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Preface

The essays and references in this special ERIC publication address the

problem of the disengagement in public affairs and politics by American
youth and young adults. As the evidence of a strong generational factor
in civic disengagement accumulates, more attention is being given as
well to how educational activities might foster youth appreciation of the
value of participating in public life and for acquiring the knowledge and
skills to do so. The collection is cosponsored by the Task Force on Civic
Education of the American Political Science Association (APSA) and is
one result of the initiatives of many Task Force members and their out-
reach on behalf of civic education. The Task Force was established at the
initiative of Elinor Ostrom when she was President of the APSA in 1997.
The Task Force “Articulation Statement” specifies its objectives. See
Appendix B (list of Task Force members and Appendix C (“Articulation
Statement”).
" Education for Civic Engagement in Democracy: Service Learning and Other
Promising Practices brings together evidence of youth disengagement and
reports on promising practices for civic education. The authors are schol-
ars and educators from several academic disciplines: political science,
communications, education, and public administration. They present dif-
ferent theoretical perspectives and instructional strategies. But, they all
acknowledge the importance of making civic and political questions
meaningful to students and doing so with instructional strategies that
involve students directly in civic and political activities.

Several chapters in the collection are devoted to research findings on
the impact of service and service learning and to programs that connect
service to politics and public life more broadly. Volunteer'ag in commu-
nity service programs is meaningful to younger Americans.

Community service is being encouraged and increasingly required in
some states and a growing number of schools on the reasoning that
service will encourage not only students’ appreciation for diversity and
for assisting other people, but also a sense of civic duty. Buz, volunteering
and even mandating community service does not automatically foster
student participation in public life and democratic processes. Researchers,
faculty, teachers, and community service directors will find the coverage
devoted to service and service learning useful to their inquiries and appli-
cations of service learning,.

The other practices explored in this collection are designed specifically
to counter student cynicism and lack of information or misinformation
about political processes and public officials. These practices prepare stu-
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dents to seek information about politics and government, participate in
public affairs, and consider careers in public service.

The preparation of Education for Civic Engagement in Democracy: Service
Learning and Other Promising Practices is due, in large part, to the commit-
ment of the contributing authors to sharing their research with a wider
audience of social scientists, educators, curriculum supervisors, and the
concerned public. Its publication is the result of a collaboratior: . mong the
ERIC Clearinghouse for Social Studies/Social Science Education, the
American Political Science Association, and the Adjunct ERIT Clearing-
house for Service Learning.

Sheilah Mann
June 26, 2000
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Introduction to Education for
Civic Engagement in Democracy

John |. Patrick

During the last ten years civic leaders and scholars have expressed
great concern about civic and political apathy in the United States, espe-
cially among young Americans. A report of the National Commissicn on
Civic Renewal, for example, warns, “In a time that cries out for civic
action, we are in danger of becoming a nation of spectators” (1998, 6). Sev-
eral commentators concur that the comprehensive civic condition of the
United States is weaker than it was, and it needs to be improved. There
has been a steady decrease in the engagement of citizens in their civil soci-
ey and government, which is both an indicator and consequence of
declining health in political and civic life (American Civic Forum 1994;
Eisenhower Leadership Group 1996; Lipset 1995; Putnam 1995).

Robert D. Putnam’s new book, Bowling Alone: The Collapse and Revival
of American Community (2000), is the latest and strongest case about the
decline of civic engagement and political participation in the United
States, the need for civic renewal, and the means to achieve it. Putnam
concludes, “Americans are playing virtually every aspect of the civic
game less frequently today than we did two decades ago” (2000, 41).

Putnam duly recognizes the increasing numbers of regional and
riational “mass-membership organizations” like AARP (American Asso-
ciation of Retired Persons) and the AAA (American Automobile Associa-
tion). He also notes the limited or nonexistent connectedness of most
members whose “only act of membership consists in writing a check for
dues or perhaps occasionally reading a newsletter” (2000, 52). Thus the
unparalleled vitality of “mass-membership organizations” is not a reli-
able indicator of civic engagement in American society. Putnam con-
cludes, “Many Americans continue to claim that we are members of
various organizations, but most Americans no longer spend much time in

1




2 Chapter One

commun *y organizations — we’'ve stopped doing committee work, stopped
serving as officers, stopped going to meetings. . . . In short, Americans
have been dropping out in droves, not merely from political life, but from
organized community life more generally” (Putnam 2000, 63-64).

In Chapter 2 of this volume, Stephen Earl Bennett documents and dis-
cusses the prevailing political apathy and civic disengagement of Ameri-
can youth. Like Putnam, he identifies too many young Americans
unwilling or incapable of assuming the responsibilities of democratic
citizenship. And like Putnam, Bennett fears that if this trend is not
reversed, democracy in the United States will be at risk.

The well-documented decline of civic engagement and political partic-
ipation certainly is a threat to the quality of democracy in the United
States. From antiquity to modernity, political theorists and practitioners
have stressed the fundamental importance of civic engagement and polit-
ical participation to the vitality of democracy. They also have emphasized
the importance of effective civic education for the development of citizens
with capacities to sustain a healthy democracy. Putnam agrees; he recom-
mends a revitalized and improved civic education at the core of the school
curriculum — “not just ‘how a bill becomes a law,” but how can I partici-
pate effectively in the public life of my community?” (Putnam 2000, 405).
This kind of reconstructed civic education could contribute mightily to a
revival of civic and political engagement contend Putnam and others.

Is it possible for civic education in schools to be an effective agent of
civic development among American youth? The results of the 1998
National Assessment of Educational Progress (NAEP) certainly temper
our enthusiasm about the potential of schools to develop civic compe-
tence among most students. According to NAEP, three levels of achieve-
ment — basic, proficient, and advarced - specify the expectations of student
performance in civics at grades four, eight, and twelve. The basic level rep-
resents partial mastery of knowledge and intellectual skills that are pre-
requisites to competence in civics. The proficient level designates fully
competent performance. The advanced level signifies superior achieve-
ment in civics. In the 1998 NAEP in civics, the basic level of achievement
was attained by 46% of students at grade four, 48% at grade eight, and
39% at grade twelve. The proficient level was reached by 21% of students
at grade four, 21% at grade eight, and 22% at grade twelve. The advanced
level was achieved by 2% of students at grade four, 2% at grade eight, and
4% at grade twelve. Another way to look at the overall findings is to note
that 31% of the fourth-grade students were below the basic level of
achievement and 69% were above it; at grade eight, 29% were below and
71% were above the basic level; and at grade twelve, 35% were below and
65% were above the basic level (Lutkus et al. 1999).

9
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Introduction to Education for Civic Engagement in Dentocracy 3

These disappointing NAEP resuits do not necessarily mean that civic
education in schools cannot have a positive impact on students. On the
contrary, systematic reviews of research in civic education suggest the
potential effectiveness of particular curricular designs and methods of
instruction (Nie, Junn & Stehlik-Berry 1996; Niemi & Junn 1998). The most
promising practices involve systematic teaching and learning of key ideas
about the substance of democracy throughout the elementary and sec-
ondary school curriculum. As students mature, they should encounter
and use the same interconnected core concepts in cycles of increasing
depth and complexity and in relationship to an ever-broader scope of
information. Further, effective civic education includes application of core
concepts to analysis and appraisal of public issues and problems of
democracy. And it involves ample opportunities for learners to discuss
ideas and otherwise interact with one another, as they confront issues and
problems of democratic government and citizenship. So systematic expo-
sure to key ideas and systematic practice in applying them to the organi-
zation and interpretation of information, issues, and problems is “what
makes students learn” the requisites of constructive and enlightened civic
engagement (Niemi & Junn 1998, 117-146).

Effective civic education conjoins teaching and learning of core content
and cognitive processes — basic subject matter and skills of thinking that
all students should be expected to achieve. To elevate one over the other
~ core content over cognitive processes or vice versa - is a pedagogical
flaw that impedes achievement of knowledge. Further, some ideas, infor-
mation, and issu2s should be viewed by teachers and learners as more
important and thereby more worthy of emphasis in the school curriculum
than other subject matter. Students should be taught that all knowledge is
not equal in its value for constructive engagement in political and civic
life. For example, coricepts and principles on the substance of democracy
are prerequisites to the development and maintenance of an active and
responsible community of self-governing citizens. Without this kind of
common civic knowledge, which should be developed through common
learning experience in school, citizens are unable to act together to ana-
lyze public policy issues or problems, make cogent decisions about them,
or participate intelligently to resolve them.

Civic knowledge and intellectual or cognitive skills certainly are nec-
essary components of effective civic education. But there is more to it; par-
ticipatory skills and civic dispositions in combination with essential civic
knowledge and cognitive skills constitute a comprehensive conceptual-
ization of civic education. See Figure 1.1 on page 5 (Patrick 1999, 34).

Basic knowledge must be applied effectively and responsibly to civic
life if it would serve the needs of citizens and their civitas. Thus, a central




4 Chapter One

facet of civic education should be the joint development of cognitive and
participatory skills. Cognitive skills empower citizens to identify,
describe, explain, and evaluate information and ideas pertinent to public
issues and problems and to make and defend decisions about them. Par-
ticipatory skills empower citizens to influence public policy decisions and
to hold accountable their representatives in government. In combination
cognitive and participatory skills are tools of citizenship in democracy
whereby individuals, whether acting alone or in groups, can participate
effectively to promote personal and common interests, to secure their
rights, and to promote the common good.

The development of cognitive and participatory skills requires active
learning by students inside and outside the classroom. Students should
continually be challenged to use information and ideas, individually and
collectively, to analyze case studies, respond to public issues, and resolve
or meliorate political or civic problems.

A final component of education for citizenship in democracy pertains
to virtues and dispositions, the traits of character necessary to the preser-
vation and improvement of democracy. If citizens would enjoy the privi-
leges and rights of their civitas, they must take responsibility for them,
which requires a certain measure of civic virtue, such as self-discipline,
civility, honesty, trust, courage, compassion, tolerance, and respect for the
worth and dignity of all individuals. These characteristics can be nurtured
through various social agencies in concert with schools.

A well-designed and well-taught curriculum on democratic citizenship
includes the four components of Figure 1.1. This kind of civic education
can yield citizens with deep understanding of the essential concepts and
principles of democracy, strong commitment to them based on reason,
high capacity for using them to analyze, appraise, and decide about the
issues and problems of the political world, and competence to act effec-
tively as engaged citizens in democracy to influence civil society and
government.

1i




Introduction to Education for Civic Engagement in Democracy

Figure 1.1

Components of Education for Citizenship in Democracy

1. Knowledge of Citizenship and Government in Democracy

wme a0 T

Concepts and principles on the substance of democracy

Ongoing tensions in civil society and government that raise public issues
Constitutions and institutions of democratic government

Functions of democratic institutions

Practices of democratic citizenship and the roles of citizens

Contexts of democracy: cultural, social, political, and economic

History of democracy in particular states and throughout the world

2. Cognitive Skills of Citizenship in Democracy

i N W< o 8

Identifying and describing phenomena or events of political and civic life
Analyzing and explaining phenomena or events of political and civic life
Evaluating, taking, and defending positions on public events and issues
Making decisions on public issues

Thinking critically about conditions of political and civic life

Thinking constructively about how to improve political and civic life

3. Participatory Skills of Citizenship in Democracy

P oo o

Interacting with other citizens to promote personal and common interests
Monitoring public events and issues

Deliberating about public policy issues

Influencing policy decisions on public issues

Implementing policy decisions on public issues

4. Dispositions of Citizenship in Democracy

a.
b.

C
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Promoting the general welfare or common good of the community
Recognizing the common humanity and dignity of each person

. Respecting, protecting, and exercising rights possessed equally

by each person

Participating responsibly and effectively in political and civic life
Taking responsibility for government by consent of the governed
Becoming a self-governing person by practicing civic virtues
Supporting and maintaining demaocratic principles and practices
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6 Chapter One

The authors of this volume, in chapters 3-12, discuss promising prac-
tices of citizenship education, which fit, more or less, the four components
of Figure 1. None of these practices of education for civic engagement in
democracy pertains exactly to every facet of the four components in Fig-
ure 1.1. All of them, however, are compatible with various parts of the
conceptualization of civic education presented in Figure 1.1. Further, the
authors of chapters 3-12 stress the importance of connections and interac-
tions of knowledge, skills, and dispositions. Finally, they urge relation-
ships between classroom lessons and the realities of civic and political life
in the community outside the school.

Like Robert Putnam in Bowling Alone: The Collapse and Revival of Anier-
ican Community, the authors of chapters 3-12 agree that effective civic edu-
cation in schools and other social agencies is a key to the renewal of civic
engagement in American democracy. Like Putnam, they recommend
rejection of the stale and dry traditional civics and advocate fresh content
and pedagogy that involve students actively and collaboratively in les-
sons about real public issues and problems involving rights and respon-
sibilities of citizenship in their own communities.

In Chapters 3 and 4, Richard M. Battistoni and Mary A. Hepburn make
the case for well-designed service learning as one promising means to
education for civic engagement in democracy. They discuss research-
based practices in service learning likely to be effective in development of
student civic competencies. In particular, Battistoni and Hepburn empha-
size the worth of service-learning programs that connect systematically
elements of all four components of civic education in Figure 1.1.

In Chapter 5, Harry C. Boyte reports on the Public Achievement project
of the Center for Democracy and Citizenship in Minnesota, which is
based on his “public work” method of civic education through service-
learning activities. Boyte emphasizes cooperation among students
involved in community-based activities for the public good. Participants
develop civic skills and dispositions that enable them to become contin-
ual contributors to their commonwealth.

In Chapter 6, lara Peng discusses the content and methods of teaching
and learning of the National Issues Forums (NIF). She emphasizes devel-
opment of civic knowledge and cognitive skills through the practice of
deliberation and decision making about hot public issues.

The acclaimed Kids Voting USA curriculum is the subject of Chapter 7
by Steven Chaffee. He discusses lessons of a curriculum that interrelate
civic knowledge, cognitive skills, participatory skills, and civic disposi-
tions about elections and voter behavior. He also reports findings of
research about the positive effects of the Kids Voting UUSA curriculum on
students and their parents.

1s.




Introduction to Education for Civic Engagement in Democracy 7

Herbert M. Atherton of the Center for Civic Education in Calabasas,
California treats CCE’s Project Citizen, which involves students in analy-
sis and choice about the alternatives of community-based issues. Project
Citizen is used throughout the United States. Further, it has been imple-
mented in the curriculum of schools in many countries in various regions
of the world. Project Citizen is designed to develop cognitive skills, par-
ticipatory skills, and dispositions of citizenship in democracy through
activities that involve cooperative learning by students in small groups.

Civic education programs of the Dirksen Congressional Center in
Pekin, Illinois are reported by Frank H. Mackaman and Andrea Schade in
Chapter 9. These creative programs emphasize teaching and learning
about the United States Congress in ways that motivate students and
involve them in active learning of knowledge and cognitive skills.

In Chapter 10, John G. Stone IIl presents the concept of the public
service academy, which involves “a school-within-a-school” that stresses
education about public service through government. Thus, students
develop civic knowledge and skills of democratic citizenship. Further,
they may be motivated to pursue public service careers in government or
other organizations that serve the people in democracy.

In Chapter 11, Susan A. MacManus discusses cynicism and apathy and
other factors that disable students from pursuing careers in politics and
government, She also discusses what civic educators can do to counteract
negative perceptions about public service and political life and to teach
students accurately and compellingly about civics and government.

Finally, in Chapter 12 Jan Goehring, Karl Kurtz, and Alan Rosenthal
treat methods of teaching and learning that promote civic engagement
and warranted trust in government. The authors highlight their “new
public perspective on representative democracy” that can counter the cur-
rent widespread negative perceptions of politics and government in
American democracy.

Chapters 2-12 collectively respond to current trends of civic disen-
gagement and propose practices of civic education that have potential to
stimulate revival of civic and political life in the United States. Thus, they
react positively to the challenge posed in Bowling Alone: The Collapse and
Revival of American Community. “Let us find ways to ensure that by 2010
many more Americans will participate in the public life of our communi-
tics — running for office, attending public meetings, serving on commit-
tees, campaigning in elections, and even voting” (Putnam 2000, 412).
Reforms of civic education in schools, such as those suggested by the
authors of Chapters 2-12, appear to be necessary if not sufficient means to
address Putnam’s challenge. In concert with other efforts in various agen-
cies of our American society, these recommended practices of civic edu-
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cation have the potential to make a positive difference in the civic and
political life of democracy in the United States of America.
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Political Apathy and
Avoidance of News Media
Among Generations X and Y:
America’s Continuing Problem

Stephen Earl Bennett

This is a study of political apathy and avoidance of traditional political
news among young people in the United States of America. Data from
recent polls show young people are profoundly disconnected from public
affairs. If large slices of Generations X and Y are politically indifferent and
avoid the news media, democracy’s future dims considerably (People for
the American Way 1989, 11; Dahl 1998, 37-38). The United States faces a
quandary about its youth, many of whom cannot fulfill their obligations
as democratic citizens. Some means must be found to overcome youthful
indifference to politics; otherwise, the future of America’s democratic
experiment looks bleak.

Five studies illustrate the problem we face among young people today,
and provide the backdrop against which the chapter is written. First,
according to the 1998 National Assessment of Educational Progress in
civics, most high school seniors lack sufficient understanding of govern-
ment to act intelligently as voters (Lutkus et al. 1999). Second, the Ameri-
can Council of Trustees and Alumni’s recent poll finds that seniors at the
nation’s top 55 institutions of higher education are woefully ignorant of
United States history (Morin 2000).' Third, the Gallup poll of American
teens, taken between January and April of 2000, finds widespread igno-
rance of key facts about American history (Gallup & Gallup 2000). Fourth,
UCLA’s Higher Education Research Institute’s survey oX first-year college
students in 1999 shows a continuing pattern: of political disengagement
among the nation’s youth, one the Institute had identified earlier (Sax et

9
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al. 1998, 1999; also see Mann 1999 for a political scientist’s assessment of
the Institute’s 1998 data). Fifth, the John F. Kennedy School of Govern-
ment’s Shorenstein Center, as part of its “Vanishing Voter Project,” finds
“pervasive apathy” among young adults (“Vanishing Voter” 2000).
According to the Center, “political apathy characterizes young people in
nearly every demographic category.”

Young people’s political inattentiveness and ignorance stem from inad-
equate civics instruction (Janowitz 1983) and indifference to government
and public affairs (Bennett 1986; Delli Carpini & Keeter 1996; Niemi &
Junn 1998). High school seniors continue a pattern of political indifference
typical of recent entrants into the American electorate (Bennett 1997, 1998;
Mann 1999).

Birth Cohorts and American Democracy

A new birth cohort is emerging on the political scene, consisting of per-
sons born after 1978.2 Although they have been labeled the “Ambitious
Generation” (Schneider and Stevenson 1999) or “Echo Boomers” (Ameri-
can Demographics 1999), calling them Generation Y links them to Genera-
tion X. Generation Y joins Generation X (Americans born between 1965
and 1978) as the youngest members of the American electorate. As such,
Generation Y’s and Generation X's political apathy and media habits may
be harbingers of what the United States can expect as each year adds
another segment of Gen-Yers to the voting-age population. (This assumes
that younger segments of Generation Y are like those who are already of
voting age, which evidently they are [see National Association of Secre-
taries of State 1999].) As we shall see, Gen-Yers and Gen-Xers are not all
that different when it comes to apathy and avoidance of the traditional
news media.

The two birth cohorts’ indifference to politics and tendency to eschew
exposure to traditional print and electronic news media are worrisome.
Psychological involvement in public affairs and media habits are indica-
tors of engagement in the nation’s political life. In order to put today’s
youth into proper relief, I shall compare current patterns of those of
similar-aged individuals from previous decades, which is always a risky
enterprise. Fortunately, we have good evidence on youths’ political atti-
tudes and behavior in the 1950s, 1960s, and 1970s.’

Most of the data comes from polls conducted for the Pew Research Cen-
ter for The People & The Press, one in April and May of 1998, another in
June of that year, the November 1998 “Technology” poll, and the August
1999 “Values” poll (Pew Center 1998a, 1998b, 1999a, 1999b).* At the time
the polls were conducted, members of Generation Y were 18 to 20 years
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old. I will also use a Gallup Poll done for the Times Mirror Center for The
People & The Press in May, 1987 (Times Mirror 1987).% The 1998, 1999, and
1987 polls permit comparisons of Gen-Yers with Gen-Xers born between
1968 and 1970 —~ when they were similarly aged.

Anemic citizenship among the youngest members of the public might
not be alarming if the rest of the populace manifested vigorous civic
engagement. Once upon a time, youthful apathy gave way to political
engagement as individuals progressed through the life cycle (Converse
with Niemi 1971). Unhappily, many Americans disconnect from society
today. Whether the topic be waning social capital (Putnam 1995a, 1995b;
Rahn 1998; Rahn & Transue 1998) or civic disengagement (National Com-
mission on Civic Renewal 1998), there are grounds for concern about
America’s future.

Two Caveats about Assessing the Young

Two caveats must be made at the outset of any discussion of young
people. First, adults’ tendency to identify wayward attitudes and conduct
among the young is well-established. Writers found fault with American
youth in the 1920s and 1930s (see, for example, Allen 1961, 1964). Today,
those same “errant” young are “the greatest generation” (Brokaw 1998).
Whatever history writes about the Baby Boomers, one recalls mixed
observations about them when they were young (c¢f. Altbach 1974; Flacks
1971, with Feuer 1969), and even not so young (c¢f. Collier & Horowitz
1989; Delli Carpini 1986, with Light 1988; MacPherson 1984). Hence, in
discussing today’s young, we need to remember that a definitive judg-
ment about them is a long way off.

Second, the more one observes today’s youth, the more one gets a
mixed impression. In many ways, young Americans are highly praise-
worthy. A recent article in US News & World Report, for example, identi-
fied several positive trends among American teenagers: declining arrests
for violent crimes, decreased use of alcohol and drugs, lower pregnancy
rates, fewer school dropouts, and increased volunteering for community
projects (Cannon & Kleiner 2000).

In other ways, however, young people are worrisome. I do not refer
just to the assertion — now over a decade old - that many young persons
postpone adopting adult roles (Littwin 1986). Not only are many teens
and twenty-somethings driven by consumeristic fads (American Deno-
graphics 1999), cheating seems rampant at all education levels (Kleiner &
Lord 1999). Many young people’s cavalier attitude about academic hon-
esty is particularly jarring, for it is difficult to jibe with the notion of civic
virtue. Even those who find today’s youth more ambitious than those of
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a generation or more ago confess that contemporary adolescents lack a
sense of direction (Schneider & Stevenson 1999).

Should We Care If Young People Are Apathetic?

Here the focus is on diverse facets of psychological involvement in
public affairs. To put it baldly, young Americans eschew interest in, expo-
sure to news of, and participation in the political process. Youthful indif-
ference to politics is not new (Converse with Niemi 1971), of course, and
low rates of voting by young Americans can probably be traced back to
the twentieth century’s early decades (Kleppner 1982). In her com-
pendium on Political Participation in the United States, Margaret Conway
summarizes a sizable corpus: “Young citizens are less likely to participate
politically than are middle-aged citizens” (2000, 22).

Why be concerned about a phenomenon that has occurred for a long
time? One could argue that non-voting by young people ought to occa-
sion neither surprise nor concern, for turnout increases as people progress
through the life cycle (Campbell, et al. 1960; Glenn & Grimes 1968; Jen-
nings 1979; Wolfinger & Rosenstone 1980). Hence, if young people are not
voting today, they will once they have finished schooling, taken a job,
found a significant other, and settled into a community.

Although direct comparisons from one era to another are difficult, it
appears that political disinterest and disengagement are more wide-
spread and deeper than was true of young people in previous decades
(Times Mirror 1990). As the Times Mirror Center noted (1990, 1), “today’s
young Americans, aged 18 to 30, know less and care less about news and
public affairs than any other generation of Americans in the past 50
years.” Sadly, youthful apathy, ignorance, and non-participation are even
more pronounced today than when the Times Mirror Center made its
observation.

A First Look at Apathy Among the Young

The evidence for young people’s political apathy appears in many
guises, and can be found in many places. It goes further than abstention
from voting, which is itself a very important behavior in modern democ-
racy (Pomper 1988). Certainly if one believes that voting is democracy’s
most fundamental act, a high rate of abstention among the young is
disturbing.

Moreover, abstention from the polls is more pronounced among the
young today than as recently as the early 1970s. In 1972, for example,
roughly 50 percent of 18-24 year-olds cast ballots in the first presidential
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election following ratification of the 26th Amendment to the U.S. Consti-
tution. According to the Commitiee for the Study of the American Elec-
torate, turnout among 18-24 year-olds was under 30 percent in 1996 and
less than 15 percent in 1998 ( Less than ten percent of 18-29 year olds went
to the polls in contested presidential primaries held before March 7, 2000
(Thau and Eisinger 2000).

Another indicator of youthful inattention to politics is their lack of
interest in government and public affairs. Psychological involvement in
public affairs, indicated by political interest, is a very important indicator
of civic engagement. Jan Van Deth defines political interest as “the degree
to which politics arouses a citizen’s curiosity” (1990, 278). Following Robert
Lane (1965, 143-46), Van Deth argues that “interest is a measure of the
degree of motivation for political participation” (1990, 277). Political inter-
est predicts a host of dispositions and behaviors, such as knowledge
about public affairs, political participation, and — most important for our
purposes — exposure to political media. As Philip Converse noted (1972),
attention to politics is an excellent indicator of a public’s political skills.

Probably because they accept the proposition that “being interested is
a clearly recognizable experience” (Lazarsfeld, Berelson & Gaudet 1968,
41), many scholars rely on a single item tapping psychological involve-
ment in public affairs (for example, Rahn 1998; Van Deth 1990; Verba,
Schlozman & Brady 1995). In its June 1998, November 1998 and August
1999 polls, the Pew Center asked the general political interest question
developed by the Survey Research Center for the 1964 National Election
Study, as amended in 1968 (Bennett 1986):

Some people seem to follow what's going on in the government and public
affairs most of the time, whether there’s an election going on or not. Others
aren’t that interested. Would you say you follow what’s going on in gov-
ernment and public affairs most of the time, some of the time, only now and
then, or hardly at all?

o2
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Table 2.1

General Political Interest by Birth Cohorté, 1999

How Often Older Cold Early Late Generation | Generation
R Follows Birth Warriors Baby Baby X Y
Pubiic Cohorts Boomers | Boomers
Affairs
Most of | 560 60% 49% 38% 32% 8%
the Time
Some of
the Time 23 23 33 40 32 41
Only Now |, 12 14 14 26 37
and Then
Hardly
At All 5 6 3 8 10 14
Total 100% 100% 100% 100% 100% 100%
(N=) (102) (185) (149) (225) (259) (51)

Source: The Pew Center's August 1999 “Values” poll.

Table 2.1 depicts Americans’ general interest in politics in 1999, broken
down by six birth cohorts: (1) persons born before 1930; (2) “Cold War-
riors,” or those born between 1930 and 1945; (3) Early Baby Boomers, who
were born between 1946 and 1954; (4) Late Baby Boomers, who were born
between 1955 and 1964; (5) Generation X, or those born between 1965 and
1978; and (6) members of Generation Y who were born in 1979 and 1980.

The first impression one gains is that older birth cohorts are consider-
ably more interested in politics than are younger Americans. The gap in
political interest between the two oldest birth cohorts — those born before
1945 (and the two youngest cohorts) those born after 1965 — is substantial.
Nearly three-fifths of the oldest cohorts say they follow public affairs
most of the time, compared to roughly a third of Generation X and less
than a tenth of Generation Y. (The 1998 poll shows approximately the same
results.) Gen-Xers are the most apathetic segment of today’s electorate.”

Although Baby Boomers fall midway between the two oldest and the
two youngest cohorts, older Boomers are more politically attentive than
younger Boomers. This finding reaffirms the importance of breaking the
Baby Boom cohort into two segments, as earlier researchers have sug
gested (Bennett & Bennett 1990; Jennings & Niemi 1981). When they corr
pared the high school senior class of 1965 (most of whom were born in
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1947) with the class of 1973 (mostly born in 1955), Kent Jennings and
Richard Niemi were struck by differences between the two cohorts (1981,
220-27). They concluded that “the 1973 cohort [w]as distinctly less
imbued with the traditional virtues associated with civic training. Politics
was less central in their lives and the participant culture less valued” (Jen-
nings & Niemi 1981, 225).

Comparing Generation Y with Generation X in 1987

Is this a generational or an aging phenomenon? One means to answer
the question is to look at interest in 1987, when Gen-Xers who were born
between 1968 and 1970 were 18 to 20 years old. The Times Mirror’s May,
1987 poll asked the same question as is depicted in Table 2.1. When the
1987 data are broken down by the same birth cohorts as in Table 2.1 — with
the exception of breaking Generation X into those born between 1965 and
1967 and persons born in 1968 and 1970 — a mixed result occurs. The 18
and 20 year-olds in 1987 were more politically interested than Gen-Yers in
1999. A quarter of the 18-20 year-olds said they followed public affairs
most of the time, while 37 percent said some of the time, 21 percent said
only now and then, and 17 percent said hardly at all. Slightly older Gen-
Xers were only a bit different from the 18 and 19 year-olds in 1987; the
biggest difference was that only 11 percent of “twenty-something” Gen-
Xers said they paid hardly any attention to all the public affairs, while 46
percent reported following public affairs some of the time.

Just as Table 2.1 shows, the two Baby Boom birth cohorts were slightly
more interested than the Gen-Xers in 1987, but less so than the Cold War-
riors and the oldest birth cohort. As usual, younger Baby Boomers were
less politically attentive than older Boomers.

Although one cannot readily separate aging, cohort, and period effects
with cross-sectional polls (Glenn 1977), the Times Mirror's 1987 data and
the Pew Center’s 1998 and 1999 polls support claims that Gen-Xers and
Gen-Yers tend to be indifferent to public affairs. (Although it is difficult to
compare political interest when using Times Mirror/Pew Center data and
National Election Studies, the 1972 NES shows that Early Baby Boomers
who were 18-20 years old were roughly as apathetic as the same-aged
Gen-Xers in 1987, but more politically interested than Gen-Yers were in
1998 and 1999; eighteen-to-20-year-olds in 1972 were born in 1952 and
1954.)

One way to get better purchase on Generation Y’s apathy is to look at
the impact of its educational attainment on political interest. Educa-
tion’s importance for psychological involvement in public affairs is well-
known (Almond & Verba 1963; Verba, Schlozman & Brady 1995). More-
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over, education is usually the strongest demographic predictor of political
interest (Converse 1972, 1974).

Table 2.2

Birth Cohorts’ Interest in Politics, by Education in 1987 and 1998+

Older Cold Early Late Generation 18 & 19
Birth Warriors Baby Baby X Year
Cohorts Boomers | Boomers Olds
1987
LT High
School 35 26 17 20 15 26
Grad
High
School 52 42 30 29 © 15 16
Grad
Some 70 56 52 34 37 41
College
College
Crad 78 67 64 19 40 —
1998
LT High
School 34 35 31 34 21 35
Grad
High
School 54 50 38 34 24 11
Grad
Some 65 65 47 44 29 29
College
College ‘ A
Grad 72 73 63 55 39 —

2Entries are the percentage of each education category that reported following public
affairs most of the time.

Sources: May 1987 Gallup poll for the Times Mirror Center and merged data from the Pew
Research Center’s June 1998 and November 1998 polls.

Table 2.2 shows birth cohorts’ political interest by level of formal school-
ing in 1987 and 1998. (The Pew Center’s August 1999 poll has too few
cases to provide meaningful analyses when a variable such as education
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is controlled. The 1987 data are now based only on 18 and 19 year-olds, to
be consistent with the merged 1998 polls.) These data clearly show the
combined effects of aging and education on political interest. In both
years, as people’s level of formal schooling went up, they tended to be
more attentive to politics. Moreover, with the possible exception of those
with less than complete high school, the older birth cohorts are more
politically interested than their younger, similarly schooled, compatriots.

Note also how eleven years’ passage affects interest among the least
educated of the two Boomer cohorts. Only a fifth of Late Baby Boomers
whose education stopped before completing high school said they fol-
lowed politics most of the time in 1987, by 1998, a third of them did. One
sees even more gain in interest among the léast educated Early Baby
Boomer cohort, the percentage of this group that said they were more
attentive to politics nearly doubled.

For our purposes, however, the most important pattern occurs among
the 18 and 19 year-olds in both years. This is the only segment of the pop-
ulace that does not manifest a monotonic relationship between education
and interest in politics. Interestingly, in both years, 18 and 19 year-olds
whose formal schooling ended before the twelfth grade reported greater
interest than the high school graduates. No other education/cohort cate-
gory was as politically indifferent as Gen-Yers who were high school
graduates in 1998. At that, teen-aged high school graduates in 1987 were
only slightly less apathetic. Since high school graduates made up 51 per-
cent of the Gen-Yers in 1998, and 46 percent of the youngest Generation X
high school graduates in 1987, we have a good handle on why the two
youngest groupings were the most apathetic segment of the 1987 and
1998 electorates.

Another tidbit raises an interesting puzzle. The 18 and 19 year-olds in
both vears are disproportionately male (slightly over three-fifths). Young
men are also more likely than young women to drop out of high school;
twenty percent of Generation Y women were high school drop-outs in
1998, versus 30 percent of male Gen-Yers. Moreover, lesser educated
young men are less attentive to politics than comparably schooled young
women.

That is a new trend, and it needs to be better understood. As recently
as a decade ago, American women tended to be less interested in politics
than men, regardless of age and educational attainment (Bennett & Ben-
nett 1989).

Although scholars need to discover why apathy is more prevalent
among poorly educated young men than among similarly educated
young women, there is little mystery about political indifference among
young people in general. Morris Janowitz (1983) detailed declining efforts
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to inculcate civic values in the public schools, beginning immediately
after World War II. Recent efforts to include experiential education via
community service in curricula are tacit admission of the schools’ futility
using traditional pedagogy (Battistoni & Hudson 1997; Ehrlich 1998).
Although scholars once believed that civics courses were of little use
(Langton & Jennings 1968), recent research suggests otherwise (Niemi
and Junn 1998). The data in Tables 2.1 and 2.2 add to concern about how
well America’s schools inculcate a civic ethic in today’s youth.

Youthful Avoidance of the News Media

Political indifference among Generation Y would be of limited impor-
tance if it had little impact on behavior. Unfortunately, apathy has palpa-
ble consequences, especially when it comes to exposure to political media.

