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CHAPTER ONE

“The true starting point of history is always some present situation with its problems.”

- John Dewey

My interest in revisiting John Dewey’s writing in this era of No Child Left Behind
stems from my preparation for teaching in a democratic classroom and my personal
beliefs concerning learning, teaching and schooling. For the fourth time in last 100 years,
there is a national debate between traditionalists and progressives over the restoration and
renewal of standards in public education (U.S. Department of Education, No Child Left
Behind, 2002). My interest in the role of social studies in this new crisis in education is
the reason I sought a social studies endorsement and chose to be a teacher.

It is important to understand the background of past debates over curriculum in
social studies in order to reflect on the current national conversation between students in
their classrooms and their communities beyond. I believe the effort of promoting
democratic classrooms is justified by the seriousness of the central question within social
studies concerning present and future students: How can social justice been taught?

One solution for teaching about social justice in a social studies classroom is the
presentation, prompting and deliberation of multiple stances on controversial public
issues concluding with peer mediation in conflict resolution. The literature review will

demonstrate how to integrate effective methods of teaching controversial public issues, so



students can resolve conflict within their lives and communities. The research for the
literature review revealed that John Dewey’s intellectual legacy has informed and shaped
research on how to teach about controversial public issues. Dewey (1916) created a social
studies curriculum based on public issues as a founder of the Progressive Educational
Association. This literature review will explore how this initial public issues curriculum
transformed into a controversial public issues curriculum culminating in peer-mediation
programs for conflict resolution. The interaction between controversial public issues and
conflict resolution are referred to as conflict education in the research literature. This
term will be used as an umbrella term for both controversial public issues (CPI) and
conflict resolution throughout this review.

Considering contentious public policy issues in a public school social studies
curriculum is by its nature controversial. Through using methods and techniques
compiled to aid the greater cognitive skills of students, a teacher can be labeled a
reactionary by the community, the PTA, their principal and peers. Due to the current wars
in Afghanistan and Irag, political tension in public school communities has been
exacerbated. Patriotism both in and out of public schools brooks little dissent. In the brief
time | have been observing in schools, | have witnessed social studies curriculum
reprioritized as a means towards greater political socialization on behalf of the students.
However, how social studies has been taught in the United States has shown that the
current refocusing of social studies as the conduit through which students are imbued
with civic awareness and moral certitude does not engage students and will not in the
future (Evans 2004). Controversies have greeted public schools in the United States, and

administrations have shown a particularly conservative resiliency. Tyack and Cuban



(1995) have called this conservative resiliency, “the grammar of schooling,” which has
deflected most attempts at curricular reform especially in social studies. As the gap
between the richest and poorest citizens widens, students need to be taught the skills to
effectively discuss social justice issues within their schools so they can be expanded into

their communities.

Rationale

My desire to involve students in transformative educative experiences that are
personally engaging and socially relevant inspired me to research this topic. Explicitly
teaching students how to confront controversial issues publicly and work towards their
resolution, enables classroom strategies such as deliberative discussion to communicate
the aims of social justice (Evans & Saxe, 1996). Yet a common definition of social
justice is not widely accepted, and the meaning of the term social justice is still contested
(Regenspan, 2002).

It is evident in the National Council of Social Studies (NCSS) standards as well as
in the writings of Nieto (1993), Lewis (2003) and Moses (2001) that social justice is
definable, desirable and possible. Two scholars who have defined social justice are John
Rawls and Iris Marion Young (1990). Rawls (1971) focused on distributive justice, while
Iris Marion Young (1990) focused on processual justice. Rawls’ (1971) definition of
distributive justice was the manner in which social goods and citizenship are distributed
in society. Young (1990) believed social justice to be processual and defined as decisions
about distribution and the power relationships between dominant and subordinate groups.

These two definitions of social justice can be seen as two sides of the same coin.



Relational justice emphasizes decision inputs, or the decision making process itself, while
distributive justice highlights decision outputs or the results of the decision making
process. Both definitions of justice extend the processes of democratic decision making
across diverse communities which makes teaching social justice an inherently
multicultural project (Longres & Scanlon, 2001). The dialogic interplay between these
two definitions of social justice is the role of a teacher in a social studies classroom. This
role can only be successful, if the teacher knows how to facilitate discussions of
controversial public issues and conflict education that gives students the political efficacy
to define their own goals of social justice.

Educators who teach for social justice from a fixed stance may lose sight of how
the definition of social justice differs within diverse groups of students. The teacher is
confronted with how to make discussions about social justice relevant to every student in
the classroom, without imposing their own perspective. Shaver (1977) offered one
solution to this delicate balancing act that required millions of intricate moves. Shaver
(1977) authored an article called “Needed: A Deweyean Rationale for Social Studies,”
that asked the following important question to be considered in this literature review.
“How can each of us rationalize the influence (of social knowledge), so that the
unexamined elements in our frames will not be applied or imposed in counter-productive
ways?”(Shaver 1977, p. 345). Shaver believed social studies needed an operating
rationale and that a Deweyean rationale was the solution.

Rationales vary in their level of sophistication, yet are uniformly important for
teachers in the classroom because they affect what happens to students on a daily basis.

Shaver (1977) believed social studies teachers suffered from this confusion between



social knowledge and the unexamined elements, or biases, more than teachers in other
disciplines precisely because social studies teachers are not prompted, “to think about
either the purposes or the processes, the ends or the means of education” (Shaver 1977, p.
346).

One teacher who discovered this Deweayen rationale in her classroom was Igoa
(1995). Igoa described her transition from graduate school to teaching in a public school
classroom as a personal and professional transformation. Igoa was helpless when
confronted with how to structure the learning of her immigrant students in their
classroom. This classroom climate of helplessness was transformed, once Igoa socially
responded to a dialogue with each of her students. This changed their relationship from
one of mutual dependence and helplessness, into the interdependent strength of their
learning community.

What | sensed during the first few days of teaching the entire day was a feeling

of collective helplessness and hopelessness. They were exhausted. | was

exhausted. As | looked across the room at the global reality of children from all
corners of the world, I knew | needed to find out who was there and where they

came from so | could prepare the curriculum. As the children worked quietly, I

met with each student for a one-on-one dialogue. It was a profoundly rich

experience (p.125).

Igoa’s (1995) transformation was described by Dewey (1916) in the chapter on
“Education as Growth,” in “Democracy and Education.” Dewey investigated what
helplessness amounts to for the young learner and rejected the dualistic thinking

that considered helplessness only in relation to independence. Noting that children



possess excellent faculties for social discourse, Dewey regarded learning as
exercising the most acute social responsiveness (1916, p.43). By valuing the
social component of learning, Dewey showed how dependence, from a social
standpoint was an attribute, a power rather than a weakness, due to
interdependence. To Dewey, interdependence allowed all animals to maintain the
plasticity that was necessary for learning from experience and applying that
learning to future demands. By maintaining their plasticity, humans modified their
actions learned from prior experiences and developed dispositions. Dispositions
were the root stock from which socially relevant and positive habits of learning
flourished. Public education possessed the unique responsibility of culturally
educative dispositions.
The school cannot immediately escape from the ideals set by prior social
conditions. But it should contribute through the type of intellectual and emotional
disposition which it forms to the improvement of those conditions. (p.136)
For Dewey (1916), the mission of schooling lay in improving economic freedom for all
people throughout the world by creating culturally educative dispositions. Dewey
understood the school itself could not be an agent of change, but that students desired the
social skills necessary to effect positive social changes they believed were relevant to

their communities.

Controversy in the Research



Social conflict is inherent to a pluralistic society, but conflict education is not
utilized by teachers as a learning opportunity for a diverse body of students (Goodlad,
1984, Parker, 1991). Instead, the study of conflict education has been used as a rationale
for achieving consensus through citizenship and social studies (Florida Legislation 2006).
In order to avoid the conflict that necessarily emanates from such a diverse group of
emerging adolescents, a mythical, and mystifying past was presented to students as an
example of future political unity that will be demanded of them (Stotsky, 1990, Ravitch
& Wiener, 2007). Progressive teachers work beyond a meliorist stance, by using
controversial public issues to incorporate the dynamism of differing views while
challenging student’s perceptions of themselves and their communities (Vavrus, 2001).
Teachers model how to discuss and deliberate about conflict so their students learn how
to resolve conflict. This dialogic perspective views learning as a mutable and electric
process, which invites inclusion and directed multiple voices, through emergent
experiences and perspectives. From a dialogic stance, knowledge is flexible enough to be
reconstructed to adapt to the new challenges presented to students in the United States
and world.

Teaching controversial public issues invites up the multiple voices and views in
classroom dialogue, so all learners can inspect the lenses through which they perceive
one another. The delicate nature of controversial issues means teachers of social studies
disagree. Studying this conflict and what is needed for its resolution is a tentative step
towards teaching students the skills necessary to deliberate about social justice in their

communities.



Recent controversy between Walter Parker (1992) and James Leming (1992,
2003) illustrated the conflict over the applicability of teaching controversial public issues
to increase students’ personal feelings of political efficacy. Leming (1992) believed the
conflicts within the teaching profession over teaching CPI were symbolic of larger,
national political positions. Leming desired resolution to this conflict through teachers’
acknowledgement of the two political extremes of traditionalism and progressivism.
When teachers revealed where they were on the political continuum, they could more
easily work at building common ground. Leming (2003) saw controversial public issues
as symptomatic of a divisive politicized format that would result in lack of teacher
accountability with diverse populations of students.

However Parker (1992) believed the issues between teachers over the relevancy
of CPI to social studies should be clarified. Parker believed the intellectual leadership of
a classroom resides not in the teachers’ influencing the thinking and doing of their
students, but in the identification of the learning community’s needs within the classroom
climate. Parker framed teachers as facilitators of a dialogic enterprise, not as occupants
with a fixed stance on a particular issue. The teacher as facilitator of dialogic interplay is
a revaluing of Shaver’s (1977) Deweyean rationale in social studies discussions as
expressed in the concept of parallel practices.

Regenspan (2002) argued that Dewey’s early work (1899) described the
interweaving of theory and practice and that a revaluing of his early work is beneficial for
teaching about social justice. She believed this revaluing of Dewey represented a critical
link to the school and community which provided the means for students to discover

social justice. Parallel practice represented the parallel connections of teaching and



learning at the points where theory and practice meet. Regenspan described most teachers
as practicing laissez-faire discussion formats that demonstrate no planned outcomes that
are relevant to the students for their relationship to a larger social world. Regenspan
conceived of parallel practice as a way for teachers and students to commit to learning
about social justice responsively.

Regenspan’s (2002) definition of social justice and classroom equity grew from
Rawls (1971) view of distributive justice. Regenspan wanted to become an educator in
order to personally contribute most directly to a better society. When reflecting on her
teaching within the elementary classroom and teacher education programs at State
University of New York (SUNY) Binghamton about social justice, Regenspan started
to see her own situation differed within the scholarship of other self-identified
progressives. As Dewey (1916) had witnessed eighty-two years earlier, Regenspan was
shocked to discover that most of the professors she had thought were her colleagues-in-
arms were focusing on the evidence of social inequity in schools, as a substitute for a
vision of the quality of life in schools that social equity would make possible.
Regenspan began to reevaluate her reasons for teaching and realized it was such a
vision, with the tools to enact it, that her students demanded from her in both their
elementary and graduate classes. Regenspan defined parallel practice elegantly.

