Al

4 ’ s

L3

’ ﬁ’Lcmer (1976, p. 78) clax s that “l America, .. eduauon has fiot cast itself in the
", role of a teol of the state, ngr has the State asserted its rights % use such 2 tool.” The

distinction betweent the state and the soacty, and the legitimate expectations of cach is
lmponzm in formulatmg educational 2ims and practices. Bcrlai'(Chaptcr Two) raises

.
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questions about the “society™ 1o whose wishes lhe school's cxuzfnshlp edicationi eﬂ'pru el
should be addressed. . b
$30liver and Shaver (1974), forcxamplc argﬂc thal there are. . O
- ’£ ° "
/
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scﬁool’s reﬂectlon of socnetys 's?:xtsm] (Chapm 8c Branson,. l§73
Hahn, 1975 Grambs, 1976) should serve that purpose.

Discussion of ghe cultiral transmission function.of the school vis;a-
.vis values begins to touch on another important issug—the role of
valucs.m decnslon-makmg If, for example, the central pfoblems fac-
" ing the citizen are consndered to be ethical in nature, whagare the
lmphcauons for going b,eyoncf the-empmcally oriented methods of

_' tKe social stiences to,include valuing as part of decisionema g(Oh-
«-ver & Shaver, 1974; Nf!wmann, 1967; Shaver, 1967)? Al;o, qudgtions
about the relation of personal salues to public issues, sych as wh
do.about drug use and whether to allow nontherapeutic abortion

. \
Lo 2% £ L‘;
u\/

and the lmphcatlons ns for classroom teaching need Ao be explored” -

: (Shaver, 1976), as doguestlons about the nature of/ values and their
use in justifying ethical decisions (Newmann, ChapterOne)’

. Ralionale-building should- provide cushioning against the fads that "

Qperlodlcally hit social studies education (Shaver, 1977a), and values/
ethical education is at present a faddism area. The Values Clarifica-
tion Approach (Raths, Harmin, & Simop, 1966; Simion, Howe.&Klrsdt-

' enbaum, 1972) is a current fzd whose stated and unexplicated s
s ions-bear examimation. Is the concéptton of values adequatd? Is
the orientation of Values Clarification bastcally tberapeutlc’ Does
Values Clarification present undue threats to the privacy of students
and others? Is ethical relativism the dominant moral point of view of

. Values' Clarification, and is; that a justifiable stahce? (See Lockwood, '
1975, 1977; Shayer & Strorg, 1976, pp- M7122,°133-5,) Whatare,
the lmphcatlons of the answers to such questlons for the use,of Valur .
Clarification 4s patt of citizenship education?

By the same token, the Cogrtive Moral Development Appi-oach of
Lawrence Kohlberg (see, e.g.; Kohlberg, 1970; Fenton, 1976a) has
had a bandwagon €ffect that bears scrutiny. There are serious ques-
tions about the philosophical and researcfi’bases for the approachand
about its applxcablhty to the classroom (Fraenkel, 197% 1977; Shaver®
. & Strong, 1976, pp. 122-33), but strong counter-arguments are being

made. for its acceptability .(Fenton; nid., 1976a, 1977). One sdnous t:

. griticism is that the’ emplhiasis of the Tognitive Moral Development
Approach on moral dllemma dtsgussxons as a means of raisingsti-
dents’ cogmtlve levels f moral reasoning may lead teachers to over-

+ look the important task of helpmg studets to develpp specific skills®

. and concepis for ethlcal decision-making (Shaver, 1977a). Kohlberg_ .
(Kohlbelg & Kuhmerker, 1976) is aware of the problem and Fénton,
{n.d.) is attacking the ficed for mtelle;mi;al skills in his curriculuth-

t work; but the issues are still very fiuch alive for teachers andssupervi-
‘sors who must decide what ‘r(r)*ﬁ the Moraf Cogmtxve Development