Table 2.3

Exposure to the Mass Media by Birth Cohorts, 1998

Read/Watch | Older Cold Early Late Generation | Generation
Listen Birth Warriors Baby Baby X Y
Cohorts Boomers | Boomers
Newspaper? 83 77 75 66 61 61
Network
TV Newse 59 54 43 33 25 19
Local TV 77 72 65 65 55 49
News?
Newson | 4 49 64 58 50 44
Radio®
MTVa 4 3 2 3 9 36
Access
Internet/ 9 25 45 48 54 58
WWwb ‘

a“Regularly” Read/Watch/Listen

b“Ever” Go Online to Access the In.ternet or the World Wide Web

Source: For Newspapers through MTV, the Pew Center’s May 1998 poll. For Internet/
WWW, the Pew Center’s November 1998 “Technology” poll

Table 2.3 depicts exposure to print and electronic news media by the
same birth cohorts that Table 2.1 depicts. The dependent variables include
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each cohort’s exposure to newspapers, local TV newscasts, the nightly
network news shows, radio news broadcasts, MTV, and the Internet or
World Wide Web. With the exception of the item about the
Internet/WWW, the entries are the percentage of each birth cohort that
reported regularly relying on the media. Most of the data come from the
Pew Center’s May 1998 poll. The last question appeared on the Center’s
November 1998 Technology poll and asked if respondents ever go on-line
to access the Internet or the World Wide Web. The Center’s August 1999
poll also asked several questions about exposure to print and
electronic news media, and going on the Internet and/or WWW.

Looking at newspapers, Gen-Yers are as likely to say they are regular
readers as are Gen-Xers, although these cohorts are less likely regularly to
read a paper than are Early Baby Boomers, Cold Warriors, and the Older
Birth Cohorts. When the Pew Center’s August 1999 poll asked if people
had read a paper the day before being irterviewed, 31 percent of Genera-
tion Y said yes, as did 35 percent of Generation X, 47 percent of the Late
Baby Boomers, 50 percent of the Early Boomers, 57 percent of the Cold
Warriors, and 73 percent of the oldest birth cohorts.

The Center’s 1998 polls show that Gen-Yers are 34 percentage points
less likely to report reading a paper “yesterday” than to say they regularly
read a newspaper. No other birth cohort manifests so large a decline in
reading when the question shifts from regular newspaper reading to read-
ing the paper the day before being interviewed.

When it comes to local and national television newscasts, members of
Generation Y are less likely than other birth cohorts to be regular mem-
bers of the audience. The pattern is especially true for network newscasts.
The cohort gap in watching the network newscasts grows even larger
when people are asked if they watched a network TV newscast the day
before being interviewed. Fifty-one percent of Gen-Yers said they
watched the news on television “yesterday,” which is 31 percentage
points less than the oldest cchort, and 21 points below the Cold Warriors.

Although there are some cohort-related differences, members of Gen-
eration Y are just as likely to report hearing political news on radio as the
two oldest cohorts, which may reflect age-related patterns of listening to
radio in general. On the other hand, Gen-Yers are most likely to be regu-
lar members of MTV'’s audience. They are several times more likely to
watch MTV than are Early and Late Boomers, Cold Warrijors, and the
Older Birth Cohorts. Generations Y and X are also more likely to have
accessed the Internet or the World Wide Web. The August 1999 poll shows
that, although three-fifths of Baby Boomers report going on-line to access
the Internet or WWW), or to send and receive e-mail, three quarters of
Gen-Xers and Gen-Yers report doing so. (By contrast only four percent of
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the older birth cohorts, and only 36 percent of the Cold Warriors say they
have gone on-line.)

When asked why they are unlikely to read newspapers and watch TV
newscasts, young people frequently claim they are too busy. The data on
exposure to MTV and accessing the Internet or World Wide Web, how-
ever, belie the claim (see also Pew Center 1996).

The Pew Center’s May 1998 poll provides useful purchase on the rea-
sons behind members of Generation Y’s tendency to eschew political
news. When respondents were asked how much they looked forward to
getting the news, one-fifth of the 18 and 19 year-olds responded “a Iot,”
compared with two-fifths of Gen-Xers and Late Boomers, and 56 to 69
percent of the older birth cohorts (Early Boomers, Cold Warriors, and the
Older Birth Cohorts). Similarly, when the Pew Center asked respondents
who said they regularly read a newspaper how much they would miss
one if they could not get it, about two-fifths of Gen-Yers said “a lot,” com-
pared to over half of the Gen-Xers and Late Boomers, and 60-70 percent
of the Late Boomers, Cold Warriors, and Older Birth Cohorts. Many Gen-
Yers would not miss a newspaper and avoid electronic news media
because they do not look forward to getting the news.

Are There Any Reasons for Youthful Apathy Today?

Two facets of Generation Y shed light on this cohort’s political passiv-
ity. Today’s youthful indifference to politics is exacerbated by lack of iden-
tification with established political parties. The Pew Center’s August 1999
poll shows that only 12 percent of Gen-Yers strongly identify with one of
the major political parties, while 31 percent are weak partisans and 57 per-
cent are Independents. Gen-Yers are less partisan than their “elders,”
including Gen-Xers. Converse and Niemi (1971) noted a tendency toward
independence among young people in the 1950s, which they believed
contributed to political indifference. A lack of partisan proclivities among
today’s young is far more prevalent than was true of young people in the
1950s (Flanigan & Zingale 1998, 80-82).

The August 1999 poll also shows that 29 percent of Gen-Yers claim to
work full-time, while 50 percent are part-time workers. Early entry
into the workforce is a hallmark of young people today (Schneider &
Stevenson 1999, 170), out-stripping youthful employment as recently as
the 1980s (Starr 1986). Although the number of cases is small, the data
suggest that full-time employment among Gen-Yers resonates with polit-
ical indifference.

The reasons for heavy work schedules among today’s young are
beyond our scope. Suffice it to say that political attentiveness may be
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another casualty of Generation Y’s involvement in the workforce.
Women’s entry into the workforce in the 1970s, particularly if the job was
uninspiring, did not guarantee greater political engagement (McDonagh
1982), and the same may hold for Gen-Yers today.

There are many causes for concern about today’s young, from Curtis
Gans’ estimate that only 11 percent of the 18 and 19 year-olds voted in
1998 to evidence that they are indifferent to public affairs, eschew expo-
sure to political media, pay little or no heed to news about local, national,
and international events, and increasingly distrust other citizens (Rahn &
Transue 1998). If nothing else gives pause, consider 1998's survey of col-
lege first-year students conducted by UCLA’s Higher Education Research
Institute, which shows they are profoundly disconnected from public
affairs (Mann 1999; Sax et al. 1998). Linda Sax and her colleagues found,
for example, that only 26 percent of college freshmen in 1998 thought that
“keeping up to date with political affairs” is a very important or essential
life goal, compared to 58 percent in 1966. Only 14 percent of freshmen in
1998 reported “frequently” discussing politics, compared with 30 percent
in 1968 (Sax et al. 1998, 4).

Some, seeking evidence to counter assertions about youthful avoidance
of public affairs, point to indications of rising levels of “volunteering”
among the young. Although recent H.E.R.L. polls show growth in the per-
centage of first-year college students who say they have done volunteer
work, the 1998 poll indicates these people do not place much value on the
activity (Mann 1999; Sax et al. 1998). A growing number of secondary
schools require “volunteer” work for graduation. Forcing young people
to “volunteer” may be laudable, but forced “volunteering” is not the same
as willingly engaging in an act. The 1999 “College Freshmen” poll found,
for example, that although three-quarters of first-year students reported
engaging in volunteer work as high school seniors, there were indications
of declining commitment to social activism, environmentalism, and social
consciousness (Sax et al. 1999, 5- 6).

Before closing, an obvious question is “aren’t these patterns normal?”
At first blush, they are. The young were less politically engaged than their
elders in the 1950s and early 1960s (Converse with Niemi 1971). Today’s
patterns, however, are more pronounced than those of yesteryear (see also
Times Mirror 1990). Even if we look at the 1¢ .7 poll we see that 18-20 year-
olds were less likely than their elders to report reading a paper or paying
attention to local or national news on TV. The cohort-based gap, however,
was considerably smaller than today’s. Moreover, political socialization
research in the 1950s and 1960s found young pecple were more politically
interested and attentive than the data above indicate about today’s youth
{Hess & Torney 1967; Jennings & Niemi 1974, 1981).
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If we value informed participation in the political arena, we should be
concerned about Gen-Yers’ political indifference and avoidance of politi-
cal media. Generation Yers who are politically apathetic and eschew polit-
ical media fail to meet the “effective participation” and “enlightened
understanding” criteria that Robert Dahl says are essential for a democ-
racy (1998). The Pew Center’s data show, for example, that Gen-Yers who
are apathetic, do not read a newspaper, or do not watch the news on TV,
are less likely to be registered to vote than are those who are politically
interested, read a paper regularly or the day before being interviewed,
and watch TV newscasts regularly or “yesterday.” Moreover, although the
measure of public affairs knowledge is crude, the Pew Center’s May 1998
poll shows that Gen-Yers who abstain from exposure to political media
are less informed than those who regularly read a newspaper or watch
television news shows.

What Can Be Done?

Can anything be done to heighten Generation Y’s civic engagement?
(Some say it may already be too late for Generation X.) The American
Political Science Association’s attempts to rebuild civic education may
achieve a laudable goal (APSA Task Force 1998). Some doubt the APSA’s
effort will bear fruit (Leonard 1999), while others are at least guardedly
optimistic (Schachter 1998). A few scholar-teachers can point to successful
programs (Ehrlich 1998). Efforts to have students follow and examine cur-
rent events and news reports about public affairs, such as those by The
New York Times, the Gannet and Knight-Ridder program, and the Center
for Civic Education’s multi-state programs may bear useful fruit.

As have other disciplines — mathernatics, the natural sciences, and eco-
nomics, for example — political scientists should work with parent-teachers’
associations, the schools, and state legislators to insist that civics and
government teachers are better trained. Advertisements plumping news-
paper reading may have some benefits, particularly if the campaign is tar-
geted at teenagers. TV networks must also find someé means to appeal to
a younger audience. Political parties have a stake in connecting young
people — presumably without congealed partisan ties — to the process of
government. Public officials, many of whom cater to older, well-off mem-
bers of the electorate, need to be reminded that the future belongs to the
young. (It is not surprising to learn that the Pew Center’s August 1999
poll found 73 percent of Gen-Yers agree that “[i]t is time for Washington
politicians to step aside and make room for new leaders,” and 41 percent
concurred that “{w]e need new people in Washington, even if they are not
as effective as experienced leaders.”)
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Conclusion

Unless we find some means to overcome young Americans’ detach-
ment from and dislike of politics, America’s experiment with popular
government will be at risk. Democracy calls for concern and effort by its
citizenry, and the youngest birth cohorts in the electorate appear ill-
prepared for those responsibilities. A decade ago, the People for the
American Way (1989) called attention to the problem, and the recent
report by the National Association of Secretaries of State (1999) shows that
little has changed. We have work to do.

Notes

1. When we deal with university students, it is well to recall we are dealing
with America’s “best and brightest.” Hence, if these young people manifest polit-
ical indifference and ignorance, we see just part of a larger problem.

2. Scholars agree that picking the beginning and ending years for any birth
cohort is tricky (Mannheim 1952). The years used to date cohorts are taken from ear-
lier research (Bennett and Bennett 1990; Rahn 1998). Strauss and Howe (1997), on
the other hand, date what they call the “Millennial Generation” from 1982 onward.

3. The 1950s and 1960s were the “golden age” for political socialization
research (see, for example, Easton and Dennis 1969; Greenstein 1969; Hess and
Torney 1967; Jaros 1973; Jennings and Niemi 1974, 1981; Langton 1969; Niemi
1974; Sigel and Hoskin 1981; compendia by Conover 1991; Kinder and Sears 1985;
and Sears 1975; and collections of original research edited by Adler and Harring-
ton 1970; Bell 1973; Dennis 1973; Orum 1972; Schwartz and Schwartz 1975;
Renshon 1977; and Sigel 1965, 1969. Unfortunately, studies of how young people
acquire political attitudes and behaviors became rare after the political socializa-
tion field suffered seemingly devastating critiques, especially by Donald Searing
and his associates (1973, 1976). Happily, there is evidence of a renewed interest in
the field (see, for example, Niemi and Junn 1998).

4. The Pew Center succeeded the Times Mirror Center in January 1996. These
polls were released directly by the Center. I wish to thank Dr. Andrew Kohut,
Director of the Center, and the staff for their assistance. [ am responsible for all
analyses and interpretations.

5. Unlike the 1998 polls, which relied on telephone interviewing, the 1987
Gallup Poll was conducted in person. The sample had 4,244 cases.

6. Bennett and Bennett (1990, 110-115) develop the rationale behind these birth
cohorts.

7. Since others have found that these are among the most residentially mobile
segments of the public (Squire, Wolfinger, and Glass 1987), and mobility depresses
political interest (Converse with Niemi 1971), we have an additional insight on
apathy among the youngest members of the electorate.
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Service Learning and
Civic Education

Richard M. Battistoni

Quer the course of this semester | have become a citizen of New Brunswick. It could
be argued that I was a citizen here well before registering for the course, but I did
1ot feel as if I were one. Having taken the course, I now know why I felt as 1 did. A
citizen must play an active role in his or her community. A citizen must work for
change, and never accept the status quo — things can always be better. I am now
aware of what is happening around me. . . . [ now see the city differently. I'm no
longer scared walking to [my service site] — far from it. I feel like I know that small
portion of the city now. Now when I pass people in the street, some say hello to me,
and call me by name. Through my work ['ve gotten to know individual people, and
they've gotten to know me. I enjoy my community service. It has opened my eyes as
to the role I play as a citizen in my community.

The above quote is from a college student, but the sentiment underly-
ing it just as easily could come from a high-school or middle-school stu-
dent. My experience with service-learning programs at all levels has been
that when democratic citizenship is at the foundation of a community-
based service experience, students can come away with a better and more
critical understanding of their communities and their own roles as citizens
in them. My experience has also taught me, however, that the connection
between service and civic education is not automatic. Without careful
consideration of the substantive issues addressed and the pedagogical
strategies employed, students involved in service-learning activities may
come away as (or more) civically disengaged (as the evidence suggests most
are) than they were before participating in service-learning activities.

Challenges and Opportunities of Civic Education through Service
Learning

This chapter makes the case for service learning as an effective means
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to a more engaged and knowledgeable citizenry, but only if undertaken
with regard to particular political objectives of democracy. This argument
begins with the premise that democratic civic and political learning are
not innate, but the result of conscious and ongoing work by educators.
This premise — argued by Thomas Jefferson, John Adams, and George
Washington at the founding of the American republic, Alexis de Toc-
queville, Walt Whitman, and Horace Mann in the nineteenth century, and
john Dewey, Hannah Arendt, and Benjamin Barber in the twentieth cen-
tury ~ is that the rights, benefits, and structural processes of democracy
are incomplete, and cannot be sustained without the formation of civic
character and a rich civic culture. Attention to this premise is especially
important given our free market economy and private sphere of life,
which can readily entice citizens of a liberal democracy away from a vig-
orous civic life in the public sphere and toward individual concern for
personal wealth and happiness.

Democracy requires constant attention. Those who struggle for free-
dom need to learn that heavy burdens and responsibilities go with it. As
Jean-Jacques Rousseau, the political theorist of the eighteenth century
who inspired some of the earliest democratic revolutions in the Western
world, once wrote: “Freedom is a food that is easy to swallow but hard to
digest” (Rousseau {1772] 1972, 29). Freedom is hard work that must be
done by all of us, on a daily "asis. Democratic citizenship and the arts of
self-government are not thii gs we know innately. Like reading, writing,
and mathematics, they are qualities acquired through the learning
process. As John Dewey, the great twentieth-century philosopher of
democracy and democratic experiential education, reminds us: “Democ-
racy has to be born anew every generation, and education is the midwife”
(quoted in Morse 1990, 3).

It has been a fundamental mission of public schooling in the United
States to train youth in the theory and practice of democratic citizenship,
to form the civic character of young people (Cremin 1961). Educational
institutions are no less important today as the best institution available to
society as a whole to fulfill this civic mission. Most civic qualities cannot
be learned in private spheres like the family or workplaces, and while
these places and others, such as churches, voluntary associations, and the
media all play roles in young people’s civic development, it is schools that
provide that unique environment to balance the development of individ-
uality, autonomy, confidence, and knowledge with the strengthening of
the public self through dialogue (including dialogue with adults), deci-
sion making, and cooperative learning,.

Obviously, if we were confident that schools performed this function,
there would not be the kind of ¢ ;ncern over young people’s civic disen-
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gagement so clearly portrayed in Stephen Bennett’s chapter in this book.
“Crisis” as it is so often applied to American education, is a rash word;
nonetheless, there obviously has been erosion of our democratic civic culture
and the failure of our educational institutions to develop engaged citizens.

Over the past decade, many schools have attempted to solve the
problem of civic education through programs that place students in
community-based service activities. The National Center for Education
Statistics reports that “83 percent of high schools offer community-service
opportunities to their students, compared with 27 percent in 1984” (West-
heimer & Kahne 2000). Two years ago, the National Commission on Civic
Renewal’s report affirmed this strategy:

We believe that our schools should foster the knowledge, skills, and virtues
our young people need to become good democratic citizens [and] are
impressed with the ways in which well-designed community work care-
fully linked to classroom reflection can enhance the civic education of stu-
dents. (National Commission on Civic Renewal 1998)

Beyond the good intentions of school administrators and national com-
missions, a growing body of evidence — from political scientists practicing
community-based learning — strongly suggests that when accompanied
by proper preparation and adequate academic reflection, service learning
can be a potent civic educator (Farr 1997; Guarasci 1997; Markus et al.
1993; Mendel-Reyes 1997; Rimmerman 1997; Walker 2000). Of course, [
have often made this claim that citizenship education can be a powerful
foundation and outcome for service learning, based on my experiences
teaching courses on three different urban campuses. My students” own
reflections — as evidenced in the excerpt at the beginning of this chapter
and those scattered throughout it — indicate that a community service
experience connected to courses centered on education for democratic cit-
izenship can achieve the goal of educating young people about their
responsibilities in a democratic society, allowing them to think about
what it means to be a part of the multiple communities in which they find
themselves (Battistoni 1997a).

Having praised community service as a potent civic educator, a few
warnings are in order. The first and foremost one lies in the powerful cri-
tique of community service as being apolitical. After all, many students
actively involved in community service say that they have chosen service
as an antidote to politics. The annual Higher Education Research Insti-
tute’s “Freshman Survey” in 1999 reported record lows for almost all
measures of political interest or involvement, coupled with a record of
over 73 percent reporting that they had done community service in their
senior year of high school (Sax et al. 1999). The most recent survey com-
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missioned by the National Association of Secretaries of State (NASS) of
15-24 year-olds confirms the considerable disaffection from political life
and electoral politics among younger Americans and suggests that as
more young people volunteer, fewer see any connection between service
and political engagement, which continues to rank low in importance in
young people’s lives (National Association of Secretaries of State 1999).
Harry Boyte, perhaps the most trenchant of critics, has written that “com-
munity service is not a cure for young people’s political apathy” prima-
rily because “it teaches little about the arts of participation in public life”
(Boyte 1991, 765).

A second, related caveat lies in the pedagogical understanding that civic
learning does not automatically happen from a community service expe-
rience. Merely sending students out to do any kind of service in commu-
nities, with little opportunity for preparation or reflection, may indeed
reinforce ingrained attitudes in students, toward people as well as politics
(but for a qualified dissent, see Campbell 2000). As John Dewey under-
stood, the “discipline of experience” by itself may even be “miseduca-
tive,” and therefore must always be subjected “to the tests of intelligent
development and direction” (Dewey 1938, §9-90). A recent comprehensive
study of pre-college service-learning programs reported chilling findings
that only a few programs are structured to make connections between
community service and the values and skills necessary for effective dem-
ocratic citizenship, and the faculty and staff involved with these programs
cannot agree on what a good citizen does (Westheimer and Kahne 2000).

To be effective, we must constantly keep civic learning outcomes in
mind as we design service-learning courses and programs. This raises the
question: what do we mean by “civic education?” In response, we need to
distinguish between substantive, conceptual frameworks for civic educa-
tion, and the complement of skills and knowledge that a person should
possess to be an effective citizen. The conceptual question is critical, yet
sticky, wrapped up in issues surrounding fundamental values, lan-
guage/definitions, and tensions between personal or local and national
identities. Recent calls — as exhibited in national studies - for educators ta
re-engage students as citizens generally assume a unified language of
commonwealth, obscuring the realities and challenges of pluralism, both
of values and identity. Stucdents today are often suspicious of this lan-
guage, and do not see any inherent connection between their service
(often a local identity) and their role as citizens (a national identity, if a
positive identity at all). This can become complicated by the very use of
the language of citizenship applied to matters that have little to do with
civic education. In California, for example, public schools still give “citi-
zenship” grades on report cards based on a students’ neaimess, politeness,
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and passive obedience to school rules; moreover, “citizenship” as a legal
status places many teachers in the role of Immigration and Naturalization
Service agent. '

Even those political and social scientists intent on substituting a differ-
ent civic language create problems by insisting on a particular (and sin-
gular) language or conceptual approach to citizenship and civic
education. If only we would endorse one perspective, so the argument
goes, whether it be “communitarianism” (Etzoni 1993), “public work”
(Boyte & Kari 1996; Hildreth 2000), “social capital” (Putnam 1993; 1995),
or “strong democracy” (Barber 1984; 1998), we could more easily revital-
ize democratic civic practice in America. We need, however, to be open to
a greater diversity of perspectives about what it means to be a democratic
citizen. While political and other social scientists have a rich tradition and
language around concepts like democracy, citizenship, community, polit-
ical participation, civil society, and public affairs, we obviously do not
have a lock on these concepts, and given the evidence of declining politi-
cal participation, we may not be communicating it very effectively orin a
way that resonates with students.

The more we engage in narrow or rhetorical definitions of service and
citizenship, the more we may turn away young people. This calls at once
for all disciplines, which may have equally effective conceptual frame-
works, to join into the discourse around a multidisciplinary civic educa-
tion. To paraphrase a wonderful statement made by Vaclav Havel in one
of his first New Year’s Addresses to his nation, the public problems we
face as a people are such that require the collaboration of “well-rounded
people,” those informed by a variety of perspectives and conceptual
frameworks (Havel 1997, 9).

We must make room in our practices and in our curriculum for con-
versations where students name for themselves what it is they are doing
and its connections to community, citizenship, and democratic politics
(Morton & Battistoni 1995). In my experience, this means beginning with
students’ motivations, language, and philosophies around service, all of
which may be private or apolitical, and using politically oriented texts or
materials to determine whether a more civic or public language resonates
with their aspirations (Battistoni 1997a; Walker 2000). This may seem like
a monumental challenge, but the corresponding opportunity for educa-
tors is that the service-learning/civic education agenda may align itself
with other contemporary agendas in education, from problem-centered
learning to diversity' and multiculturalism, to non-service-based experi-
ential learning, to structural school reform or alternative (for example,
outcomes- or competency-based) assessment.

But beyond the conceptual framework for understanding what it
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means to be a citizen in a democracy, we must also be able to make con-
nections between service learning and the development of students’ con-
crete civic skills. In looking at central skills necessary for effective
citizenship, I will focus on three general areas: intellectual understanding,
communication and public problem solving, and the development of civic
judgment and imagination.

Intellectual Understanding

As with other areas of the curriculum, intellectual understanding
comes first in civic education. In 1893, for example, a “Committee of Ten”
leading American educators produced a report which said the chief pur-
pose of education was “to train the mind.” The main thrust of effective
education at all levels is cognitive development.

The “thinking citizen” is certainly an important aim of civic education.
We want to develop citizens who can use a variety of methods, theories,
and models to examine the world and evaluate facts to reach conclusions.

Service learning can enhance the development of students’ critical
thinking skills, and experiences in the community can reveal challenges to
their cognitive assumptions on human nature, society, and justice. Stu-
dents’ ability to analyze critically is enhanced by confronting academic
ideas and theories with the actual realities in the world surrounding
them. For example, I have placed students in service experiences to work
with guests in homeless shelters, and they have reported such positive
outcomes as their capacity to put a face on “the poor” and to test theories
about poverty, public policy, and democracy against actual observations
and the real-life stories of those with whom they interacted in the shelters.

Communication and Problem Solving

Intellectual understanding, while essential to democratic citizenship,
must be accompanied by “participation skills” — those of communication
and problem solving — that can be developed through service learning.
Alexis de Tocqueville laid out clearly the argument for participation in
community-based organizations as essential to maintain democratic insti-
tutions and to educate people for citizenship. He argued that in democra-
cies, “All the citizens are independent and feeble; they can do hardly
anything by themselves, and none of them can oblige [others] to lend
their assistance. They all therefore become powerless if they do not learn
voluntarily to help one another.” Participation in civic associations edu-
cates people to overcome this powerlessness and isolation, since through
this participation members of associations learn “the art of pursuing in
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common the object of their common desires” and of “proposing a com-
mon object for the exertions of a great many and inducing them volun-
tarily to pursue it” (Tocqueville [1835] 1945, 115). More recently, Robert
Putnam (1995, 2000) has echoed Tocqueville’s argument, lamenting the
decline in voluntary associations and the subsequent loss of “social capi-
tal,” the foundation of our democracy.

To be effective, students’ participation in community-based organiza-
tions should be accompanied by educational efforts aimed at “thickening
those bonds of connectedness” formed by such participation with adults
in civic associations (Campbell 2000). For example, students doing service
work in a community-based organization can be given academic assign-
ments that require them to learn more about the organization’s operation
and interactions with the community and with government (including
interviews with staff and board members), as a way of deepening their
understanding of the role of civic or not-for-profit organizations in Amer-
ican public life. '

Communication skills are essential to effective civic participation. In
addition to clear thinking about public matters, democratic citizenship
involves the communication of our thoughts and actions, both vertically,
to our leaders and representatives, and horizontally, to our fellow citizens.
Speech, argument, and persuasive communication are all important ele-
ments of democratic literacy.

Perhaps even more important is the lost art of listening. In a democ-
racy, citizens need to be able to listen to each other, to understand the
places and interests of others in the community, and to achieve compro-
mises and solve problems when conflict occurs. The overriding images of
our democratic culture tend to involve talkers; great communicators like
Thomas Jefferson, Daniel Webster, Martin Luther King, and Ronald Rea-
gan; representatives giving speeches or talking on C-SPAN; or lawyers
persuasively arguing in the courtroom. Perhaps the truer image of democ-
racy exists on the other side of the courtroom, among the members of the
jury, both listening to the arguments and testimony and to each other in
deliberation. An effective congressional representative delivers persua-
sive speeches on the House floor, yet he or she also listens carefully to con-
stituents at public hearings. Effective civic education must involve the
development of the ability to listen as part of communication skills.

Service-learning programs that employ appropriate and varied reflec-
tive strategies heighten students’ communicative abilities. Through
reflecting on their service experiences, students are called upon to give an
account of themselves and their thoughts in classroom discussions, in oral
or artistic presentations, and in their writings (Battistoni 1997a, 95-96). In
addition, the community service experience itself can teach students to
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listen to the stories and needs of others. When tutoring, visiting an elderly
person, serving overnight in a homeless shelter, or doing an oral history,
our students learn, in a tangible way, the art of listening. But once again,
for these skills to be most effectively developed, time and effort must be
spent in structuring both the service experience and that of the classroom
to maximize student dialogue and listening opportunities.

The other “participation skill” I stress is the ability to identify and solve
public problems. Too often community-service and service-learning pro-
grams overemphasize the service activity, leading students to conclude
that their service is both the problem (what service to perform, how to
organize it) and the solution (to larger social problems). Consider the
infamous example of the student who reported that her service experi-
ence was so meaningful that she hoped her children would have the
opportunity to work in homeless shelters. This example reminds us that
service is not an end in itself (Chi 1999, 227). Only when service leads stu-
dents to examine the underlying issues beneath their community work to
identify concerns/problems, and then to explore with fellow citizens pos-
sible solutions to these public problems, have we done our best to make
service an education for democratic citizenship. A former student of mine
made this point clearly in a written assignment:

Community service is nothing new to me. I've always done it whole-
heartedly and thought of it as something useful and necessary. However, [in
this class] I began to realize that helping individuals is only part of the solu-
tion. The scope of the problem was wider social problems, economic prob-
lems, social neglect and apathy, political neglect; and without addressing
these, nothing could fix the problems individuals face.

As an example of the kind of curricular assignment that would support
public problem solving, I have asked students serving at an organization
or school to identify the “central public problem” to which the organiza-
tion/service site has been developed to respond, to state the problem, and
to investigate the causes and consequences of it, and the possible
responses to it. What I have found is that a public problem statement/
research assignment serves to get students thinking about the larger polit-
ical and policy dimensions of the service they are doing, and enhances
their critical thinking and imagining skills. I have seen students come to
the jarring realization that their identification of the public problem,
which the organization is designed to address, differs from the organiza-
tion’s own definition of the central problem. Other students have done
research that reveals alternative approaches to tackling the problem from
those taken by the organization in which they are serving, also something
that promotes the kinds of critical civic skills we need to engender in stu-
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dents. But [ am not alone in thinking this way: the Westheimer and Kahne
study (cited above) found “compelling evidence that when service expe-
riences are combined with rigorous analysis or related social issues, stu-
dents do develop attitudes, skills, and knowledge necessary to respond in
productive ways.”

Problem solving can go beyond the content or assignments in a service-
learning class. In my experience, students have learned public problem-
solving skills in the context of working together to make their service
placement more meaningful and/or more aligned with their abilities and
interests. In countless situations, I have witnessed students, working in
teams, having to work through problems at their service sites, problems
of organization, effective use of their time, or creative programming. For
example, students working in an after-school program complained about
their relationships with site staff and their “not being effectively used.”
They met with the program director and developed an alternative struc-
ture that allowed them to interact more with program staff and plan after-
school activities of their own for the children. This experience in problem
solving at their community service site enhanced not only their work that
semester, but also their civic capacity. Other students have learned simi-
lar lessons about problem solving through “participant observation,” -
watching others at their placement sites work together to solve common
concerns. One of my students wrote:

Service allows you to work closely with people towards a common,
respectable goal. When a group works together towards a common good, it
inevitably becomes closer, even if the group is diverse. Working at {my
service site], I've seen people of all ages, all races, religions and financial
status befriend each other and work successfully together.

Both the service activities and the service-learning program should be
organized so that public problem solving will be one of the outcomes.
This is best done by organizing students into service “teams” (where col-
laborative learning pedagogies can be employed), as opposed to individ-
ual placements, and by giving students an active role in the design and
structure of the school’s service-learning program itself (Barber & Battis-
toni 1993; Battistoni 1997, Wade 1997).

Civic Judgment and Imagination

A service-learning program aimed at civic education should develop
students’ civic dispositions associated with public judgment and imagi-
nation. Civic judgment is the ability to apply publicly defendable moral
standards to the actual life and history of a community. A citizenship-
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oriented s¢ ice-learning program can develop capacities for public judg-
ment, bec..ase the practical experience students gain through their com-
munity involvement allows them to set and reset their standards of
judgment, and it may cause them to modify their political judgments in
reaction to the world they observe and the people with whom they inter-
act. Two of my students wrote:

I think this class has really opened a lot of people’s eyes to what they are
like, and what their communities are like. I also think it has made people
more aware of the different perspectives we all have. It is an incredible feel-
ing to be able to see things from a different perspective. I learned a lot more
about the views which I differ from. And in fact I have changed some of my
previous beliefs after reading, hearing, and experiencing the “other side.”

These two excerpts suggest that students emerge from a quality service-
learning experience more open and tolerant (see Walt Whitman Center,
1996, for further evidence with respect to religious and racial tolerance).
But beyond enhancing civic dispositions like openness and toleration,
service learning can encourage the crucial civic competence of imagina-
tion, which involves the ability to think creatively about public problems.
Moreover, to put oneself truly in the place of others requires more than
mere tolerance; it requires imagination. Imagination is also present in the
ability to project and embrace a vision for the future, to think about one-
self and one’s community in ways not tied to the past, to dream things
that never were and say, “Why not?”— as George Bernard Shaw put it. Stu-
dents imaginative abilities can be enhanced through service learning by
enlarging their sense of who they are and enabling them to use their imag-
ination to join together in working toward a common goal with people
who have different backgrounds, values, and life stories.

Four Constituents of Civic Education through Service Learning

I'have tried to make a case for service learning as a vehicle to civic edu-
cation. A properly designed service experience can be civically transfor-
mative, because students are immersed in a community setting,
potentially working with an organization or a school on an issue of pub-
lic dimensions, working with people coming from different backgrounds
or with different initerests in the issue. It offers, in a way that classrooms
or traditional texts cannot, a tangible context for exploring and under-
standing the very issues of public concern that give rise to the needs for
community service. Under optimal conditions, experiential education in
the form of service learning is a powerful pedagogy that reaches beyond
teaching and learning to recognize that “democracy is a learned activity
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and that active participation in the life of a community is a bridge to citi-
zenship” (Saltmarsh & Hollander 2000). But what are the optimal condi-
tions under which service learning can translate into civic learning? Here,
both substantively and strategically, it is most useful to regard the com-
munity service connected to any civic education-oriented learning as one
of the central “texts” (for a good definition of “service as text,” see Mor-
ton 1996). The metaphor of “service as text” creates its own set of condi-~
tions, for each of the four constituents of any well-grounded
service-learning program: students, faculty, school program as a whole,
and community partners. I will look at each in turn.

Students. For service learning to work optimally as a vehicle for civic
education, students need to dig deeper in their reflection on the service
experience, beyond how they feel or what they are doing or the charitable
motivations behind what they are doing to the “civic” or “public” dimen-
sions of their work. This means that they need to critically examine their
experience as they would any other “text” in a classroom setting. This is
something that can be difficult for students, many of whom want to do
service to avoid critically analyzing or reflecting, particularly in terms of
“civic awareness” or “democratic practice.” They want to act, to make an
immediate difference. Fighting this inclination is important, because in
addition to being primarily apolitical in their orientation to service, young
people also tend to be anti-institutional. Many of the young people I work
with initially view service as a direct, and therefore preferable, form of
intervention into a problem or situation. They are not inclined to consider
the organizational structures or imperatives (and therefore, the power
structures) within which all citizens must work. And yet, without consid-
ering the organizational “text” and “context” of their service work, they
will certainly be less effective citizens (Hildreth 2000).