If we were trustworthy as teacher educators, we would act with our students

exactly the way we expected them to act with their students

( Regenspan, 2002, p. 238)
Dewey’s vision increasingly directed Regenspan not only in the work she did with her

graduate students, but the work they did with their students in their classrooms.



In his early work, Dewey (1899) argued that they way students were expected to
learn was antithetical to their humanity. Most students regardless of age were not
engaged by thinking in the abstract, but instead wanted to make and do in a context in
which they have the power to think about what, why, and for whom, they were making
and doing. Dewey identified the elementary grades as the starting place for this type of
parallel practice.

Dewey’s (1916) greatest legacy in social studies teaching, grew from his belief in
the relevancy of social justice. Dewey believed that social progress lay in the process of
constructing instruments used to determine truth. The realization of that objective “truth”
was primarily through sensed experimentation. Dewey’s legacy has a role in these
politically polarized times in which a national dialogue is most desperately needed. The
controversies in social studies between modern conceptions of history to post-modern
conceptions of the social studies, need clarification. Dewey’s (1916) issue-based
curricula valued the dialogue from which more than two perspectives were expressed.
Dewey wrote while living in both modern and post-modern periods and his ideas of the
construction of knowledge as process oriented relied on age-old methods and techniques
as well as radical reappraisal.

Dewey (1916) himself was not a pluralist or a relativist. He believed value not to
be an artifact or social construct, but a contextually defined quality that existed in action.
As described in his most influential philosophical piece, Dewey (1896) believed
psychological stimulus and reaction to be inseparable, and the isolation of one from the
other a fallacy of modern psychology. Dewey’s essay (1896) created the foundation for

what would later be termed social behaviorism by early American social scientists and
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what will later described as attitude by political socialization researchers. This is
important to remember when teachers first begin introducing discussions in class about
controversial public issues. The value of teaching about social justice lies in the action
that exists in the discussion. This dialogic action is a mutable and contextually defined
quality that grows from the teacher’s structuring of discussion, and classroom climate.
Social studies teachers should care about using controversial public issues formats
because CPI format possesses the best practices for the teacher and represents the best

emergent classroom based assessments for students (Washington State, 2005).

Definition of key terms

Social justice includes a vision of society in which the distribution of life chances
is genuinely equitable and all members are physically and psychologically safe and
secure-a society in which individuals are both self-determining (able to develop their full
capacity) and interdependent (committed to interact democratically). Social justice
involves actors who have a sense of their own agency as well as their responsibility
toward others and society as a whole (Adams, Bell and Griffen, 1997).

Conflict - Johnson and Johnson (1995) defined conflict within teaching
controversial issues as something that exists whenever incompatible activities occur. An
activity that is incompatible with another activity is one that prevents, blocks, interferes
with, injures or in some way makes the second activity less likely or less effective.
Conflict exists within controversy insofar as it resides in attempts to resolve their

disagreement.

11



Controversy - Johnson and Johnson (1979) defined controversy as what exists
between two people when one person’s ideas, information, conclusions, theories or
opinions are incompatible with another person and the two people seek to reach an
agreement.

Controversial Public Issue - the confrontation, discussion and deliberation of relevant and
counter posed social positions on a culturally divisive issue.

Controversial Public Issues - will be abbreviated at points in this paper as CPI as
it is known among social studies teachers. CPI is not a catchall category for personal
agendas or hot button topics. Educators must first vet a topic to see if it has merit to be
considered an entry point to larger community concerns and social objectives. Social
studies teachers struggle with this constantly, as demonstrated by Hess’s (2006) treatment
of Intelligent Design at the behest of one school board member.

Value analysis has a two part definition as a strategy in CPI. The first part consists
of students using logical thinking and scientific investigation to identify value issues, and
the second part consists of the rational, analytic processes in interrelating and
conceptualizing these newly discovered values. A value-analysis approach focuses
directly on taking multiple perspectives in controversial public issues.

Conflict resolution education is schooling that develops skills integral for
citizenship and models these skills both in and out of classroom environments. Peer
conflict mediation, which can be seen as a type of service learning, since it comprises not
only instruction, but the construction of active learning for students, is the type of conflict

resolution education considered in this literature review.
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Limitations of research

The limitations of research in this literature review were determined by the lack of
peer-reviewed research on strategies for teaching about social justice. While research on
multicultural strategies for the classroom abounds there remains precious little research
on strategies for teaching about social justice (Longres & Scanlon, 2001). The strategy
most closely oriented towards teaching students how to discuss issues of social justice is
controversial public issues format and conflict education. Recent research (Makler, 2000,
Regenspan, 2002) on classroom equity, anti-racism and gender imbalance do no more
than identify the social injustice of disproportionate power relationships in the classroom.

They identify problems in the classroom that are symptomatic of our society.

Limitations of Paper

Unlike the rationales for inquiry in subjects like physics that seem unified, social
studies offers no such solace to its practitioners. As a discipline social studies is fraught
with competing claims, political agendas and conspiracy theories, that are all manifest in
explicit and public terms. The lack of such a unified canon or necessary set of skills is
often used by the critics of social studies instruction as evidence of the unreliability of
social studies as a discipline and felt by its proponents most powerfully through the
jealousy exhibited by “physics envy.” The absence of a unified front represents the
myriad responsibilities social studies teachers have. State mandated values of citizenship
are only one of the many subjects and skills. A teacher using a controversial public issues
curriculum must collaborate with other professional educators, parents, community

members and the schools administration to research the issues affecting all members.

13



There will not be complete agreement within these groups, but such efforts are necessary
for fostering goodwill and trust and preventing accusations of operating with a hidden
agenda.

There is a temptation by authors of a political bent to organize plans for creating a
more socially just society when they are concerned with issues of social justice. This
literature review is not concerned with the infinite ways a more socially just society can
be achieved. Those aims, however laudable, are well outside the scope and focus of this
paper. Similarly, when considering the immense production of great minds devoted to
fostering just societies it is outside the boundaries of time and effort to consider all of
Dewey’s works collectively or attempt to sum up his thought for easy re-packaging. It is
the sincerest hope that this paper will not be evaluated as another researcher misreading
in the long tradition of misunderstanding Dewey and his accomplishments in social

theory.

Statement of Purpose

This literature review describes Dewey’s issue-based curriculum as the
predecessor to the controversial public issues strategies that teach students the skills
necessary for democratic dialogue about social justice. The skills of democratic dialogue
are built upon the teachers’ and students’ construction of classroom climate. Within an
open classroom climate there need to be multiple views that are encouraged and the
reception of these views by the class is modeled by the teacher.

Because of the research completed for this literature review, | have learned the

strategies to build an open classroom climate in social studies. | have learned discussion
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formats which will enable me to teach my students the importance of interdependency as
a support for multiple voices. | intend to show my students they have the skills necessary

to share their perspectives on social justice both within and beyond school.

Summary

Social conflict is inherent to a pluralistic society. Mystification of the conflicts
inherent in the experiment of democracy obscures the relevancy of social studies to
students’ lives. To demonstrate the relevancy of social studies to students’ we must
consider an issues base curriculum that was first created by Dewey (1916). The legacy of
Dewey’s public issues curriculum was the controversial public issues format. It
personally engaged students in discussing controversial public issues, so that the class
could work cooperatively towards resolving conflict both within and outside the
classroom. This process of confronting social issues and working towards their resolution
is known currently as conflict education. Conflict education is an effective format for
teaching students to discover for themselves what constituted social justice.

Social justice is both distributive and processual. These two aspects of social
justice are interrelated and are two sides of the same coin. The coin is the currency of
democratic decision making, which represents social justice as essentially a multicultural
exploration. In order to realize the social justice inherent in classroom equity, teachers
can use a Deweyean rationale so that the unexamined elements of their personal lenses
will not be thrust upon their students in counterproductive ways. lgoa (1995) experienced
the social justice inherent in the equity of her classroom when teaching her students.

When faced with a classroom climate of helplessness, she transformed the learning

15



community by socially responding to her students and engaging them in personal
dialogue.

Igoa’s (1995) engagement in dialogue with her students was an example of what
Dewey (1916) saw as the social responsiveness of children. This responsiveness is a
display of flexible social discourse which develops dependency into a stronger social
bond. The revaluing of the Deweyean rationale has most recently been emphasized by
Regenspan (2002) who believed the interweaving of theory and practice when linked
with teaching and learning involved a parallel practice that teachers and students would

use to be more social responsive and learn about social justice.

Chapter two is an overview of Dewey’s (1916) defining contributions to
controversial public issues research in social studies. The history of controversial public
issues will be framed within Dewey’s contributions. Count’s speech, Shaver’s (1977)
creation of a Deweyean rationale, Goodlad (1979, 1984,), Newmann and Oliver (1970,
1985, 1990) and Parker (1991, 1996, 1999, 2001, 2003) have all structured their research
on the renewal of social studies in the public schools from teaching controversial public
issues.

This paper recognized other authorities on the history of controversial public
issues such as Kliebard (1996) and Evans (2004). Kliebard (1996) traced the impact of
the Teacher’s College Progressives of the 1930°s. Evans (2004) situated the intellectual
ferment of that place to the resulting modern and post-modern controversies in
controversial public issues. Both Kliebard (1996) and Evans (2004) have acknowledged
the inspirational influence of Dewey (1916) in social studies as the founder of modern

conceptions of social justice in the school curriculum. This history of CPI is provided so
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that the seven themes in CPI and conflict education research as presented in chapter three
have a background

Chapter Three is a critical treatment of peer-reviewed research on controversial
public issues in both public and private schools, nationally and internationally, that
examined how teachers can construct discussions about social justice. Research questions
in this chapter center around how Dewey’s (1916) philosophy guided researchers in their
search for strategies to teach social justice. For Dewey, the teacher was not a “magistrate”
but a facilitator.

At the Center for Educational Research in Seattle, Goodlad and Parker (1991,
1999) spearheaded the use of “grounded theory” to construct the foundation for an
explanation of teacher’s conceptions of discussion as a model of teaching. Grounded
theory was employed in ethnographies in which detailed description of teacher’s
pedagogy in practice generated data from which “grounded hypothesis,” (Strauss 1990)
were constructed. Some of the researchers in this literature review (Larson, 2000, 2003
Hess, 2002, 2005, Beck 2003) have built upon Parker’s (1991) work by examining how
teaching prompting and discussion in CPI can encourage the dialogic processes necessary

for understanding social justice.