~Approach should play in their curricula. }
Cnucal analysts of the assum vptlons and 1mpllcatmns of propife \'
112 )y e
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% 7 "\ mlues aor- ethlcal educ;atlonal progra s is,an essentlal part of ratio-¢ ~ .,

et nale,butldmg for muzer?htp educatid ugitis important to relmem- %,

L. i, ber thafsynthesns is valuable, too. As Fengoh has suggested (e.g., 1977, ~
s P 60), v1ewmgcurrlcular prograrhs only as ubjects for analysisand a§ ™
ERRT mrals with one another can be d sfunctional. We must also ask wheth-,

"‘ ;er dlfferenba))proaches mlght co?nplement one another in com red . -

0 Jhefisive citizenship gglucation programs baséd or¥ thoughtful ration- . S

o ales Suggesuons along‘those lines have been made by Feriton (1976b .

Y1 rnd), Newm{mh One),andShaver(1976) - S
" “j;' :y - R = X ""‘r AT > ’ . ‘;- - -.-‘
i.’,’. by TN Conclus}on\ .. s

f Of cot:trse, if sodial studles .pmgrams are to,be responsnve to the o DT

., needs of cmzenshlp education in a démottatic society, underlyingas> |
mptxons about values and ethical decnsxon—makmg are not theonly - =
%nes ‘that need to be exphcated and ‘¢Xamined,’ By the same token, -
[ gorisuderatnons of the ie role-of socjal studies in encouragmg soctal crm- t
- csm {Berlak, Chapter Two), the potential impact of community par-’ O
nczpauon (Conrad & Hedm Chapter Three), angd the study of con- _
trovefsial, copimunity problems by slow learnérs (Curtis,s « Chapter
.~ “Four). do not encompass the multitude of decisians tha. must be.
made, exphcltly or by default, By those who wish' to build effective ,
B ~.muzensh1p educatlon programs. Newmann’s discussion of rationale-
})ulldmg msucs in Cha er One is an excellent lllustratJon of that

-

i pomt B A4 ¥ .o
S Onel reviewer of the manuséript for this bulletin commented that
PN she/hewas left With “the impression-that the manuscript is comprised .
i " of vaguely related essays and [is]not 2 tightly conceptualized, bulletm ‘e
R ‘ whlch addrqsses the status of cmzer(fshlp education.”, That character- ~.
. ., . lization, ds you know by now if you have read the pyecedmg pages,is , ‘4 -
I apt—although we Fope that the connection amorg the chaptersin
. p terms of the neéd to recohceptualize citizenship,_edueation is not so e

wague as 1o bq.,unpercelvable The structure, or lack of it, did not
*+ gccur by chance or overstght it'is believed to reflect the lack of any
existing deﬁmuve conceptuahz?lon of citizenship education. The in- .
tent was to suggest the need for confrénting the tough, cbntmual Co
(y process of buxldmg raaonales (Shaver Chapter Ftve) fbrthe citizen-
‘ shlp education-related experiences that students have under the aus-
e plces of the schoo} and through the school’s impacts on other agencies
:.< .« and institutions, and to suggest the vast array of issues that have not

'5 béen addresSed adequately fo date. This is not to say that much good
~ .}' ,'-‘0 conceptual and program 1mplementat|on work has not gone on, but
~i,, o suggest that major efforts still lie ahead. * ¢ ‘ .
v “That the invol¥€ment-of clﬁssroom teachers, as well ‘as supervnsors : .
LT, tand un‘iversnty professors, in muonale-bbzldmg efforts will have sig- R

mﬁcant posmve impacts on cnuzcnshlp educatmn is the faith under-
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. lying this bul bu\ in. The‘assumpuon that those of us involved in the
- =+ effort can tolerate the continuously unfinished nature of the business

< and continue if our efforts to work on chunks of the total while strug- N
[ ghng 1o keep the total-in-mind may-be-of dubious validity. If so, the
‘ . prospects for mcreasmgly rational and effective citizenship educauon r
. P ograms in our schools are not. bnght. . ‘.
' % . I ) ’ ) . ’ > ' . :
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