Faculty. Like students, faculty need to regard the service experience as
a “civic text,” with all that encompasses. This means that both the process
and the substance of the service experience needs to be pre-examined to
make sure it can be “mined” for civic themes. I am a firm believer that not
just any service experience will do if one seeks democratic civic learning
outcomes. As with any text, faculty should choose the kind of service
attached to such a course intentionally, with a view to enhancing the polit-
ical content of the course. Opportunities for students to work in political
campaigns or with political parties, with public agencies, or in commu-
nity organizing or community development might be the most conducive
to drawing forth civic lessons from students. But there are also examples
— like the Public Achievement program featured in this monograph, the
Constitutional Rights Foundation’s “Project ACT” (Clark et al. 1997), or
my “civic organizational research” project mentioned above — where service
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that is not directly “political” can offer rich civic learning opportuni-
ties. Beyond the selection of “politically rich” community-based service
experiences, faculty should structure their courses more consciously to
allow for structured opportunities for students to critically reflect upon
the political aspects of the “text” that is their service work, as well as the
civic nature of the other, written “texts.” Additionally, faculty using a
community-based experience as a “text” need to be familiar with the lived
service text, as they would any written text, which calls for greater
engagement in the community partnership than we typically see in service
learning - at least understanding the dimensions and complexities of
students’ service, so as to be able to ask the right (for example, civically
oriented) questions in class or in written assignments. Finally, teachers
incorporating community service into a “civic education” curriculum
need to pay attention to their pedagogy, making sure that it enhances
democratic civic practice (for a more extensive discussion, see Battistoni
1996).

The School/Program as a Whole. I have already spoken about the need
to have students involved in the design and management of the school’s
service-learning program as a whole. Students should play an active role
in planning the program and serve as leaders in it not only because stu-
dents have good ideas and can recruit and organize other students, but
also because active participation in service learning can help students
learn the lessons of democracy (for a more extensive argument, see Bat-
tistoni 1996). This argument also applies to giving students greater
involvement in school-wide decisions more generally. In addition, an
emphasis on education for democratic citizenship should cause any
school to reexamine its relationship with the larger community. This begs
the question: does the school as a whole act as a good instititional citizen
in the larger community? Does it approach the community as a “partner
in education” rather than a set of clients to be served? Partnership under-
scores interdependence and helps create an understanding of community
—not as those with problems but as the group to which we all belong. The
community comes to be seen as “text,” and neighborhoods reciprocally
gain the opportunity to reclaim their schools as centers of the community
(Lappe & Dubois 1994). At the very least, the school must exhibit a com-
mitment to provide a positive orientation to the community and to the
particular organization with which the students are working. This allows
students as well as community partners to see the civic value in what is
going on.

Community Partners. Too often I have seen service-learning programs
let community pariners off the hook so to speak. They make sure the com-
munity’s need is articulated in setting up the service activity, but they
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basically treat the organization as a “placement site,” rather than as a real
pariner in education. And many community partners have neither the
time nor the interest to serve as co-civic educators for that might require
understanding the learning outcomes sought by the faculty/students and
trying to meet those substantive interests. Or it might require opening
themselves up to questioning, like whether the “expert-client” nature of
the organization’s operation is in keeping with its democratic or civic mis-
sion, or whether this community-based organization - literally as well as
figuratively — really represents the community being served. This kind of
commitment on the part of comrnunity partners is not an easy thing to ask
for. But if service learning is indeed reciprocal, we have to hold all con-
stituents — including community-based ones — accountable to the mutual
interests in long-term collaboration.

Concluding Thoughts

Service learning can be a particularly effective method of civic educa-
tion, if we pay attention to the democratic political outcomes we seek in
the design of our programs, curriculum, and pedagogy. “Paying atten-
tion” in the specific ways I suggest may seem like a lot to ask of all
involved. At the very least, it means paying attention to the two critical
“warnings” or conditions discussed above.

The first is my plea to incorporate a diversity of perspectives about
what it means to be a “democratic citizen.” Narrow or rhetorical defini-
tions of service and citizenship are inadequate to the task of inviting into
a public dialogue and public life the people, especially young people, who
have walked away. In our thinking about the relationship between the
individual self and the community, we need to draw upon all perspec-
tives, including those of young people themselves. And we must look
closely at the kinds of skills young people need for effective citizenship -
some of which I've suggested above — and the connection of these skills to
service-learning content and pedagogy. All of this argues in addition for
new ways to evaluate or measure the “civic impact” of participation in
service learning.

Secondly, we must keep in mind my earlier point that service alone
does not automatically lead to engaged citizenship; only if we consciously
construct our programs with the education of democratic citizens
(broadly understood) in mind can service learning be one of the vehicles
by which we reinvigorate our rapidly deteriorating public life. I have
attempted here to make suggestions about how we might rethink our
practices in line with outcomes focused on civic engagement and democ-
racy. These suggestions about “optimal conditions” may be difficult to
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achieve. But if we truly care about the civic and democratic outcomes of
our service-learning practices, there is no other way to get there but to
intentionally rearrange our practices with these outcomes fully in mind.
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Service Learning and Civic
Education in the Schools:
What Does Recent Research Tell Us?

Mary A. Hepburn

We are a nation founded upon active citizenship and participation in connunity
life. We have always believed that individuals can and should serve. . . . Service,
combined with learning, adds value fo each and transforms both. Those who serve
and those who are served are thus able to develop the informed judgment, imagina-
tion, and skills that lead to a greater capacity to contribute to the common good.
— Preamble to the Wingspread Report, Principles of Good Practice for
Combining Service and Learning (Honnet and Poulsen 1989)

The Wingspread Conference on service learning, cited above, helped to
launch an era of high interest in utilizing community experiences to
enhance citizenship education in American schools. Everywhere today
educators hear and read the call for student service in the local commu-
nity as a means to learning civic responsibility. Community service as part
of schooling is advocated widely as more effective in civic education than
relying solely on classroom instruction and textbooks.

Many teachers have reported lethargy and outspoken indifference by
students when it comes to the study of government, public affairs, and
civic life in traditional social studies courses. Recent national research
supports these impressions. A study by the National Association of Secre-
taries of State (1999) reported that participating in public life, including
voting, politics, and community activities, was rated very low in the inter-
ests of young Americans. Other studies (Mann 1999; Sax, Astin, Korn, &
Mahoney 1998) provide evidence that young Americans are showing
more interest in volunteering and service than in the 1980s, but their per-
spective has been individualistic and notably apolitical. Young people
express an interest in helping others, but they generally have not viewed
such activity as related to public needs and public political institutions.
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The current student interest in volunteering may provide an educa-
tional means for young people to link civic and political life to voluntcer-
ing and service. Advocates of service in education claim that when
students find the linkage between courses in schooi and the needs and
problems of the community, they will become more involved in both. Ser-
vice learning offers a way of countering students” perceptions that there
is no connection between “real life” and what they study in civics classes
(Barber 1992; Hedin 1988; Task Force on Civic Education 1997).

What are the educational objectives that supporters of community
service in schooling have in mind? Some proponents of student service in
the community envision improved personal growth of students such as
increased caring, altruism, and self-esteem, with good relationships
between the school and the community as desirable by-products. How-
ever, for the political science, social science, and social studies teachers,
who are the nation’s civic educators in schools, community service learn-
ing has goals beyond motivating personal kindness in the society; service
is viewed as a powerful means to boost knowledge of civic affairs and
encourage greater participation. Service learning is advocated in social
studies as a promising method by which young people will develop an
awareness of civil society, civic identity, interest in the common good, and
the beginnings of engagement in community life. Further, it is extolled as
a practical instructional means to boost knowledge of civic affairs and
civic skills and encourage greater participation (Battistoni 1997; Hedin
1988; Hepburn 1997; Kahne & Westheimer 1996; Kraft 1996, Shumer &
Belbas 1996; Wade & Saxe 1996; Yates & Youniss 1996; Youniss, McLellan,
& Yates 1997).

The theoretical basis of community service goes back to the writings of
educational philosopher John Dewey (1916; 1938), who argued that
school instruction should not be isolated from life experiences. Dewey’s
principle of interaction is to strengthen learning by bringing student
inquisitiveness and the formal instruction that takes place in the class-
room into interaction with the external environment of community activ-
ities. Such interaction can provide a training ground for civic education in
democracy - involving the role of citizen groups in the community, the
government, and public social and economic policy concerns. The idea is
to move beyond just reading and talking about democracy to participat-
ing in it. A school curriculum that involves students in community work
is considered to have the potential of increasing interest and insight into
civic matters. Further, public service may be a vehicle for developing and
honing skills of deliberation, communication, and participation related to
community life (Barber 1992; Battistoni 1997; Hepburn 1997; Seigel &
Rockwood 1993).
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What Types of Service Are in the Schools?

Two terms are prominent in the literature about student service and
volunteering: community service and service learning. How do they differ?
Community service is broadly used to describe all types of service includ-
ing individual and organized volunteer work that is not part of the school
curriculum. Community service may be encouraged, arranged, and even
required by the school, but it is not connected to school course work. Ser-
vice learning is a particular form of community service that is curriculum-
based. Service learning incorporates service in the community into school
course work. The service experience is related to learning objectives in the
curriculum, and it is connected to classroom studies by written activities
and discussions.

How widespread is service learning in schools? Since the mid-1980s
the numbers of school students participating in some type of community
service is estimated to have increased about 36 percent (Shumer & Cook
1999). A recent survey by the National Center for Education Statistics
(Skinner & Chapman 1999) found that 83 percent of high schools and 77
percent of middle schools in the United States had students participating
in community service activities. But only 46 percent of high schools and
38 percent of middle schools had students in service learning programs.
The National Service-Learning Clearinghouse reports that more than 6

million high school students and more than 5 million middle school stu-

dents are participating in some type of community service. Only about
half of these students, however, is actually involved in service learning.
These data reveal that though student service activities are widespread,
there have been far fewer students involved in the type of service that is
part of an organized school course and combines in-school and out-of-
school learning experiences. However, the numbers of students in cur-
riculum-connected service are gradually increasing. Support from Learn
and Serve America grants from the Corporation for National Service,
along with assistance from state and private sources, has been guiding
school programs away from unstructured community service toward
curriculum-related service learning (Shumer and Cook 1999).

Designing Service-Learning Programs: What Is Needed to Make Them
Work?

The last decade produced a large body of research on service learning
programs in schools. It offers insights into the several attributes of effec-
tive service-learning programs that can assist educators in designing ser-
vice courses to improve civic education. The research also provides an
awareness of issues and problems that can arise. Among the features that
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have been found essential to a good service-learning program are (1) inte-
gration of student service into the content and activities of a school
course; (2) planned periods of reflection on the service experience; (3) a
long enough time in the service work; and (4) faculty, student, and com-
munity involvement in planning the program.

Service Integrated into the Civics Curriculum. Students gain more
from service in the community when their service is carefully tied to a
course or courses in the school curriculum and the service experience is
clearly connected to the course content (Hedin, 1988; Raskoff & Sundeen
1998; Seigel & Rockwood 1993). Civic education service experiences,
therefore, should be planned with well-thought-out learning objectives
that fit the content of a course and unit of study and specifically address
civic education. The service part of the course supplements and enriches
the curriculum. Academic content and pedagogy - the readings, class-
room lectures, and discussions - provide students with a knowledge
framework that relates to their service. Then during and after service, stu-
dents can interact by reviewing field experiences and relating them to
classroom learning. The classroom experience, when related to service in
the community, can build civic knowledge and develop students’ skills in
problem solving, communication, negotiation, and social action. Student
service, however, is too often focused narrowly on improving the stu-
dents’ personal feelings of relevance and belonging in the community. If
educators do not move instruction beyond personal development to an
interest in participation and meeting the community’s needs, then service
is unlikely to’contribute to civic responsibility, and students may fail to
interpret that responsibility in terms of participatory citizenship (Niemi et
al. 2000; Raskoff & Sundeen 1998; Rutter & Newman 1989).

Thus far, in only a few researched school programs have students
learned civic participation as a means to influencing public policy, and
few programs have resulted in students’ gains in attitudes of political effi-
cacy or inclinations toward citizen action (Boyte 1991; Conrad & Hedin
1991; Cowan 1997; Eyler & Giles 1997; Riedel 1999; Rutter & Newman
1989). While service learning has the potential for increasing students’
intentions to be informed, to be active, and to vote, the educational pro-
cedure requires that the service assignment be related clearly to political
processes. It must generate an awareness of the ways in which citizens
can be involved in public policy decisions. Such service work might be in
local government agencies, organized advocacy groups seeking environ-
mental or political change, or the prevention of change in the locality.
Zoning, land use, housing, and traffic issues offer high-interest learning
experiences on how various groups in a local community can influence
policies. The specific type of service makes a difference in how effectively

9

Cr




Service Learning and Civic Education in the Schools 49

learning objectives can be met. To build attitudes of political efficacy and
civic involvement, the service and related curriculum content should
include government, political issues, and/or social action (Hamilton &
Zeldin 1987; Kim, Parks & Beckerman 1996; Yates & Youniss 1996). Teach-
ers have to prepare students to develop skills of listening, application,
interaction, and judgment on the service site. Back in the classroom, they
can further deliberate and discuss the public context and community
issues surrounding their observations and work experience. Thus they tie
together the two worlds of learning. In the form of civic education, which
integrates classroom and community experiences, teachers both teach
about democracy and assist students in taking part in “the practice of
democracy” (Seigel & Rockwood 1993, 69).

The Importance of Reflection. After evaluating eight school service
programs more than a decade ago, and finding they had little effect on
students’ sense of civic responsibility, Rutter and Newmann (1989, 373)
made a strong recommendation that future service-learning programs in
civic education include reflective seminars focused on issues of “social
responsibility,” how to improve “the common good,” and “opportunities
for meaningful political participation.” Numerous subsequent studies of
service-learning programs in secondary schools have pointed to the great
importance of planning and providing for students systematically to con-
template their service experience and its implications (Wade & Saxe 1996).
For example, a study of a high school internship service-learning program
that included teaching about local government and citizenship, partici-
pating in periods of reflection, using written journals about service-
learning experiences, and participating in student seminars was found
effective in generating Jearning gains (Hamilton & Zeldin 1987). A study
of African-American high school juniors in a service-learning course
found that reflective writing helped the students to think beyond their
particular experience and to reflect on broader societal issues about social
justice, poverty, health costs, racism, and housing (Yates & Youniss 1996).
A study of both high school and middle school service learning compared
the outcomes for students who had no reflective activities with those who
did (Blyth, Saito & Berkas 1997). Over time, students in service who did
not have reflective sessions expressed less responsibility toward civic
involvement, toward the environment, and toward serving and helping
others. They also found evidence that the students who had a systematic
reflective experience in the classroom became more disengaged from
school than the others.

The reflective component to service is usually structured into the
course by requiring that students keep a journal about field experiences,
take part in group discussions, and write short commentaries or term
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papers (Kraft 1996; Shumer & Belbas 1996). One review of reflective activ-
ities reported by teachers in ten service-learning programs found that the
large majority (91%) of the teachers used group discussion, and a major-
ity also used written reflection (72% papers, 62% journals) as well as
applied projects (53%) (Blyth et al. 1997). Studies show that individual
reflection and group discussion encourage students to think analytically
and critically about their service and the issues.associated with it. These
teaching methods also give students opportunities to review what they
have learned in the classroom in contrast to what they have seen and done
in the community. Reflective activities prompt students to think, write,
and talk about their observations, work, and concerns. But such contem-
plation and discourse usually does not “just happen” among the students.
It has to be designed by educators into the total process of learning by
students. The result of this reflective experience is provision of feedback
about experiential activities that benefits students and informs teachers,
school administrators, and community cooperators about the quality of
service learning and civic education in their schools.

Length of Service Time. The duration of the service expenence is sig-
nificant. Very short periods of service appear to have little or no effect on
students. Service that has a longer time period and averages more than an
hour per day is more effective in achieving both personal and civic
responsibility (Shumer & Belbas 199%). Students need enough time in the
community to learn about the civic process involved and to form ideas
about public problems and solutions. In a study of data from more than
4,000 students in grades 9-12, Niemi, Hepburn & Chapman (2000) found
that short periods of service contributed little to learning. A minimum of
35 hours of regular sustained community service was associated with
gains in students’ political knowledge, participatory skills, and feelings of
understanding politics. Studies of college students in service-learning
courses have also indicated that programs of brief duration (such as ser-
vice during holiday breaks) showed little or no effect. At least one or two
semesters of regular service work in the community were needed to
develop skills and attitudes needed for responsible and effective partici-
pation in civic and political life (Eyler & Giles 1997).

In a comparison of pre-tests and post-tests of secondary school service-
learning programs, mostly in ninth-grade classes, students who partici-
pated more than 40 hours showed greater increases in attitudes of social
responsibility and civic involvement than those who served for less time
(Blyth et al. 1997). In another study, which was the final evaluation in a
two-year study of the effectiveness of selected Learn and Serve America
school-based programs, the impact on the students tended to fade in the
year following the initiation of service participation, except for students
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who continued organized service. This longer term of service was related
to positive effects on educational attitudes and school performance (Mel-
chior 1998). Overall, the research indicates that when social studies/civic
educators design a student service-learning course, the field activity
should extend for at least a semester with approximately five or more
hours per week so that students have at least 35-40 hours in the field.
Even better would be a two-semester program with twice as many hours
of service in the community.

Faculty, Student, and Community Involvement. Teacher preparation
and planning is essential to a well-designed service-learning course.
Indeed, studies have shown that most programs are initiated either by
innovative teachers or administrators who have become interested in
using the community for learning. Professional development opportuni-
ties provide some incentives for teachers. Grants and stipends are often
available to initiate this teaching approach, and there frequently are
opportunities to work with colleagues to study change and report the
observations to other educators at professional meetings. In many cases,
teachers who lead the service-learning program receive recognition from
the community (Gulati-Partee & Finger 1996; Shumer & Balbas 1996).
Teachers often decide to obtain or develop instructional materials that are
applicable to the local community and appropriate for preparing their
students for service, so advance time is needed by teachers to prepare for
the integration of service into course work. For instance, a hands-on elec-
tions education program initiated in the St. Louis public schools reported
that the first necessary steps for their service program were orientation
and planning sessions for teachers (Kim et al. 1996).

Student interest and effort is central to the success of service learning.
Students sense quickly that service in community agencies makes their
role in learning about civic institutions and participation much more
active than in traditional classes. If their service is long enough and allows
for reflection on their experiences, then students are likely to see that their
community activity is pivotal to the course. Students can be made part-
ners in service projects if they are involved in the planning stages with
teachers, administrators, and representatives of the community to deter-
mine how and where the community can be served and just how their
particular assignment can contribute to the public good. And when stu-
dents feel an “ownership” in the service program, they are more likely to
pursue their work with pride and enthusiasm. Likewise, some responsi-
bility in review and evaluation helps them understand how to make a dif-
ference in the community (Blyth et al. 1997; Gulati Partee & Finger 1996;
Schwartz 1987).

To assure that service learning is understood as more than volunteer-
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ing and more than individual assistance and to emphasize its public con-
tributions, the community agencies must be treated as partners in service
programs. When service work is understood as a means to develop civic
skills for living in a democracy, community leaders and community agen-
cies/organizations must have a role in planning and final review. For
example, evaluation of the Learn and Serve America programs (Melchior
1998) showed that community agencies overall expressed satisfaction
with student workers; 90% of the agencies said that students had helped
the agency improve their services to clients. Student participants had pro-
duced services that were valued at nearly four times the cost of the
service-learning programs.

Students get into their service projects by taking part in initial prepa-
rations that begin in the classroom; however, it is in the community where
students learn to work cooperatively with others and develop a civic con-
science (Lisman 1998). Overall, service learning in schools benefits from
cooperative planning and arrangements. Research shows that effective
civic service is a two-way street (Blyth et al. 1997). Teacher and students
must rely on support from school administrators and the public, and in
turn school and community leaders need to receive feedback from stu-
dents and teachers about the progress and exigencies of service programs.

Making Sense of Service: Rationale, Case Examples, and Issues from
Research

For civic educators who would organize and activate a program of
service learning, it is essential to have a tested rationale, case examples
that illuminate the process of civic education, and an awareness of key
issues that can arise. Recent research offers all three.

Rationale. A study analyzing national data on political participation
by voting-aged adults tested the relationship between political activity
and political knowledge to determine if there is a connection between
experiencing political activity and level of political knowledge (Junn
1991). The researcher found a reciprocal relationship supporting the the-
ory that “participation and political knowledge feed on one another”
(Junn 1991, 197). As people gain more knowledge of government and pol-
itics, they are more likely to participate; and when they participate politi-
cally, they gain more political knowledge. She concluded that
“individuals gain cognitive skills or knowledge from their experience
participating in the political system, and taking part in political activity
enhances the level of knowledge individuals have of their government”
(Junn 1991, 208). The reciprocal connection found in this study provides a
strong incentive for high school programs that combine service in politi-
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cal institutions and organizations with courses in the civics curriculum. It
suggests that students’ service experiences in government and commu-
nity politics will increase civic knowledge, and, in turn, will accelerate
their inclination to participate.

The knowledge-service connection also receives support from results
of the latest National Assessment of Educational Progress in Civics
(Lutkus et al. 1999). Among the twelfth-grade students tested, 58% had
done community service work during the past year. Twelfth-grade stu-
dents who did volunteer work in their communities had significantly
higher civic knowledge scores than those who had not (Lutkus et al. 1999,
101).

The rationale for community service in high school is given convincing
support by a synthesis of several research inquiries into the effects of the
participation: of students in organized school-community activities con-
ducted by Youniss, McLellan & Yates (1997). They analyzed five studies of
the civic behavior of adults in relationship to their participation as youths
in student government, community-based projects, 4-H, social service
clubs, and other organizations during high school years. Adolescent
involvement in the school community and the larger community had a
bearing on later-life polifical interest and participation. The researchers
found consistent evidence that participation in organized groups during
high school contributes to the development of a civic identity that contin-
ues into adulthood and mediates civic engagement. Of particular interest
to civic educators is a study by Verba, Schlozman, & Brady (1995) that
found adult political participaiion to be strongly related to student
involvement in high school government, clubs, and interest groups
(excluding athletics). They found that high school can provide practical
hands-on experiences, which train young people for civic participation as
they learn forms of political discourse and consider differing points of
view; and for those students who get this experience, it makes a difference
in their adult lives. Community service that connects young people to the
polity will help them gain civic identity. “Instead of thinking of society as
determined by impersonal forces, youth recognize that their agency gives
them responsibility for the way society is and for the well-being of its
inembers” (Youniss et al. 1997, 625).

Case Examples. While broad-based studies linking active and abstract
learning offer highly encouraging findings for development of service-
learning programs, research on particular cases is also needed to provide
insight into management of the experiential civic learning process. One
example is found in the positive results of a study of a high school civics
course with a local government internship program (Hamilton & Zeldin
1987). Using pre- and post-tests, the researchers compared the students in
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the internship program with a comparable student control group that did
not have the experiential component in their studies. The internships in
local government had two objectives: to teach about local government
and to encourage interest and participation in civic affairs. Along with the
service work, the internship course included some classroom instruction
and interaction sessions between the students and local government pol-
icy makers. The students kept journals that were used in reflective activi-
ties, which the researchers observed were important to the learning
process. At the conclusion of the semester, significant gains were found in
the student interns” knowledge of local government. Using measures of
subjective political competence and perceived institutional responsiveness,
researchers also found positive changes in students’ attitudes about their
own capacities to influence political decisions as well as their perceptions
of the likelihood that civic institutions would be responsive to citizens.

A more recent study (Riedel 1999) reveals that service learning in civic
education is shaped by a school climate generated from faculty and
administrator perceptions of service and its civic purposes. Riedel studied
service-learning programs in six classes in four Minnesota high schools (3
public schools and 1 private school). He assessed the citizenship norms on
which the programs were based and the effects of the service experience
on participants’” perceptions of citizen obligations. The researcher
reported that the understandings of citizenship and the expectations for
the service programs were different for each of the classes. Perceptions of
the role of service learning in education appeared to fall on a broad con-
tinuum ranging from personal charity to activism in social-political
change. Students in the private religious school class, who were encour-
aged to participate in seeking solutions to social and political problems,
were more engaged in the political process. In one of the public school
classes, citizen action was emphasized by the teacher, and these students
were more engaged in the community politics related to their service.
Educators leading the other four classes were more inclined to emphasize
personal service rather than public commitment, which also made a dif-
ference in expectations. Riedel’s work suggests to us that when planning
service-learning programs for civic education, teachers and administra-
tors should examine their understandings of the meaning of civic obliga-
tion and openly discuss the need to better educate students for active
citizenship.

Issues. Among the issues raised by planning, observing, and evaluat-
ing school service learning are questions of the most effective grade level
for beneficial community experience, the extent of outreach to students,
and its cost effectiveness. Are experiential civics programs equally effec-
tive at both middle and high school levels? One study suggests not.
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Research on selected school-based programs initiated under the aus-
pices of Learn and Serve America evaluated service learning in seven
middle schools and ten high schools across the country for the final report
to the Corporation for National Service (Melchior 1998). The service-
learning programs selected for review were “well designed” programs,
all of which were integrated into the formal curriculum, had higher than
average student service hours, regularly used written and oral reflection,
and had been in operation for more than a year. One evaluation was con-
ducted immediately after the student service course. It assessed “civic
development” by measuring acceptance of cultural diversity, personal
and social responsibility, and service leadership. Positive, significant
impacts on high school students were found on all three civic develop-
ment measures. Middle school students made significant gains on two
measures of civic development - personal and social responsibility and
service leadership. However, one year later, the follow-up evaluation
showed that many of the immediate effects were gone, particularly
among the midd!le school students. Exceptions to the decline were found
in students who continued their involvement in organized community
service beyond the initial course; their signs of civic development per-
sisted. It should be noted that this research included some social studies
classes but was not focused specifically on students in civics, government,
or social studies courses. The final report, nonetheless, suggests that high
school service-learning programs, whatever the subject matter, have a bet-
ter chance of enduring effects than those in middle school, particularly if
they involve students in longer-term service.

The extent of outreach to students from differing schools and back-
grounds has been another question about service learning that is particu-
larly apropos to education for civic responsibility. High school
community service as a means to socializing young people to become
civic participants becomes problematic if many are not included. A study
which collected survey and interview data from the large number of both
public and private high schools in Los Angeles County revealed that ser-
vice learning had a selective reach among the students (Raskoff & Sundeen
1998, 75). Private religious schools (87%) were most likely to have com-
munity service programs, followed by public schools (81%), and private
nonsectarian schools (77%). Taking into account the much larger popula-
tion of the public schools, it was not surprising that the average number of
students involved in the service programs was highest among the public
schaols. However, when the researchers examined the ratio of students in
service learning compared to the total number of students in each school,
the private schools were found to have the greatest proportion of students
involved. The inverse relationship between the size of the student body
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and the proportion of students involved in service was attributed to
(1) differing values in the private schools and (2) the logistical problems
of providing and monitoring service opportunities in large public schools.
The result is that only some students have service experience in their civic
education.

Herein lies a key issue in service learning: to include all students should
service learning be required? Advocates of mandatory service learning
consider active service in the community as no different from other
“required” courses that are considered basic to a high school educaticn for
all Americans (Barber 1991). Thus far, the National Center for Education
Statistics (Kleiner & Chapman 1999) has determined that only 20 percent
of students in grades 11 and 12 are in schools that both require and arrange
community service. Another study (Raskoff & Sundeen 1998) found that a
minority of both the public and private schools in Los Angeles County had
mandatory service. However, based on their findings and a consideration
of the resources and time needed to administer quality service learning,
especially in large inner-city public schools, the researchers did not recom-
mend mandatory programs for all schools. They estimate that if not all stu-
dents are involved in community service courses, then it will be more
manageable for the larger public schools and the school district to place
student volunteers and effectively monitor their progress.

Civic educators must examine another question: if only one-half (or
some other smaller portion) of the students participate in a service pro-
gram that is well-focused on civic responsibility, what are the implications
for the civic socialization of the students who are not involved? These sev-
eral issues point up to the need to take into consideration the resources
and commitments needed and the results that are sought when service
learning is implemented to enhance civic learning in the schools.

Conclusion

In an era when negativism toward government and politics and a poor
understanding of political processes are contributing heavily to the civic
disengagement of young Americans, there is a great need for more effec-
tive civic education practices in the school curriculum. Several types of
research — surveys, controlled experiments, and analyses of cases - intimate
that service learning designed with clear civic education objectives and a
program well-integrated into the curriculum and community can make a
difference. Service in the local community can connect learning to the pre-
vailing student interest in volunteer work and add a lively, hands-on
dimension to a school subject that has been in need of eye-opening and
stirring reality.
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Implementation of an adequate service-learning program is not an easy
task for educators and school districts. Adequate professional preparation
and educational resources are essential. Nevertheless, civic educators can
be encouraged; most studies indicate that the results merit the effort.

Exposure to and involvement in the realities of local citizen concerns,
public action, and government’s response offer a rich and motivating con-
text for civic learning. Thus, service-learning programs, connected solidly
to the school curriculum and interactive pedagogy, may be able to peel
away the political apathy and cynicism of students and lead to increased
interest and awareness, healthy skepticism, and a greater degree of civic
engagement. If so, it is worth the time, effort, and other costs necessary to
create and sustain well-constructed service-learning programs.
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Civic Education as a Cratft,
Not a Program

Harry C. Boyte

Citizenship is tackling problems and taking things into your own hands, not just
sitting back and watching.

— Chou Yang, Sixth Grade, St. Bernard’s School

This chapter describes the roots, objectives, lessons, and effects of Pub-
lic Achievement, a civic education initiative of the Center for Democracy
and Citizenship that began in 1990. It is based on wtat we have called a
“public work” approach to service learning (Boyte & Farr 1997). Public
Achievement is now in seven communities and heginning in Northern
Ireland. Over ten years, it has involved more th~n 10,000 young people,
ages 8-18, and more than a thousand adult “coaches” in wt.at we call pub-
lic work projects designed, developed, and iriplemented by young peo-
ple, with coaches’ aid. These are usually undertaken over the course of a
school year, and most are during the school day in participating schools,
sometimes with supplemental integration into other curricular activities.
Young people choose the issues they work on. Moreover, Public Achieve-
ment has involved young people in strikingly different cultural, income,
racial, and economic backgrounds in public schools, Catholic schools, and
different geographic locations. Thus, it furnishes a window into the civic
interests of children and teenagers in our time. It has also proven a fertile
ground for what can be conceived as a participatory action research proj-
ect on citizenship and civic education (Greenwood & Levin 1998).

Roots and Early History

Public Achicvement is a chance for kids to do something they love. We gel into
groups for different problems. We work together to solve the problems. The reason
why I did Public Achievement is because things in the world ave wrong. Public
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Achievement and Dr. King are alike because we both made a difference in the world
peacefully. We both look at the problems and solve them instead of blaming people.
— Matt Anderson, 4th grade, St. Bernard's School

Public Achievement has its roots in the civil rights (or “freedom”)
movement of the 1960s, especially in the Citizenship Education Program
(CEP) of the Southern Christian Leadership Conference. CEP sponsored
what were called citizenship schools — informal training and discussion
groups organized in clubs, beauty parlors, church basements, and other
settings. In these, one could witness often profound changes in outlook
and identity among young people, sometimes children. Moreover, when
black youth in the South, suffering the abuse of generations, developed
courage and hopefulness about the possibility of change, they often trans-
formed adult patterns of fatalism and hopelessness into activism and
hopefulness. '

The citizenship schools taught a philosophy of nonviolence and skills
of citizen action. They were also infused with a deep, albeit critical, belief
in the resources of American democracy; what Frederick Harris has called
the combination of “ruly and unruly” civic commitments that character-
ized the African-American freedom tradition (Harris 1998).!

In Public Achievement these themes were translated into a set of crite-
ria for the issues young people choose to take up. Issues must be (1) non-
violent, (2) legal, and (3) make a public contribution. The SCLC
experience informed the framing of Public Achievement, which aims to
develop active citizens for a flourishing democracy. Effort to thzorize
SCLC and populist movements also generated a political stance, ~hich
simultaneously emphasizes the distinctiveness of American democratic
politics, as an alternative to socialist and labor politics, and stresses
democracy as an unfinished work (Boyte 1989). In practical terms, this
“civic populist” approach to civic education led to an interest in partner-
ships that confounded liberal-conservative lines, ranging from Catholic
schools and ethnic groups to inner-city public schoolis.

Finally, Public Achievement embodies the concept of free spaces
(Evans & Boyte 1986; 1992), and lessons of the most successful community
organizing projects (Boyte 1989). From the treatment of free spaces, Pub-
lic Achievement drew the importance of places in community and insti-
tutional contexts which youth “owned,” where they could have wide
latitude for experimentation, creation, and self-definition. From commu-
nity organizing, it drew an original repertoire of core civic concepts and a
stress on development of public talents and leadership, themes that
seemed central elements in networks like the Industrial Areas Founda-
tion. Core concepts included the idea of public life as a space for practical
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action on public tasks by diverse people. They included power and self-
interest as relational and dynamic. In Public Achievement these ideas
were frames with a notion of politics as a key dimension of the fabric of
every environment, a framework called “citizen politics” (Boyte 1993).

Public Achievement was launched by the Humphrey Institute’s Project
Public Life (soon thereafter to be the Center for Democracy and Citizen-
ship) in 1990 with a series of discussion groups among teenagers.
Although conventional wisdom in the United States held that youth were
apathetic and unconcerned, it soon became clear that young people -
every group talked with — had deep concerns and problems they worried
about. These ranged from violence, teen pregnancy, school relationships,
and racial prejudice to the environment. Many expressed anger at school
policies they felt were unfair, or at teaching approaches that failea to rec-
ognize their interests and intelligence. Youth in all the groups also said
that adults had rarely asked their opinions on such issues — and almost
never had imagined that young people could actually do anything about
them. Other key themes of Public Achievement came out of this period,
such as the concept of “coach” (young people liked the idea of adults as
coaches more than any other role — advisor, teacher, mentor), and the use-
fulness of “public” (young people liked the idea of a public world, where
they can interact with different kinds of people, far more than “community”).

From its outset, Public Achievement stressed cooperative action. Its
basis was teams coached by adults (usually young adults) who served as
democracy guides. Young people chose projects around issues they were
concerned with, and they developed strategies for action, usually over the
course of a school year. The flagship school for Public Achievement was
St. Bernard’s, a K-8 elementary school in St. Paul, Minnesota, where the
principal, Dennis Donovan, now the national organizer for Public
Achievement, saw it as a way to teach students hope, courage, and skills
of effective citizenship. He also wanted to change the way teachers taught
and schools thought about education to include a central focus on young
people’s interests and concerns, and a large vision of schools as seedbeds
of democracy. Donovan, St. Bernard’s School, the Center for Democracy
and Citizenship, and James Farr of the University of Minnesota created a
strong partnership approach, which has continued to be the basic model
for expansion of the project.