17



Chapter 2 — The History of Controversial Public Issues

In training a child to activity of thought, above all things we must be aware of what I shall call
“inert ideas”-that is to say, ideas that are merely received into the mind without being utilized, or tested, or
thrown into fresh combinations. In the history of education, the most striking phenomenon is that of
schools of learning, which in one epoch are alive with the ferment of genius, in a succeeding generation
exhibit merely pedantry and routine. The reason is that they are over laden with inert ideas. Education with
inert ideas is not only useless: It is above all things harmful — Alfred North Whitehead (1922 p.45)

This chapter will provide the historical background to answer how Dewey’s
legacies of issues-based curriculum led to the creation of a CPI curriculum in public
school social studies. Social studies had barely been acknowledged as an academic
discipline when Dewey started teaching. There were few examples of social studies
curriculum when Dewey constructed his issue-based social studies curriculum. This
curriculum and Dewey’s philosophy of education were challenged by colleagues Walter
Lippman, and George Counts at Columbia University. The relevancy of Dewey’s issues-
based curriculum withstood these challenges, and Dewey’s issues-based curriculum
became nationally accepted due to his other colleagues at Columbia the Rugg brothers.
However Dewey’s ideas as packaged by the Ruggs were deemed too threatening during
the Second World War. Dewey’s legacy lay moribund until Hunt and Metcalf reopened
Dewey type of inquiry. Hunt and Metcalf (1968) believed Dewey’s belief in the
democratic experiment was best taught though investigation of the closed areas of
society. These closed areas consisted of lower forms of culture that did not belong to

socially acknowledged dominant cultures. These other alternative cultures had not been
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considered in social studies texts until then. These subcultures of street life would be one
example of this. Hunt and Metcalf (1968) believed these closed areas that operated with
their own norms were useful microcosms for framing controversial issues for students in
high school. Hunt and Metcalf’s study provided the impetus for Federal investment in
research culminating in the New Social Studies. The New Social studies focused on
Dewey’s work but soon became too politicized after the most ambitious project MACOS
drew the wrath of politicians. In the aftermath of The New Social Studies, researchers
revisited Dewey’s moral imperative in learning and combined that with new advance in
cognitive psychology. These contributions in cognitive psychology by Festinger (1964)
and Kohlberg (1970, 1975) together with the classroom based research in CPI from
Oliver and Newmann (1970) inspired Engles and Ochoa (1988) to reformulate CPI into a
developmental framework, which would take into consideration how the brain learns
during controversy.

John Dewey, in his lifetime influenced many educational philosophers while
remaining uniquely himself. Throughout his life, Dewey (1933) believed that ethical
decision making on public and private matters of social concern should be taught in the
social studies. Dewey believed this was the common rationale for social studies
education- the preparation of democratic citizens for the democratic experiment. At the
core of democratic citizenship lay not only the acquisition of information and
construction of knowledge related to social life and public policy, but ethical decision
making on public and private controversial issues of social concern. Dewey shared these
concerns with his peers George Counts, Harold Rugg, and Walter Lippman, who were

influenced directly by Dewey at Teacher’s College at Columbia University. The future
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advocates of this Deweyean, issues-based curriculum evolved into the controversial
public-issues based curricularists (Evans 2004). More recently educators such as Hilda
Taba, Fred Newmann and Walter Parker continue Dewey’s original objectives in social
studies instruction; the teaching of the cognitive tools that are the life skills students will
need in order to pursue the goals of social justice. Past professors and current contributors
to social change have revered Dewey as their touchstone especially when academic
skirmishes became politicized battles.

The Beginning of Social Studies

Humanists had worked hard in the 19" century to create a story of the United
States. Prior to the American Civil War there was 22 fields of history, 11 of geography,
and 6 of civics. The values taught in these fields mirrored the nationalistic priorities of
loving god, country, and family, in that order. By the end of the 19" century, history
involved studying from the Greek and Roman myths to the heroes of the American
Revolution (Saxe, 1991). By the beginning of the 20" century, history was such a hodge-
podge of disparate subjects, which a reordering of the discipline was called for by
academicians who searched for a more scientifically coherent method of inquiry. This
movement proceeded at a glacial pace through curriculum by committee.

The initial attempt at forming a high school curriculum of social studies began
with the Committee of Ten as designated by the NEA. The new concerns over electives
in high schools and college entrance requirements pushed the NEA to select a national
commission (Evans, 2004). Led by Charles Eliot, President of Harvard and William
Torney Harris of the U.S. Office of Education, the committee considered the proper

limits of subject disciplines, methods of instruction, and college admission requirements.
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But its central reason for existence was an expression of the industrial era’s desire for
standardization and authority to direct a curriculum. Its subcommittee was referred to as
the Madison Conference and was appointed to develop curricula for each discipline. This
committee included university, college and high school teachers including Woodrow
Wilson (Kliebard, 1996). The fact that powerful white men created this group was an
understatement; these were the most academically respected men in the nation. Its
recommendations included minimal use of lectures, wise use of textbooks, recitation as a
supplement to reading and parallel readings in literature, poems, novels and biographies
with an emphasis on the chronology and development of the Anglo-Saxon race (Keels,
1988).

Overall the Madison Conference had some important contributions. It led to the
founding of the American Historical Association in 1884 and the eradication of enforced
classical subjects through the dismissal of a hierarchy of subjects in history and the
introduction of history into secondary schools (Kliebard, 1996). However, the language
of the committee’s report and charges of its elite status led to yet another smaller
committee that was appointed in 1896 from an extensive survey of secondary schools.
The Committee of Seven (Committee of Seven, 1900) furthered the original intent of the
Madison Conference and introduced the block system of teaching history.

Approaches to creating a national curriculum of social studies were suggested by
Dewey and forwarded as early as 1901, but did not receive formal recognition until 1916
with the report from the Committee on Social Studies. Created as part of the Commission
on the Re-organization of Secondary Education (CRSE) and sponsored by the National

Education Association (NEA), the committee’s recommendations in 1916 were important
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and had lasting effects on the introduction of social studies into public schools. The
recommendation comprised of developing a 12" grade Problems of Democracy course,
which was to look at actual problems, issues and conditions of vital importance to society
and of immediate interest to the pupil. . . as they occurred in their several aspects,
political, economic and social (Committee of Seven, 1900, p.98). The report found in
other words, the suggestion is not to discard one social science in favor of another. . . but
to study actual problems or issues or conditions as they occur in life (Committee of
Seven, 1900). The report advocated the collaboration of the new history of James Harvey
Robinson with the reflective pedagogy of Dewey. Both of these authors were liberally
quoted in the report and both authors stressed a thematic treatment of these issues in
depth with an emphasis on more recent history (Evans, 2004). The committee directed
students to possess “the habit of forming social judgments only on the basis of
dispassionate consideration of all the facts available ” (Committee of Seven, 1900, p.45)
Yet because the committee made few direct mandates on how societal problems were to
be studied in the Problems of Democracy course, teachers continued to follow traditional
methods, instead of engaging students into reflective inquiry (Cuban, 1984). Social
progressives viewed this course as the most significant early manifestation of the
problems approach in school curricula.

Following the recommendations of the Committee in 1916, reactions from various
disciplines were indicative of the forces that would work against issue-centered
curriculums (Kliebard, 1996). In 1919, a report that echoed the earlier committee’s
findings issued by the American Historical Association (AHA) supported the aims of the

Problems of Democracy course, yet the AHA refused to adopt the report (Evans 2004).
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Later in 1920, the committee of the American Sociological Society also endorsed the
curriculum in American Problems with the caveat that it be focused primarily on
sociology and economics as the disciplines best suited to development of self-reliant
thinking by students (Finney, 1921). Continuing such sectarianism, the American
Political Science Association in 1921 made a strong statement again such isolated
problems supporting instead a comprehensive and systematic study of governmental
organizations and functions (Munro, 1922). The compromise of 1916 had succeeded by
placing social studies within the curriculum of public high schools in the United States.
While U.S. History remained unchallenged as the core subject of social studies, now the

new adherents of the listed disciplines would begin to carve out their own turf.

Dewey’s Issues-based Curriculum: Teacher’s College

Disciplinary boundaries prevented the 1920’s from being a period of great growth
for the problems approach of teaching social studies. Enrollment in the Problems of
Democracy was measured for the first time in 1928 with over 1 % of public high school
students in grades 9-12 enrolled at the start of the school year (Evans, 2004). Teachers
were hesitant to adopt new means of teaching without adequate instruction and textbooks
outlining the pedagogy. Classroom materials were not available to facilitate the change.
Problems of Democracy didn’t have a text until 1922, seven years after the CRSE
recommendations in 1916 (Evans, 2004). Many of the opponents of the problems
approach preferred to maintain the dominance of the social science disciplines and feared
the negative impact interdisciplinary and trans-disciplinary studies would have on their

control within their respective departments. As a reaction to such internecine skirmishing,
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a group at Teacher’s College, Columbia University organized a social studies roundtable.
A letter was drafted to the NEA noting a “lack of agreement about subject matter,”
(Kliebard, 1996, p. 69) and the first organizational meeting of the National Council of
Teachers of Social Studies (NCSS) was founded in 1921. In the organization’s
constitution, the social studies were defined to include history, government, economics,
geography and sociology. This definition of social studies as a list of subjects determined
the organization’s direction as a consensus organization. The birth of the NCSS was a
direct result of the Compromise of 1916 and the prioritization of social studies over
history as the choice of progressives such as Dewey. Yet that prioritization of social
studies as the discipline that included history came at great cost for Dewey because critics
began to emerge and challenge the relevance of a problems approach to teaching social
studies.

The first critique came from Dewey’s former colleague at Columbia, Walter
Lippman. Lippman’s theory interwove three intellectual traditions: democratic realism,
individualism and free market theory. Lippman (1922, 1925) argued that the loss of local
community detracted from the ability of individuals to make informed public policy
decisions. Lippman believed the quick expansion of social and scientific knowledge
combined with the complexity of modern society hampered the general public’s chances
of comprehending social issues. Only the elites had the resources to understand the
complexity of modern society, and they created public opinion in order to manipulate the
masses. Lippman believed the current class situation in America differed from the past
class dynamics. In America’s democratic past, decisions arose from the collective action

of informed citizens. Lippman believed the elites manufactured public opinion through
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their control of media outlets. This manufactured public opinion replaced the informed
public consent .

Dewey (1929) believed Lippman’s analysis of social and political problems to be
cogent, but to be essentially undemocratic. Dewey’s modern view of education did not
negate the past contributions of classical or enlightenment philosophers in education such
as Plato and Rousseau. Unlike Lippman, Dewey (1916) refused to believe the failure to
implement participatory democracy was not equivalent to a compelling argument to

abandon the democratic experiment.

Nationwide Distribution of Issues Based Curriculum

Even though Americans had experienced the boom and bust cycle of capitalist
industrialized economies in the past, the Great Depression was the perfect storm of
unemployment, fear and economic collapse. Teachers were often the victims of its most
devastating effects; however, social studies, and particularly the analysis of social
problems, gained great attention during this time of social upheaval (Evans, 2004). While
other progressive educators fought over the limelight, the faculty at the Teacher’s College
of Columbia University held up social studies as a means to build a new social order.
Critics especially in the Hearst media, labeled faculty at Teacher’s College consisting of
John Dewey, George Counts, Harold Rugg “educationists,” but these professors referred
to themselves as social reconstructivists (Evans, 2004).

In a 1932, during the height of the Great Depression, George Counts delivered a
bold speech in which he rallied teachers to “build a new social order.” Count’s call to

arms was the first explicit argument for education for social transformation (Stanley,
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2005). This effort Counts coined “reconstruction” and it amounted to no less than a
radical, fundamental redistribution of economic and political power in the United States.
Since elite groups held the political and economic power in the United States, Counts
knew the realization of a truly democratic social order could not happen unless the
capitalist economy of the United States was eliminated. Counts (1932) viewed the efforts
of the social progressives to develop a theory of social welfare a failure. Count’s believed
the social progressives had to abandon their philosophical relativism and construct a
comprehensive theory of social welfare that could be imposed so that educators could
fulfill their professional obligation. Social studies teachers were given the privilege,
according to Counts, to teach the values of constructing this fundamental reconstruction
of economic and political power in the United States.

By the end of the 1930’s Dewey had moved completely into Counts camp of the
social reconstructivist’s camp. Dewey had also become a critic of progressive education
by the Rouseauists such as Kilpatrick (Lyberger, 1991). In “Education and Experience,”
Dewey (1938) had criticized these child-centric teachers for allowing too much freedom
under the aegis of progressivism and for straying too far from the aims of issues based
curriculum. But Dewey would not side with Count’s for too long. Although Dewey
agreed with Counts that education had a social orientation and that schools influenced the
course of future life, he began to disagree that schools were at odds with the construction
of a new social order. Schools really share in the building of the social order of the future
depends on the particular social forces and movements with which they ally, (Dewey &

Childs, 1933).

26



Unlike Counts, Dewey was committed to an educational method, not a specific
social outcome. The prediction of the outcome was not as important as providing the
conditions under which the method of intelligence could be applied (Stanley 2005).
Indoctrination was unnecessary to Dewey (1937) because the application of the method
of intelligence would show the means to improve society.

Those supporting indoctrination rest their adherence to the theory, in part,

upon the fact that there is a great deal of indoctrination now going on in the

schools, especially with reference to narrow nationalism under the name of

patriotism, and with reference to the dominant economic regime. These facts
unfortunately are facts. But they do not prove that the right course is to seize

upon the method of indoctrination and reverse its object, Dewey (1937 p. 58).
Dewey foresaw that any attempt to inculcate a preconceived theory of social welfare was
antithetical to education for democracy. Both Lippman and Counts from their opposing
camps declared that the past democratic social order should be, or had been, radically
repositioned (Evans, 2004). Dewey did not believe the democratic experiment should be
replaced precisely because experimentation is the method through which experience is
implemented in learning. Replacing democratic experimentation for Dewey halted any
opportunities for the United States to evolve socially. Teachers had to continue
experimenting in the classroom to locate the solutions to present social problems.
Interestingly, Dewey would not be responsible for the curriculum used in his Problems of
Democracy course. Instead, the Rugg brothers distributed it nationally.

Young Harold Rugg had decided during his first years at Teacher’s College that

improving teacher education would not work. Endeavoring to improve the student’s

27



choice of resources instead, Rugg (1939) compiled an entire social studies curriculum
that was issues-based and that presented each unit in a problem solving format
culminating in a senior level course termed “The American Problem.” At first, the project
stalled, when the team of educators, while working with the Lincoln School, could not
get the curriculum accepted. Luckily, this changed when Rugg’s older brother Earle
joined him at Teacher’s College to earn his doctorate. Earle had earlier convinced his
younger brother to switch from teaching civil engineering to teaching history. Their
combined experience with middle school students convinced them to develop materials
for use in junior high. The middle school curriculum for social studies the Rugg brothers
taught previously was difficult for the students to master; this was due to the jumbled
nature of the early integration of social studies into a junior high format. So the brothers
Rugg saw a need for a well-constructed curriculum which would have a decent rate of
adoption for national distribution (Evans, 2004). The Ruggs assembled a group of
doctoral students to create guiding principles for expanding the pamphlet series into a
textbook and curriculum. This doctoral team combined scientific inquiry, with the work
of frontier thinkers or artists and writers who regularly submitted work to leading literary
journals. Originally planned to cover grades 3-12, the textbook grew into a junior high
textbook. These Rugg textbooks were distributed widely and combined social studies into
an integrative and interdisciplinary interpretation of modern civilization.

The brother Rugg’s achievement represented the first unification of social studies
under a rubric of issues-based curriculum. In many respects, the 1930°s epitomized the

progressive dreams of public education (Evans, 2004).
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The rise of fascism and communism in Western Europe during the 1940’s began
to exert fear in the United States that public education was not adequately educating
students on the virtues of democracy (Evans, 2004). Districts and administrators began to
be placed under greater scrutiny. Social studies teachers who used Rugg’s Problems of
Democracy curriculum within their classrooms were transferred or dismissed as being too
radical (Evans, 2004). Many public school administrators became reluctant to risk casting
the American way of life in a problematic light. By the dawn of World War 11, mounting
cultural pressure resulted in the National Association of Manufacturers (NAM)
announcing a committee to judge the political and economic attitudes expressed by social
studies texts. By February of 1941, the American Legion and other “patriotic” groups
joined the chorus of outrage at Ruggs’ textbook series and other problems-centered texts.

In those times, the political climate was ripe for super-patriotic hype. The decade
of the 1940’s witnessed business associations and right-wing groups attacking liberal
texts and maintaining a tremendous amount of pressure on publishers (Fitzgerald, 1979).

Surprisingly these pressures did not stem the growth of classrooms offering the
“Problems in Democracy” course or the sales of Ruggs’ textbook. From the 1934 teacher
subscriptions of 3.49%, The Problems of Democracy Course had grown to 5.24% by
1949, and correspondingly so had the share of U.S. history within social studies from
17.34 in 1934 to 22.81 percent by 1949 (Evans, 2004). Yet World War 1l and the early
Cold War period cast a dark shadow over progressive educational efforts on the Eastern
seaboard.

On the West Coast Dewey’s issues-based curriculum research teaching was not

denounced it was refined. At Stanford, Quillen and Hanna (Evans, 2004) oversaw the
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Stanford Social Education project. Social studies teachers chose between an 11" grade
U.S. History course or a 12" grade problems of democracy course using one of three
approaches: issues based, topical, or chronological. The issues based curriculum mirrored
Dewey’s method of inquiry into areas of public concern that could be resolved through
searching for solutions to the issue from among alternatives. The Stanford evaluators
administered a pre-test and post-test at the beginning and end of the school year to
compare the student’s critical thinking skills as well as their knowledge and commitment
to a number of social attitudes. In their conclusions, Quillen and Hannah (Evans, 2004)
found that seniors exposed to an issue based curriculum as compared to matched students
in classes that used a topical approach, made significant advances in critical thinking,
study skills, library use, research skills and content knowledge. Students in the issues
group also showed more progress toward consistency and certainty in their views than the
topical group did. However for the juniors the differences between the issues based
students and the topical and chronological groups was not as apparent, with neither group
significantly improving in critical thinking. In junior high the chronological group
showed more growth on content knowledge tests, yet the issues based students seemed
more confident of their political views. Quillen and Hannah’s research proved Dewey’s
issues based social studies curriculum brought results. Quillen and Hannah’s study was
the positive contribution issues based educators were looking for to inspire further

research while they weathered a storm of criticism during the cold war.
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Controversial Public Issues

Yet in spite of the success of Ruggs’ Problems in Democracy Course, there was
little respite for them. Ruggs’ curriculum was denounced by John T. Flynn who charged
that a group of progressive educators had “set out to introduce into social science courses
of our high schools a seductive form of propaganda for collectivism- chiefly on that type
we call socialism” (Kliebard, 1996, p. 78). Airing his acerbic insight in Reader’s Digest
in 1951, Flynn cited a string of quotes from Counts to Rugg (1939) to support his red
baiting thesis.

Other critics railed against what they perceived was an anti-intellectual agenda in
progressive education. Arthur Bestor (1953) discovered an evil axis of administrators,
professors and bureaucrats who had diverted education from its root in the scholarly
disciplines to lower standards of education throughout the nation. Bestor demanded social
educators replace the term “social studies” in favor of the more academically challenging
“social science.”

All of the post World War Il curriculum projects in social studies were not created
entirely in response to cold-war concerns, but with cold-war anxieties in mind. Projects
that were completed during this time mirrored this entrenched mindset, with roughly two-
thirds firmly emplaced within one discipline, and a third remaining interdisciplinary. Of
this third, many were issue-centered, with the most imaginative and thoroughgoing
analysis presented by Hunt and Metcalf (1968). Their curriculum was based entirely on
issues-based social studies curriculum for high school students and has been perennially
cited since its publication in 1955. In the wake of Rugg and darkness of the McCarthy

Era and the Red Scare, Hunt and Metcalf championed Dewey’s idea of reflective thought
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as the core of democratic citizenship. As Dewey (1933) had earlier, Hunt and Metcalf
(1968) argued that the reflective reconstruction of beliefs helped students clarify and
preserve the integral ideas the United States was founded on. Hunt and Metcalf believed
reflective thought was initiated when students were offered opportunities for critical
examination of the closed areas in American society. These closed areas were used as
forums where conflict between core values and beliefs and actual behaviors were
investigated in classroom instruction. Hunt and Metcalf (1968) designed a curriculum
that focused on the “problem” areas of society, with focus on particular “closed areas,”
appropriate to the given community. By drawing attention to societal problems that social
studies teachers could confront in the classroom, Hunt and Metcalf’s (1968) curriculum
challenged teachers and administrators to view issues-based curriculum more broadly,
beyond the schoolyard. In addition to history, data from anthropology, sociology and
psychology was used to draw more relevant parallels. Like Ruggs, Metcalf and Hunt
(1968) stopped just short of calling for a total new coursework for social studies. But
unlike the Ruggs, Hunt and Metcalf emphasized the confrontation of controversial issues
by teacher and their students as an effective means of teaching social studies. Hunt and
Metcalf used both local and global examples to give more concrete examples to students
of issues that may have seemed to them, in Dewey’s language, obfuscated by classical
referents.

Hunt and Metcalf’s (1968) work inspired university programs to apply for Federal
monies to use social scientists to study students in public school classrooms. Although
such top down theorizing would prove ultimately to be beside the point, Hunt and

Metcalf’s greatest contribution was the multi-disciplinary studies they advocated for
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setting themes in issues-based curriculum. This emphasis on multi-disciplinary data to
inform themes would inspire other researchers at universities such as Harvard, ushering
in the New Social Studies Movement.