Early experience made visible the desire of young people for serious
work on issues of importance to them. One group of seventh-grade girls,
led by a girl who had previously been seen as having acute emotional dis-
turbances and learning disabilities, developed a project that affected
school culture on sexual harassment issues. In the course of the year’s
organizing, she personally underwent a striking change in her own
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behavior and motivation, becoming poised, confident, and academically
successful. A group of third and fourth graders organized parents and
neighborhood residents in a large peace march against violence. Fifth and
sixth graders worked for four years to build a neighborhood playground,
overcoming opposition from residents, gaining support from city officials
and local businesses, and raising over $60,000. In his 1999 State of the
State address, Minnesota Governor Jesse Ventura recognized the project.

Lessons of Theory and Practice

Several lessons soon emerged. Initially, “coaches” had been recruited
by signing up college students from a variety of classes, but the pattern
lacked the level of accountability needed for in-depth, dependable work
with teams. James Farr, who soon began to have all his students serve as
coaches, offered a far better model. His coaches were from a single class
that he took each week to the site. Moreover, they were learning political
theory and civic concepts that they also used in their coaching. A second
lesson soon became clear, moreover. Young people needed to be able to
“map” the political cultures and traditions of the settings in which they
were taking action and learn the interests and outlooks of others on dif-
ferent sides of their issues. Otherwise, they were liable to become simply
angry protestors, unable to act with effectiveness. The usefulness of part-
nerships with community groups became apparent in two sites where
such connections enhanced the depth and “seriousness” of the work: a
partnership between Humboldt High School for Public Achievement and
the jane Addams School for Democracy, a community-based education
and action center with Hmong and Latino residents, and St. Gregory's, a
rural school in Maryville, Missouri. Joe Kunkle, a professor of political sci-
ence at Mankato State University demonstrated the helpfulness of “mas-
ter coaches,” coaches who had coached before and serve as guides for first
time coaches, in his work with Dakato Meadows Middle School. Sites like
Holy Cross School in Kansas City, Missouri demonstrated the importance
of what is called a “site coordinator,” someone within the school setting
whose job is to integrate Public Achievement into school cultures and cur-
ricula. From Eisenhower School in Kansas City, Kansas, the power of sus-
tained use of the Fublic Achievement’s civic language became clear in
creating a counter “civic culture” in a school.

The guiding concept of Public Achievement came to be public work,
meaning the visible effort of a mix of people to create some real outcome
that makes a lasting difference in their community or the world. Public
work proved a more powerful concept than “citizen politics” for youth to
think with as they considered what contribution they would make. The
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public work concept also turned out to have rich, if not previously elabo-
rately theorized, resonance in American political culture, with strong tra-
ditions in the Revolutionary Era, Civil War, settlement houses, land grant
and other colleges, and New Deal work programs like the CCC and WPA
(Boyte & Kari 1996).

Civic Agency

When 1 was first invited to participate in Public Achievement, what impressed me
was that these students believed they had the power to change the world around
them. At 22 years old I didn’t think that I could do that. I heard stories of murals
that had ended a school’s graffiti problem, campaigns against chemical abuse, play-
grounds being erected . . . Children without jobs, money, or influence proved that
they could indeed have influence. Meanwhile, there I sat feeling powerless.

— Joseph O’Shea, Coach, Hartford Middle School, Milwaukee

The concept of public work, developed in Public Achievement (and
other partnerships of the Center like the Jane Addams School for Democ-
racy, Cooperative Extension, and colleagues concerned with recasting
professional practice in public work terms) has proven a useful resource
for theorizing civic agency. Recent scholarly publications (Putnam 2000)
have reported widespread civic apathy among young Americans. Public
Achievement suggests, in contrast, that such findings are functions of the
relatively weak conceptions of civic agency that structure the questions. A
more robust conception of civic agency illuminates the civic interests of a
generation that, far from apathetic, is deeply worried about the public
problems of our time and eager to have their energies enlisted in address-
ing them.

The Center’s work has conceptualized different traditions and frame-
works of citizenship: the idea of citizen as a voter, associated with liberal
political theory, embodied in civic education approaches like civics; the
idea of the citizen as volunteer, associated with communitarian theory
and the modern service learning movement; and the concept of the citi-
zen as civic producer or co-creator of a common world, what the Center
for Democracy and Citizenship terms the public work or commonwealth
framework (see Figure 5.1 at the end of this chapter). None of these mod-
els is wrong - indeed, discussing them is a way to highlight distinctive
and different dimensions of citizenship. But the commonwealth approach
emphasizes the powerful concept of the citizen as a “co-creator” of the
common public world (Boyte & Kari 1996; Boyte & Farr 1997). It can be
usefully linked to the sense of “society-making” that infused the citizen-
ship schools of the civil rights movement. Then, it was evident that nei-
ther courts nor political leadership would desegregate the south. A large-
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scale process of “redefining citizenship” was necessary in order to tap the
civic interests and energies of millions of ordinary African Americans and
their allies. In our time, the concept of citizen as co-creator provides
resources for an analogous project, advanced by the National Commis-
sion on Civic Renewal and others, to revitalize American democtacy itself
in a time of rapid change (National Commission on Civic Renewal 1998).

The evidence from Public Achievement indicates that this is a civically
anxious generation, worried about problems that they feel no one is act-
ing on, angry at the ways their talents are rarely enlisted. Their civic
energy is evident in the statistics of involvement: often over 90% of kids
choose to do Public Achievement, when coaching capabilities exist. Build-
ing on such experiences, Public Achievement’s core theme is that young
people are not simply citizens in preparation. They are citizens today.
Reconceptualized civic agency creates a context for the reconceptualiza-
tion of “politics.” When Angela Mathews, a young leader in Public
Achievement Northern Ireland, asked 100 PA members in the fall of 1999
whether they like politics, the majority (with no prompting or prepara-
tion) raised their hands. “It’s because we are doing politics,” Angela
observed. “It’s not simply something politicians do.”

Qutcomes and Factors in Success

Our kids generally come into Public Achievement feeling hoy-less about the
tremendous problems they see in their communities — drugs, crime, prostitution.
Public Achievement unleashes hope in kids that they con actually take action to
change things.

~ Joe Groves, Teacher, Minneapolis

Over the last two years, two teams of researchers have been undertak-
ing an in-depth evaluation of Public Achievement participants, including
team members, coaches, teachers, principals, and others in the environ-
ment. The Kauffman Foundation, a major funder of PA, has conducted
extensive focus groups, survey research, and other forms of evaluation of
public and Catholic schools implementing Public Achievement in the
Kansas City region (Moore et al. 1998; Jianas et al. 1999). A second pro-
gram evaluation coordinated by Nan Skelton, Associate Director of the
Center, has been undertaken by Michael Baizerman, an internationally
recognized authority on youth subcultures and evaluation, who is a pro-
fessor at the University of Minnesota, and Robert Hildreth, a political the-
ory graduate student, who has been a leader in coach training and
materials preparation for several years. Their research involves qualita-
tive interviews. It seeks to understand the “how" of Public Achievement’s
success (Hildreth 2000).
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Public Achievement has often had a profound impact on children and
young people involved. In the Kauffman evaluations, nositive aggregate
cutcomes for youth include improved understanding of their issue,
heightened sense of self-efficacy and self-confidence, mastery of public
skills such as team work, public speaking, expressing opinions, respecting
others’ opinions, and increased ability to discuss and understand civic
concepts. Public Achievement also affects coaches and often teachers and
school cultures as well. For instance, coaches report much higher assess-
ments of young people’s public capacities and potential than before their
experiences. In schools, 53% of teachers report significant changes in their
own behavior as a result of Public Achievement, reflected in higher expec-
tations for kids; talking more about public affairs; offering more experi-
ential and service opportunities.

In the Skelton, Baizerman, and Hildreth evaluation, three elements of
Public Achievement have emerged as especially significant to its impacts.
They are (1) public achievement as a free space, (2) public achievement as
a craft, and (3) public achievement as a site of democratic theorizing.

Free Space. From the beginning, Public Achievement has been con-
ceived, in part, as a “free space,” understood as a setting where young
people have freedom to experiment, design their own work, and have a
lively, open intellectual life. Young people choose tc participate; they
choose the issues on which to work; they create their own rules (one of the
first acts of every team); they learn to hold each other accountable to the
rules; they develop strategies and methods of their work, and, with the
guidance of coaches, they do the work themselves, like making phone
calls or writing letters or making public presentations.

Public Achievement is also a free space in offering a sharp contrast
with the normal phenomenology of young people’s lives. Young people
live in a world of others’ making, with rules, procedures, classes, struc-
tures that often seem pre-set, like granite mountains. Moreover, they are
besieged by public problems that often seem intractable, from racial con-
flict and violence to teen suicide or teen pregnancy. Public Achievement
breaks the omnipresent messages that reinforce fatalism - “nothing can be
done about this”; or “you can’t affect that, you're just a kid.” Assessment
indicates that the very invitation for young people to tdke action on such
issues, with accompanying practical skills, strategies, methods, and
coaching, often has a tremendous impact on young people’s sense of the
possible. The importance of Public Achievement as a space where
normal roles and identities are partly transcended or bracketed has also
become clear. Young people talk about Pu! '*~ Achievement repeatedly as
a place of “freedom,” where they can “iet down their masks,” and “be
themselves.”
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A Craft. Public Achievement suggests that civic education and action
are far better understood as democratic crafts than as programs.? The Pub-
lic Achievement/public work approach as a democratic craft has three
main elements.

Public Achievement decentralizes much decision making to the team
level, while it also passes on knowledge in apprenticeship-type patterns.
Although some measure of pre-training in approaches to group work are
helpful, mainly Public Achievement is learning by doing. Coaches, in the
best of cases, also have help and guidance from “master coaches,” people
who have coached well before.

Public Achievement stresses a process of reflection, evaluation, and
development of intellectual skills and public talents, in ways that are not
possible with program approaches or learning activities too tightly tied to
preset curriculum. It creates multiple spaces for young people to take
public leadership on public and community issues of concern to them.
There are opportunities for young people to play diverse roles, and to
develop many different talents such as public speaking, writing letters,
working in a team, planning strategies, and mapping skills of many
kinds, political and contextual, related to various political and social con-
texts.

Public Achievement is also craft-like in its stress on the expression of
distinctive and particular public “signatures” or identities, not uniform or
generic outcomes. It emphasizes team work of originality, creativity, and
distinctiveness.

A Site of Democratic Theorizing. Public Achievement is a powerful
“language world,” with meanings that expand considerably beyond team
projects and with multiple opportunities for young people to develop
facility with concepts. As Hildreth has argued, “Using Public Achieve-
ment’s conceptual and theoretical tools, teams build their own ‘grounded
theories’ [which] opens spaces for thought, action and being within disci-
plinary discourses” (Hildreth 2000). Team members come to think more
explicitly about themselves, the world, and their place in the world.

Challenges

Everything our kids hear is “What can 1 get?" Public Achicvement feachies, "What
can I coniribute? How can I shape the world around me?’
- Jamie Suek, Teacher, Anderson Open School, Minneapolis

There are challenges to sustaining and expanding Public Achievement.
Concepts such as the citizen as co-creator, or power as relational and
interactive, or public life as an arena of difference and practical work with
others on significant tasks - these are powerful tools for civic education




Civic Education as a Craft, Not a Program 69

and citizenship. But they also go against the normal structures and prac-
tices of a highly commercial and technicized society. Few spaces or expe-
riences exist that prepare people to think broadly about the “why” of their
efforts. '

Public Achievement is developing expansion strategies based on a
“craft culture” approach. Its ultimate future is also linked to larger civic
ferment. Some, like the National Commission on Civic Renewal, have
seen stirrings of a broad citizen movement. Campus Compact discerns
signs of a “democracy movement” in higher education (Ehrlich 1999).

If we are at the threshold of a broad movement for democratic revital-
ization, young people again will play critical and energizing roles. In this
process, civic education will need to deepen and spread as a robust craft,
not simply a skill set or instruction in civic information or education about
relatively static roles. Public Achievement will furnish resources to make
a difference in how civic education is done, and what it can achieve.
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Figure 5.1

Chapter Five

Models of Democracy, Citizenship, and Civic Education®

Civics Communitarian. ~ Commonwealth
What is Representative Representative Work of the
democracy? institutions, the government and | people, creating
rule of law civil society public things
(including public
institutions)
What is politics? | Distribution of Generating a Creating the
goods, services spirit of “commons”
(who gets what, | community
how, when)
Citizenship Voter Volunteer Co-creator
Professional role | Intervening with | Facilitating, Catalyzing
expert knowledge | building people’s energy
CONSensus and cultivating
people’s talents
for public work
Government role | “For the people™: | “Of the people”: | “By the people™
to provide to express and to catalyze public
services, promote civic work; provide
guarantee rights | values tools for public
work
Civic Education | Programs that Programs teaching | Projects teaching
teach about laws, | values and civic skills, practices,
elections, responsibility, habits, and values
separation of e.g., most of working with.
powers, etc., e.g., | community others on public
Close-Up service, tasks, and rew¢ k-
service-learning | ing institutions,
programs e.g., Public
Achievement

*This table describes three approaches to citizenship and civic education based on three
ways democracy and citizenship are understood: (1) The “civics” approach conveys knowl-
edge about government (e.g., how a bill becomes law; separation of powers; elections) and
citizens are mainly “private citizens,” with rights and a few responsibilities like voting and
paying taxes; (2) the “communitarian” approach sees the model citizen as a caring volun-
teer; citizens are responsible members of a community, and a citizenship education focuses
on teaching habits of voluntary involvement; and (3) the “commonwealth” approach rests
on citizens as co-creators of a common world, doing the work of democracy, not only at elec-
tions but “every day.” Here, civic education involves multiple opportunities for students to
do public work with others and develop traits of boldness, political skill, courage, and effec-
tiveness in shaping and changing the world.
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Notes

1. T worked in SCLS’s Citizenship Education Program as a Field Secretary as a
teenager in 1965-65, and often witnessed transformations in sense of self, confi-
dence, and agency.

2. The theme of “craft” is my own interpretation of Hildreth’s conclusions,
which stress “work [that] takes place in the ‘real world” with weighty conse-
quences,” though Baizerman and Hildreth agree craft is a useful term. The Center
for Democracy and Citizenship has come increasingly to find the concept of
“craft” and “public craft” of use, because it highlighis traditions of practical wis-
dom and integrates these with a theoretical perspective on knowledge-making in
the pragmatist vein. See, for instance, my cssay, “Professions as Public Crafts,”
prepared for the Wingspread Conference on the New Information Commons, Jan-
uary 2000, and also Scott Peters’ treatment of earlier traditions in cooperative
extension, “Mission Drift or Renewal? Recovering an Historical Grounding for
Assessing Cooperative Extension’s Civic Work.” Both are available on the public
work web site, under new information commons and civic mission, respactively,
Our colleague William Doherty of the University of Minnesota, has undertaken
several linked pilot efforts under the rubric of “families and democracy” to
develop a public work “craft” approach to family professional practice. He
described his experiences, lessons, and successes in “Family Science and Family
Citizenship: Toward a Model of Community Partnership with Families,” the Pres-
idential Address to the National Council on Family Relations, November 1999, to
be published this year. ‘
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Effects of Public Deliberation
on High School Students:
Bridging the Disconnection Between
Young People and Public Life

lara Peng

As people think about the problems of our democracy, they most fre-
quently mention a host of challenges, such as government corruption, the
integrity of public officials, or the corrosive influence of money on poli-
tics. But a discussion around these kind of issues withcut mention of what
Harry Boyte and Nancy Kari (1996) call the “real crisis” of democracy —
the disengagement of ordinary people from productive involvement in
public affairs — léaves the conversation incomplete. The national concern
about the steady decrease in the engagement of citizens in public life,
along with efforts to bridge the disconnection between citizens and pub-
lic life, have propelled the question of how to best educate young people
for engagement in public and political life to the forefront of the citizen-
ship education agenda.

Citizens’ civic capacities and responsibilities are not limited to voting
or keeping up on current affairs. As Thomas Jefferson said, “Every man is
a participatc in the government of affairs, not merely at an election one
day in the year but every day” (Ford 1903, 278). Similarly, David
Mathews, president of the Kettering Foundation, observed: “A citizen is
someone active in the public life of his community and country. Citizens
are more than individuals living responsible private lives” (1995, 274). If
we accept this view of democratic citizenship, which requires people to
engage in public life, then we must further explore how citizens can best
develop the necessary knowledge, skills, and habits to become active par-
ticipants in democratic public life.
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Education for Democratic Citizenship

The preparation of young people for citizenship has traditionally
focused on providing a basic understanding of how our government
works — the three branches of government or how a bill becomes a law. A
more compleie education for democratic citizenship might help students
not only gain a basic understanding of the structure and mechanics of our
democratic government and their underlying principles, but also to learn
what it means to be a citizer engaged in the democracy of everyday life.
John J. Patrick, for example, argues that effective education for democratic
citizenship satisfactorily treats four basic components: (1) knowledge of
citizenship and government in democracy, (2) cognitive skills of demo-
cratic citizenship, (3) participatory skills of democratic citizenship, and
(4) virtues and dispositions of democratic citizenship (1999, 34; see also
Figure 1.1 in Chapter 1).

Several promising efforts aim to equip students with more powerful
conponents of knowledge, skills, and habits of democratic citizenship to
be active participants in their communities. Service learning, for example,
provides students with opportunities to develop civic skills and virtues
by connecting academic classroom-based instruction with out-of-school
community projects and activities. Public Achievement, a national youth
initiative of the Center for Democracy and Citizenship at the Humphrey
Institute of Public Affairs, involves young people in what Boyte and Kari
(1996) call “public work” - the ongoing effort of working with a diverse
group of people to make a lasting contribution and solve public problems.

Classroom-based strategies that emphasize civic efficacy and public
responsibility by teaching young people the skills of public deliberation
represent a third approach to education for democratic citizenship. This
chapter describes the results of a pilot study to assess the enduring effects
of public deliberation on students, who learn about and participate in
National Issues Forums (NIF). Their teachers incorporate NIF in the class-
rooms to equip students for active citizenship.

NIF, an informal, nonpartisan network of civic and educational organ-
izations, convenes forums for public deliberation in hundreds of commu-
nities across the nation. NIF is rooted in the notion that citizens need to
come together to deliberate about common problems in order to begin
making the hard choices required to address them. Over the past 18 years,
hundreds of community groups — including civic, service, and religious
organizations, as well as libraries, high schools, community colleges, and
universities — have encouraged public deliberation by holding NIF
forums.’ Forums, which are typically 90-minutes to two-hours long, bring
citizens together to “work through” complex public issues, weigh costs
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and consequences associated with different choices or approaches to pub-
lic policy, and make judgments about the range of actions that they, as
a public, can support? David Mathews and Noelle McAfee described
public deliberation this way:

Public deliberation is one name for the way people go about deciding how
to act. In weighing — together — the costs and consequences of various
approaches to solving problems, people become aware of the differences in
the way others see those costs and consequences. That enables them to find
courses of action that are consistent with what is valuable to the community
as a whole. In that way, the public can define the public’s interests — issue
by issue.(Mathews & McAfee 1999, 1)

NIF and Public Deliberation in the Classrcom

Arguably, high school teachers who use NIF in their classrooms are
contributing to the creation of a deliberative culture through which stu-
dents can make politics their own. The idea of teaching deliberative
democracy, as exemplified through NIFE assumes that people are capable
of becoming public actors who can deliberate together, make sound
choices, and take responsibility for their communities and the nation.
Thus, education for citizenship in a deliberative democracy emphasizes
preparing young people to understand the complexity of issues, recog-
nize and assess trade offs, make informed choices about how to deal with
a public issue, and work together as members of a public. One educator
who uses NIF in her classroom describes the forums as “the closest thing
to real citizen activity. In fact it is citizen activity. It's not fabricated or con-
trived. [t is education linked to the real world, so it’s the best form of civic
learning” (Mathews 1996, 282).

Assessing the impact of citizenship education efforts is exceedingly dif-
ficult (Mathews & McAfee 1999, 2). For example, while some research
suggests that learning public deliberation may help young people become
more involved and may lead to-new civic initiatives,’ the deeper signifi-
cance of deliberation, which is not captured by the creation of new pro-
grams, is still relatively unknown. As Jane Mansbridge (1995, 1) says,
“Participation in democratic decisions makes participants better citizens.
I believe this claim because it fits my experience. But I cannot prove it.”

A recent pilot study, “The Enduring Effects of National Issues Forums
(NIF) on High School Students,” conducted by Doble Research Associ-
ates, a non-parfisan public interest research firm based in Englewood
Cliffs, New Jersey, provides insight into how young people are affected by
their exposure to public deliberation and participation in NIF* Doble
Research partnered with four teachers who use NIF in their classrooms to
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teach deliberation, a more robust concept of politics, and the essential
roles of a citizen in public life.* The goal of the study was to identify the
enduring effects on high school students of learning about and partici-
pating in NIF in the classroom (Doble Research Associates 1999).

For citizens to be engag ~d and responsible, certain skills such as iden-
tifying appropriate issues ior public deliberation, naming and framing
them, and being able to deliberate are critical. Though the pilot study
shed some insight into how public deliberation through NIF equips stu-
dents with certain knowledge and habits, the study found the strongest
indications of substantial change in the set of skills for citizenship that
young people cultivated. And so, this chapter focuses on the skills of citi-
zenship that high school students developed as they learned and experi-
enced public deliberation through NIF.

To explore the extent to which the students acquired knowledge, habits,
and skills of democratic citizenship, Doble Research interviewed 49 high
school students, who had learned about public deliberation in a series of
five three-hour-long focus groups. See Figure 6.1 at the end of this chapter.

The group~ were conducted as follows: the students first discussed
their courses in which NIF was used to teach deliberative democracy, how
the material was presented, and their experiences with deliberation. Stu-
dents also shared information about their out-of-class participation in the
community and some general thoughts about what makes a good citizen.
Each group was then presented with three scenarios for the students to
address together. Each scenario was designed to be complex and chal-
lenging for the students, so as to learn whether, and to what degree, stu-
dents would freely draw on what they had learned in their NIF courses.

The first scenario involved a fatal shooting in a high school.® The mod-
erator read aloud this background to the students:

A high school in a medium-size community has an ethnically diverse stu-
dent body. One day, a black student is shot by a fellow student who is His-
panic. The media reports that it is a gang-related shooting though students
at the high school say it was not. But tensions at the school are running high.
Some community leaders see this as the latest in a series of incidents in a
tense, ethnically divided community, and they are concerned that things
may flame up out of control.

The students were informed that since they had experience with NIF,
the principal and community leaders wanted them to review an NIF issue
book, Growing Up at Risk/ and make a recommendation about what, if
anything, the school could do using that book to ease tensions in the high
school. Specifically the moderator asked the students to give advice about
how a forum on this issue should be organized and structured. The exer-

82




Effects of Public Deliberation on High Schoel Students . 77

cise was designed to learn how the students would address a difficult
community problem.

In the second scenario, the moderator began by reading aloud the fol-
lowing background information to the students:

The community faces an impending crisis regarding the disposal of solid
waste. To date, its solid waste — its garbage and trash, including newspapers
- has been put into a landfill, which is filling up. There are four ways on the
table of dealing with solid waste: source reduction, recycling, a new landfili,
or incineration, each of which has costs or trade offs.

As part of the exercise, the students were told that scientists did not
agree about the safety of incinerators. Though most scientists thought that
a properly run incinerator is safe, the moderator said that a minority con-
sidered them unsafe, and a fair number were not sure which view was
correct. The exercise was designed to explore whether the students could
deliberate and move toward a reasoned judgment about a particularly
complex issue where there was considerable uncertainty among experts.
The students were then asked to participate in a forum that might serve
as the model for a community-wide forum on the issue.

In the third and final scenario, students were asked what their school
should do about a pressing issue not yet framed for deliberation — how
students dress at school. The exercise was designed to see if, given the
opportunity, the students would name and frame an issue for public
deliberation, then consider the costs and consequences together in a delib-
erative atmosphere.® The moderator gave the students the following back-
ground information to begin the final part of the focus groups:

The local high school is considering whether to require all students to wear
school uniforms: a tan shirt and green tie for boys, and a green jumper and
tan blouse for the girls. Supporters of the idea are concerned that some boys
are wearing their pants low on their hips while some girls are dressing
provocatively, which, taken together, make it more difficult to maintain an
atmosphere conducive to learning in the school. Others are concerned about
the financial burden that would be placed on students’ families who would
have to purchase the uniforms.

The students were asked how they would address the issue and how
the school should approach it. After framing the issue, the students were
asked to conduct a forum that might serve as the model for a community-
wide forum on the issue.

The Effects of Deliberation on High School Students
This pilot study provided new insights into how public deliberation, as
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exemplified in NIF, contributes to students developing certain knowl-
edge, habits, and skills of democratic citizenship and gaining a better
understanding of their role as members of the public in a democratic civil
society. As noted above, components of education for democratic citizen-
ship include knowledge of citizenship and government in democracy.
Students should master basic knowledge about, for example, “ongoing
tensions that raise public issues,” and "“practices of democratic citizenship
and the roles of citizens” (Patrick 1999, 34). The Doble study found that
students strongly demonstrated command over certain concepts, includ-
ing that the public has the capacity to deal with a complex issue as long
as it is presented, or framed, in public terms, and that making a decision
about any public issue inevitably means making trade-offs.

In addition to demonstrating increased civic knowledge about how to
approach a complex issue, the students we interviewed conveyed com-
mand over something more: they were confident when presented with a
difficult issue, imaginative when digging into possible options, reflective
when considering consequences, and invested in the decisions they made.
They seemed to have gained new insights about what it means to be a cit-
izen. Rather than settling into bystander roles, many were eager to get
involved in community life and had clear ideas about how to do so. Since
attitudes are usually developed gradually, over time, assessing the impact
of teaching for attitude development is difficult; nevertheless, the stu-
dents’ comments suggest that NIF had a deep impact on how they engage
with issues and interact with others outside the classroom in a public
context.

Becoming an “actor” in public life involves more than just acquiring
knowledge and ideas; it also means practicing citizenship. To be prepared
for active roles in public life, students must have opportunities to develop
skills in, for example, making decisions about public issues or thinking
critically about public life. Given the right opportunities, students can
learn to integrate skills that reflect what they learn into their daily lives,
thereby building a sense of agency about public issues and community
life. Their experiences with NIF and deliberative democracy gave many
students a desire to embrace the responsibilities of citizenship. As one
State College student said, 1 learned [through my NIF course] how to get
involved in the community [and how to} talk with strangers about our
[common] problems. [I learned how] to be an [active] citizen.”

In the study, Doble Research found that to a considerable extent, the
students demonstrated command over eight skills of citizenship in a
deliberative democracy.

1. Listening carefully to others. Making decisions together in a democ-
racy involves the ability to listen to and understand other people and
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points of view, even if these viewpoints are ultimately not agreeable.
Through their exposure to NIF, many of the students clearly developed
this skill. A young man from Peterborough said that in a forum, “You get
to listen to all sides and {then] develop an intelligent opinion about the
issue.” A young man from Dothan said:

Usually people don’t get to hear other people’s opinions on an issue because
they’re too busy trying to express their own. In a forum, we listen to each
other and let each person express their point of view. We learn to control
ourselves and listen more.

2. Developing a public way to talk about problems. The NIF motto is:
“A different way to talk, another way to act.” One central idea behind NIF
is that most issues are public or common concerns and, as such, require a
public to deliberate thoughtfully about them. A student from Dothan
implied that he understood this concept when he said that because of his
experience with NIF, “We now know that when you have a problem, it
helps to get a group together to discuss it.” A young woman from Keyser
made a similar point, saying, “In order for us to make a decision [about
school violence], we need to deliberate [collectively].”

3. Naming and framing an issue for public deliberation. Only when
a problem is named in “public terms,” terms the non-expert citizen can
understand, can public deliberation take place. The way an issue is
named and framed can predetermine the public’s sense o1 ownership
about, and connection to, the issue. NIF presupposes that people are best
able to participate in a democratic society if they deliberate and make
decisions about issues that are named and framed in public terms. This
enables people to access and understand issues, and consider them objec-
tively and realistically, in light of their costs and consequences.

Students realized the importance of the way an issue is named and
framed, and most students developed the ability to name and frame an
issue for public deliberation. A young woman from Keyser said that with
regard to school shooting:

We need to create a good framework [for public deliberation] . . . come up
with choices . . . like how to help little kids, figure out ways to make the
school safer, and make sure students don’t go crazy and shoot people.

One of the most striking results of this study was the students’ rejection
of the framework presented to them about the shooting incident. Recall
that in this scenario the students were asked to imagine that, because of
their NIF experience, the principal wanted their recommendation about
what, if anything, could be done to ease tensions in the high school and
in the community. We expected the students to immediately recommend
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convening a forum; but in four of the five groups, students rejected the
framework, saying that it did not speak to some important aspects of the
issue or reflect what many people considered valuable. The students
thought the initial framework precluded public deliberation since not all
voices were represented. And so, they insisted on reframing the issue to
include other voices and to identify other ways of approaching the prob-
lem. This is a strong indication that the students deeply understood the
concept of publicly naming and framing an issue for public deliberation.

4. Engaging with, understanding, and getting a handle on complex
issues. Public deliberation as practiced in NIF exemplifies a well-known
quotation from Thomas Jetferson:

I know no safe depository of the ultimate powers of the society but the peo-
ple themselves; and if we think them not enlightened enough to exercise
their control with a wholesome discretion, the remedy is not to take it from
them, but to inform their discretion by education.’

Students’ comments indicated that they had the capacity to under-
stand, deliberate, and reach informed judgments about even the most
complex issues. As you may recall, the students were asked about solid
waste disposal, an issue with several areas of expert uncertainty.” The stu-
dents adeptly engaged in a deliberation around this complex issue, with-
out being paralyzed t - the areas of expert uncertainty. A young woman
from Keyser implied that the issue of solid waste disposal has many
facets, and, as such, is not simple to address. She said, “Dealing with the
trash problem by recycling Styrofoam is just taking care of orie [part of
the] problem. You can’t stop there [because] there are other parts [to the
problem] that we also need to think about.”

5. Using deliberation to make decisions. In their forums, many stu-
dents learned to deliberate about public issues, to weigh together the
costs and consequences, and to try to find courses of action consistent
with what was valuable t> their group as a whole. In the process, they
developed new decision-making skills rooted in the concept of public
deliberation. A young woman from Peterborough described the differ-
ence between deliberation and debate, saying, “In a deliberation, you get
to hear everyone’s ideas, whereas in a debate, it seems like the only pur-
pose is to say, ‘I'm right.”” A young woman from State College said:

It's really important {before having the first forum] to discuss the differ-
ences between debating and deliberating. Deliberation is a much more pow-
erful tool [than debate].

6. Including the voices of people who are not in the room before tak-
ing action. NIF encourages forum participants to weigh diverse points of

+
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view before deciding on a course of action, including the views of those
who are not in the room. Students demonstrated an understanding of the
importance of including and weighing the voices of people who may not
be in the room before deciding on a course of action. Speaking about the
solid waste issue, a young woman from Dothan implied that much could
be gained by imagining what others might say:

If we're considering reducing the amount of [solid] waste [by] using cloth
diapers, we need to find out what people with babies think. Wouldn’t it be
an inconvenience for them?

7.1dentifying the general, common, or public interest. Students’ com-
ments suggested that they were able to consider what was valuable to the
group in terms of the common lives of its members, or what might some-
times be thought of as the general, common, or public interest. For exam-
ple, when asked which option he would choose to effectively deal with
the school dress issue, a young man from Peterborough said:

For myself, I'd say [we should require] school uniforms. But for the school
[as a whole, taking into consideration the views of other students], I'd say
[we should adopt] the dress code.

8. Reaching a reasonable, considered judgment about how to deal
with an issue. Through NIF, students also learned how to reach a reason-
able judgment about an issue. This ability is, of course, related to other
skills of democratic citizenship, especially -weighing costs and conse-
quences and hearing diverse viewpoints. To illustrate the idea of what a
“reasonable judgment” involves, consider this comment about the shoot-
ing incident from a young Keyser woman:

[Working to address the problem of school violence] could take a long time;
changes won’t happen overnight .. . You can’t set a time limit on when you
have to solve a problem, especially since there may be more tension on dif-
ferent subjects than others.

Conclusion

Many educators have reached the view that traditional high school
civics classes do not effectively equip students to be involved actively in
their communities, or to understand their roles as citizens in a democratic
civil society. This research has found that teaching public deliberation, as
exemplified in NIE, not only helps students gain new knowledge about
citizeniship, it helps them develop citizenship skills and see how to inte-
grate them into daily life. When asked what students learn through NIF,
one of the teachers who worked on this project said:

8¢
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They are learning valuable skills about listening and communicating — and
are linking these skills to citizenship. They use NIF as a piece of an overall

picture of what is required of an American citizen for our democracy to
function.

In order to become active, public citizens in a democratic society,
young people need to acquire fundamental knowledge, develop skills,
and internalize certain virtues and dispositions of democratic citizenship.
These basics are not related to ideology or particular points of view.
Rather, they are the foundation upon which young people develop their
perceptions about their role in democratic political and civic life. Cyni-
cism and disconnectedness — perhaps the two greatest threats to demo-
cratic society — are best thwarted when young people are equipped with
a strong foundation that enables them to take active, effective, and
responsible roles in public life."
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Figure 6.1

Students  High School  City/State NIF Experience
Thirteen Northview | Dothan, AL |Seniors in a U.S. Government
seniors High School course deliberated together

using a locally framed issue
book, “Governing Alabama.”
As they participated in forums,
students focused on learning how
to determine whether delibera-
tion was happening.
Twelve Keyser Keyser, WV | NIF was used in these ninth
ninth- High graders” World History course as
graders School a way to teach about deliberation
and to connect the study of his-
tory to each student’s daily life.
Six ninth- Contoocook | Peterborough,| The use of NIF began as a result
graders Valley NH of a community-wide educational
Regional initiative organized by commu-
High School nity members who read David
Mathews’ Is There a Public for
Public Schools? As part of a larger
program, the Civic Action Project,
first-year students in an Ameri-
can Citizenship I course partici-
pated in three in-class forums.
Six seniors | Contoocook | Peterborough,| Seniors, in an independent study
Valley NH elective, participated in study
Regional circles and NIF forums in the
High School community. Students helped
convene eight community-wide
forums and some students
moderated the forums.
Twelve State College | State College, | In their current issues class,
seniors Area High PA seniors focused on deliberative
School

democracy through NIF and other
resources, including David
Mathews, “Making Choices
Together: The Power of Public
Deliberation,” and materials from
American Promise and the Study
Circles Resource Center.