Among the brilliant projects that proliferated the academic firmament one star
shown singularly. Shirley Engles (1960) penned an article that emphasized Dewey’s
contributions to researching classroom pedagogy. Engles began his affiliation with
Indiana University, where he would establish himself as one of the leading proponents of
a problems-oriented curriculum currently designated as issues-centered education.
Engles’ thought was based on (1) issues and problems relevant to the lives of students,
(2) evidence found in the individual social sciences, the humanities, and other disciplines,
(3) citizenship education, (4) social criticism and (5) decision-making found support in
higher education, but was not considered mainstream thinking by teachers in public and
private schools. Engles dedication and persistence in communicating his beliefs made a
number of inroads in the instructional strategies and curriculum theories espoused by the
National Council for the Social Studies. In “Decision Making: The Heart of Social
Studies Instruction,” Engles argued for social studies to be concerned with creating
citizens who can reach quality decisions on public and private matters of social concern.
Engles linked this decision making to the greater life skill of weighing facts and
principles in balance in order to synthesize all available information. Like Dewey (1916),
Engles believed knowledge that represented a retelling of events was miseducative for
students. Engle recast the foundations of issue-centered instruction in the social studies to

include the moral imperative of developing questioning in group discussion.
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The impact of Engle’s essay on pedagogy in issues-based curriculum was
comparable to the symbolic weight Sputnik carried orbiting earth. Engle deemed the
social sciences not relevant to the intellectual and moral development of students in high
school. Students should be taught instead how to make informed decisions that
recognized values formation as a central concern of social studies instruction. A quarter
of a century later Engles re-emerged with Ochoa (Engles & Ochoa, 1988) to synthesize a
critique of the Radical revisionists with the psychological research on conflict and

controversy from Johnson and Johnson’s work.

The Harvard Social Studies Project

McCarthy’s downfall heralded the influx of federal grants dedicated to social
studies research in CPI. For the first time social studies researchers had their projects
underwritten without political interference. The way was paved for Engles’ ideas on CPI
to be evaluated within a public school setting. The largest of these projects in the New
Social Studies were located at Harvard University. Oliver and Shaver (1966) published
their findings from Harvard’s experimental curriculum project that attempted to develop
student thinking and decision making in a way that fit logically with content selected for
study. The first phase of their project was derived from an analysis of the needs of
society. The units described an issues centered approach to the social studies curriculum
in which the perennial legal-ethical issues of public policy were emphasized. Shaver and
Oliver chose to explore public controversy to encourage the student to find their own

voice and to defend it from his or her peers.
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The first phase was conducted from 1956-1961 and involved two years of
planning and pre-testing and two years of implementation and evaluation of a 10-unit
experimental curriculum. The setting was a two-year U.S. history sequence in a suburban
junior high school. Four units were taught in the seventh grade, and six problem areas
between which current topics and historical data were linked were taught the following
year (Parker, 1991). The study’s key strength was its comprehensive philosophical
premises which derived from Dewey.

Shaver and Oliver (1966) demonstrated that students used reflective inquiry to
create higher cognitive reasoning skills. The curricular content of the Harvard Social
Studies Project emphasized in-depth study of public issues laden with value-conflicts.
Drawing upon Myrdal’s (1944) American Creed for the identification of core democratic
values, Oliver and Shaver recognized the need students have for addressing conflicts
between competing values in the creed.

In the second phase of the Harvard project the approach was taken to the high
school. That phase was reported by Levin, Newmann and Oliver (1969) and Newmann
and Oliver (1970). Situated in a suburban senior high school noted for innovation, the
experiential social studies curriculum was implemented and evaluated over a three —year
period. The aims of the experimental curriculum were to teach high school students of
average ability to clarify and justify their positions on public issues (Levin, Newmann
and Oliver, 1969). The scope of the experimental curriculum centered on five problems
areas: use and control of violence, standard of living, priorities and privileges, dissent and
change and the tension between civic life and privacy. These problem areas of study had

all the hallmarks of Hunt and Metcalf’s (1968) research. These insights and observations
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about classroom discussions were later extended by Newman and Oliver (1970). Oliver
teamed up with Newman and explored how clarifying two separate legitimately held
viewpoints could lead to value analysis. In addition to using the deliberative discussion of
public issues he had developed earlier with Shaver, Oliver and Newman’s new approach
emphasized the clarification of two or more legitimately held points of view as they bear
on public policy issues, while emphasizing dialogue between the teacher and students.
Newmann and Oliver (1970) examined the effects of using CPI1 on students for three
years in a senior high school and for four years in a junior high school in middle-class
Boston suburbs. The researchers compared the experimental group to a control group and
the evaluators concluded that CPI junior high school students were better suited to
analyze argumentative dialogues. Better yet, the time spend in CPI didn’t reduce the
amount of traditional content the students learned.

The senior high school students in the Harvard project focused on controversies
arising from enduring issues such as equality, morality and responsibility. Both
nonfiction and fictional case studies were used to simulate discussion about conflicting
values. The high school students in the Harvard project performed better than the
comparison group of equal ability on the concept assessment developed for the study
called the Social Issues Analysis test (SIAT).

The Harvard Social Studies Project was the first longitudinal attempt to place
Dewey’s philosophical rationale and a CPI based curriculum together for instruction and

assessment in the public school classrooms (Evans, 2004).
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The Taba Projects

A unique, though not unrelated program of research of the New Social studies
Movement was also underway at San Francisco State College (Taba 1963, 1966, 1967)
The Taba curriculum projects shared a number of similarities with those at Harvard. The
first similarity was the prioritizing of the description and development of student
reasoning. The reasoning processes of interest in both projects were matched to the
selection and organization of content in the experimental curriculum. These were the
most important contributions of the Harvard and Taba projects. Second, both projects
were comprehensive. The curriculum in each was grounded in a theory of curriculum
development, built with current literature and evaluated with measures that were logically
related to the curriculum theory (Parker, 1991). The third attribute was that neither
project dismissed the critical role of values in building social studies knowledge.
Although the Harvard projects went further emphasizing value commitments and conflict
as the foundation of democratic life, and thus the analysis of CPI in a democracy, Taba
considered three value tasks as integral to the social studies curriculum: exploring
feelings, considering approaches to solving disputes among persons and groups and
analyzing values. The fourth attribute was that both projects used the heterogeneity of the
public school classroom to their benefit. For Levin, Newman and Oliver (1969) the
diversity of the classroom reflected the heterogeneity of civic life and made the former an
appropriate training ground for the later. For Taba, heterogeneity in classrooms caused
the products of thinking and valuing to be richer and more powerful than otherwise
would be possible. Ultimately, both the Harvard and Taba anticipated the future

contributions of cognitive psychology by regarding learning as a constructive activity
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rather than a responsive one. Yet Taba’s project went beyond the Harvard project by
elaborating a constructive approach for learning social studies (discovery learning).

Taba, Levine, & Elzey (1964) identified three obstacles that hindered critical
thinking in social studies. The first was that thinking remained hazy and ill-defined. The
second the misunderstanding that higher-order thinking did not occur until a sufficient
content had been gathered. This misconception alone accounted for the superficial
coverage of surveys which actually inhibited learning. The third obstacle held that good
thinking was a by-product of certain subjects. This was deemed wrong for two reasons.
First on constructivist grounds, children did not learn ideas by memorizing them as
regurgitated end products of someone else’s thinking, but by discovering them
themselves. Dewey (1902) had written of this in terms of psychologizing the subject
matter for learners, rather than imposing upon them the already digested world of adults.
Second the assumption was spurious, because it required an acceptance on faith that
memorizing Latin or the steps in math processes constituted better intellectual training
than “memorizing cake recipes, even though both may be learned in the same manner and
call for the same mental processes” (Taba, Levine, & Elzey, 1964, p.2)

At the time, Taba’s research was the most well-reported study at the elementary
level in social studies which dealt with objectives concerning students’ cognitive
development that were carefully articulated with objectives concerning student mastery
of a limited number of ideas in a curriculum. Taba’s emphasis on the cognitive
development of elementary students and her de-emphasis on disciplinary mastery as the
route to intellectual training were not heeded by the cognitivist Jerome Bruner. Bruner’s

ambitious project at Harvard, abbreviated as MACQOS, stressed disciplinary mastery by
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the students of other cultures. Bruner (1960, 1971) believed the structures of the
academic disciplines were the entry points for teaching an issues-based curriculum in
public schools. Even though Bruner used anthropological content, he neglected to apply
the anthropologist’s analytic frame to the practical setting of the school in the local
community. The result was the cessation of federal funding for social studies research

and the end of the New Social Studies Movement.

The MACQOS Controversy

Many projects in the New Social Studies Movement were influenced by the
contributions of the cognitive psychologist Jerome Bruner. Bruner’s personal project,
“Man a Course of Study” (MACOS) was Harvard’s best-known social studies research.
MACOS used ethnographic sources teach elementary and middle school students, what is
human about human beings (Evans, 2004). Yet Bruner failed to acknowledge Dewey’s
attention to schools as public institutions with social lives and value within themselves.
Shaver (1977) critiqued Bruner from an issues-based perspective, by reminding him of
Dewey’s role of the teacher: The question is not, who is influenced by his/her frame of
reference? But how can each of us rationalize the influence so that the unexamined
elements in our frames will not be applied or imposed in counter-productive ways?
Shaver’s critique of Bruner would form the basis of his future article, “Needed a
Deweyean rationale for social studies.”

In the fall of 1970 a fundamentalist minister and father in Florida grabbed
headlines by condemning MACOS as “hippiy-jippy philosophy,” and linked it to

“humanism, socialism, gun control and evolution.” This was the opening conservative
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critics were waiting for and pounce they did. The John Birch Society, the Heritage
Foundation and conservative columnist James J. Kilpatrick criticized in chorus. Even the
Council for Basic Education that had been an early supporter of the New Social Studies
reforms joined in. The federal funding behind the MACOS drew Congressional inquiry.
Congressman John B. Conlan of Arizona charged who that thousands of parents across
America view MACQOS as a dangerous assault on cherished values and attitudes
concerning morals, social behavior, religion and our unique American economic and
political lifestyle (Evans 2004, p. 176). Conlan called for an end to federal funding of the
project. The project that had started out as hopeful as the brothers Rugg’s Problems of
Democracy textbook had, never recovered.

The fall of MACOS as Harvard’s flagship social studies research project gave
Oliver, Shaver and Newman’s (1966) previous research more attention as researchers
looked into value-analysis as a method through which CPI could be taught. The
American ethnocentrism of public school students had not been sufficiently confronted
before the students themselves were presented with the multiple perspectives of pre-
industrial cultures from around the world. MACQOS had taught, in its failure, that
professors who created curriculum for public secondary high schools and did not
acknowledge the power of the cultural lenses through which students learned would do so
in the future at their own peril. If the more important moral motives of learning were not
taken into account by teachers, in conjunction with the life of the school, the ensuing
controversy would prove too political.