84 Chapter Six

Notes

1. Public Agenda, working in collaboration with The Kettering Foundation,
prepares new issue books each year designed to stimulate public deliberation on
issues common to people across the country. The subjects are decided by polling
the citizens in the NIF network. These are called National Issues Forum issue
books. An NIF issue book contains at least three basic choices about how to view
each issue. Then it reviews the reasons those who share that perspective have for
their views and the concerns others have about them. Each choice is discussed in
terms of the strategic facts that make it important, but also in terms of the things
held valuable by those who support it. This careful, nonpartisan way of present-
ing each choice allows citizens to weigh carefully decisions that are necessary to
address the issue. For more information see David Mathews and Noelle McAfee,
Making Choices Together: The Power of Public Deliberation (Dayten, Ohio: The Ket-
tering Foundation Press, 1999).

- 2. Moderators encourage participants of all ages to weigh carefully a variety of
approaches to dealing with the problem, not just one or two specific solutions. The
goal is to create some comumon ground for action, some sense of direction, and an
appreciation for the interdependence of different purposes so people can act
together.

3. One example of an effect of deliberation is from a series of public forums
held across Birmingham, Alabama on the issue of “Kids at Risk.” One direction
forum participants settled on led to a program called CARES or Comprehensive
at Risk Educational Services, run by young people at eight high schools. Three
hundred and fifty young people now serve on advisory councils and conduct
weekly meetings. Other programs that grew out of the forums include a teen
employment program and Camp Birmingham, a youth-run camp for low-income
youngsters. See Mathews and McAfee, Making Choices Together, p. 2.

4. To order a copy of this study visit <www .kettering.org>.

5. It is important to note that previous research by the Kettering Foundation
and the Harwood Croup shows that some teachers see NIF as pedagogy, not pol-
itics. Some teachers are using NIF materials to teach about a complex issue, such
as social security, rather than to teach about a different concept of politics and the
role of a citizen in public life. See Michael Perry, “Teachers’ Project: Observations
from Interviews in a Focus Group,” The Harwoaod Group, 1992 and Kristin Cruset,
“Deliberation in the Classroom,” report to the Kettering Foundation, 1998. The
four teachers who partnered with us were David Dillon from State College Area
High School, State College, Pennsylvania; Jon Hal, Contoocook Valley Regional
High School, Peterborough, New Hampshire; Peggy Hanahan, Northview High
School, Dothan, Alabama; and Jennie Shaffer, Keyser High School, Keyser, West
Virginia. The teachers agreed to review the research design, describe at length
how they use NIT in their courses, recruit students for the focus groups, make all
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the arrangements for the sessions, attend the focus groups as participant-
observers, and debrief after the session and again by telephone sometime later.

6. The scenario was based on an incident in Panama City, Florida. In the
aftermath of the shooting, a forum was held that was broadcast locally and fed
to 2000 students at the high school. An abridged version of the issue book, “Grow-
ing Up at Risk” was used as a handout for students in the focus groups. They
were presented with four choices for approaching the issue: teach values;
restore order; provide care; build futures. For a copy of the issue book, visit
<www.nifi.org>.

7. The framework on the issue of solid waste was developed for a 1990 study
by Public Agenda for the Kettering Foundation that explored public opinion
about scientifically complex issues that had a significant area of expert uncertainty
involving a threat to public health. Moderators gave students a handout that
briefly compared the four choices for approaching this problem: source reduction;
recycling; incineration; and landfills.

8. As the Kettering Foundation has found, one of the six “stages” in commu-
nity politics is “naming and framing a problem for public deliberation.” When a
problem is named in public terms — described in the same terms people use to talk
about what they care about and why they care about it - they are able to grasp its
day-to-day impact on their lives, and they are more likely to get involved. When
a problem is named publicly, it is clear that the traditional polarized debates can-
not get at the problem. A range of choices of public action must be identified that
reflect all the different concerns, and must include the tensions between and
among the different areas people hold valuable. For more information on the
stages of community politics, see The Basics of Consmunity Politics (Dayton, OH:
The Kettering Foundation Press, 1998).

9. Thomas Jefferson, Letter to William Charles Jarvis, (September 28, 1820).

10. The issue of solid waste disposal was originally framed in a 1990 Public
Agenda study for the Kettering Foundation. The goal was to explore whether the
general public could engage with scientifically complex issues, even when there
were significant areas of expert uncertainty, such as the actual risk to public
health, or the safety of solid waste-to-energy incinerators. The students in this
Doble study were told that most scientists believe well-run incinerators are safe, a
minority thinks they are not, and a fair number are simply not sure.

11. The author would like to thank Dr. John Dedrick, program officer at the Ket-
tering Foundation, for his invaluable comments and suggestions on earlier ver-
sions of this essay.
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Education for Citizenship:
Promising Effects of the
Kids Voting USA Curriculum

Steven Chaffee

The 1990s saw a number of innovative programs aimed at reengage-
ment of the electorate. One of the most promising is Kids Voting USA, a
volunteer organization headquartered in Tempe, Arizona. The mission of
Kids Voting is to help schools educate students for future citizenship roles
through an innovative curriculum, mock ballots at polling places, and
community events. As of this writing, Kids Voting is reportedly being used
in all schools and polling places in the state of Arizona, and in many other
local communities around the nation. This report is based primarily on
evaluations conducted at the time of the 1994 and 1998 California elec-
tions in the large (but largely suburban) city of San Jose. During that
period, San Jose was the only California community with a Kids Voting
organization.

When I first discussed the evaluation with the founding leaders of Kids
Voting in the summer of 1994, I painted a fairly pessimistic picture so that
they would not hold their hopes too high. A review of the literature had
confirmed my impression — dating from the 1960s when political social-
ization was a hot research topic — that schools could accomplish relatively
little to foster citizen behaviors. My own research had instead dealt
with such alternative agents as parents and the news media, and 1
resolved to build these factors into my evaluation. Kids Voting would be
accomplishing something, I reasoned, if it stimulated students to follow
news of the election campaign and to discuss it with their parents. I also
expected some didactic knowledge would be acquired, as is true of any
education program, but 1 did not expect to find much in the way of
strengthened party identification, motivation toward voting, or age-
appropriate forms of political participation such as expressing opinions
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on current issues or attempting to bring others around to one’s own view
on an issue or candidate.

The Kids Voting curriculum includes many exercises to engage a stu-
dent in making informed choices on the political issues in a current elec-
tion campaign. Early on, a class might be assigned to interview their par-
ents about the first time they had voted, or to study a candidate or an
issue on the ballot. They might be taught about the history of the vote,
such as women’s suffrage, laws on voting (for example, felons cannot
vote, but in California the homeless can), and why people form political
parties. Special projects sometimes included class discussions of a propo-
sition, debates between or speeches by adherents of different candidates,
and analysis of television commercials for candidates or ballot proposi-
tions. In San Jose a citywide “Kidsvention” was modeled on party con-
verticr., .nd drew more than 1,000 student delegates. Finally, on Election
Day students were urged to accompany their parents to the polls, where
a special Kids Voting ballot box was staffed by volunteers at every polling
place in the city. All these activities were thoroughly covered in local news
media, including San Jose’s major daily newspaper, the Mercury News,
and the local news on its one television network affiliate.

The California election campaign in 1994 was a lively one. Not only
were there closely contested races for both governor and United States
senator, there were a number of divisive initiative propositions on the bal-
lot. The one that particularly aroused students that fall was Proposition
187, which proposed several anti-immigrant policies that hit home for San
Jose’s many Hispanic (mostly Mexican) and Asian (mostly Vietnamese)
families. Our pre-tests showed that students were talking with one another
about Proposition 187 more than they were the races for either governor
or senator. So we decided to feature interpersonal discussion as well as
mass media attention a.nong the indicators of political socialization in our
evaluation of Kids Voting San Jose.

To avoid being seen as instruments of either Kids Voting or the schools
(our study was in fact funded by the Policy Study Center of the
Annenberg School for Communication at the University of Pennsylvania),
we decided to interview students by phone at home. Parental permission
to interview children is required by university human subjects commit-
tees, so we also decided to ask the parents the same questions (or as nearly
so as possible) that we asked the students. We envisioned this parallel
data as a set of “control” measures, assuming that parents who were
themselves highly knowledgeable and active politically would have a
powerful “intergenerational transmission” effect on their children that we
would need to separate from the anticipated puny effect of the Kids
Voting curriculum at school.

94




Education for Citizenship 89

Results in 1994 were far from puny, however. My research assistants
and I were nothing short of astounded at the size of the correlation coef-
ficients that showed up on the computer screen as we examined one polit-
ical socialization indicator after another. Our independent variable was
the student’s self-report of having been taught Kids Voting lessons of var-
ious sorts that fall, although only the final item in the interview men-
tioned the program by name. Some 40 percent of the students in our
sample of families said they had been taught Kids Voting lessons, and
another 20 percent reported school experiences very similar to those in
the Kids Voting curriculum. A summed nine-item index representing
exposure to the curriculum was uncorrelated with background factors
such as the student’s grade, gender, ethnicity, or school grades, and it was
also uncorrelated with the parent’s education, occupational level, and
political affiliation or involvement. So we considered that any outcorr es
predicted by this exposure represented a de facto field experiment, as if the
teachers of San Jose had inadvertently assigned students in our sample
randomly to various levels of the independent variable we were studying.

These outcomes were impressive both in variety of content and
strength of effect. We found significant effects on information that had
been taught about voting, and somewhat stronger effects on knowledge
about the candidates and issues in the California campaign. We found
only slight effects on normative values related to the importance of vot-
ing, apparently due to a ceiling effect. But these were very strong effects
on the strength of party identification, and on the extent to which stu-
dents gave opinions when we asked them about current issues. The
strength of these effects was little disturbed when we controlled for the
parent’s level of the same measures; intergenerational transmission corre-
lations were in the range of r = .10 while effects of Kids Voting lessons
were in the .20 < r < .70 range. We also discovered very strong effects on
several indices of communication, including attention to the news media,
and discussion of politics by students with both their friends and their
families.

This last finding was validated when we checked the parents’ answers
to parallel questions. We discovered that not only had the curriculum
stimulated students to go home and talk with their parents, but this activ-
ity had a measurable impact on the parents too. Indeed, Kids Voting had
statistically significant effects on almost every parental indicator of polit-
ical socialization we measured. For example, the more voting-related les-
sons a student reported at school, the more likely the parent was to iden-
tify with a political party, ta express opinions on current issues, to pay
attention to public affairs news in the media, and to report discussing the
election with others — including neighbors and co-workers. In short, there
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~ was a statistically significant “trickle-up” effect of Kids Voting on parents.

Later studies confirmed that the mediating activity in this process was
conversations about politics that were initiated at home by the students,
rather than by the parents. Thus the parent interviews provided much
more than control variables and validation of the students’ self-reports;
we uncovered a secondary process of political socialization that had
scarcely been hinted at in prior research. This was manifested in signifi-
cant increases in newspaper reading, attention to news on television,
expressing opinions, and party identification, in parents as well as in their
children. 4

While exposure of students to Kids Voting at school was essentially ran-
domized throughout the social structure, the effects of the program were
not. They were much stronger on working class families than on the mid-
dle class. Kids Voting helped to close the gap between social strata, by
bringing working class kids up to levels of political competence and activ-
ity commensurate with those of middle class students. It raised working
class parents, who had missed out on significant political socialization
opportunities when they dropped out of school short of college them-
selves, in the same way (if not to the same extent) — a sort of “second
chance” at the political socialization they had missed the first time
around.

Mock voting at the ballot box was particularly effective in stimulating
student-parent interactions and consequent “trickle-up” socialization.
Probably because the trip to the polling place was an occasion for talking
over their voting intentions, students who carried out this added compo-
nent of the curriculum were particularly likely to report parent-student
discussion of politics, as were their parents. These discussions probably
occurred both earlier and later than election day in some families. It
should be noted that mock voting, unlike exposure to the curriculum at
school, was not randomly distributed across social strata; it was more typ-
ical in middle-class families. 5till, it is a feature of this curriculum that
affected both students and parents in substantial ways.

Follow-up interviews of the students six months later indicated that
the initial impact of Kids Voting had persisted well beyond the election
period. For most dependent variables, effects were not as strong as they
had been immediately after -the program ended, but most of them
remained significant and were on average about half the strength of the
initial findings. Kids Voting students did well, for example, on a current
news quiz about plans of the Republican majority that took over the Con-
gress in 1995. (These items would not have been taught in Kids Voting
classes the previous fall, when there was scant mention in San Jose of
Newt Gingrich, the Republican leader who became Speaker of the House
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of Representatives following the 1994 elections.) Pro-voting norms in May
were more strongly associated with the Kids Voting lessons than they had
been the previcus November, perhaps because these statements became
truisms during the election, and created a temporary ceiling effect.

If the 1994-95 study provided good news on the prospects for political
socialization via the Kids Voting curriculum, a replication in 1998-99
brought some bad news. The basic problem in 1998 was a lack of volun-
teers to staff the program in San Jose. As of that summer only a lone sec-
ondary school teacher staffed the office of a program whose scope had
been expanded from the city of San Jose to the entire county, in effect dou-
bling the target population in the largest city and county in northern Cal-
ifornia. Few teachers heard about the curriculum from a staff member
until after it was too late to work it into the fall semester teaching plan.
When we sampled families on the east side of the city — the working class
area targeted for concentrated Kids Voting efforts based on our 1994 find-
ings — we found that only about 8 percent of the students were exposed to
the curriculum in 1998.

Nevertheless, the general pattern of effects on students in 1998 was the
same as in 1994, for those who received the lessons. That is, the beta
weights (see Table 7.1) were approximately the same for the major depen-
dent variables such as attention to the campaign, party identification,
political knowledge, opinion holding, news media use, and interpersonal
discussion. But the serendipitous results of 1994, including both the
trickle-up effect on parents and the closing of gaps in political behavior
between working class and middle class families did not recur. The effects
on students again persisted in our delayed evaluation six months after the
election and the end of the curriculum, again in lesser degree. So at least
the promise of this rich curriculum was documented a second time.

But in general the 1998-99 results were disappointing, and it was not
hard to find why. An effective curriculum is oniy one component of a vol-
unteer organization. People must present themselves to staff it, and that
did not happen to nearly as great an extent in 1998 as it had in 1994. The
Knight Foundation, which funded the 1998-99 replication, has acted on
our most urgent recommendation by making an infrastructure grant to
Kids Voting San Jose, and to a number of other local Kids Voting organiza-
tions around the country for the 2000 election year.

The larger lesson of these studies is that school interventions aimed at
political socialization can work. Young people can be engaged with active
citizenship through the excitement of an election campaign, and through
the controversies aroused by ballot propositions as well as by party politics.
But this takes work, both by classroom teachers and by quasi-professional
staffs of organizations that design and disseminate educational modules.
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Kids Voting is a success story, and 1 model for kindred agencies tc
emulate. It creates not just voters, bui knowledgeable and enthusiastic
citizens. It can engage whole familizs in the political process, bringing
parents who might not have fully developed as citizens when they were
in school themselves into the fold too. But this does not happen as a
matter of course. The effort must be renewed each election year.

Table 7.1

Effects of 1994 and 1998 Kids Voting Interventions in San Jose
(increments to variance explained by curriculum)

1994-1995 1998-1999
Criterion Immediate Delayed Immediate Delayed
Party identification 03 01* Q5% 03**
Political knowledge 05%** .00 06+ 04
Attention to news 5% 0gx* 9% O7*
Opinionation 4 05*** 05*** .00
News media use 06%** 027 Q7 03**
Peer/family discussion .09*** 03** 07 4=
(N) (441) (312) (374) (299)

*p < 05, *p < .01, ***p < .001

Note: Cell entries are increments to variance in each criterion measure, from a hierarchical
regression equation that includes controls for the interviewed parent’s education, income,
ethnicity, and level of the criterion variable; and the student’s gender, age, and year in
school.
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We the People . . . Project Citizen
Herbert M. Atherton

For the things we have to learn before we can do them, we learn by doing them.
— Aristotle

The Center for Civic Education’s We the People . . . Project Citizen is a
case-based, problem-solving curriculum, involving an entire class,
through which students learn how to monitor and influence public policy.
It is one of several curricular initiatives in civic education that responded
to renewed attention in the late 1980s and early 1990s to the educational
needs and opportunities of middle-school students. Such blue-ribbon
studies as the Carnegie Council Task Force on Education of Young
Adolescents (Carnegie 1989) and the National Council for th. Social
Studies Task Force on the Social Studies in the Middle School (NCSS 1991)
called for a reinvigorated and restructured curriculum for the middle
grades, one whose teaching strategies and content themes would address
the developmental needs of young adolescence, a key formative period
for the student’s self-identify, values, and relationship with peers, com-
munity, and the broader world.

To address these developmental realities through the social studies
curriculum, the NCSS report recommended a variety of instructional
practices, including experiential, interdisciplinary, and cooperative learn-
ing, the opportunity to engage controversial issues, and authentic,
performance-based assessment. [t emphasized the value of curricula that
included concrete and familiar case-based problem-solving and group
deliberation, integrated personal experience with academic knowledge,
and expanded the classroom into the community through research activ-
ities and community service. “Through community service,” the NCSS
task force report noted, “students can contribute to their society while
developing an appreciation for human dignity and diversity, a respect for
rights and responsibilities, and a sense of fellowship and social justice”
(NCSS 1991, 291).
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Project Citizen takes its cue in large part from such directives. It also sig-
nals the transformation that has been taking place in civic education over
the last several decades. The didactic, “pressure-cooker” civics, born a
century ago to meet the assimilationist demands of the “new immigra-
tion” and sustained by the spirit of solidarity of two world wars and the
onset of the Cold War, was based on a view of the “good citizen” as essen-
tially passive and spectatorial, with little emphasis on empowerment. It
gave civic education a somewhat off-putting prescriptive and didactive
quality, the vestiges of which remain to this day.

What has emerged in recent decades is a more proactive concept of
citizenship. The transformation began in the late 1960s and 1970s and
was the result of a convergence of different trends. Those years
witnessed a resurgence of volunteerism and community service seek-
ing to address various manifestations of malaise in the nation’s civitas,
from political alienation, disengagement, and cynicism to materialist self-
preoccupation. Concurrently, progressive education came once again into
fashion, prompted by influential work in developmental psychology. The
convergence of the new social consciousness and renewed interest in
experiential education fed the transformation . civic education.

The roots of the new civics, however, are to be found much earlier, in
the beginnings of modern civic education a century ago. First father to the
basic concept underlying programs like Project Citizen was Arthur Dunn,
who, in The Conumunity and the Citizen (1907) and other writings, argued
the educational value of integrating the social studies curriculum with
community service. Dunn proposed a community-based civics program
for middle school. Perhaps the most influential voice in more recent times
for a proactive view of citizenship and appreciation of the central role of
civic education in overall development of the student has been Fred
Newmann (although focused on senior high school rather than the mid-
dle grades). In Newmann, developmental psychology and social con-
sciousness converged to produce a theory of civic education as empower-
ment. Newmann indicted traditional civic education for neglecting “the
most crucial component in democratic theory: the right of each citizen to
exert influence” (Newmann 1995, 4). For Newmann, as for Aristotle, the
development of the civic self is central to the development of the whole
person.

More recently, civic educators such as Harry Boyte and James Farr
(1997) have distinguished their vision of the empowered “good citizen”
from the traditional “liberal” view of the citizen as a rights-bearing indi-
vidual of a political system and from the communitarian view of the citi-
zen as the caring member of a moral community with shared values.
Invoking traditions of American pragmatism, the authors suggest another
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ideal-type of citizenship defined as “public work” — the citizen as a practi-
cal agent in a civic world who works together with other citizens on the
tasks and problems they collectively face. If citizenship is thus defined as
public work, as practical problem-solving, then civic education’s primary
task is to provide younger citizens with the tools of the trade. The young
should “be thought of as citizens-in-the making who have serious work
to do” (Boyte & Farr 1997, 43).

Project Citizen is very much in keeping with this model of citizenship.
Its goal is to “develop students’ commitment to active citizenship and
governance” by “providing students with the knowledge and skills
needed to participate effectively in society and the practical experience
designed to foster a sense of competence and efficacy” (Tolo 1998, 107).
The program is designed for use with middle- and upper-elementary
school students in grades 6 to 9. The program has also been used in senior
high school government courses and in classes with special needs.
Funded by the U.S. Department of Education, it is now completing its
fifth year as a national program. It derives from a California pilot pro-
gram, the American Youth Citizenship Project, funded by the Walt Disney
Corporation in 1991-92. During its five years as a national program
(through February 2000), Project Citizen has reached over 3,000 teachers
and almost 200,000 students. The program is administered by the Center
for Civic Education (CCE) through a national network of state coordina-
tors. With a long-standing commitment to improving education about
state and local government, the National Conference of State Legislatures
co-sponsors the program. NCSL has also been instrumental in securing
supplemental state funding in several states.

The heart of Project Citizen is its problem-solving methodology. It mirrors
in large measure the methodologies of other issues-centered curricula in
the social studies, which are derived from the work of John Dewey. (See
Dewey, How We Think, 1910.) It includes six sequential steps: (1) identifying
appropriate public policy problems in the community through class discus-
sion, research, interviews, media scanning, and other survey techniques;
(2) selecting a particular problem among several alternatives presented in
class discussion and deliberation; (3) gathering information on the selected
problem through library, archival, and Internet research, interviews of
government officials and civic leaders, and other research activity as sug-
gested by the nature of the problem and community resources available;
(4) developing a class portfolio and research binder to document the
results of the project; (5) presenting and defending those results in a sim-
ulated public hearing; (6) reflecting on what has been learned as a result
of the experience. The student text provides worksheets and checklists to
assist students in completing the several stages of their project.
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Teamwork becomes especially important in the fourth stage of the cur-
riculum: developing a class portfolio. To complete this part of the project,
the class divides up into four groups, each charged with a specific task.
Group 1 develops an explanation of the problem. Group 2 evaluates alter-
native policy solutions. Group 3 develops a proposed policy, one that is
favored among the various alternatives. Group 4 develops an action or
implementation plan for that policy. The results of each of these group
efforts are represented on one panel of the four-panel portfolio, in an
array of selected text, illustration, and other appropriate documentation.

In the simulated public hearing (stage 5), the class members have an
opportunity to explain and defend the results of their project before a
panel of judges. This culminating assessment exercise may be informal in

nature, or it may take place in a formal competition whereby Project '

Citizen classes compete at the local and state levels, usually before public
officials and civic leaders in their communities who take the role of
judges. The portfolios of the winning classes at the state level are then
evaluated in a national competition, coincidental with the annual con-
vention of the NCSL.

Several qualities of the Project Citizen curriculum stand out. The cur-
riculum is student-driven. In order for the program to achieve its desired
effects, student ownership of the project must be genuine, from the selec-
tion of the public policy issue to the preparation and defense of the proj-
ect portfolio. Teachers and adult volunteers play important supportive
and facilitating roles, but the work must be largely the students” own.
Project Citizen appeals to “outgoing, flexible, innovative teachers” who
“trust their kids” (Tolo 1998, 43). Teachers must show both initiative and
restraint. The program also requires a measure of trust on the part of prin-
cipals, superintendents, and school boards. They must allow youn,; stu-
dents to address potentially controversial issues. It perhaps says much for
the integrity of the program and the enthusiasm of its participants that
school administrators generally have been trusting and supportive.

Given the latitude accorded students, it is not surprising that possible
topics for Project Citizen have ranged far and wide. Some classes decide to
focus on issues within their own school community. Such projects will
likely address one of a variety of educational reform issues such as stu-
dent rights, dress codes, safety, overcrowded classes, or sex education and
AIDS awareness. Other Project Citizen classes select an issue in the wider
community of their town, county, or state. Such issues have ranged over
several topic areas, from the environment (illegal dumping, graffiti, beau-
tification projects) to health (substance abuse, teen pregnancy) to social
pathologies (street gangs, domestic violence, homelessness) to infrastruc-
ture problems (traffic congestion, fire-fighting services).
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Whatever the project issue, its focus must be sufficiently local and
familiar so that students can address it effectively within the time span
allowed. Students should be expected to address issues that they can
investigate realistically. Their project problem may have broader, systemic
dimensions, but the focus must be real and immediate. For example, if
students express interest in the problems of world hunger, their teacher
might encourage them to examine a manifestation of that global problem
closer to home, in what their community is doing to feed the homeless or
the homebound.

Because Project Citizen involves an entire class, and because it is
student-driven, cooperative learning figures prominently in its methodol-
ogy. Students work primarily in groups, for some parts of the project in
plenary session as an entire class, in other parts as specialized teams, who
shadow each other’s work. The methodology also lends itself to cross-
disciplinary opportunities. The social studies might seem the obvious and
preferred context for launching a Project Citizen project, but the curricu-
lum has found a home in the language arts and other subjects as well. The
range of projects can take students into a variety of subject areas and can
call upon the exercise of a variety of different skills. Environmental or
health-related issues open up the natural sciences. Research and analysis
may require mathematical and computer skills.

Project Citizen is grounded in the methodology of public policy analy-
sis. As public policy analysis has evolved beyond the arcane world of
academic think-tanks into a discrete sub-discipline of political science,
educators have come to realize the potential of this methodology in civic
education, integrating theory and practice, civic knowledge with civic
skills, in a problem-solving, real-life context. Parker and Zumeta (1999),
for example, have suggested that the essential elements of public policy
deliberation (PPD) provide an appropriate methodology for teaching of
proactive, democratic citizenship at the high school level. Albeit in sim-
plified form, the various steps of Project Citizen mirror these same analyt-
ical fundamentals: the toolbox, as it were, for young citizens engaged in
pragmatics of public and community service.

Young though it still is, the domestic impact of Project Citizen has been
evaluated in two national studies. A year-long study by the Lyndon B.
Johnson School of Public Affairs at the University of Texas (Tolo 1998)
examined all aspects of the program, from administration to classroom
impact. Measuring the outcomes of Project Citizen by means of teachers
and student surveys as well as other evaluation instruments, the study
made several key findings, all suggesting that the program achieves what
it is intended to achieve. Teachers surveyed noted the simplicity and logic
of the curriculum, its inclusiveness, integration of various disciplines and
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skills, and concrete results. The study documented the benefits of the pro-
gram in several areas, including increased knowledge of public policy,
government, and community service, as well as thie fostering of research,
communication, and teamwork skills. But perhaps most compelling was
evidence that Project Citizen was an engaging educational activity that
empowered young citizens and gave them a sense of that empowerment.
Students, the LBJ study found, not only believe they can make a difference
as citizens in their communities — they frequently do make a difference.
The investigation of low-voter turnout by a California Project Citizen class
led to changes in voter registration procedures in their county and state.
The Michigan students whose action plan articulated a policy to deal with
sexual harassment in their school saw that plan’s adoption by the local
school district. “I learned,” said one Project Citizen alum, “that no matter
how old you are, you can make a difference just by taking action” (Tolo
1998, 108). “I have had students,” one Project Citizen teacher observed,
“corme back and tell me how it changed their lives” {Tolo 1998, 111).

In 1999 the National Staff Development Council endorsed Project
Citizen as one of three social studies programs that effectively boosted
student learning in the middle grades (Killion 1999). The NSDC review
committee looked for programs that “promote challenging and thought-
provoking experiences for students through strategies such as research,

- small group work, problem-solving, and simulations to construct an in-

depth unaerstanding of issues and processes that are directly related to
the world beyond the classroom” (Killian 1999, 137). The NSDC endorse-
ment singled out Project Citizen for its high level of student participation,
cultivation of higher order thinking skills, and portfolio-based assessment
strategies. It also recognized Project Citizen’s value to the professional
development of teachers in promoting their understanding of public
policy and government and enhancing their repertoire of content-specific
instr.ctional strategies.

Though some anecdotal and tell-tale evidence suggests that students
who participate in community-outreach programs like Project Citizen are
more likely to vote and become involved in community service in later
years, longitudinal studies will be necessary to measure the lasting effect
in terms of civic engagement (Niemi 1999). An assessment of the Project
Citizen curriculum is now part of a School Violence Prevention
Demonstration Project, implemented by the Center for Civic Education
with Department of Education funding, to test the effectiveness of CCE
programs in dealing with some of the early warning signs of troubled
youth. The program’s effectiveness will be measured by attitudinal sur-
veys in selected school districts across the country.

Given Project Citizen’s emphasis on the generics of public policy and
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civic engagement, it is not surprising that the program has traveled well
overseas. Indeed, it has proved to be one of American civic education’s
leading exports to the countries of eastern and central Europe, where
fledgling democracy has brought with it a rejection of authoritarian ped-
agogies and a keen interest in models for teaching proactive citizenship.

In the last few years pilot programs have been launched in several
republics of the former Soviet Union (including the Russian Federation)
and in most of the countries of the former Soviet bloc, from the Baltic Sea
to the Balkan Peninsula, where the curriculum has been adapted to local
needs and translated into local languages. Project Citizen has realized
some of its most dramatic success in the strife-torn countries of the
Balkans. A pilot program in Bosnia/Herzegovina using Project Citizen
(and CCE’s Foundations of Democracy curriculum) has involved over
134,000 students and 4,400 teachers in the first four years since its imple-
mentation. An evaluation of the instructional impact on students of the
pilot program is nearing completion.

During this last academic year (1999-2000), a Project Citizen program
was initiated in Ireland, as part of a major educational effort to strengthen
ties between Northern Ireland and the Republic of Ireland in the wake
of the 1998 Good Friday Agreement. Sponsored by an NGO, Co-operation
Ireland, as its Civic-Link program, Project Citizen is bringing classes of stu-
dents from north and south together, working in tandem on a common
project through collaborative research and residential visits.

Project Citizen has also established a foothold in Latin America, includ-
ing Brazil and Mexico. Seven Mexican states participated in the 1999-2000
year program. Initiatives are underway in the Middle East and in the Far
East as well. Despite obvious cultural differences with schools and com-
munities in the United States, the issues selected in these international
programs have been remarkably similar, suggesting perhaps a universal-
ity of interests and a range of common public policy issues everywhere.
Many of the Project Citizen issues on which foreign students have focused
invoke the same social, economic and cultural themes, from environmen-
tal pollution to traffic congestion to drug abuse, that have drawn the inter-
est of their American counterparts, which suggests a perennity and even
a universality of interests about local public issues (Hepburn 1997).

The flexibility of the Project Citizen curriculum has allowed it to travel
generationally as well as geographically. It has provided a basis for recent
initiatives of the Center for Civic Education in higher education. During
the current academic year (1999-2000), CCE launched pilot tests of a
Project Citizen Mentor Program. The program will be expanded in aca-
demic year 2000-2001 as part of a grant from the Corporation for National
Service to the American Association of Community Colleges. Analogous
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in some respects to the University of Colorado’s Presidential Leadership
Program and to initiatives of the Public Achievement Program at the
University of Minnesota, this new venture links undergraduates to Project
Citizen classes as mentors. Irx general, mentors act as facilitators to the
younger students through the various stages of the project, and, in many
instances (depending on academic interests and specialization), they also
serve as expert resources for background information related to the proj-
ect. Mentoring provides a service-learning opportunity for courses in
political science, sociology, teacher educatior and other subjects. CCE is
also developing a more sophisticated version of the Project Citizen
methodology as a supplemental text for other service-learning opportu-
nities in undergraduate education.

The realization of Project Citizen's potential, in fact, may depend in part
on its convergence with service learning, which has established itself in
recent years as an attractive refinement of experiential education and has
been gaining moment at both the collegiate and pre-collegiate levels of
American education. As with community service and experiential educa-
tion generally, the rationale of service learning is closely associated with
ideas of “civic responsibility” and “civic engagement.” More often than
not, however, the precise educational goals embodied in such rhetorical
phrases have gone undefined, and without reference to the particulars of
a meaningful and effective civic education curriculum. Soup kitchens are
not civics — not in the absence of strategies for developing the knowledge,
skills, and dispositions of citizenship. Westheimer and Kahne (2000), for
example, have documented the uneven academic quality of service learn-
ing programs.

Is Project Citizen a service-learning program? It depends on how nar-
rowly or broadly service learning is defined, on what are considered real-
istic service-learning opportunities for middle schools, and on the
specifics of a given Project Citizen project. The curriculum does not fit the
classic definition of service learning with its emphasis on experiential
learning in the context of community service (i.e., working with as well as
for the beneficiaries of a particular service in the community). Project
Citizen is essentially a classroom/community outreach activity, empha-
sizing public policy analysis and civic participation.

Nonetheless, the curriculum embodies many of the same instructional
strategies and objectives that have come to be associated with service
learning. Like all service-learning pedagogies, Project Citizen emphasizes
the interplay of reflection and experience. In addition to a concluding
reflective exercise, the curriculum throughout encourages students to test
their preconceptions with experience and to revise the former in the light
of the latter. A critical step in the policy analysis of Project Citizen, for
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example, requires students to articulate and evaluate alternative solutions
to the project problem. This step encourages analysis, judgment, and
deliberation, and it engages students with normative as well as empirical
issues, allowing them to examine not only their own values, interests, and
preconceptions, but those of others as well.

Like service learning, Project Citizen places great value on collaborative
endeavor and the sharing of ideas. Like service learning, it emphasizes
the importance of the authenticity of the learning experience: the projects
are ones the students in large measure choose themselves. Finally, Project
Citizen embodies a key element of the ethos of service learning: democra-
tizing the school environment. Project Citizen is an inclusive, collaborative
learning experience that endorses democratic values in the learning
process and encourages students to confront issues of concern to their
school as well as to the larger community. It signals that even younger
students have something to say and deserve to be heard in matters con-
cerning their education. Like service learning, the program is as much a
mindset as itis a pedagogy, a mindset that “helps democratize our schools
and communities by giving voice and influence to young people who are
often the recipients of service, but are rarely asked to be ‘of service”
(McPherson & Kinsley 1995, 115).

Whether or not the program meets all of the particulars of a service
learning litmus test, Project Citizen affords students experiential learning
in the public policy pro ~ss by “doing” the process themselves and by
bringing them into contact with officials and institutions involved with
public policy and government. Depending on the nature of and time allot-
ted for the class project, the program brings students into contact with a
variety of other community resources as well. Because the community
outreach opportunities of Project Citizen has proved to be so attractive to
students (Tolo 1998, 110), evidence thus far suggests that many students
follow through afterwards with volunteer service in the community.

At the very least, then, Project Citizen provides an ideal springboard to
community service and service-learning opportunities, by establishing
community partnerships and by equipping students with the prerequi-
sites for effective service. And it provides one model of how such learn-
ing opportunities, if well grounded in the appropriate frames of reference
and equipped with the appropriate learning tools, can prepare younger
students for democratic citizenship.

107




02 Chapter Eight

References

Boyte, Harry C., and James Farr. 1997. “The Work of Citizenship and the Problem
of Service Learning.” In Experiencing Citizenship: Concepts and Models for Service
Learning in Political Science, Richard M. Battistoni and William E. Hudson, eds.
Washington, DC: American Association for Higher Education, 35-48.

Carnegie Council on Adolescent Development. 1989. Turning Points: Preparing
American Youth for the 2Ist Century: The Report of the Task Force on Education of
Young Adolescents. Washington, DC: Carnegie Council on Adolescent
Development.

Dewey, John. 1910. How We Think. Boston: D.C. Heath.

Dunn, Arthur William. 1907. The Community and the Citizen. Boston: D.C. Heath.

Hepburn, Mary A. 1997. “Service Learning in Civic Education: A Concept with
Long, Sturdy Roots,” Theory into Practice 36 (Summer): 136-142.

Killion, Joellen, Mary McFarland et al. 1999. What Works in the Middle: Results-
Based Staff Development. Washington, DC: National Staff Development Council.

McPherson, Kate, and Carol W. Kinsley. 1995, “Conclusion: Challenges for the
Future.” In Enriching the Curriculum through Service Learning, Carol W. Kinsley
and Kate McPherson, eds. Alexandria, VA: Association for Supervision and
Curriculum Development, 115-116.

National Council for the Social Studies. 1991. “Social Studies in the Middle School:
A Report of the Task Force on Social Studies in the Middle School.” Social
Education 55 (September): 287-293.

Newmann, Fred M. 1975. Education for Citizenship Action: Challenge for Secondary
Curriculum. Berkeley CA: McCutchan Publishing Corporation.

Niemi, Richard G. et al. 1999. “Community Service by High School Students: A
Cure for Civic llls?” A paper prepared for presentation at the annual meeting
of the American Political Science Association, September 1-5.

Parker, Walter C., and William Zumeta. 1999. “Toward an Aristocracy of
Everyone: Policy Study in the High School Curriculum.” Theory and Research in
Seocial Education 27.(Winter): 9-44.

Tolo, KW, ed. 1998. An Assessment of We the People . . . Project Citizen: Promoting
Citizenship in Classrooms and Comuinunities. Austin, TX: Lyndon B. Johnson
School of Public Affairs at the University of Texas.

Westheimer, Joel, and Joseph Kahne. 2000. “Service Learning Required: But What
Exactly Do Students Learn?” Laucation Week: 19, 20, 52 and 32.

103




9

Working to Improve Civic Education:
The Dirksen Congressional Center

Frank H. Mackaman and Andrea Schade

Our challenge and responsibility are clear. If we would desire good citizenship, love
of country, respect for heritage among our young, then we must teach them. And
we must do so actively, consistently, and most of all early. It is essential that we pro-
vide children with an environment conducive to the learning about, practicing of,
and valuing of good citizenship and responsible involvement in national life.

— Everett McKinley Dirksen, 1967

Part of the answer to getting students involved in their communities is
to first get them involved in their classrooms. The social studies class-
room, whether it be history, government, or civics, is the perfect platform
for teaching students the importance of becoming active in the world
around them. When it is boiled down, those subjects t:ach about people
taking action. Educators have a natural opportunity to teach students
ideas and information and how to make use of them for the public good.
Social studies also emphasizes the importance of public opinion, but
unfortunately students are too often asked merely to sit and listen.

Just as active participation and public opinion are important aspects of
well-managed classrooms, they have become a key to the success of The
Dirksen Congressional Center’s educational programs. The Center, char-
tered in 1963 but opened for business in 1975, is a nonprofit, nonpartisan
educational and research organization devoted to the study of Congress -
its leaders and members, its structure and ~rocesses, and the public poli-
cies it produces. Named for the Senate Minority Leader in the 1960s,
Republican Everett McKinley Dirksen, the Center is located in his home
town of Pekin, Illinois.

CongressLink

CongressLink <www.congresslink.org> is The Dirksen Center’s largest
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investment in educational programming. Work on CongressLink began in
1996 with a survey of teachers, assessing their needs for Internet-based
lessons in the classroom. We determined that teachers were eager to
investigate the educational possibilities of the Internet but were some-
what intimidated by the vastness of the World Wide Web. Travel ahead
four years to 2000, and CongressLink has evolved into an internationally
recognized web site which serves teachers and students of government,
civics, and history. The site employs technology-based approaches to
instruction and cutting-edge services that enhance civic education. It also
offers information, lesson plans, primary source documents, and commu-
nication tools to help users gain a deeper understanding of the legislative
branch. The overarching purpose behind CongressLink is to improve the
woeful lack of understanding of our government so convincingly docu-
mented by recent National Assessment of Educational Progress test scores
among American students. See the NAEP data on Civics and U.S. History
by visiting this World Wide Web site: <http://nces.ed.gov/nations report-
card>. The categories of information in CongressLink are illustrated in
Figure 9.1 at the end of this chapter.

CongressLink’s features can be divided into three categories: informa-
tion, lesson plans and resources, and communication tools. The concen-
tration of general information is located in the “Know Your Congress”
section. Here users will find a roster of the current congressional leader-
ship, information about congressional procedures, and historical facts
and figures. Direct e-mail and web page links for Congress members
are available, as are committee lists and congressional pay rates. Students
can also find the name and contact information for their Representative
and Senators. Especially popular during the Clinton impeachment
proceedings was information on past Senate cases of censure and
condemnation.

The bulk of CongressLink materials consists of lesson plans and related
resources. CongressLink has a growing library of lesson plans, the major-
ity of which were written by teachers. Lesson topics include Congres-
sional Workload, Congressional Powers, the Veto Process, Teaching the
Amendments, the Compromise of 1850, and the Job of a Congressman. All
lesson plans use CongressLink and are based upon the structure of
Bloom's Taxonomy, which defines learning objectives in several cate-
gories. Applicable national civics standards are also listed with each plan.
The template for CongressLink lesson plans is available online, and The
Dirksen Center encourages teachers to submit original lessons.

Associated with the CongressLink lesson plans are resource documents
such as the U.S. Constitution, Washington’s first State of the Union
Address, and congressional leadership statements. CongressLink’s ver-
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sion of the Constitution is unique in that it is hyper-linked to the Con-
gressLink glossary and historical notes. If students are confused by con-
stitutional terms, such as “enumeration” or “advice and consent,”
explanations are just a mouse click away. CongressLink also features a
selection of civil rights documents from Everett Dirksen’s archival collec-
tion. Letters, press releases, newspaper clippings, and speeches relating to
the Civil Rights Act of 1964 help students understand the history behind
the legislation and give meaning to the law-making process.

CongressLink’s communication tools are the least used sections of the
site but perhaps hold the most potential. The CongressLink message
board allows teachers and students to post ideas, questions, and lesson
plans to share with colleagues and peers. The message board can expand
a teacher’s world and knock down the four classroom walls that often
hinder communication and creativity. One of the goals for CongressLink
is that eventually teachers will post lessons to the message board and
other educators will add their own suggestions for the plans. The Dirksen
Center then would combine the ideas and post a final version to the les-
son plan section of CongressLink.

Teachers also use the message board to confer with one of Con-
gressLink’s Experts Online. An Expert Online is a subject matter specialist
who has agreed to communicate with classes and answer questions from
them. Teachers have the opportunity to contact a congressional staff
member, a journalist, or a number of scholars who can give students first-
hand knowledge about the subjects they are studying. For example,
seventh-grade students at an American school in Saudi Arabia posted
questions about congressional-presidential relations on the message board.
The Dirksen Center arranged for political scientist Charles O. Jones to
respond to the questions, and the answers were posted for the students to
read. What a beneficial experience for students in the Middle East to be
able to correspond with a leading political scientist in the Midwest!

An often-used feature of CongressLink that does not fit easily into any
of the above-mentioned categories is Related Web Sites. Since Con-
gressLink does not and cannot contain every bit of information about
Congress, the site provides links to over seventy-five other government,
political, and civic education web sites. Each listing is annotated to help
users save time when searching for information.

CongressLink is becoming increasingly recognized among teachers
and other educational web sites. This was not always the case, howe er.
The site suffered a slow start, so The Dirksen Center turned to educators
to ask how CongressLink could be improved. A number of teachers
deserve credit for helping give CongressLink a new look, making the fea-
tures easier to navigate, contributing practical classroom content, and
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training colleagues to use the site. What The Dirksen Center has learned
is that it needs teachers to make CongressLink a success. Not just teach-
ers as users but teachers as contributors. Who knows better what is
needed in the classroom than teachers?

The continuing collaboration with teachers has made CongressLink a
successful and worthwhile classroom tool. Since we began counting users
in August 1998, over 1.5 million hits have been recorded. The site is free,
easy to access, and rich in practical materials. Teachers can obtain tradi-
tional classroom resources — lesson plans and primary source documents
—and at the same time incorporate new technology such as web links and
message boards. Indeed, the National Center for Educational Statistics
has identified use of the Internet as a factor leading to higher civic liter-
acy test scores. Best of all, CongressLink is driven by the needs of teach-
ers and students, and we hope that one day users will be able to
customize the site to best fit their needs. CongressLink provides materials
that teach about our government and also gives users a tool to voice their
opinions, ask questions, and contact their political leaders. This is teach-
ing democracy, not just teaching about it.

Congress in the Classroom®

“This program has no fluff. It’s all core-based, substantive information
that will truly help me in my teaching career. I'm in awe as I look over
these past three days and realize what I've been exposed to.” A Congress
in the Classroom® participant in 1997 offered this typical testimony about
the worth of Dirksen Congressional Center programs.

The Dirksen Center’s longest running program for educators, Congress
in the Classroom®, is a free summer workshop for secondary teachers
and junior and community coll»ge instructors of history, government,
civics, and political science. Congress in the Classroom® encourages the
exchange of ideas on Congress by bringing together educators and experts
for a three-day conference. During the program, teachers hear from pre-
senters on a range of historical and current topics. Past speakers have
included scholars, journalists, members of Congress, archivists, and teachers.

As education has evolved over the years, so has Congress in the Class-
room®. The topics of discussion change to keep up with timely issues,
and the methods of presenting information to the participants change as
well. Traditional lecture sessions by the experts are typical, but in the past
three years we have also incorporated some interactive, technology-
related sessions involving CongressLink and “Congressional Insight,” a
computer simulation of the job of a Congress member. These activities
help create a participatory environment for the teachers.
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This environment is enhanced by the interaction among those who
attend Congress in the Classroom®. The small number of participants
allows for sharing of lesson ideas and teaching techniques with
colleagues from across the country. And beyond the classroom sessions,
participants often are able to converse with the speakers during breaks
and meals. Discussions with experts in the lecture hall and at the dinner
table have a lasting effect on the participants and on what they share with
their students. Teachers hear about how Congress works from those who
work with Congress, and they leave with a greater appreciation for the
difficult and complex job facing legislators.

Robert H. Michel Civic Education Grants

In too many cases social studies is the last area of curriculum to receive
attention and funding. The Dirksen Center addresses this problem by
sponsoring the Robert H. Michel Civic Education Grants.

An annual total of $45,000 is available to teachers and developers of
history, government, social studies, and political science curricula. The
grants encourage individuals to create lessons and projects that incorpo-
rate web sites, historical materials, or simulation exercises that teach
about our federal government and the importance of civic responsibility.
Other eligible proposals include projects that identify innovative teaching
resources, reform efforts designed to bring instruction in line with civic
education standards, and university-level methods curricula for prepar-
ing educators to teach about government.

The Michel Grants have helped to fund a national American govern-
ment web design contest, an Internet course which teaches about the
relationship between legislatures and interest groups, and the purchase
of multi-media editing software used to conduct a student-led voter
participation program. This is not a complete list of projects funded by
the Michel Grants, but this sampling shows how the program has helped
to rejuvenate civics-related curriculum and make it more relevant
and interesting to students. These are activities that minimize passive
note-taking in class and maximize participation in learning.

In the future The Dirksen Center would like to incorporate many of
the grant products into our other programs. William Ball of the College
of New Jersey used a Michel Grant to create a web site which contains
a catalogue of 500 images associated with American political history.
All of the photographs are uncopyrighted and available for class-
room use. Teachers could integrate the images into CongressLink lesson
plans, using The Center’s investment in one program to strengthen
another.
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Collaborative Projects

Increasingly The Dirksen Center collaborates with other entities to
offer programs or products. Two examples are “Congressional Insight”
and Congress and the Decline of Public Trust.

“Congressional Insight,” a product of the National Association of Man-
ufacturers, is a computer simulation that puts participants in the place of
first-term members of Congress. Players are faced with realistic day-to-
day decisions. Whom should they hire for staff? Which candidate should
they back for party caucus chair? Should they spend time fund raising,
intervening on a constituent matter, or going to a committee meeting?
Participants receive feedback on their choices, and if they handle the var-
ious demands and please enough of the right people, they are re-elected.

Not only does “Congressional Insight” give participants a greater
appreciation for the job of a Congress member, the simulation also helps
groups develop a better understanding of the poiitical process, build
decision-making skills, and improve teamwork. The Dirksen Center has
experienced success in presenting the program to a variety of audiences
including students, teachers, and political action committees.

The Dirksen Center has sponsored several publications relating to Con-
gress, the most recent being Congress and the Decline of Public Trust (Boul-
der, CO: Westview Press, 1999). This collection of nine essays analyzes the
current state of distrust in our government and suggests reasons for it.
Authors comment on how the media, the education system, members of
Congress, and Congress as a whole can be part of both the problem and
the solution. The book contains one essay of special interest to teachers,
“Congress, Public Trust, and Education.”

Success in The Center’s educational programming depends on involv-
ing our audiences. Whether it be asking for help in improving Con-
gressLink, giving teachers the opportunity to interact with experts during
Congress in the Classroom®, or providing assistance for developing inno-
vative curricula with the Michel Grants, The Center’s programs engage
those whom they serve. Perhaps implementing the same practice in the
classroom would result in informed and active students who want to
make a difference in their communities. The Center’s web site
<http://www.pekin.net/dirksen>contains up-to-date information about
its programs and services.
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Figure 9.1

CONGRESSLINK
Table of Contents

CongressLink provides new ways to learn about Congress, how it works, its leaders
and members, and the public policies it produces. Select About This Site for more
about CongressLink's purpose.

Know Your Congress Basic information about Congress and how
to contact your representative and senators

Resources for Teachers Tips for using the site, templates for lesson
plans and assessments, suggestions for
what students should know about Congress
Resources for Lesson Plans U.S. Constitution (with hyperlinks to
definitions and historical terms), historical
documents, primary sources, and narratives
to serve as resources for creating lesson

plans
Lesson Plans and Developed by teachers using CongressLink
Student Activities on topics such as how a bill becomes law,

congressional leadership, checks and
balances, civil rights, communicating with
Congress members, and constitutional
amendments

Experts Online Scholars, teachers, journalists, and Congress
people who have agreed to consult with
you about Congress and teaching

Related Web Sites Annotated list and links to more than 75
Web sites about Congress and civics

Cominunications Online conferences (i.e., bulletin boards and
chat rooms) about Congresslink and how
teachers use it

About This Site Site philosophy, developers, National Lead
Teachers

Register Stay in touch with CongressLink develop-
ments. by registering

Search This Site Search CongressLink using key words
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The Public Service Acad'emy

John G. Stone 111

A public service academy is a school-within-a-school, having a public
service career theme (government and non-profit sectors). The school-
within-a-school setting usually requires a cohort of teachers and students
to teach and learn together over the three or four years of high school. The
academy setting includes establishing high academic expectations for
students, course work related to the public service theme, out-visits to
partners’ work places and colleges, and student involvement in work-
based job shadowing and internships.

What Are the Basic Elements of the Academy?

The basic elements of the program combine both student and teacher
motivation, college preparatory studies, experiential learning, and
expanded resources:

1. Teachers choose to be in the academy, and are willing to participate

in extensive staff development and team planning and teaching,.

2. Students choose to be in the academy, through a recruiting process
involving entrance requirements — a combination of grades, behavior,
and interest. Frequently a written contract is signed by the parents as
well as the student, which sets forth expectations and commitments.

3. Students and teachers develop a secure learning community, where
cach knows the others personally, where the values are traditional
and positive, and where there is mutual support.

4. Non-school partners from the public service community provide
support and contributions to the students and teachers, such as:

* Expert help with the career curriculum, loaned public executives
for academy managers, volunteers for various projects (such as
debate, speech and essay contests) and as mentors and tutors,
help in meeting individual student non-academic needs, reaching,
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out to the wider community, program evaluation, and members
of the steering and working committees.

e Financial support: fund raising, donations, organizational
sponsorship, and scholarships. '

e In-kind donations: organizing and paying for events like a
graduation ceremony and field trips, awards, busses, computers
and software, training and internships for teachers and students,
college visits, SAT preparation courses, printing, supplies, and a
tax exempt bank account for receiving non-school funds.

* The presence of the larger community in the lives of the students,
and specific evidence of their worth to society.

* Support and encouragement for teachers and administrators;

» Connection to the government and the public service community
in their city, county, state and nation.

* Public recognition of the academy and the school.

* Advice to administrators and teachers on management and
related matters.

. Teachers and partners plan together and deliver a curriculum that

combines college preparatory education and employability training.
The goal is to give every student the option upon graduation of
going to work or entering college.

. Teachers are” encouraged to teach in teams, using an integrated

approach to delivering the curriculum across traditional lines. Stu-
dents learn to work in teams in a project-based curriculum, in the
manner of the working world.

Out-of-school instructional activities relating to their classroom
work give students direct personal experience of work places and
college campuses.

Students are exposed to college students and older adults who care
about them and support their development. The adults provide role
models, help students become comfortable in the world outside the
neighborhood, and often serve as mentors and personal guides
beyond high school.

. Students are encouraged to be school leaders, engage in sports and

other extra-curricular activities, provide for self-government, and
participate in the development of the program, often through repre-
sentation on the steering committee.

What Are the Objectives and Outcomes of the Academy?

Often the objectives of the program are set forth in the memorandum
of understanding, signed by representatives of the school district, school
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pariners, and non-school partners. The memorandum of understanding
for the Public Service Academy at Anacostia High School in Washington,
D.C., for example, sets forth the following objectives:

* To stimulate students to stay in school and graduate.

* To inculcate the values of good citizenship, constructive employ-
ment, and public service.

* To prepare students for higher education and jobs in government
and other public service organizations, and increase the rate of
graduates who go on to college.

* To expose students to many places where higher education and
public service work are done.

* To provide a center for expanding public service education at the
junior high and elementary school levels, and a School of Distinction
to attract students from throughout the District of Columbia.

The learning outcomes defined by the teaching team at Anacostia High
School address skills (reading, writing, speaking, mathematics, research,
problem solving, decision making, technology, employability, and work-
ing cooperatively in groups) and exercising the rights and responsibilities
of good citizens in a democratic society.

Why Is the Out-of-School Program So Important?

At many academies the work-based component and the college visits
have proven to be a primary reason for student success. They are attrac-
tive ways to learn, and they provide students a laboratory for applying
and expanding their learning. More importantly, they give students the
personal experience of work places and college campuses.

Job shadowing and internships during the summer and school year
give students an opportunity to work closely with supportive adults who
are committed to public service, and to develop the role model and
mentoring relationships that can be helpful later. They provide a transition
to the world after high school and a first-hand experience of government.

Associating with college students and instructors, and visiting cam-
puses, provide information about college entrance and financial aid, de-
mystify the world of higher education, and give academy students an
opportunity to see their own potential for being there. Internships for
teachers are common. They facilitate aligning classroom instruction with
industry practices and culture.

How to Get This All Into a School Day?

Integrating the in-school and out-of-school elements of the program
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can expand significantly the students’ learning opportunities, without
adding much to the course schedule. With school systems increasingly
setting higher academic standards and requirements for graduation, and
adding community service requirements, there is little time in the school
day to add many subjects or courses.

Some relief can be obtained by accelerating completion of required
subjects in grades 10 and 11 to provide time for internships in grade 12.
Also helpful are getting accreditation as electives for some of the non-
traditional activities of the academy, and team teaching that covers more
subject matter in a scheduled period. But integrating the in-school and
out-of-school elements of the program is the only way to expand
substantially the student learning opportunities.

Such integration occurs (a) when academic subjects are enhanced by
such out-of-school experiences as requiring written and oral reports on
internships or designing field trips to include scientific or mathematical
learning, and (b) when employability and civic values are taught as part
of the classroom instruction, such as using business grade software in
computer classes and laboratories, and requiring library research before
an out-of-school activity. Not only is student learning expanded by such
integration, but it also stimulates more active student participation in the
instructional program, and brings the community into the school.

What Are the Results?

The purpose of the academy is to improve student performance, and
increase the graduation and college attendance rat:.-s. With their combined
academic and employability training and their interaction with adults,
academy students graduate with the capacity to succeed in work and
post-secondary education. Career academies have spread across the
United States largely as a grass-roots movement, and every community
has anecdotal and statistical evidence of their academy’s success in meet-
ing these goals.

Formal evaluation studies have followed. The Manpower Develop-
ment Corporation published in February 2000 the results of the first phase
of a major longitudinal evaluation of ten career academies across the
nation, including the Public Service Academy at Anacostia High School in
Washington, D.C. Among the findings were that career academies (1) sub-
stantially increased the level of interpersonal suppo:r for students;
(2) reduced dropout rates by nearly 50% among students at high risk of
school failure, and improved their attendance, credits toward graduation,
and preparation for both college and work; (3) produced a 75% positive
impact on students of medium and high risk; but (4) did not produce any

115




The Public Service Academy 115

change in standardized math and reading achievement test scores, and
actually hindered low risk students from completing steps necessary to
apply for and be accepted by colleges.

A recent study by the RAND Corporation points to academy students
out-pacing their non-academy counterparts in moie credits earned
toward graduation, higher grade point averages, and an average school
attendance of 20 days more per year.

Needs and Pitfalls

The foregoing describes an ideal academy, and even the most effective
of the academies does not meet every criterion fully - or sustain its capa-
bility to do so over its entire life. These programs are demanding of students,
teachers, school administrators, and partners. As the academy program
matures in a school, ups and downs are inevitable. Maintaining high stan-
dards, continuity of program activities, and high levels of support and
commitment is a constant challenge, and sometimes a constant struggle.

Turnover in school district superintendents and administrators, in
principals and teachers, and even in partner representatives is inevitable,
and can be devastating. School staff not on the academy faculty can be
envious and antagenistic. Enrollment pressures can lead to (1) eliminating
the self-selective assignment of students and teachers, and a critical mass
of people who do not want to be there, which can undermine the pro-
gram, (2) assigning too many students to an academy, which prevents
development of the learning community, (3) depriving the teachers of
needed time to plan and coordinate the program, and (4) assigning new
teachers who do not understand the academy approach.

The lack of adequate support to the teaching team (the absence of a
director, a manager, and clerical support) can overburden and burn out
the teachers. The lack of enough cash for out-of-pocket expenses can pre-
vent the out-of-school program from functioning. Failure to establish the
necessary relationship with outside pariners can reduce their participa-
tion, which not only reduces resources, but eliminates one of the most
attractive features for students. The temptation to return to school as
usual is constant. Successful academies find ways to meet these chal-
lenges, usually by concentrating on the basics: the interest of the students,
their need for a learning community, and the importance of their exposure
to the world they will enter after high school.

How Zan I Learm and Do More?

The public service academy mode! offers an exccllent opportunity for
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non-school partners to contribute to improvement of America’s second-
ary school education, to help motivate high school students and teachers,
and to prepare young people for careers in public service. It also offers a
stimulant to the pariners’ organizational development and employee par-
ticipation in a valuable community service.

Several efforts are underway in various parts of the country to expand
further the career academy movement. The American Society For Public
Administration (ASPAj, with 120 chapters covering every state, has
joined with the National Career Academy Coalition (NCAC) in a partner-
ship to advocate public service academies and form PSANET, a national
network of public service academies, of which two dozen have been iden-
tified. The NCAC is a grass-roots, non-profit group dedicated to assisting
existing and emerging academies with a variety of career themes. A par-
ticular initiative of NCAC is public service academies.

For further information about public service academies, and how indi-
viduals or groups can participate, contact the ASPA web page at
<www.aspaZaspanet.org> or e-mail NCAC PSANET Coordinator Tom
Schaffer at <tom@ncacinc.org>.
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Why Should the Young Desire
a Career in Government or
Consider Running for Office?

Susan A. MacManus

Too many times, our education systems have stressed the importance of increasing
scores in more measurable subjects such as math, science, and reading, all at the
expense of civics. In doing so, we fail to honor this nation’s original public educa-
tion intentions — creating responsible citizens within a democracy.
— Brent McGoldrick
Project Director
Neglection 2000

Sad to say, when young Americans are asked to picture themselves in government
careers . . . they envision dead-end jobs wherc seniority, not performance, rules.
- Paul Light
The Brookings Institution’

If you say you're going into public service, pevple will say: “Great!” If you say
yout're going into politics, they say “Why?”
~ Collin O'Mara, College student’
Note to civic engagement types: If you want to involve the younger generation in
politics, don't treat it as an interest group to be soothed and stroked, but as a com-
munity of serious citizens prepared to respond to a challenge.
— E. J. Dionne Jr., Columnist, The Washington Post*

Polls, studies, focus group data, and editorials abound delineating the

potential threat to democracy if today’s youngest generation remains as

disinterested in working in government or someday running for public
office as it appears to be. Who is to blame? A study sponsored by the
National Association of Secretaries of State (1999) puts the largest portion
of the blame on “adult leaders in our major institutions.”® But all ihose
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mentioned share some responsibility for the younger cohorts’ “distrust,
disinterest, and ignorance” of government.

Who is to blame is a less interesting question than “Who can do the niost
to reverse this trend and how can it be done?” In this article, I argue that
the most effective intervention often comes from teachers and public offi-
cials once they are made aware of the deficiencies of high school and col-
lege civics/government courses. Two of the most blatant deficiencies are
(1) the failure to inform students about the wide range of exciting jobs
available in government and (2) the absence of political figures in class-
rooms and on campuses.® Ours is the first survey to document the extent
to which these activities are missing from most government classes, par-
ticularly at the secondary school level.

Asking students to critique both the substance and delivery of materi-
als covered in their government class is a vital first step in seeking
answers to the crucial questions posed in this article. We asked 191 college
students right out of high school to identify “the good, the bad, and the
ugly” aspects of their civics class instruction.” We also reviewed a number
of other surveys of young adults to gain a more in-depth understanding
of their perspectives and to put our own findings in a larger national
context (National Association of Secretaries of State 1999). The general
consensus is that most high school government classes overemphasize
“book-learning,” are “boring” to students, and are “largely disconnected
from current events” (NASS 1999, 44-45). Specifically, they focus too
much on national-level politics, how a bill becomes a law, and the
three branches of government, often using a purely historical approach
(MacManus 1999; NASS 1999).

Student Assessments of Civics/Government Classes

Large numbers of college students report learning very little about the
“how tos” of voting in high school. As shown in Table 11.1, they say they
had little interaction with elected officials, candidates for office, or pro-
fessionals discussing government as a career option. They also learned
little about how to get involved at the grassroots (local) level and readily
admit that they were taught next-to-nothing about neighborhood associa-
tions, cities, counties, and school boards. Ironically, there are more jobs
and more political office options at the state and local levels than at the
federal level. These governments closer to home also handle public poli-
cies and services that most heavily impact the younger generation. The
bottom line is that most leave high school never having been exposed to
the exciting possibility of a career in the public sector or thinking about
serving their community via elective office someday.
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Table 11.1

Frequency of Topics Covered in High School Government Classes

(Responses are listed in descending order
based on the “never” response.)

Topic Never | Some Fairly
% % Often %

How to change voter registration 68 24 4
How to volunteer in a political campaign 63 25 8
The role of neighborhood associations 60 28 7
How to vote absentee 60 28 7
How to complain to government

officials about local problems 52 34 9
How to join a political party 52 35 9
What school boards do 48 36 11
What counties do 47 39 9
What cities do 44 42 10
How to run for office 44 40 12
What types of careers are in government 42 39 13
How to sign a petition 42 43 10
How to register to vote 37 45 14
The role of lobbying in politics 35 42 18
Why people don't vote 33 41 21
The role of media in politics 30 43 23
Voting as a civic duty and citizen’s responsibility| 24 49 23
Political ideologies — what's liberal or conservativej 20 51 25
Study of taxes 18 54 23
Difference between general .

election and primary election 18 56 21
Hov. goveiniment and economy are related 16 49 32
Difierence beiween Republicans and Democrats 10 52 32
Study of political history 10 41 46
Study of Court system 9 39 46
Study of Congress 5 41 49
Study of Presidency 5 37 54

Note: The row totals may not add to 100% due to rounding or the exclusion of missing data.

Source: Survey of students enrolled in introductory political science courses at the
University of South Florida, Tampa; conducted by the author, Fall, 1998.
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Government as a Career Option

Today, the private sector is more of a magnet to the young than the
public sector. For many, working for government is simply not as “cool”
or alluring as the possibility of making millions like mega-entrepreneurs
Bill Gates or Steven Jobs. Even among young people who are more com-
mitted to making social improvements than money, nonprofit agencies
offer more hope for effecting change than a government job (Dionne
2000).

Paul Light (Brookings 1999) takes governments at all levels to task for
having neglected career development. He argues that government hiring,
firing, and promotion processes are slow, antiquated, and out-of-touch
with today’s young work force. If changes are not made “to build a civil
service relevant to a new generation of talent, [governments] will take a
flying leap into an empty.talent pool, sending public confidence in gov-
ernment even lower,” says Light (2000a, 23).

Schools can play an important role in sparking student interest in a
public sector career. But waiting until they are in college is not advisable
since many young people do not continue their education after leaving
high school. All too often, career-oriented activities at both the high school
and college levels do not include any discussion of public sector employ-
ment opportunities. Consider the following two scenarios:

Scenario 1
It’s the annual Great American Teach-In at a local high school. Those
appearing in the classroom include a newscaster, stockbroker, several small
business owners, college professors, a lady wrestler and a race car driver (no
kidding!), lawyers, a grocery chain manager, and several emergency room
nurses, and doctors to name a few. Glaringly absent is anyone from gov-
ernment — line employee, manager, or elected official.

Scenario 2
At a college across town, it is Career Day featuring exhibits, videos, and real
live persons ready to “sell” their profession and/or corporation to future
graduates. The same pattern is evident herc ~ no one is present promoting
careers in the public sector.

This is not uncommon. Our survey showed that over 40% of young col-
lege students say no one ever came to talk to them about government
career options when they were in high school. Would that have interested
them? Yes. Twelve percent said such information would be a meaningful
addition to high school government or civics classes.” In fact, as shown in
Table 11.2, it was among the eight most common recommendations
offered by the students via an open-ended question format.
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Table 11.2

Student Recommendations on How to Kedesign

High School Government Class

Ways to
Redesign
High School
Government
Class

Column %
More student-teacher interaction 38
Bring in elected official or political candidate
as guest speaker 25
Discuss the importance of voting 21
Require course during senior, not freshman, year 21
More focus on state & local governments 20

Make it more fun to learn about/look at current events 17

Less bias/more objectivity from teacher/let

student make up own mind 18
More information on types of careers in

government - 12
More discussion of political parties & ideologies 12
More discussion of voting processes (the how tos) 11
More class/group projects ' 11
More class discussions and debates on issues 11
Choose teachers who are enthusiastic about politics 11
Hold Thock elections, straw polls, mock trials,

mock constitutional conventions 10
Make class two semesters, not one 10
Select more interesting text books 8
Arrange for more opportunities to volunteer 6
More discussion on presidency 6
Teach where to find information about candidates 5
Require students to summarize newspapers 5
Smaller classes 5

Do not combine class with other subjects,
especially history 3

Learn more about Dept. of Defense or
Chiefs of Staffs 2

Source: Survey of 191 students enrolled in introductory political science courses at
the University of South Florida, Tampa; conducted Fall 1998 by the author. These
are responses to an open-ended question. The column percentages add to greater
than 100% due to the multiple response qu.stion format.

126




122 - Chapter Eleven

Selling Government Careers: New Forms of Media Must Be Used

Groups like the National Association of Schools of Public Affairs and
Administration (NASPAA) have joined hands with others o try and
reverse this alarming trend — the shrinking government talen: pool. With
funding from the Pew Charitable Trust, the “Calling Students” campaign
features advertisements, print materials, and a web site. The somewhat
slap-stickish “Look Ma! I'm a Bureaucrat” production focuses on true
stories of nine young public service professionals ranging from age 24 to
36. They are shown performing jobs that seem to be anything but
“bureaucratic” in nature (Director of NASA’s Computer Crime Division,
Lead Public Affairs Officer for the Federal Emergency Management
Agency, Global Climate Change Advisor to the U.S. Department of
Energy, to name a few of those featured).’

“Letting the young talk to the young” is an effective strategy. It is more
convincing for someone from their own cohort to promote the notion that
choosing to work in the public rather than the private or nonprofit sectors
does pay off.

Using media that is “with it” makes good sense as well. Studies have
clearly shown that politically oriented messages and advertisements are
far too infrequently tailored to the young.*

Increasingly, government officials are turning to the young to help
them develop more media-savvy informational campaigns aimed at
younger constituents — via the Internet as well as “in-person.” An excel-
lent example is the “Get Out The Vote” team created by the Supervisor of
Elections in Pinellas County (St. Petersburg), Florida. The “Gen X” team
goes into all county high schools to register seniors, conduct mock elec-
tions, and answer questions about the mechanics and importance of
voting. The team is composed of three college students who are members
of Pi Sigma Alpha, the National Political Science Honor Society, at the
University of South Florida. The students planned the outreach program.
An attention-grabbing poster featuring caricatures of the three students
was designed and drawn by a young county employee and placed in all
the high schools announcing the team’s arrival. It has been a highly
successful venture, according to all involved.