Noting this inherent weakness in the MACOS, researchers turned towards the

work of Kohlberg (1970) in developmental cognitive moral reasoning. Kohlberg had
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been influenced by Festinger’s research into cognitive dissonance, and how distress
caused by the confrontation of one’s opinion with another’s influenced student’s thinking
in classrooms. Kohlberg was particularly interested in Festinger’s research which
indicated that people changed their attitudes if they took a public stand on a topic they
had been actively involved in assembling, in contrast to one they were simply exposed to
(Hoveland, Janis & Kelly 1966, Rosenberg, Verba and Converse 1970). This was due to
Kohlberg’s fascination with what he believed were the attractive attributes of superior
moral reasoning. Kohlberg postulated that a superior moral code was sought after by
many people when faced with a difficult decision. Kohlberg’s explanation shed much
light for issues-based theory, by showing how schools tended to be too preoccupied with
virtuous acts, and too little concerned with the moral motives as social intelligence. As
developmental cognitivists, both Festinger and Kohlberg’s theories were directly applied
to a public issues-based format for teaching by Engles and Ochoa. Engles and Ochoa,
used these contributions in cognitive psychology from Festinger and Kohlberg to
strengthen their argument for moral ethical decision making as the cognitive skill
emphasized in CPl. Using Newman and Oliver’s (1970) research on value-analysis,
Engles & Ochoa (1988) further reformulated the methods and rationale of public issues-
based curriculum. In addition, Engle and Ochoa (1988) combined these theoretical
insights with Piaget to reformulate controversial public-issues curriculum. To Engle &
Ochoa, (1988) Piaget’s research further supported their belief that students from ages 11
and older can exhibited intellectual readiness to participate in the type of reflective
process Dewey (1933) had wrote of. Students needed to be provided by their teacher

with opportunities to hypothesize, collect and evaluate data, draw conclusions and make
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decisions. Additionally Piaget demonstrated that conflict was an essential component of
development. Without conflict, educative experiences did not induce cognitive growth.
Engle and Ochoa (1988) also relied heavily on Johnson & Johnson’s more recent
research that redefined controversy as a psychological construct that was triggered in the
learner’s brain. Johnson & Johnson illustrated how controversial issues were defined
developmentally as a process. Johnson and Johnson defined conflict within teaching
controversial issues, as something that existed whenever incompatible activities occur.
An activity that was incompatible with another activity was one that prevented, blocked,
interfered with, injured or in some way made the second activity less likely or less
effective. Conflict existed within controversy, insofar as it resided in two people’s
attempt to resolve their disagreement. Johnson and Johnson defined controversy as what
existed between two people when one person’s ideas, information conclusions, theories
or opinions are incompatible with another person and the two people seek to reach an
agreement. The psychological process, by which controversy sparked learning according
to Johnson and Johnson, reinforced Engles and Ochoa’s (1988) belief in the applicability
of Piaget (1955). For example, when a student realized that other conclusions about the
content in the classroom were different, that student challenged and contested their earlier
conclusion. This underlying disequilibration in the student’s brain motivated an active
search for information by the student, which some researchers called epistemic curiosity
(Berlyne 1971). Johnson and Johnson’s (1985, 1988) work reinforced the defining
hypothesis, from a developmental psychological perspective, that controversy aroused
conceptual conflict and determined classroom climate. In their later study of two types of

different academic conflict in the classroom controversy and debate, Johnson & Johnson
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(1988) found that non-handicapped students worked more collaboratively with
handicapped students in a structured controversial discussion, than in a lesson plan
centered on debate. These later findings corroborated the earlier work they had published
as well as Piaget’s (1955) work on the transition from one stage of cognitive reasoning to
another.

Johnson and Johnson (1985) described this transition as a higher cognitive and
moral form of development that lead to a reduction in egocentric reasoning. Interpersonal
controversies, arguments and disagreements in a safe classroom climate resulted in an
increased search for the greatest number of perspectives in order to interdependently
achieve goals. In their later study Johnson & Johnson (1988) verified Berlyne’s
hypothesis that “participation in controversies,” promoted the open minded incorporation
of opposing information into a student’s position and the changing of one’s attitude
toward an issue. Piaget’s (1955) and Festinger’s (1964) work as supported by Johnson &
Johnson’s (1985) research presented Engle and Ochoa (1988) with proof that cognitive
dissonance was vital to engaging student’s reflective processes and present in a
discrepant event. Engle (1960) built on his earlier work in decision-making and with
Ochoa (1988) now advocated a new re-appraisal of Dewey’s philosophy of reflective
decision-making based on evidence supplied by developmental cognitive psychology and
developmental moral reasoning.

Summary
A critic of the Problems of Democracy issues-based approach to curriculum, Ross

C. Finney, predicted in 1914 that issue centered approaches would be too liberal and near
the fringe of radicalism. To a certain extent Finney (1920) was correct. His critique

predicted a series that was repeated in succession in the 20™ century. Whenever a societal
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crisis loomed on the horizon and threatened to undermine the teaching of American
values in social studies, fear and distrust greeted any discussion deemed controversial.
This boom/bust cycle made the timing of a Problems of Democracy curriculum or any
other issues-based curriculum all the more urgent for progressive educators, who felt they
could not miss the opportunity to urge the next generation of students to reform society.
Dewey’s legacy of issues-based curriculum survived these cycles and inspired the
creation of a controversial public issues curriculum in public school social studies.
Researchers such as Hunt and Metcalf (1968), Oliver& Shaver (1966), and Taba (1963,
1966, 1967) revised issues-based curriculum to be controversial public issues. Engles and
Ochoa with the contribution of Festinger and Kohlberg research further revised Dewey’s
original curriculum to include aspect of cognitive and socio-moral development. The
researchers, reviewed in Chapter 3, benefited from these insights to construct new
strategies in CPI such as value-analysis and deliberative discussion. Teachers now use
conflict to teach the value behind multiple contrasting views and encourage dialogue to
create a positive classroom climate. The students’ dissent and diversity are now seen as
part of the learning process and teachers encourage these responses by facilitating the
dialogue. Controversial public issues and conflict resolution education content have
seemed threatening to some, but to committed teachers have been interwoven in the

fabric of pluralist democracy.
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CHAPTER 3: CRITICAL REVIEW OF THE LITERATURE

The debates that went into the making of American society concerned not just institutions or governing
principles, but the capacity of humans to sustain those institutions. Whatever the disagreements were over
other issues at the American Constitutional Convention (in Philadelphia in 1787), the fundamental question
sensed by everyone. . . was whether the people themselves would understand what it meant to hold the
ultimate power of society and whether they had enough sense of history and destiny to know where they
had been and where they ought to be going. (Goodlad, 1979)

As outlined in Chapter 2, Dewey’s legacy of issues-based curriculum heavily
influenced the formation of controversial public issues in social studies in public
education. The studies in chapter three are grouped into headings and subheadings which
detail the progression of themes in the research on controversial public issues based
formats in social studies at public schools. This literature review ordered the studies in
this thematic manner to examine the range of effective strategies related to CPI as they
have been researched over time.

This literature review starts with considering the prelude to CPI in social studies
research; political socialization. The first section of Chapter 3 on CPI is the identification
and analyses of classroom climate. The second section then analyzes how political
tolerance and the role of value-analysis aid in developing moral cognitive reasoning in
CPI. The third section describes the correspondence of teachers’ pedagogy and their
actual classroom practices in CPI. The fourth section showed how discussions in CPI
operate. The fifth section displayed how deliberative discussions function. Section 6
determined what methods teachers have used to teach for social justice. The final section,
described how controversial public issues have evolved into an enlarged disciplinary field

now known as conflict education.
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This literature review has chosen to focus on these seven sections to describe the
evolution of research in CPI and the most current insight researchers now have into the
complementary roles controversial public issues and conflict education occupy. The
research in this chapter reflected a thirty-seven year evolution of controversial public
issues into a larger discipline called conflict education. CPI started as an in class social
studies methodology and has grown into curricular and extracurricular projects in city
school districts nationwide. This progression from controversial public issues to conflict
education is the realization of Dewey’s earlier vision of “little publics” which perpetuated
the democratic life of America. Researchers such as Engles, and Parker (1991) have
constructed strategies for teaching the discussion necessary for the dialogue that sustains
little publics. This dialogue is the democratic discourse that Dewey believed was integral
to the perpetuation and refinement of the democratic experiment in the Unites States.

Shirley Engles influenced the researchers who investigated whether conflict
education was a viable methodology for teaching social justice. Engles twice inspired two
separate generations of educational researchers to redouble their efforts on teaching
higher cognitive models of discussion, particularly in decision-making. The researcher
most influenced by Engles, who continued this Deweyean tradition, was Walter Parker of
the University of Washington. Many of Parker’s past graduate students such as Carole
Hahn, Patricia Avery, Anna Ochoa, Diane Hess and Katherine Bickmore have revised
effective CPI strategies in the classroom and incorporated a wider, more inclusive
community context. Previous research that addressed political socialization, classroom

climate, political tolerance and other approaches of evaluating CPI are now conjoined
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with a new emphasis on social justice, peer mediation and peace building in conflict
education.

Social studies educators have remembered Dewey’s (1916) assertion that the
environment was a potent element of education, and that intellectual freedom and
exchange should be central elements of civics instruction. Political scientists first studied
Dewey’s emphasis on the student’s learning environment in the early 1960°s as
“classroom climate” (Litt, 1963). Classroom climate was relevant to the question being
considered here “how to teach social justice in the classroom?” because it has been
identified as the environment necessary for students to positively confront controversial
public issues. Both the teacher and the students created the classroom climate in which
the learner seeks to integrate the arrival of new and potentially disequilibrating
information with previously accommodated thoughts. Like the weather, this environment
is greater than the sum of its parts and the actors within it. The development of the
student’s political views over the course of their total years of schooling can be viewed as
the arc of a day from dawn to sunset. There will be many moments through a student’s
schooling when the student will be in the dark and feeling oppressed by the environment,
while other students may feel expansive and willing to stretch into the airy openness.
These feelings of contraction or expansion, the first political scientists termed “closed” or
“open.” A closed environment is one in which the learners opinions do not circulate
freely, but are curtailed by the teacher, fellow students, or the social environment of the
school. An “open” environment is one in which students feel comfortable enough to issue

an opinion on the content as it is being evaluated in class.
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Classroom climate was of particular interest to a group of researchers at the
University of Michigan, who were dubbed the Michigan School. The Michigan school
coined the term political socialization to describe the development of student’s political
attitudes from elementary through secondary schooling. Much of the research of the
Michigan School found that student’s participatory attitudes did not seem to be affected
by their teachers. The Michigan school comprised academics such as Wahlberg (1968a,
1968b, 1968c,) Ehman (1969) and Jennings (1968), who were intrigued with the
development of a student’s political attitudes in public schools. These researchers’
political socialization studies laid the foundation for the future studies of classroom
climate and its relationship to CPI. During that time a monumental review of political
socialization research (Patrick 1967) suggested that “perhaps high school political
education programs would have greater influence upon the formation of democratic’
attitudes if they were conducted in an atmosphere more conducive to inquiry and open
mindedness” (p. 45). This statement is important to remember as this paper reviews the
research on classroom climate and the relationships between discussions of controversial

public issues and student’s political attitudes.

Classroom Climate

Researchers to be considered in this literature review, which investigated the
necessary conducive atmosphere for classroom climate, are Ehman (1969), Goldenson
(1978), S. Long (1980), Hahn and Tocci (1990), and Blankenship (1990). This section is
relevant for my master’s project question because it describes what has been identified as

the most effective social environment in the classroom for using CPI.
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Classroom climate was defined earliest by Ehman’s (1969) research in a
controversial public issues format in social studies. Enman’s study of a randomly
stratified sample of 334 10-12" graders in a Detroit high school searched for empirical
evidence on the connection between discussions of controversial public issues and
attitudinal outcomes.

Ehman searched for the classroom environment constructed by the teacher that
would be the most effective in promoting oral and written consideration of the problems
facing democracy in U.S. history. Ehman’s questionnaire included scales developed at
the University of Michigan’s Survey Research Center (SRC) to measure political
cynicism, political efficacy, political participation and sense of citizenship. In addition to
that, Ehman devised a Classroom Climate scale which aligned measured variables that
related to adolescent political attitudes and classroom climate. Ehman built the scale on
questions he asked of students. The questions concerned whether most of their teachers
used controversial public issues, discussed both sides of an issue or took a neutral
position and whether students felt free to express their opinions. The reliability
coefficients for scores on the cynicism, efficacy, participation, citizen duty and climate
scales were .87, .91, .90, .93 and .86 respectively.

Ehman reported that Detroit high school students described their classroom as
more open on the classroom climate scale through exposure to CPI in their classes, which
were linked to the modeling of democratic discourse. Students who attended additional
social studies classes also scored higher on a political efficacy scale. Levels of cynicism

about student’s own personal political efficacy remained small in these open classroom
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climates. However, the magnitude of the relationships was small, the highest Eta and
Beta coefficients were .25 and .21 for political participation and classroom climate.

Expanding his analysis to the next stage, Ehman (1969) divided his sample into
closed and open-climate subgroups and looked at the political attitudes of African-
American and White students separately within each subgroup. Interestingly Ehman
found that in a comparison of African-American and white students from a closed
classroom climate, both sets of students reported low levels of political efficacy,
participation and citizen duty when presented with CPI. African-American and white
students respectively had negative correlations with a sense of citizenship duty of (-.39, -
.52), efficacy (-.20, -.32) and participation (-.30, -.66). In addition white students in those
closed classrooms expressed relatively high levels of political cynicism (+.45) whereas
there was no significant correlation (-.05) for African-Americans. Controversial public
issues content presented in a biased and closed atmosphere evidently was related to
negative outcomes. Long and Long (1975) followed up Ehman’s (1969) study about the
potential for CPI in constructing classroom climate. Long and Long (1975) sampled 588
students in 3 Illinois communities. Long and Long (1975) dispensed a questionnaire with
a two-item Controversial Issues Index which asked students how frequently controversial
content was discussed in social studies classes and how willing they thought their social
studies teachers were to have controversial opinions advocated or discussed in the
classroom.

Long and Long (1975) found negative correlations between frequency of
controversial issues discussion and student’s personal, political sense of efficacy. With

regards to cynicism and trust, small positive correlations were found between scores on
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the Controversial Issues Index and political cynicism. Long and Long (1975) found
negative correlations between controversial issues discussions and a sense of political
efficacy Gamma= -.24 for junior high students and -.27 for senior high school students.
Long and Long (1975) also found slightly positive relationships between reported
participation in controversial issues discussion and political cynicism, Gamma = .08 for
junior high school and .13 for senior high school students.

Long and Long’s (1975) methodology didn’t measure whether students perceived
their teachers as maintaining neutral or objective positions or whether students felt
comfortable expressing their opinions. Although two-thirds of each group said their
social studies teachers expressed their personal views in class, there was no mention of
how their teachers expressed their views. This may have influenced the outcome of their
study since how teachers expressed their personal views in CP1 would have a direct
impact on whether students perceived the climate of the classroom as welcoming to their
own opinions.

Goldenson’s (1978) study was the first to replicate Ehman’s (1970) research. Like
Ehman (1970), Goldenson (1978) investigated whether high school social studies have
any effect upon the students’ political beliefs and whether CPI had any effect upon
classroom climate. Goldenson (1978) assembled an experimental group and a control
group and through a three week curriculum unit gathered student’s attitudes and opinions.
Data collected in the context of two field experiments at two high schools in blue-collar
communities near Minneapolis St. Paul. The students in the study, who were seniors,
were randomly assigned to their social studies classes. Students took the questionnaires in

their regular classrooms. To preclude any chance that students would anticipate a
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perceived right answer, administers of the test clearly specified that the questionnaire was
not a test. The pre-test was administered 45 days before the CPI curriculum was covered
in the experimental classes. The questionnaires assessed student’s responses to seven
paragraph-length descriptions of specific civil liberties cases. The paragraphs consisted of
case-studies that gave as much context to the respondent as the respondent would have
received in response to the news or interpersonal discussion.

The CPI curriculum was designed to expose students to topics related to freedom
of speech and the press, freedom of religion, search and seizure, and due process of law.
In the experimental group, students organized research projects which involved talking
with community members such as police and lawyers to evaluate different sides of these
controversial issues.

Goldenson (1978) found that the experimental student group experienced change
in their political beliefs as seen in their support for civil liberties. Conversely, the control
group that had not used the CPI curriculum became less supportive of civil liberties. A
teacher’s pedagogy that was conducive to an open climate worked with the treatment to
enhance personal political efficacy in the experimental group. Specifically a teacher’s
credibility was related to student’s attitude changes. Credibility was operationally defined
as students judging their teachers to be fair, knowledgeable, concerned, interesting and
understandable. In the experimental group, students who rated their teachers high on the
credibility scale were even more likely to have undergone attitudinal change. Between
February and April, close to 20% more students in the experimental group had undergone
supportive attitude change due to presentation of controversial public issues in

comparison to the control group.
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In Goldenson’s (1978) methodology students were “randomly” assigned to
control statistically significant differences between groups according to socio-economic
statues. Goldenson’s self-report questionnaire influenced possible outcomes of his
research. For example, students who self identified as having a certain level of SES could
not have realized the privileges they were accorded due to their status. No pre-test was
administered to the control group due to “administrative problems,” which were not
specified. Due to the lack of a pre-test it was difficult to chart the difference between the
experimental and control groups over the time of the research.

Long (1980) researched whether the prior sociopolitical orientations of students
could account for the efficacy of CPI curriculum in the classroom climate. Long
measured the effects of a person’s personal characteristics on their responses to seven
political alienation measures. Long’s (1980) student sample consisted of 64% girls, 36%
boys and 45 % African-Americans 11% whites and 44% Hispanics. The data was
assembled from a written questionnaire that was self-administered by a random sample of
the 269 students in two public inner-city high schools in Hartford Connecticut. The grade
level of the sample showed 29% of the students were freshman, 17% were sophomores,
26% were juniors and 28% were seniors. In the sample, 23% of the students earned an A
grade point average, 53% had a B average, 22% earned C’s and 3% earned D’s or F’s.
The parents of the children in the sample size had 40% with grade school education
levels, 35 % were high school degrees and 25 % that had attended or graduated from
college. Long’s (1980) questionnaire identified seven dimensions among the responses;

political powerlessness, political discontentment, political cynicism, political detachment,
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political hopelessness, elitism and democratic deficiency. Long believed these seven
dimensions of political disaffection were interrelated.

Long (1980) was particularly interested whether the seven dimensions of political
alienation in his study could be accurately mapped with a smaller number of dimensions.
Long (1980) found that the most powerful predictor of political alienation in the systems
oriented variant and the individual oriented variant was the perception of powerlessness.
Four out of five students agreed that the functioning of government is too complex for
them to understand. One out of two students evidenced dissatisfaction with public policy.
Student’s feelings of distrust were most pronounced with regard to the ethics of political
leaders. This perception of the conduct of politicians distanced adolescents from the
political system. Adolescents subsequently actively rejected that political system and the
values it symbolized. From the student’s responses, Long surmised, they were
particularly disturbed regarding inequality and injustice.

Overall there were no statistically significant correlations between personal
attributes (i.e. gender, grade point average) on levels of political alienation. Long (1980)
discovered the perception of systemic discrimination on racial and economic grounds and
political alienation were the two variables adolescents typically manifested in their
political beliefs. Adolescents exhibited fundamental, firm beliefs in democratic
principles. From the students responses to Long’s (1980) research it would seem that they
were particularly disturbed regarding inequality and injustice. Long noted that this
expression of dissatisfaction meant students had been taught a critical perspective of
demaocratic theory, the “if you aren’t outraged than you’re not paying attention”

phenomenon so widely seen on bumper stickers. However Long (1980) disregarded the
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following resultant issue for classroom climate: if such cynicism was present in the
classroom, was student alienation being increased instead of confronted by teachers who
accelerate their student’s feelings of helplessness by creating closed environments with
students who developed politically alienation?

Together, Long and Long’s (1975) work supports Ehman’s (1969) conclusion that
attention alone to controversial issues by the teacher was not sufficient to produce
positive civic attitudes in students, an open supportive classroom climate in which issues
are discussed was the necessary condition. Goldenson (1978) discovered CPI did cause a
change in student’s personal beliefs of political efficacy especially when the teacher’s
credibility was reported to be high. Long (1980) research uncovered no link between the
prior political orientations of students and the classroom climate in CPI. All of these
studies Ehman’s (1969), Long and Long’s (1975) and Goldenson’s (1978) research
Long’s (1980) measured how race pertained to classroom climate in CPI.

To examine what impact SES had on one student’s perceptions of classroom
climate. The next set of studies will consider how the variables of race and SES in
students influenced the teaching of CPI in global studies.

Hahn and Tocci (1990) compared the race and SES of students from five different
countries including the United States. Hahn and Tocci investigated whether the perceived
classroom climate was affected by the race and the SES of students in differing national
public school systems. Hahn and Tocci (1990) used value analysis to search for the
relationships between perceived classroom climate and secondary student’s attitudes of

political interest, political efficacy, political confidence and political trust/cynicism.

55



Hahn and Tocci (1990) mailed questionnaires to 1,459 students in social studies
classes in the United States, the U.K., West Germany, Denmark, and the Netherlands.
The experimental group participated in a semester long treatment in which value analysis
was used in CPI. The control group had no curriculum using value-analysis in CPI.
Students were sampled from 50 classes in 21 different secondary schools in these five
countries. For the most part, the schools were located in small cities; no truly inner city or
truly rural schools were included. The age of the students were from 13-18 no vocational
schools were included. The questionnaire measured the extant to which students
perceived their classes to be characterized by an open climate four scales were used. The
Political Interest, Political Efficacy, Political Confidence and Political Trust scales were
adopted from the University of Michigan’s Survey Research Center. These scales were
pilot tested with a group of secondary school students in the U.K. and then translated into
Dutch, Danish, German and American English. All items were reviewed by at least two
citizens in the countries where they were to be used prior to delivery to the students A
five point Likert scale was used for responses from 1 strongly disagree to 5 strongly
agree.

Two groups were formed to create a control group and an experimental group.
Hahn and Tocci (1990) located no perceived differences between the experimental group
and the control group in the terms of perceived classroom climate U.S., Denmark and the
Netherlands. Teachers were given free rein to select whatever issues they wanted for
discussion, as long as they were issues over which citizens disagreed. Hahn and Tocci
(1990) found that there were statistically significant differences between the five nations

in the study (p<.001). Students in Denmark perceived the classroom climate to be the
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mostly open followed by students in West Germany and the United States. In these
samples female respondents reported slightly higher perceptions of open classroom
climate than did males. The mean responses for females was 3.68 with a standard
deviation of .62 , the mean responses for males was 3.6 with a standard deviation of .65.
Hahn and Tocci (1990) believed this was not a meaningful enough difference on the
interaction of gender in classroom climate and believed additional research would be
warranted in the differences between men and women in classroom climate before any
conclusions could be drawn.