The Excitement of an Elected Official in the Classroom or on Campus

Getting young elected officials into the classroom is an equally effective
way to spark interest in voting and in running for office. The declining

candidacy rate of young people, particularly at the local level, has already
been documented.
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One of the oldest adages in politics is: “If you meet a candidate in
person, the chance that you will vote increases considerably; the odds you
will vote for that candidate also goes up markedly.” Unfortunately, this
wise old saying appears to have been forgotten by far too many educa-
tors — administrators and teachers — and elected officials. A scant 9% of the
students surveyed reported that their high school government teacher
ever invited an elected official into their classroom. Just 7% said their
teacher ever brought in a political candidate and had them talk about
what it is like to run for office.

Some school districts and principals actually ban candidates from
visiting schools. Such “no politics on campus” policies and other
attempts to cleanse campuses from politics (often for partisan or ideo-
logical reasons) are neither healthy for democracy nor fair to students.
A more desirable approach is the one articulated in the midst of the
Election 2000 campaign cycle: “There is a point when you have to put
your partisanship aside in order to get our children to understand what
our political process is. And I would think that most parents are
thrilled — Democrat or Republican — that their children can experience
[a presidential candidate coming to their high school]” (Scripps
Howard News Service 2000).

The sad thing is that few young people ever have the chance to meet
any elected officials in person, let along a presidential contender. As the
costs of campaigning escalate and the number of senior-age voters
increases, candidates target the elderly more than younger voters. (See
Figure 11.1 at the end of the chapter.) Critics of this approach argue that
“Candidates tend to go where the money is rather than to where the
future is” - the future being younger generations (Scott 2000).

Relatively small percentages of high school and college students have
had an opportunity to meet an elected official or hear candidates in per-
son. It is easy to understand why presidential contenders cannot make it
to many schools. It is less comprehensible why many local officials rarely
visit the schools in their own backyards anymore.

Left to rely on media-molded images of elected officials, young people
today subscribe to the notions that all politicians are corrupt; it takes a
pot-load of money to win office; media scrutiny is too intrusive; and one
cannot make a difference even if elected. Gen-Xers assume anyone who
wants to run for public office is crazy. But of course they have little knowl-
edge of why people run for office and whether it is a manageable exercise.
When given the opportunity, the young are anxious to find out: how old
the candidate was when she/he first ran; who prompted them to run;
what personal satisfaction they got out of it; how much it costs; how much
time it takes; and what the position pays.
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Finding Out That Elected Officials Are Real People, Too!

The Hillsborough County, Florida Supervisor of Elections was invited
to speak to an Introduction to State and Local Politics class at the Univer-
sity of South Florida. I asked her to make a brief statement about her entry
into elective office. She proceeded to tell the class how she decided to run
for county commission at the urging of her father and a few friends. With-
out much money, but with lots of volunteers and a campaign headquar-
ters in her kitchen, she proceeded to win at 26 years of age — becoming the
youngest county commissioner ever elected to public office in the Tampa
area. After being term-limited, she decided to run for Supervisor of
Elections and won that, too.

In their written analyses of the Supervisor’s presentation, nearly every
student in the class mentioned two factors: her age when she first got
elected and the fact that she won with hard work, not just tons of money.

Students who have been fortunate enough to have interacted with
elected officials and candidates in their classrooms are almost twice as
likely to hold open the possibility of running for office someday. (See
Table 11.3.) Bringing dynamic young local elected officials into class-
rooms, particularly those who ran strong grassroots campaigns, helps
eliminate stereotypes about running for office that are generally formed

from watching media coverage of national-level campaigns (Rosenthal et
al. 1999)." '

Table 11.3
Meeting an Elected Official Increases Chances of Running For Office

% within Elected official to class

Would you want to run for office someday? Total
Yes Maybe No
Elected official Yes 16.7% 50.0% 33.3% 100.0%
to class No 13.6% 27.2% 59.3% 100.0%
Total 13.9% - 29.4% 56.7% 100.0%

Source: Survey of students enrolled in introductory political science courses at the
University of South Florida, Tampa; conducted in Fall 1998 by the author.

Young See Same Problems/Issues as Old But Have Different
Perspectives and Priorities on How to Resolve Them

Several things politicians do are particularly offensive to young people:

3
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talking down to them, treating them as if they have no in-depth knowl-
edge of or opinions about issues, and/or assuming they are only inter-
ested in education.

It is a well-established fact that younger cohorts focus more on a can-
didate’s issue stances than on his/her character, the reverse of older age
groups.” To the young, it appears that all the media care about are candi-
date backgrounds and the horse-race dimension of a campaign. One high
school senior from Virginia Beach has some sage advice for journalists:
“We need to somehow get the media to move away from their delight in
argumentative, polarized politics and substanceless scorekeeping” and
get them to cover the issues in more depth (Waller 2000).

There is a tendency to assume that the only issue of major concern to
younger voters is education. However, surveys asking Americans to iden-
tify the most pressing problems confronting the nation or their commu-
nity reveal a fairly high level of agreement among the young and the old.
They tend to identify the same problems as being the most serious. Where
the generations differ is in their views on what are the causes of the prob-
lem, how to remedy them, and the order in which they should be tackled.
(See Figure 11.2 at the end of the chapter.) These differences are largely a
product of where they are in the life cycle. If elected officials, political
candidates, and government civil servants do not interact with young
constituents — either in the classroom, in the community, or at the work-
place — they will continue to hold “conventional wisdom” that ultimately
is neither conventional nor wise.

Recommendations

I have shown the importance and urgency of recruiting more young
people to jobs in government and enticing more of them to run for public
office. I have also shown that public officials and educators can play a
huge role in making sure these things begin to happen. I offer these sug-
gestions to educators:

What should educators — administrators and teachers do?

» Eliminate policies that prohibit candidates from coming to schools.

* Invite more public sector professionals, elected officials, and politi-

cal candidates into your classroom, especially younger ones; try
your best to bring in representatives of the various political parties.

* Make sure Career Days include young professionals from

government.

* Hold mock elections and straw polls; invite election personnel to

conduct these elections using standard equipment and ballot
formats. -
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» Engage students in more issue-related debates and group formats.

» Have students design public opinion surveys and political ads that
would appeal to younger voters; share them with local officials and
media.

¢ Make better use of the Internet to study how campaigns are con-
ducted and how candidates present themselves; have students rate
the effectiveness of web-sites — style, substance, links, etc.

¢ Avoid an exclusive focus on national-level elections and issues.

What should teachers ask of public officials who visit the classroom/
campus?

* Share the details of why you got into politics, and what you find
most challenging and rewarding about it.

* Give students some insights into your campaigns - your age when
you first ran, how much it cost, who helped you, etc.

e Discuss your use of the Internet as a means to communicate with
your constituents (web sites; links; chat rooms).

¢ Talk about exciting, rewarding careers in government: examples,
pay, educational requirements, how to apply, etc.

* Make yourself available for interviews with campus newspaper/TV
reporters.

* Invite a student(s) to “shadow” you for a day.

* Invite our students to participate in the “fun” parts of politics (bar-
becues, debates, rallies, fund-raisers, party conventions) as volun-
teers and /ot participants.

* Attend more student-sponsored candidate forums and mock elec-
tions.

* Promote Student Citizen and Government Days (for example, mock
city and county commission meetings; school board meetings; mock
United Nations sessions; mock court activities).

This is not an exhaustive list, by any means, but it is a start. The chal-
lenge is to “cultivate reasoned, active, and informed citizens.” “Without
such a citizenry, our democracy is at risk,” says the executive director of
the Florida Law Related Education Association.” We cannot create such a
citizenry if we continue to exclude public sector officials and politicians
from our classrooms and campuses." '
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Notes

1. Neglection 2000 is designed “to bring attention to the cycle of mutual
neglect that, we hypothesize, exists between presidential campaigns and young
adults (age 18-24).” Using surveys, focus groups, and political advertising
analyses (message; placement), the project will monitor the outreach efforts of
presidential candidates. The author sits on the advisory board for this project.

2. Paul C. Light, “The Empty Government Talent Pool: The New Public Service
Arrives,” The Brookings Review 18 (Winter 2000): 20-23.

3. Quoted by E. ]. Dionne, Jr., “Preferring Policies Over Politics,” Waslington
Post National Weekly Edition, January 30, 2000, 22.

4. Ibid.

5. The study was based on a telephone survey of a random sample of 1,005
15-to 24-year-olds conducted in November 1998.

6. Many studies have asked students a wide range of questions about what is
wrong with the content of government classes and instructional techniques. (See
study by National Association of Secretaries of State, 1999). Our survey is the first
to ask about the presence of government officials in the classroom.

7. The survey was administered in introductory political science classes at the
University of South Florida, Tampa, the state’s second largest public university, in the
Fall, 1998 semester. Students (n=191) from some 32 states were included in the sur-
vey. The results closely mirror national surveys when similar questions are asked.

8. The figure would probably be considerably higher if the question had been asked
in a close-ended format. It was asked in our survey via an open-ended question.

9. Michael Brintnall and Kathryn Newcomer, “Calling Students to Public
Service Careers,” April 1999: <www.naspaa.org/publicservicecareers/facts.htm>.
The nine featured range in age from 24 to 36.

10. For an excellent discussion of this, see The Third Millennium. Don’t Ask,
Don't Vote: Young Adults in the 2000 Presidential Primary Season. New York: The
Third Millennium, April, 2000.

11. This report, while focusing on interns, discusses the mistrust and misin-
formation that people have about state legislators.

12. See MacManus, Young v. Old; numerous surveys by The Pew Research
Center For The People & Press; Third Millennium, Don’t Ask, Don’t Vote.

13. Annette Boyd Pitts, letter to Rosemary Dupras, dated June 1, 1999.

14. The author acknowledges the assistance of David Engelson, Graduate
Assistant at the University of South Florida, in development of this chapter.
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Building Trust in
Representative Democracy

Jan Goehring, Karl Kurtz, and Alan Rosenthal

There is but one method of rendering a republican form of government durable, and
that is by disseminating the seeds of virtue and knowledge through every part of
the state by means of proper places and modes of education and this can be done
effectively only by the aid of the legisiature.

— Benjamin Rush

“State legislators can contribute to a much-needed improvement in the
quality of civic education by sharing their experience and explaining
America’s tradition of representative democracy to the next generation of
voters,” says Massachusetts State Senator Richard Moore. State legislators
are especially qualified to help students understand their roles anc
responsibilities as citizens.

That is why the National Conference of State Legislatures and law-
makers across the nation are joining together to launch a new civic edu-
cation initiative: The Trust for Representative Democracy.! Based on the
ideas and fundamental principles set forth by the framers of the Consti-
tution, the Trust is designed to engage young people and build their
understanding and support for America’s democratic institutions and
counter the recent heightened cynicism and distrust of the legislative
process. America’s Legislators Back to School Day, a program of the Trust,
is designed to teach young people what it is like to be a state legislator:
the processes and the debate, negotiation, and compromise that are the
very fabric of representative democracy. These programs will build rela-
tionships between legislators and citizens to bring the process and the
people closer together.
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Cynicism Prevails

While skepticism is a normal and healthy characteristic in a democracy,
distrust and cynicism are a danger. In the quarter of a century since Water-
gate, distrust and cynicism have grown and become the dominant orien-
tation that Americans have toward their political institutions, and
particularly toward their legislative bodies. People no longer trust gov-
ernment to do the right thing; they are critical about elected public offi-
cials who are supposed to represent their interests; and they feel that the -
- legislative system as it operates is wide open to special interests but not
to the public. The political system gets low marks from most Americans.

Congress and state legislatures are not perfect. But neither are they
broken, not according to the relevant research findings of congressional
and state legislative scholars. They are better equipped, more open, more
ethical, more engaged, and more responsive than they used to be. They
are also more burdened, more pressured, more partisan, and more politi-
cal. The realities are by no means completely positive, but they belie the
perceptions that prevail today.

As a result of the current climate, talented and concerned people are
discouraged from running for public office. While they may be willing to
sacrifice income and even family life for public office, they are not willing
to risk their reputations in an environment that is too accusatory.

How Cynicism Arose

It is little wonder that the public is so negative. Given the environment
since Watergate, it would be surprising if many people had positive views
of the political system. All citizens see or hear is critical of the elected
public officials and institutions that govern.

The media, as principal storyteller about politicians and political insti-
tutions, bear considerable responsibility. News by its traditional nature
contains what is bad and wrong; not what is good and right. Since 1975,
according to a study by The Center for Media and Public Affairs and com-
missioned by the Council for Excellence in Government, three out of
every five television episodes involving the American political system
have portrayed it as corrupt.

The widespread use of government as a target in political campaigns
also undermines public trust. All too often, candidates — incumbents and
challengers alike ~ run not only against one another, but against the polit-
ical system and everybody in it.

Interest groups also contribute to the problem. Today’s groups -
whether single issue or multi issue — are insistent on achieving all, or
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practically all, of their agenda items. Groups are convinced of the right-
eousness of their cause, so something must be wrong within the system
(for example, legislature) if they do not prevail in the process or get every-
thing they feel they deserve.

Add to all this the significant societal changes that have taken place
and the culture wars that have broken out in America. While expectations
of what government can do have risen, notions about why and how
government should perform have become more heterogeneous and
conflicting. Ethnicity, race, gender, sexual preference and attitudes toward
the family, abortion, drugs, and immigration polarize opinions now more
than in the past. Political institutions are caught in the crossfire.

In a nation with 7,424 state legislators and 535 members of Congress,
thousands of issues, and hundreds of thousands of transactions, some-
thing is bound to go wrong - to be illegal, unethical, unseemly. One can
find rotten apples in every barrel. The rotten apples get virtually all the
attention, and people generalize from the rotten apples to all the apples in
the barrel. They do not generalize from their own legislator, whom they
tend to like and reelect, to all legislators; rather, they generalize from the
legislator who gets into trouble te all of those who do not.

No particular incident, specific charge, single newspaper story or tele-
vision portrayal makes a huge ditterence, but years of battering have
eroded support for the political system. Younger generations are more
affected, in that their social trust, as well as their political trust, is dimin-
ished. They express overwhelmingly cynical views, and they cite their
cynicism as reason for indifference to and disengagement from politics.

Civic Education

Civic education may be approached in various ways. One approach is
to increase civic knowledge; a second approach is to promote civic
engagement; and a third approach is to shape a civic orientation. Empha-
sis in the United States tends to be on the first or second approach, with
relatively little attention paid to the third.

Civic Knowledge. The 1998 Civics Report Card, based on the National
Assessment of Educational Progress, found that two-thirds of the stu-
dents at grades 4, 8, and 12 performed at a basic level, but that only one-
quarter reached the level designated “proficient” (Lutkus et al. 1999). The
civic educational objectives of the school system are designed mainly to
increase civic knowledge. The question can be posed as to how successful
public education has been in meeting this objective. The question can also
be posed as to whether increased civic knowledge would serve to reduce
public distrust and cynicism.
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Much of the civic education conducted by legislatures is principally
concerned with providing knowledge, the need to inform citizens about
the three branches of government and how a bill becomes a law. The types
of information that have been at the core of much of the legislative civic
education enterprise may well come across as static, to adults and school-
children alike.

Civic Engagement. Social studies teachers and schools are promoting
participation, especially voting and advocacy. The North Carolina Civic
Education Consortium? and Project Citizen® exemplify efforts to foster civic
engagement by students in middle and high schools. The former has as its
goal promoting democracy by getling students to deliberate, negotiate, .
organize, persuade, listen, and advocate. Project Citizen, among other things,
teaches middle school students how to deal with public policy problems
in their community and how to get elected officials, from school board
members to legislators, to adopt their solutions. (See Chapter 8.)

Civic education by state legislatures is also turning to the activation of
citizens. Legislatures are doing this by providing online access through
web sites to information on bills and bill status. The Hawaii Legislature,
for example, has set up a “public access room,” with computer terminals
and a staff to assist individuals on lobbying strategies. Increasingly, legis-
lators are producing and distributing videos bearing the message that stu-
dents ought to get involved. Idaho is an example. In 1997 it produced a
video, which was scripted to focus on student actors lobbying a bill in the
legislative process. Titled “Saved By the Bill,” this video was designed to
encourage young people to become involved.

If people participate, the civic engagement approach maintains, they
will have a commitment to and become positive about the political
system. That may or may not be the case, however. Orientatio»c and
engagement can operate independently of one another, as Figure 12.1
sugges!s.

Figure 12.1
Engagement
Orientation High Low
Positive (1) (2)
Supportive Accepting
Participants Citizens
Negative 3) (4)
Dissident Disaffected
Activists Dropouts
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Supportive Participants, who are both positive and engaged, are few in
number. Disaffected Dropouts, who are negative on both dimensions, are
large in number. However, Accepting Citizens, those who do not engage
but nonetheless have some confidence in the system, are many fewer than
there used to be. Twenty-five years ago people might have been skeptical,
but they still were relatively trusting. Dissident Activists have grown in
numbers. They are highly engaged, but negative nonetheless; for exam-
ple, those who zealously espouse one point of view, but who have little
sympathy for the politicians or political institutions that never give them
as much as they believe their cause merits.

Some evidence is already available to support the argument that
engagement does not affect orientation. One study for example, shows no
relationship between political involvement and approval of Congress and
its members or favorable attitudes toward government.

The Star Ledger/Eagleton Pollf, conducted in late September 1998,
asked a series of questions about what New Jerseyans thought of politi-
_cians in the state. Most felt they went into politics for personal gain rather
than public service. Two thirds of the respondents thought politicians
looked out for their own interests while in office. Those surveyed said
politicians paid only some or little attention to those who elected them
when deciding what to do. And many felt elected officials were corrupt.

The same poll asked several questions about participation in the com-
munity. Community involvement does not seem to make a difference in
what New Jerseyans believe about why people go into politics, what
motivates them once they are there, and how much attention they pay to
their constituents. However, people who attended a public meeting in
their community were more likely than others to believe that fewer rather
than more politicians were corrupt.

Civic engagement does not tend to make people more positive, but it
does encourage people to express their views, advocate, lobby, and
increase the demands on the legislature. These demands are legitimate,
but so are competing demands ~- and no legislature can satisfy everyone.
What if after encouragement to engage, and after working at advocacy,
the legislature does not respond favorably to demands, or not favorably
enough? How will people feel then — more trustful and supportive or
more cynical and critical?

Civic Orientation. Currently the political system is loaded with
demands from interest groups and interested individuals. The demand
side is far mor e heavily weighted than the support side. What the system
needs is greater balance, which means more support, not more demands.
Therefore, civi: orientation — how people perceive representative democ-
racy - has to be ~hanged. The perceptions that Americans have of legisla-
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tors and legislatures do not reflect the reality of actual practice and per-
formance. Nor do they accord with how the system ought to work. What
is needed is more balanced and accurate views of politicians and political
institutions.

A New Public Perspective on Representative Democracy

NCSL and - - other groups — the American Political Science Associa-
tion (APSA) and the Zenter for Civic Education (CCE) ~ embarked in 1999
on a multi-year project to offer civic education on representative democ-
racy to students and citizens of all ages.

The first task of the project was to figure out the message to be con-
veyed about how representative democracy ought to work and how it
actually does work. This led to the development of a message that coun-
ters the prevailing cynical perceptions of today. A New Public Perspective
on Representative Democracy (Rosenthal et al. 2000) outlines the prevailing
public perceptions and offers a new perspective on each as follows:

1. The Prevailing Public Perception: Legislators are simply out for them-

selves, lack integrity, and act unethically.

The New Public Perspective: Despite a few rotten apples in the legisla-
tive barrel, the overwhelming number of legislators are out to pro-
mote the public welfare, as they and their constituents see it.
Moreover, they are generally ethical, although not everyone agrees
on just what is and is not ethical in public life.

2. The Prevailing Public Perception: Legislators do not care what com-

mon people think, but are servants of interest groups and those who
contribute to their campaigns.
The New Public Perspective: Legislators care more about what their
constituents want and need than perhaps anything else. No one is
denied access or a hearing. But groups that have sizeable member-
ships or are major employers in their districts tend to have more
influence than individuals alone.

3. The Prevailing Public Perception: People agree on what is right and
what is necessary. Thus, they see no good reason for legislators and
the legislative system not to implement such consensus.

The New Public Perspe. tive: People in our diverse and pluralistic sys-
tem do not agree on issues except at a general level. It is the job of
the legislature to resolve the clash of values, interests, and claims.

4. The Prevailing Public Perception: The values and interests of the aver-
age individual are not represented.

The New Public Perspective: Americans are represented directly or
indirectly by interest groups as well as by legislators. Legislators are
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dependent on the groups’ good will and votes. Nearly eight out of
every 10 Americans are members of an organized group, and many
belong to multiple groups. In politics, sheer numbers count, but
those who are vocal and intense also have influence.

5. The Prevailing Public Perception: The legislative process is unwork-

able because of politics, unprincipled deal making, and needless
conflict.
The New Public Perspective: The process is contentious because it
encompasses different and competing values, interests, and con-
stituencies, all of which are making claims on government or one
another. Some differences are fought out, but most are negotiated,
compromised and settled — at least to a degree and for a while.

6. The Prevailing Public Perception: The political system and politicians
are not accountable.

The New Public Perspective: Legislators who run every two or four
years, who may be subject to recall and whose every vote is on
record, are as accountable as anyone could be.

The authors of the new perspective (Rosenthal et al. 2000) have drafted
it into a legislative intern guide. Twelve states (California, Delaware,
Georgia, Kansas, Kentucky, Maryland, Massachusetts, Minnesota, Mis-
souri, Ohio, Utah and Washington) tested the guide through their intern
programs in the 2000 legislative session. The guide has been used differ-
ently in the twelve states and evaluations and anecdotal evidence are
being collected on the guide’s effects. In a more formal study, the
Donahue Institute at the University of Massachusetts will be doing
pre- and post-tests with legislative interns who use the guide and, as a
control, those who do not.

A revised version of the guide will be used in the twelve states and also
distributed to the other states by the fall of this year for interns in the 2001
sessions. The legislative intern guide also has been revised for use by
social studies teachers in high schools.

The “New Public Perspective” does not suggest that representative
democracy in the states and nation is a perfect system. It is in need of con-
tinuing improvement. Currently our political institutions are trying to fig-
ure out how campaigns can best be financed: sc that candidates have
enough money to get their messages to citizens, corruption is minimized,
a role continues to be played by political parties, people can know who is
giving to whom, and free speech is observed. Unfair campaigning, the
intrusion of campaigning into the legislative process, and extreme parti-
sanship are also problems with which legislators have to come to grips.
Achieving these cbjectives is no simple matter, but demonizing the polit-
ical system is not a healthy approach.
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138 Chapter Twelve

Countering Cynicism

The best way to affect people’s perceptions of legislators and the
legislative process is to bring people and the process closer together.
Given the negative involvement, as long as legislators and legislatures are
remote and abstract, it will be easy for people to be distrustful and cyni-
cal. The operating principle here is that familiarity breeds empathy, not
contempt.

The NCSL sponsored America’s Legislators Back to School Day seeks
to build relationships and trust between legislators and students,
teachers, and parents. NCSL's partners in this project include the Center
for Civic Education, the American Association of School Administrators,
the National Association of Elementary School Principals, and the
National Association of Secondary School Principals. Six states (Arizona,
California, Iowa, Massachusetts, Ohio, Nevada) participated in the pilot
project on September 17, 1999. The program was a resounding success,
reaching thousands of students. The program will be rolled out to all fifty
states this year and will become an annual event on the third Friday in
September.

The event is designed to teach students what it is like to be a state
legislator — to put kids in the shoes of a legislator. The purpose of this day
is not to teach about the three branches of government or how a bill
becomes a law but rather to help students understand the pressures, con-
flicts, and difficulties that legislators deal with in trying to solve public
problems. Back to School Day will promote the “New Public Perspective
on Representative Democracy” to help achieve these goals. NCSL has
developed resource materials and products to aid in this effort that
include:

* A generic video produced by NCSL will show how people disagree
on issues and how legislatures have to work things out. Vignettes
familiar to students will illustrate disagreement, deliberation, nego-
tiation, and compromise in order to reach a settlement.

* Suggestions for simulations or games that the legislator can conduct
in class will, for example, require groups of students to play the role
of representatives and decide on an issue, with students assigned
positions on the issue and varying distributions of constituency
opinion.

* An illustrated brochure, including the principal points of the “New
Public Perspective on Representative Democracy” that is aimed at
teachers, administrators, students, and parents is being developed
for distribution.

Building links between state legislators and the future voters and

leaders of the nation will improve understanding of how representative
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democracy works, help to dispel cynicism, and strengthen trust in the
political process.

Notes :

1. The Trust for Representative Democracy, <http://www.ncsl.org/public/
trust.html>.

2. North Carolina Civic Education Consortium, <http://ncinfo.iog.unc.edu/
programs/civiced /index.html>.

3. Center for Civic Education, Project Citizen, <http://www.civiced.org>.

4. The Star-Ledger/Eagleton Poll, Release 70-7, October 18, 1988.

References

Center for Media and Public Affairs. 1999. Government Goes Down the Tube: Images
of Government in TV Entertainment. Washington, DC: Center for Media and
Public Affairs.

Hibbing, John R., and Elizabeth Theiss-Morse. 1995. Congress as Public Eneny:
Public Attitudes Toward American Political Institutions. New York: Cambridge
University Press.

Lutkus, Anthony et al. 1999. The NAEP 1998 Civics Report Card for the Nation.
Washington, DC: U.S. Department of Education.

Rosenthal, Alan, John Hibbing, Karl Kurtz, and Burdett Loomis. 2000. A New
Public Perspective On Representative Democracy: A Guide for Legislative Interns.
Denver, CO: National Conference of State Legislatures.




Appendix A

Guide to Resources on Civic
Education through Service Learning

By Andrea Roufs, Ann Treacy, and Rob Shumer

This annotated bibliography is intended to direct educators to
resources that relate to civic participation and service learning. The
resources have been separated into five sections: (1) General Discussion,
(2) Research, (3) Curriculum, (4) Program Examples, and (5) Organiza-
tions. Some of the General Discussion pieces presented are instructional
in nature, while others give a theoretical or historical background to the
relationship between service learning and civic engagement. The brief
Research section looks at literature on the effects that service learning has
had on the development of social responsibility, civic identity, and moral-
political awareness in students. The Curriculum section provides infor-
mation about instructional materials that have been developed for
elementary through high-school aged students, while the Program Exam-
ples section lists resources that discuss specific programs but do not pro-
vide curriculum materials. The last section, Organizations, lists and
provides contact information for organizations that are involved in
service learning, many of which have an emphasis on civic engagement.

The following bibliography includes items in the database of ERIC
(Educational Resources Information System) and the database of the
Learn and Serve America National Service-Learning Clearinghouse. ERIC
is part of the U.S. Department of Education’s National Library of Educa-
tion. The ERIC system consists of sixteen cleariaghouses, each of which
acquires current education-related materials for the ERIC database in spe-
cific subject areas (e.g., social studies/social science education). The ERIC
database contains records consisting of citations with abstracts for two
types of materials: education-related journal articles and education-
related documents such as policy papers, state curriculum guides, confer-
ences presentations, research reports, teaching units, and lesson plans.
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The journal articles are prefaced in the following bibliography with an E]J
number. The other items have an ED number.

~ ERIC records may be accessed in several ways. Public Internet access
to the ERIC database is available through the World Wide Web, telnet, and
gopher sites. In addition, the ERIC database is available at many large
public and university libraries. For more information contact ACCESS
ERIC at (800) 538-3742 or visit the system-wide ERIC World Wide Web
site at <http://www.accesseric.org/inex.html>.

The full text of many of the items with ED numbers in this bibliogra-
phy may be purchased from the ERIC Document Reproduction Service
(EDRS) at (800) 443-ERIC or <service@edrs.com> or <http://edrs.com>
accessed at ERIC document microfiche collections available at many
major libraries, or ordered from commercial publishers. Journal articles
listed in this bibliography can be found in journal collections of major
libraries, purchased from article reprint services such as CARL Uncover
S.0.S. and ISI Document Solution, or obtained through Interlibrary Loan
services.

The following bibliography is a small but representative sample of the
great number of materials on service learning and civic education in the
ERIC database and the database of Learn and Serve America National
Service-Learning Clearinghouse, which is located at the University of
Minnesota, R-460 VoTech Building, 1954 Buford Avenue, St. Paul, MN
55108-6197; Fax: (612) 625-6277; Telephone: (800) 808-7378; E-mail:
<serve@tc.umn.edu> World Wide Web site: <http://umn.edu/~serve>.

1. General Discussion

ERIC No: EJ548161

Title: Four Perspectives on Service Learning and Citizenship Education.

" Author: Barber, Benjamin R.; And Others

Publication Date: 1997

Journal Citation: Social Studies Review; v36 n2 p7-9 Spr-Sum 1997
Abstract: Presents four brief essays expressing the importance of combin-
ing service learning and citizenship education. Authors Benjamin Barber,
Joan Schine, Harry C. Boyte, and James C. Kielsmeier stress the advan-
tages of learning democratic concepts and principles, as well as under-
standing civic government, through student participation.

ERIC No: EJ554733

Title: Service Learning and Democratic Citizenship.
Author: Battistoni, Richard M.

Publication Date: 1997
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Journal Citation: Theory into Practice; v36 n3 p150-56 Sum 1997
Abstract: The content, skills, pedagogy, and structure that should guide
the design of service-learning currict = for citizenship education are
examined. For service learning to teach : uth about their responsibilities
as citizens in a democratic society, content and strategies must model and
support democratic principles.

Title: Citizenship Education and the Public World.

Author: Boyte, Harry C.

Date Published: 1992

Pages: 6

Notes: From a roundtable at the annual meeting of the Amer. Pol.
Sci. Assoc. (Chicago, IL, Sept. 3, 1992). See also titie “Going to the
Community”.

Availability: Civic Arts Review v5 ni4 p4-9 Fall 1992

Abstract: Boyte argues that civic education should be designed so more
students reflect on their lives and careers in ways that allow them to inte-
grate their concerns with larger arenas of governance and policy, and help
them to understand and develop their capacities to act effectively in such
arenas as well as in their everyday environments. The concept of publicis
much more useful than community in accomplishing such reflection.

Boyte contrasts his opinions to those of Benjamin Barber, John Dewey, and
Robert Kegan.

ERIC No: ED408204

Title: Educating Tomorrow’s Valuable Citizen.

Author: Burstyn, Joan N, Ed.

Publication Date: 1996

Pages: 220

Availability: State University of New York Press, State University Plaza,
Albany, NY 12246.

Abstract: This collection of essays by various authors discusses the dilem-
mas that face those who would educate tomorrow’s valuable citizens and
describes the day-to-day commitment needed to maintain a community.
The book gives guidelines for action through examples of current pro-
grams that provide a forum for civic discussion and public consensus on
the best ways to educate for tomorrow. The 11 essays include: (1) ““What
We Call the Beginning Is Often the End”” (Joan N. Burstyn); (2) “Educat-
ing for Public and Private Life: Beyond the False Dilemma” (James M.
Giarelli; Ellen Giarelli); (3) “Developing the Good Person: The Role of
Local Publics” (Thomas Mauhs-Pugh); (4) “To Illuminate or Indoctrinate:
Education for Participatory Democracy” (Jerilyn Fay Kelle); (5) “Subvert-
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ing the Capitalist Model for Education: What Does it Mean to Educate
Children to be Valuable Members of a Valuable Scciety?” (Zeus
Yiamouyiannis); (6) “Assaulting the Last Bastions of Authoritarianism:
Democratic Education meets Classroom Discipline” (Barbara
McEwan); (7) “Practice Makes Perfect: Civic Education by Precept
and Example” (Donald Warren); (8) “Preparing Citizens for a Decent
Society: Educating for Virtue” (John Covaleskie); (9) “Service Learning
as Civic Education: Difference, Culture War, and the Material Basis of
a Good Life” (Mary B. Stanley); (10) “Meeting the Demands of Post-
modern Society” (Joan N. Burstyn); and (11) ““The End is Where We
Start From’” (Joan N. Burstyn).

ERIC No: EJ419175

Title: Participation in Democratic Citizenship Education.

Author: Clark, Todd

Publication Date: 1990

Journal Citation: Social Studies; v81 p206-09 Sep-Oct 1990

Abstract: Argues that school service programs involving students in vol-
unteer community effort should be included in democratic citizenship
education. Suggests that encouraging cooperation through volunteer
service combats corrosive and anti-democratic effects of excessive indi-
vidualism. Lists six characteristics of effective programs, compiled by
University of Minnesota researchers. Recommends four ways to incorpo-
rate service into the social studies curriculum.

ERIC No: ED390720

Title: Civic Education Through Service Learning. ERIC Digest.

Author: Garman, Brian

Publication Date: 1995

Pages: 2

Availability: ERIC Clearinghouse for Social Studies/Social Science Edu-
cation, 2805 East Tenth Street, Suite 120, Indiana University, Bloomington,
IN 47408-2698.

Abstract: This digest addresses the decline in the willingness of U.S.
youth to participate in service to the community or nation and suggests
service learning as a possible remedy for the decline. There are long-term
benefits of service learning: (1) helping to build community support for
education; (2) facilitating a closer bond between school, community, and
home; and (3) endowing students with a sense of civic efficacy and the
sense that they can have a positive impact on civic affairs. Suggestions
on how to structure an effective service-learning program are provided.
Contains eight references.
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ERIC No: E]554731

Title: Service Learning in Civic Education: A Concept with Long, Sturdy
Roots.

Author: Hepburn, Mary A.

Publication Date: 1997

Journal Citation: Theory into Practice; v36 n3 p136-42 Sum 1997
Abstract: Service learning in civic education combines in-school learning
and out-of-school work to enhance democratic education and assist the com-
munity. This paper examines the evolution of service learning through sev-
eral decades of scholarship in the genre of civic education, citing examples of
past notable projects that have linked academic study with the community.

ERIC No: EJ540822 '

Title: Meeting the Needs of Middle Level Students through Service
Learning. .

Author: Hope, Warren, C.

Publication Date: 1997

Journal Citation: NASSP Bulletin; v81 n587 p39-45 Mar 1997

Abstract: Service learning is a versatile, developmentally appropriate
strategy that integrates public service into student instruction and con-
nects the classroom with the surrounding community and the world. Ser-
vice learning promotes personal, social, and emotional growth; develops
a sense of civic responsibility; provides leadership opportunities; and pre-
pares students for the world of work. This approach is particularly suit-
able for middle-school students and for curriculum goals. (22 references)

ERIC No: EJ554734

Title: Community Service in a Multicultural Nation.

Author: LeSourd, Sandra J.