Hahn and Tocci’s (1990) methodology showed where reliability measures were
the highest there were the strongest correlation between classroom climate and political
attitudes of students according to race and SES. For example correlations were the
strongest in the United States where reliabilities were highest. Reliabilities in non-English
speaking countries were low due to the translation of the questions into English on the
questionnaires and phrased for the first time in those particular contexts. Hahn and Tocci
(1990) noted differing results by country could have been influenced by translation
differences. There was also a very high “mortality” rate for the teachers who
administered the study Among the group of teachers used to implement the study, one
Danish teacher moved to a new job, a British teacher went on maternity leave, another
moved and one Danish teacher asked the school office to mail the post-tests and they
never arrived. Three teachers one in Denmark, one in the United Kingdom and one in
Germany forgot to administer post-tests to the comparison group. Finally, one set of
Danish questionnaires arrived after the analysis was complete. Hahn and Tocci (1990)

admitted that they were unable to examine the effects of classroom climate, value-
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analysis lessons, and controversial issues by race and socio-economic level. In all five
countries there was a low to moderate correlation between responses on the Classroom
Climate scale and each of the five scales measuring political attitudes.

Despite the critique of Hahn and Tocci’s (1990) research, their findings
highlighted the value of continuing to study CPI as it was taught in cross-national
contexts within a global perspective. More importantly, Hahn and Tocci (1990) found
that the use of value-analysis as a strategy in CPI only once a week in one class over a
school term, did not affect students’ civic attitudes. This infrequent use of value-analysis
did not change personal political attitudes any more than the inclusion of controversial
public issues in a closed classroom climate would.

Blankenship’s (1990) research would expand Hahn and Tocci’s (1990) research
linking global perspectives on education with research on political socialization.
Blankenship studied the relationships between classroom climate and global knowledge,
global attitudes and political attitudes of students in high school international studies
classes. These differences consisted of student global knowledge and global and political
attitudes and the differences between classes that were perceived by students as more
open, from classes perceived by students as being less open.

Blankenship’s (1990) sample consisted of 202 students in grades 9, 10, 11 and 12.
The majority were in grades 11 or 12 approximately 2/3rds of the students were white N=
134 and African-American students constituted 27.23% n=55 of the sample and Asian
students 6.44% (n=13). The sample was balanced between males and females 55.45%
and 44.55% respectively. Students in the 14 classes all used the Great Decisions series

from the Foreign Policy Association as their core materials for the global perspectives
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class. Teachers were required to keep a log recording type and duration of instructional
strategies used in the class. Classroom observations and student’s perceptions were
reported by the researchers and recorded on the classroom climate scale.

Students responded to a series of 69 statements measuring political attitudinal
change on a six point Likert scale. Responses to the attitude questionnaires and
knowledge test were analyzed to determine their degree of correlation with student
perceptions of classroom climate. Blankenship (1990) tested the following hypotheses
from the previous research on controversial public issues: perceptions of an open climate
are positively correlated with political attitudes of efficacy, confidence and interest

Blankenship (1990) offered his own definition of global knowledge and global
attitudes that consisted of student knowledge of important people, places, movements,
issues and concepts relating to international events. These definitions Blankenship used
for political attitudes were the same as those used by Ehman (1970). Political efficacy,
was defined as the belief that citizens can determine decisions made by the government
and that the political system was responsive to its citizens. Political confidence was
defined as the personal feeling one can influence larger decision-making by the
government. Political trust was defined as the collective feelings of citizens that
government is trustworthy and productive. Blankenship relied on Hahn’s definition of
classroom climate as “the degree to which students feel free to discuss controversial
issues openly.

Blankenship (1990) found that perceptions of an open classroom were positively
correlated with global knowledge (r =.147, p<.05). These positive correlations lead

Blankenship to accept his first earlier hypothesis. Blankenship’s second hypothesis
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predicted that student’s perceptions of an open classroom would be positively correlated
with global attitudes. The inter-scale correlation of (r =.321, p<.05) leads to the
acceptance of the hypothesis. Blankenship’s third hypothesis in Part A predicted that
student’s perceptions of an open classroom climate would positively correlate with
political efficacy, political confidence and political interest The inter scale correlations
indicated a moderate relationship between perceptions of an open classroom climate and
political confidence (r =.338, p<.05) and open classroom climate and political confidence
(r =.309, p<.05) and between perceptions of an open classroom climate and political
interest (r =.239, p<.05). Part b of hypothesis 3 predicted no correlation between
classroom climate and political trust. This hypothesis is rejected according to a weak, but
statistically significant relationship (r =.14, p<.05).

A comparison of the means of the classroom climate scale, the global knowledge
test and each of the attitude scales by race showed intriguing findings. African-American
students in the sample perceived classroom climate to be significantly more open than did
white students in the sample. Blankenship (1990) explored the relationship of classroom
climate and global knowledge, global attitudes and political attitudes by gender and race.
There appeared to be a more open perception of classroom climate by females than by
males. The mean score for males on the classroom climate (4.530) was higher than means
reported by males on other attitude scales in this data set. Of the sample set, males
appeared to have a greater knowledge of global issues than females, as indicated by
responses on the global knowledge test. When data was examined by race only, blacks
and whites were included. Asian students were dropped from analysis because of the

small size of the group n=13.
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The methodological implication of Blankenship’s (1990) study lay in the
demographic content of the student body which came from three large school systems in
one metropolitan area. Additionally, only 48% of the students enrolled in this course in
the area during the spring of 1989 completed the questionnaires and there was no way for
Blankenship to determine if those responses were representative of the total population.
The course selected for study was also an elective course for 12" grade students only.
These factors influenced the generalizability of the study and its outcomes cannot be
extended to students who do not voluntarily take such a course. Like many studies of
controversial public issues, Blankenship’s study relied on correlation analyses which
limited any causal inferences from the data.

Blankenship’s (1990) study had important implications for teaching controversial
public issues. His study confirmed that students simultaneously developed positive global
and national attitudes. An open classroom climate was related to students demonstrating
political confidence, political efficacy and political interest related to national politics. In
a course designed specifically for the purpose of examining controversial
international/global issues, student developed positive political attitudes that make them
participatory citizens in a democratic society. Blankenship’s research drives a wedge into
criticism from Leming (1992) that teaching national history and social issues would
suffer at the expense of teaching global controversial issues.

Blankenship’s (1990) final exploratory research question focused on identifying
characteristics which seemed to distinguish classes that are perceived as “more open”
from classes perceived by students as being “less open.” Blankenship used the teacher’s

logs completed in the sample in a period of 2-4 weeks.
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Classrooms observations by the researchers showed that activities labeled as
“lectures” were treated by the teachers in the same way as activities they labeled
“lecture/discussions.” During the classes documented in the logs, the teachers spent most
of their time engaged in lecture/discussion activities (an average of 47.9% of instructional
time, ranging from a low of 30.9% to a high of 61.5%). This was an important finding for
student’s perceptions of an open classroom climate, since the teacher who reported
spending the least amount of time in discussion with students was perceived by the
students as having the “least open” classroom climate and the teacher reporting the
highest percentage of time devoted to lecture/discussion had the “most open” classroom
climate score. The lack of opportunities for students to learn in CPI format based social
studies classes was problematic not only for Blankenship, but for Kahne (2000) as well.

Kahne (2000) studied social studies classes that presented students learning
opportunities to discuss CPI and how it affected classroom climate. Kahne examined the
opportunities to learn democratic schooling that students received in middle school and
high school social studies classrooms in inner city Chicago. The majority of the students
sampled were students of color. All of the 135 observations of the 8"-10" grades 35
teachers were observed taking place over a three year period from 1994-96. Kahne
identified five prominent frameworks that linked curricular strategies to the preparation
of citizens for participation in a democracy. Rubrics were then created that reflected these
conceptions and used to code 135 social studies classrooms in Chicago. This research
also assessed the impact of the 8" grade mandated constitution test.

Kahne (2000) found that students received few learning opportunities when

controversial public issues were not introduced. When teachers provided students with
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CPI more opportunities and an increasing variety of them, significantly more
opportunities for higher order thinking occurred. In addition, when 8" grade teachers
were preparing students for the state-mandated constitution test (the state requirement
linked to civic goals), they provided less opportunities related to developing citizens, than
when they focused on other 8" grade curriculum. Only 12% of the classrooms engaged
the students in higher order thinking for a substantial part of the lesson. In only 7.4% was
deep disciplined inquiry evident Students had opportunities to identify social problems in
8.1% of the classes. These bleak results were consistent across all grade levels.

In 80.7 % of the lessons no controversial public issue was identified. The most
common topics of the identified problems were violence. The other topics were a
scattering of historical events abolitionists, Egypt’s Pharaoh, civil rights, the Holocaust,
the Middle East and the Million Man March in which no alternative positions were
presented. There were no perceived political biases in the teaching of any of these topics.

However, class-discussions were common element of high scoring lessons on the
rubrics. Kahne (2000) coded the written description of instructional activities. Two raters
independently scored one third of the observations on each of the five rubrics: Higher
Order Thinking, Deep and Disciplined Inquiry, Experiencing Citizenship, respect for
Diversity and Examining and Responding to Social Problems. The inter-rater reliabilities
of the rubric scores were .71, .60, .85, .88, and .80 each. When evaluating the remaining
observations, if the readers were unclear how to rate a particular lesson that lesson was
set aside and discussed with the group. In the correlations among rubrics, the strongest
relationship existed between opportunities to experience citizenship and opportunities for

higher order thinking (r=.605). Focusing on controversial public issues and opportunities
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to experience democracy as a way of life did not undermine an emphasis on higher order
thinking. Opportunities for higher order thinking were more prevalent when students are
offered those opportunities. Kahne (2000) found that focusing on a diverse array of
controversial public issues did not distract students from the more fundamental mission
of social studies to prepare students for citizenship.

Ironically, inspection of the means presented show that scores on higher order
thinking were significantly lower when teachers were preparing students for the state
mandated Constitution Test (p<.05) . Additionally, students had fewer opportunities to
experience democracy when teachers were preparing students for that state mandated
Constitution Test, than when they were teaching students other topics (p<.05) means of
scores on the other rubrics did not differ (p>.10). In short, when teachers respond to the
state mandated testing policy they provide fewer rather than more opportunities to
develop as citizens.

Kahne (2000) used rubrics to quantify learning opportunities. This method of data
collection neglected potential information that could have shown how more classroom
opportunities could be provided. The findings from this project would have had greater
impact, if combined with some qualitative assessment of classroom practices or the
motivations that drive them. These variables are extremely important and how teachers
and their students’ experience them should be taken into account.

In spite of this critique, Kahne et al. (2000) found that a great classroom climate
was not enough there must be higher order thinking engaged in order for CPI to work and
that higher order thinking came from discussion and analysis. They also discovered that

classes that used a CPI based format did not undermine an emphasis on higher order
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thinking. The strongest relationship of all the variables was between the opportunities to

experience citizenship and opportunities for higher order thinking!!

Summary of classroom climate

In conclusion to the section on classroom climate, Ehman (1969), Long and Long
1975, Long (1980), Goldenson (1978), Hahn and Tocci (1990), Blankenship (1990), and
Kahne et al. 