Publication Date: 1997

Journal Citation: Theory into Practice; v36 n3 p157-63 Sum 1997
Abstract: Examines human qualities that undergird citizens” commitment
to the common good in diverse societies, suggesting that community
service fosters such qualities. Planned interactions across social barriers
are necessary to develop qualities of citizenship for pluralistic nations.

Title: National Evaluation of Learn and Serve America School and Com-
munity Based Programs. Final Report.

Author: Melchior, Alan

Publication Date: 1998

Where to Obtain this Resource: Executive summary: <http://heller.
brandeis.edu/chr/summary.pdf>; Full report: Corporation for National
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Service, 1201 New York Ave NW, Washington DC 20525; Phone: 202-606-
5000; URL: <htip://www.cns.gov>.

Abstract: This report evaluated high quality, Learn and Serve America
programs from 1994 to 1997. The evaluation centered on four focus points,
short- and long-term participant impacts, services provided to communi-
ties, impacts on participating schools, and an analysis of program return
on investment. Results showed a positive impact on students immedi-
ately after participation, however effects seemed to have dissipated by the
follow-up interviews. Student assessment of program experience and
service in the community were both ranked very highly.

ERIC No: EJ475040

Title: The Practice of Citizenship: Learn by Doing.

Author: Morse, Suzanne W.

Publication Date: 1993

Journal Citation: Social Studies; v84 n4 p164-67 Jul-Aug 1993

Abstraci: Contends that the best way to learn about citizenship is by dis-
cussing real societal issues that are connected to student interests. Main-
tains that a democratic classroom environment alsc provides an
opportunity for practicing civic values. Provides four guidelines for estab-
lishing community service projects in the schools.

ERIC No: ED396077

Title: Serving To Learn, Learning To Serve. Civics and Service from A to Z.
Author: Parsons, Cynthia

Publication Date: 1996

Pages: 108

Availability: Corwin Press, Inc., 2455 Teller Road, Thousand Oaks, CA
91320-2218

Abstract: This book espouses service learning as an important and inte-
gral part of school for students. It stresses the positive benefits to be
gained from service learning, as well as the good the activities do for the
community. It notes that service learning should be used to promote a
sense of civic responsibility and pride in students. It also promotes the
intertwining of service and learning as most beneficial to students. The 26
short chapters of the book, based on the letters of the alphabet, cover the
following: awards and appreciation; books and birthdays; civics, civility,
and concern; daring and doing; equity; French and other foreign lan-
guages; government; helping interns; justice; kindness; liability; money;
natural science; obligation; physical education; quid pro quo; recreation;
SerVermont; time and transportation; United States; value; who;
xenophilia; youth; and zeal. Contains 23 resources.
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ERIC No: ED403205

Title: Community and Individuality in Civic Education for Democracy.
Author: Patrick, John J.

Publication Date: 1996

Pages: 13

Note: Paper presented at the International Conference on Individualism
and Community in a Democratic Society (Washington, DC, October 6-11,
1996).

Abstract: The interactions of individuality and community in a demo-
cratic republic have remained the great object of civic inquiries, the per-
plexing civic problem throughout the more than 200 years of U.S.
constitutional history. This paper argues that this inquiry should be at the
center of civic education today. Five recommendations for civic educators
to meet this challenge include: (1) teach the analysis and appraisal of pub-
lic issued about community and individuality and emphasize those issues
that have been landmarks of public debate in U.S. history; (2) teach com-
paratively and internationally about public issues pertaining to commu-
nity and individuality in different constitutional democracies of the
world; (3) conduct the classroom and the school in a manner that exem-
plifies the conjoining of community and individuality in a democratic
civic culture; (4) use service learning in the community outside the school
to teach civic virtues and skills needed to conjoin community and indi-
viduality in civic life; and (5) teach civic knowledge, skills, and virtues
that constitute a common core of learning by which to maintain the cul-
ture of a community and cotermincusly teach individuals to think criti-
cally for the purposes of freeing themselves from unworthy traditions and
to seek improvement of the community.

ERIC No: ED423211

Title: Education for Engagement in Civil Society and Government. ERIC
Digest.

Author: Patrick, John J.

Publication Date: 1998

Pages: 2

Availability: ERIC Clearinghouse for Social Studies/Social Science Edu-
cation, 2805 East Tenth Street, Suite 120, Bloomington, IN 47408.
Abstract: A report by the National Commission on Civic Renewal has
sounded alarms about the declining quantity and quality of citizen
engagement in U.S. political and civic life. According to the Comunission
the overall civic condition is weaker than it was and in need of significant
improvement. To renew the constructive engagement of citizens in politi-
cal and civic life intellectual capital must be developed. Intellectual capi-
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tal is defined as the knowledge of democratic principles and practices and
cognitive capacity to apply it to public affairs. The curriculum of schools
can be an effective means to development of intellectual capital necessary
for constructive civic engagement. Well-designed and delivered courses
in civics, government, and U.S. history — based on key ideas, information,
and issues of U.S. democracy of the past and present — enable students to
acquire a fund of civic/political knowledge that can be called upon to
comprehend, cope, and otherwise interact successfully with the issues,
problems, and challenges of civil society and government. The curricu-
lum must be anchored in core subjects such as history, geography,
civics/government, and economics. Intellectual capital must be combined
with social capital in effective education for engagement in political and
civic life. The development of social capital can be achieved through expe-
riential learning such as cooperative learning or service learning. Learn-
ing experiences that involve cooperation and community service provide
opportunities for students to practice skills and behavior that become
habits of responsible citizenship. The Digest concludes with a list of eight
intellectual and social capital resource organizations for teachers.

ERIC No: ED401222

Title: Resources on Civic Education for Democracy: International Per-
spectives. Yearbook No. 1.

Author: Patrick, John J., Ed.; Pinhey, Laura A., Ed.

Publication Date: 1996

Pages: 154

Availability: Adjunct ERIC Clearinghouse for International Civic Educa-
tion, Indiana University, 2805 East Tenth Street, Suite 120, Bloomington,
IN 47408-2698; phone: (800) 266-3815; fax: (812) 855-0455.

Abstract: This resource guide is intended to facilitate cooperation and
exchange of knowledge among civic educators around the world.
Divided into four parts, part 1 is a civic education paper, “Principles of
Democracy for the Education of Citizens” (John J. Patrick), that discusses
facets of the idea of democracy and their relationships to civic education.
Part 2 is “An Annotated Bibliography on Civic Education from the ERIC
Database”with items selected from 1990 until July 1996 that reflect vari-
ous projects in the United States and other parts of the world; diverse
pedagogical practices; and different levels of education from the primary
levels to secondary levels to post-secondary levels. Part 3 includes 15
ERIC Digests on topics in civic education that have been published from
1988-1996. Part 4 is “An International Directory of Civic Education Leaders
and Programs” that includes names, addresses, and telephone numbers of
prominent persons, projects, and organizations involved in civic educa-
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tion from many countries and various regions around the world. The
Appendix contains: (1) the CIVITAS brochure; (2) a sample ERIC document
resume; (3) a sample ERIC journal article resume; (4) a call for ERIC docu-
ments on civic education; (5) an announcement for the ERIC Clearinghouse
for Social Studies/Social Science Education book, “Building Civic Educa-
tion for Democracy in Poland” (Richard C. Remy; Jacek Strzemieczny); and
(6) “Civic Education on the Internet: An Introduction to CIVNET.”

ERIC No: ED415175

Title: Resources on Civic Education for Democracy: International Per-
spectives. Yearbook No. 2. .

Author: Pinhey, Laura A., Ed.; Boyer, Candace L., Ed.

Publication Date: 1997

Pages: 198

Availability: Adjunct ERIC Clearinghouse for International Civic Educa-
tion, 2805 East Tenth Street, Suite 120, Bloomington, IN 47408-2698;
phone: (800) 266-3815.

Abstract: This resource guide is intended to facilitate cooperation and
exchange of knowledge among civic educators around the world. The guide
is divided into six parts. Part 1 consists of three civic education papers: “Edu-
cation and Democratic Citizenship: Where We Stand” (Albert Shanker);
“Civil Society and Democracy Reconsidered” (Charles Bahmueller); and
“Civil Society and the Worldwide Surge of Democracy: Implications for Civic
Education” (John J. Patrick). Part 2 features an annotated bibliography of
materials about civic education from July 1996 through July 1997 selected
from the ERIC database. Part 3 contains nine ERIC Digests on civic education
published between 1994 and 1997. Part 4 is an annotated bibliography of
books that address key topics about the work of civic educators. Topics cov-
ered include comparative politics in democratic societies, Western political
philosophy on civil society and democracy, U.S. political/ constitutional his-
tory, contemporary U.S. civil society, and civic education in the United States.
Part 5 is a selective list of Internet resources about international civic educa-
tion and features information useful to civic educators. Part 6 is an interna-
tional directory of civic education leaders, programs, organizations, and
centers. The entries include names, addresses, telephone numbers, electronic
mail addresses, and World Wide Web sites. An appendix concludes the guide
and features information about CIVITAS, an International Civic Education
Exchange Program and documents and journal articles in the ERIC database.

ERIC No: ED413278

Title: Service Learning in the Middle School Curriculum: A Resource
Book.
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Author: Schukar, Ron; Johnson, Jacquelyn; Singleton, Laurel R.
Publication Date: 1996

Pages: 164

Awvailability: Social Science Education Consortium, P.O. Box 21270, Boul-
der, CO 80301-4270.

Abstract: This book incorporates teaching strategies to enhance middle
school science and social studies using service learning. The book was
developed by teachers who participated in a series of institutes conducted
by the Social Science Education Consortium and the Science Discovery
Program at the University of Colorado during the summers of 1993 and
1994. Chapters 1 and 2 provide an overview of service learning — what it
is, what its benefits are, and how it is related to other current educational
reforms, including standards-based education. Chapter 3 introduces the
curriculum integration planning framework developed to guide the
process of creating integrated science/social studies/service learning
units for usein the middle school. Chapter 4 describes several of the inte-
grated units developed in this project, including the two staff-developed
demonstration units and six teacher-developed units. A chapter on
assessment is included since assessment of integrated units with multiple
outcomes is complex. The book concludes with a listing of resources use-
ful to teachers wanting to learn more about service learning.

Title: Democratic Education, Student Empowerment, and Community
Service: Theory and Practice.

Authors: Seigel, Susan, and Virginia Rockwood

Publication Date: 1993

Journal Citation: Equity and Excellence in Education; v25, p65-70
Abstract: The authors define democratic education and argue for a
broader definition of democracy, going beyond voting to active participa-
tion. They stress the need for democratic experiences within the class-
rooms to develop social responsibility, and the need for critical thinking
skills and contextual information to help students make sense of service
experiences. The need for experiential education is also emphasized; a
brief review of the major theorists in this area is included. They argue that
service-learning must be integrated into the curriculum, not merely
tacked on. ‘

ERIC No: ED430907

Title: Service, Social Studies, and Citizenship: Connections for the New
Century. ERIC Digest.

Author: Shumer, Robert

Publication Date: 1999
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Pages: 2

Availability: ERIC Clearinghouse for Social Studies/Social Science Edu-
cation, 2805 East Tenth Street, Suite 120, Bloomington, IN 47408; Tel: (800)
266-3815.

Abstract: This Digest describes how, by connecting service, social studies,
and citizenship, civic educators have the potential to begin the new mil-
lennium by initiating a “Century of the Caring Citizen.” Effective meth-
ods for bringing about the caring citizen are to allow students to learn and
de elop through active participation in thoughtfully organized experi-
ences that meet actual community needs; to integrate service into stu-
dents’ academic curriculum and provide structured time for thinking,
talking, or writing about the service activity; to provide students with
opportunities to use nearly acquired skills and knowledge in real-life sit-
uations in their own communities; and to enhance what is taught in
schools by extending learning into the community and help foster the
development of a sense of caring for others. Research indicates that well
conceptualized, well-administered service programs produce positive
changes in students, including increased social and personal responsibil-
ity, more favorable attitudes toward adults, growth in moral and ego
development, and increased self-esteem. For social studies teachers to
effectively implement service learning, they should be involved in service
activities in their preservice training by participating in classrooms where
service learning projects are taking place. Existing guidelines on service-
learning describe the important components of high-quality programs:
(1) provide choice and challenge to students; (2) connect schools and
communities in positive ways that meet real needs; and (3) engage in
ongoing program assessment and evaluation. Concludes with a list of 12
references.

Title: Citizenship Symposium.

Author: Skelton, Nan

Publication Date: 1993

Pages: 29

Notes: Conference held September 1, 1993 in Lake Bluff, lllinois.
Availability: Lilly Endowment Inc., 28-1 N. Meridian Street, Indianapolis,
IN 46208

Abstract: These are the proceedings from the Citizenship Symposium
held on September 1, 1993. The meeting reflected on public spirit from the
1960’s and asked how we can make the national and community service
movement a more effective means of civic education and civic leadership
development. Sessions included, The Meaning of Citizenship with Nan
Skelton and Harry Boyte, The New Environment: National Service with
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Susan Stroud, Catherine Milton and Benjamin Barber, Service Training for
Civic Education with Tony Massengale, and Closing Reflections with Jon
Blyth.

ERIC No: EJ554711

Title: Community Service Learning and the Social Studies Curriculum:
Challenges to Effective Practice.

Author: Wade, Rahima C.

Publication Date: 1997

Journal Citation: Social Studies; v88 n5 p197-202 Sep-Oct 1997

Abstract: Discusses some of the cultural and logistical challenges faced by
service-learning projects. These ‘chaillenges include a predisposition
toward individualism over collective action, lack of time and emphasis on
traditional learning. Provides strategies and approaches for overcoming
these challenges. Includes a sample questionnaire for parents and educators.

ERIC No: EJ487178

Title: Community Service-Learning: Commitment through Active
Citizenship.

Author: Wade, Rahima C.

Publication Date: 1994

Journal Citation: Social Studies and the Young Learner; v6 n3 psl-4 Jan-
Feb 1994

Abstract: Discusses the history of U.S. community service programs and
asserts that the potential benefits for students include increased self-
esteem, enhanced motivation and interest in school, improved academic
achievement, and increased social responsibility. Includes a list of six cur-
riculum resources and a bibliography.

ERIC No: ED395855

Title: Service Learning in the Social Studies.

Publication Date: 1994

Pages: 14

Availability: Constitutional Rights Foundation Chicago, 407 South Dear-
born, Suite 1700, Chicago, IL 60605.

Abstract: This booklet describes the relationship of service learning to the
social studies and examines public policy issues as a crucial step in the
service learning process. Service learning is defined and explained using
the ACT (Active Citizenship Today) approach whereby students:
(1) define and focus on their community; (2) research community
problems, select one, and research it more fully; (3) analyze and evaluate
public policies related to the problem; (4) design and implement a service
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project to address the problem; and (5) reflect upon and evaluate the
process. Student handouts are included, as well as a resource list for fur-
ther information.

2. Research

ERIC No: ED420549

Title: Children’s Social Consciousness and the Development of Social
Responsibility.

Author: Berman, Sheldon

Publication Date: 1997

Pages: 254 '

Availability: State University of New York Press, State University Plaza,
Albany, NY 12246; phone: (800) 688-2877.

Abstract: This book synthesizes the research in diverse fields of the social
studies relating to the development of children’s awareness of and
~ responsibility for social inequity and social action. The book addresses the
issues concerning: the processes by which young people develop a sense
of social responsibility; and classroom and school practices that effec-
tively support this development. The book is divided into six chapters
including: (1) “I Care About the World. But I Don't Think It Concerns Me,
Even Though It Does.”; (2) “The Development of Social Responsibility”;
(3) “From Consciousness to Activism”; (4) “Processes that Promote Devel-
opment”; (5) “Educational Interventions and Social Responsibility”;
(6) “The Current State of Educating for Social Responsibility.”

ERIC No: E]J538439

Title: Effects of Participatory Learning Programs in Middle and High
School Civic Education.

Author: Kim, Simon; And Others

Publication Date: 1996

Journal Citation: Social Studies; v87 n4 p171-176 Jul-Aug 1996

Abstract: Evaluates three participatory civic education learning programs
developed by the Citizenship Education Clearinghouse: the Election Pro-
gram, Missouri State Government Program, and the Metropolitan Issues
Program. Evaluation consisted of questionnaires observation, and inter-
views. Discovers that the programs are both popular and effective.

ERIC No: ED415154

Title: Engendering Civic ldentity through Community Service.
Author: Yates, Miranda; Youniss, James

Publication Date: 1997
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Pages: 12

Note: Paper presented at the Biennial Meeting of the Society for Research
on Child Development (Washington, DC, April 3-6, 1997).

Abstract: This paper outlines a theoretical approach to understanding
how youth community service participation can stimulate identity devel-
opment and encourage civic investment. The study elucidates the devel-
opmental processes through which individuals become invested in civic
activities and the activities in which youth are involved. The paper
explains developmental continuity in civic participation from adolescence
to adulthood and then illustrates this approach using data from a case
study of participants in a school-based service program. Findings are pre-
sented from a 1993-1994 juniors’ essays on service and from the alumni
surveys and essays. Presenting participants’ reflections as they go
through the program and 3-, 5-, and 10-years later, the study shows how
service experience can stimulate reflections on self in relation to society

and can foster a sense of agency and responsibility. (Contains 19
references.)

ERIC No: ED382358

- Title: Community Service in Adolescence: Implications for Moral-
Political Awareness.

Author: Yates, Miranda

Publication Date: 1995

Pages: 16

Note: Paper presented at the Biennial Meeting of the Society for Research
in Child Development (61st, Indianapolis, IN, March 30-April 2, 1995).
Abstract: This paper provides an overview of research on community
service in adolescence and outlines a theoretical approach that relates
service participation to identity development. After building the case that
the 1990s has been a period of increased interest in the prosocial effects of
service participation among school-aged youth, this paper discusses the
scope of this interest and describes the current state of the research litera-
ture. The report then provides a framework for organizing the literature
by delineating three concepts associated with service: agency, which
refers to findings that associate service with personal directedness and
increased self understanding; social relatedness, which pertains to find-
ings that address the social characteristic of service; and moral-political
awareness, which refers to findings that relate service to morality and
civic behavior. Taken together, the findings suggest that experiences of
service pertain to the process of trying to understand oneself with social-
historical reality and helps youth to feel that they can actively “make his-
tory,” rather than simply “live history,” and that service participants come
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to view themselves as political agents in improving societal conditions.
Future directions for developmental research in this area are also dis-
cussed.

3. Curriculum

ERIC No: ED42%020

Title: VOICE: Violence-Prevention Outcomes in Civic Education. A Pro-
gram for Elementary Socia! Studies.

Authors: Chilcoat, Kendra Hillman; Farwick, Diane; Eslinger, Mary Vann;
Banaszak, Ronald, Sr.

Publication Date: 1997

Pages: 237

Abstract: Violence-Prevention Outcomes in Civic Education (VOICE) is a
curriculum program for elementary social studies that incorporates con-
flict resolution, law-related education, and service learning. These three
elements are among those considered to have promise in addressing
youth violence. The VOICE curriculum is designed to complement the
traditional elementary grade social studies curriculum by helping stu-
dents develop a deeper understanding of the United States Constitution
and the three branches of government. Components of the curriculum
include participatory teaching strategies, involvement of outside resource
people, conflict resolution skill building, and a service project. The cur-
riculum consists of 50 lessons in seven units of study that have a logical
flow; each lesson has teacher directions and student materials for dupli-
cation. The units are: (1) “Working Together: Building a Good Foundation
in Class”; (2) “Working It Out Together: Mediating Our Conflicts”;
(3) “Working Together To Build a Government: Balancing Rights and
Safety”; (4) “Working Together To Make Laws: The Legislative Branch”;
(5) “Making the Laws Work: The Executive Branch”; (6) “Interpreting the
Laws: The judicial Branch”; and (7) “Taking Action Together: Service and
Learning.” The curriculum fulfills the government goals of fifth-grade
social studies and supplements a typical fifth-grade U.S. history textbook.
An appendix contains 6 different sample assessment tools.

Title: Active Citizenship Today Field Guide [High School and Middle
School Editions].

Author: Close Up Foundation and Constitutional Rights Foundation
Publication Date: 1994

Pages: 196

Availability: Close Up Foundation, 44 Canal Center Plaza, Alexandria,
VA 22314-1592; Phone: (703) 706-3640; Email: <cup@closeup.org>; URL:
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http:/ /www.closeup.org/>; or Constitutional Rights Foundation, 601
South Kingsley Drive, Los Angeles, CA 90005; Phone: (213) 487-5590;
Email: <crfcitizen@aol.com>; URL: <www.crf-usa.org>.

Abstract: Written for middle school and high school youth, these citizen-
ship manuals guide students in learning about their community and
exploring how they can help to change it. This process includes examin-
ing the past, present, and future community; identifying problems;
searching for solutions; exploring options; and taking action. Activities
include research, public relations, community resources, public speaking,
persuasive writing, government process, planning, conducting meetings,
fund raising, resolving group conflict evaluation, and reflection. An eval-
uation questionnaire is included as well as a directory of supporting
organizations. Teacher’s guides are also available.

ERIC No: ED424166

Title: Adventures in Law and History. Volume I: Native Americans, the
Spanish Frontier, and the Gold Rush. A Law and Civic Education Cur-
riculum for Upper Elementary Grades with Units on Rules and Laws,
Property, and Authority.

Author: Croddy, Marshall; Degelman, Charles; Doggett, Keri; Hayes, Bill
Publication Date: 1997

Pages: 104

Availability: Constitutional Rights Foundation, Publication Orders
Department, 601 S. Kingsley Drive, Los Angeles, CA 90005; tel: (213) 487-
5590; fax: (213) 386-0459; Web site: www.erf.usa.org>.

Abstract: This is volume one of a two-volume civics curriculum on law
and effective citizenship for upper-elementary students. The lessons, set
in American historical eras, engage students in cooperative-learning
activities, role plays, simulations, readers theater, stories, and guided dis-
cussions, which introduce and reinforce law-related and civic education
concepts and skills. Designed to meet the needs of a multi-centered stu-
dent population, this curriculum features step-by-step teaching proce-
dures, reproducible worksheet and activity masters, lessons linking the
historical and law-related content to the present, and service-learning
opportunities. This volume contains 3 units and 18 lessons in total. In unit
1, “Rules and Laws,” students visit a Native American Chumash village
and discover how rules and laws derived from myth and tradition help
the Indians govern fribal life and resolve conflict. In unit 2, “Property,”
students meet Luisa, a girl living in a pueblo on the California Spanish
frontier in the early 19th century. Students explore the concept of property
and how law helps resolve conflicts over property. In unit 3, “Authority,”
students experience a hypothetical mining camp in California’s Gold
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Rush era and discover what life might be like without effective authority.
Students also examine executive, legislature, and judiciary roles.

ERIC No: ED424167

Title: Adventures in Law and History. Volume II: Coming to America,
Colonial America, and the Revolutionary Era. A Law and Civic Education
Curriculum for Upper Elementary Grades with Units on Equal Protec-
tion, Due Process, Authority, and Rights and Responsibilities.

Author: Croddy, Marshall; Degelman, Charles; Doggett, Keri; Hayes, Bill
Publication Date: 1997

Pages: 145

Availability: Constitutional Rights Foundation, Publication Orders
Department, 601 S. Kingsley Drive, Los Angeles, CA 90005; Tel: (213) 487-
5590; Fax: (213) 386-0459; Web site: <www.crf-usa.org>.

Abstract: This is volume two of a two-volume civics curriculum on law
and effective citizenship for upper-elementary students. The lessons, set
in American historical eras, engage students in cooperative-learning
activities, role plays, simulations, readers theater, stories, and guided dis-
cussions, which introduce and reinforce law-related and civic education
concepts and skills. Designed to meet the needs of a multi-centered stu-
dent population, this curriculum features step-by-step teaching proce-
dures, reproducible worksheet and activity masters, lessons linking the
historical and law-related content to the present, and service-learning
opportunities. This volume contains four units and 21 lessons in total. In
unit 1, “Immigration, Diversity, and Equal Protection,” students use the
methods of historiography to trace the immigrant origins of five families
whose ancestors came to America seeking opportunity and freedom and
struggled for equality. In unit 2, “Due Process,” students visit a hypothet-
ical New England village of the colonial era and learn essential lessons
about due process. In unit 3, ” Authority,” students explore the concepts of
authority by helping a tired king rule his kingdom and view the causes of
the American Revolution through the eyes of Bostonians as the colonies
moved toward independence. In unit 4, “Rights and Responsibilities,”
students learn about the rights and responsibilities of citizenship by help-
ing James Madison draft the Bill of Rights and also about the appropriate
limits of those rights. As a conclusion, students create their own Bill of
Rights and Responsibilities.

Title: City Youth Student Workbook: Education and Community Action.
Authors: Croddy, Marshall; Keri Doggett
Publication Date: 1995

Notes: Use in conjunction with “City Youth Teacher Guide”.
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Availability: Constitutional Rights Foundation, 601 S. Kingsley Dr., Los
Angeles, CA 90005; Phone: (213) 487-5590; Email: <crf@crf-usa.org>; URL:
<www.crf-usa.org>.

Abstract: This is a student workbook that leads students through service-
learning and civic centered lessons. It helps students to define their com-
munity in terms of their own lives, to analyze cominunity needs, to learn
problem-solving skills, and to participate in action projects designed to
affect change in their own schools and communities.

ERIC No: ED431685

Title: Teaching Presidential Elections. A Social Studies/Service Learning
Teaching Unit for the Middle Grades.

Author: Greco, Lisa M. -

Publication Date: 1997

Pages: 27

Abstract: This curriculum unit on social studies and service learning was
developed during the 1996 Presidential elections. In this unit middle
school students not only learn about citizenship and democracy, they also
practice civic action through voter registration and community surveying.
The unit helps students develop critical thinking skills as they become
active members of their own communities, and causes them to reevaluate
the leadership potential of youth. The unit provides an overview that
includes objectives, key terms, and an outline of the 8 part unit: (1) “Intro-
duction”; (2) “History Behind the Vote”; (3) “The Nominating Process”;
(4) “Electoral vs. Popular”; (5) “Key Campaign Issues”; (6) “Factors That
Influence the Election Process”; (7) “Who Should Be President?”; and
(8) “Impact of the Elections.” Each unit offers student assignments and
activities. Appended are a sample student survey on political issues, a
sample mock election ballot, and a presidential debates evaluation form.

ERIC No: ED340654

Title: Civitas: A Framework for Civic Education.

Author: Quigley, Charles N., Ed.; Bahmueller, Charles, Ed.

Publication Date: 1991

Pages: 693

Awvailability: NCSS Publications, ¢/o Maxway Data Corp., Suite 1105, 225
West 34th Street, New York, NY 10001.

Abstract: CIVITAS is a curriculum framework that sets forth a set of
national goals to be achieved in a civic education curriculum, primarily
for K-12 public and private schools. It is a framework that proposes to
specify the knowledge and skills needed by citizens to perform their roles
in U.S. democracy. There are two major sections in the framework. It
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begins with a rationale that explains the basic philosophy, purpose and
nature of the framework. The other major section is a statement of goals
and objectives that civic education should foster. This section is divided
into three parts — (1) Civic Virtue, (2) Civic Participation, and (3) Civic
Knowledge and Intellectual Skills. Parts 2 and 3 contain model scope and
sequence statements that suggest what aspects of the subjects in the
framework can be taught at varying schoo! grades and how they may be
taught. The part on Civic Knowledge and Intellectual Skills comprises by
far the largest portion of the framework. It organizes summaries of
numerous topics into three main groupings: the nature of politics and
government; public government in the United States; and the role of the
citizen. The intended audience for the curriculum is educators at state and
local levels concerned with the development of civic education curricula
in the schools. Classroom teachers also may find the framework a useful
resource and reference book. A six page executive summary is appended.

ERIC No: Ej548164

Title: Lessons Based on a Service-Learning Framework.

Publication Date: 1997

Journal Citation: Social Studies Review; v36 n2 p15-25 Spr-Sum 1997
Abstract: Presents six service learning lesson plans from the Constitu-
tional Rights Foundation. Each lesson plan represents a step in a larger
service project. The plans include “Defining and Assessing Your Commu-
nity”; “Choosing and Researching a Problem”; “Examining Policy”;
“Exploring Options”; and “Taking Action.” Includes instructiorial materi-
als and handouts.

ERIC No: EJ548174

Title: Resources.

Publication Date: 1997

Journal Citation: Social Studies Review; v36 n2 p54-56 Spr-Sum 1997
Abstract: Briefly describes resources that educators and students can use
to design service-learning projects. These resources include free materials,
books, web sites, information on grants, videos, journals, and organiza-
tions. The resources cover a broad range of approaches, projects, and
methods.

4. Program Examples

ERIC No: E]}558937 -
Title: Public Life: A Contribution to Democratic Education.
Author: Kaplan, Andrew
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Publication Date: 1997

Journal Citation: Journal of Curriculum Studies; v29 n4 p431-53 Jul-Aug
1997

Abstract: Describes an experimental course at an urban school that
focuses on experiences of service work outside the school as well as
involvement in the political and social structure within the school. Sug-
gests ways that schools can design a curriculum that reflects on social
activity as an element of community life.

ERIC No: E]538161

Title: Service Learning: Making A Difference in the Community.

Author: McPherson, Kate

Publication Date: 1997

Journal Citation: Schools in the Middle; v6 n3 p9-15 Jan-Feb 1997
Abstract: Describes six community-based service-learning projects that
are available to students as an alternative learning environment. Presents
goals of service learning, including academic development, civic respon-
sibility, personal development, social responsibility, career development,
and ethical development. Discusses research indicating that participation
has positive effects on student’s personal development, and offers sug-
gestions for service activities and for maximizing the potential for service
learning.

ERIC No: EJ522267

Title: Youth Citizenship Awards Program. Teaching Strategy.

Author: Minkler, John

Publication Date: 1996

Journal Citation: Update on Law-Related Education; v20 nl1 p20-22 Win
1996

Abstract: Describes a service-learning project where students identify a
real political problem, research related issues, and propose a solution.
Members of the U.S. Congress and county offices of education have cre-

ated corresponding awards programs. Includes procedures for creating a
local project.

ERIC No: ED431672

Title: Education for Citizenship: Ideas and Innovations in Political
Learning.

Author: Reeher, Grant, Ed.; Cammarano, Joseph, Ed.

Publication Date: 1997

Pages: 248

Availability: Rowman & Littlefield Publishers, Inc., Order Dept., 15200
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NBN Way, P.O. Box 191, Blue Ridge Summit, PA 17214; Tel: (800) 462-6420
(Toll Free).

Abstract: These essays address education for citizenship at a specific, con-
crete level. The collection offers examples of efforts to create among stu-
dents a new set of what Alexis de Tocqueville called “mores” or culturally
defining “habits of the heart” that enhance citizenship, foster a sense of
connectedness to a community, and support the practices, basic values,
and institutions necessary for the democratic process. An introduction
entitled “Some Themes from Recent Innovations and Questions for the
Future” is given. The 13 essays following the introduction are: (1) “Teach-
ing American Politics through Service: Reflections on a Pedagogical Strat-
egy” (Craig A. Rimmerman); (2) “Service Learning as Civic Learning:
Lessons We Can Learn from. Our Students” (Richard M. Battistoni);
(3) “The Urban Agenda Project” (Otto Feinstein; James D. Chesney);
(4) “Citizenship Courses as Life-Changing Experiences” (William D.
Coplin); (5) “Public Affairs Internships: Coming of Age” (Glen A. Halva-
Neubauer); (6) “Enhancing Citizenship through Active Learning: Simula-
tions on the Policy Process” (Joseph Cammarano; Linda L. Fowler);
(7) “Doing the Rights Thing: Tales of Citizenship and Free Speech” (Marc
Lendler); (8) “Teaching the Art of Public Deliberation: National Issues
Forums on Campus” (Dariel W. O’Connell); (9) “Democratizing
the Classroom: The Individual Learning Contract” (John F. Freie)’
(10) “Wading in the Deep: Supporting Emergent Anarchies” (Naeem
Inayatullah); (11) “Teaching Deliberation: Citizenship Education and
Cross-Disciplinary Team Teaching” (Mark Rupert); (12) “Using the
Internet to Enhance Classroom and Citizenship Information” (William
Ball); and (13) “The Internet as a Tool for Student Citizenship” (Kim-
berley P. Canfield).

ERIC No: ED421406

Title: Social Issues and Service at the Middle Level.

Author: Totten, Samuel, Ed.; Pedersen, Jon E., Ed.

Publication Date: 1997

Pages: 378

Availability: Allyn & Bacon, Simon & Schuster Education Group, 160
Gould Street, Needham Heights, MA 02494 {Order No. H-5093-3).
Abstract: This book provides a powerful and clear picture of some of the
outstanding programs designed and implemented in the United States to
provide young adolescents with rich, meaningful, and powerful learning
activities with community service. The book is comprised of two parts
with 18 essays and an introduction. The essays reflect a range of experi-
ence. Part 1, “Social Issues,” includes: (1) “Social Issues in the Middle
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School Curriculum: Retrospect and Prospect” (James A. Beane); (2) “Chal-
lenging Barriers: A Unit in Developing an Awareness and Appreciation
for Differences in Individuals with Physical and Mental Challenges”
(Pauline S. Chandler); (3) “Implementing an Interdisciplinary Unit on the
Holocaust” (Regina Townsend; William G. Wraga); (4) “The Homeless: An
Issue-Based Interdisciplinary Unit in an Eighth Grade Class” (Belinda Y.
Louie; Douglas H. Louie; Margaret Heras); (5) “Making Plays, Making
Meaning, Making Change” (Kathy Greeley); (6) “Teleconversing about
Community Concerns and Social Issues” (Judith H. Vesel); (7) “Using
Telecommuinications to Nurture the Global Village” (Dell Salza); (8) “New
Horizons for Civic Education: A Multidisciplinary Social Issues Approach
for Middle Schools” (Ronald A. Banaszak; H. Michael Hartoonian; James
S. Leming); and (9) “Future Problem Solving: Preparing Middle School
Students to Solve Community Problems” (Richard L. Kurtzberg; Kristin
Faughnan). Part 2, “Service,” contains: (1) “Alienation or Engagement?
Service Learning May Be an Answer” (Joan Schine; Alice Halsted);
(2) “Service Learning: A Catalyst for Social Action and School Change at
the Middle Level” (Wokie Weah; Madeleine Wegner); (3) “The Commu-
nity as Classroom: Service Learning at the Lewis Armstrong Middle
School” (Ivy Diton; Mary Ellen Levin); (4) “Incorporating Service Learn-
ing into the School Day” (Julie Ayers; Kathleen Kennedy Townsend); (5)
“Science Technology-Society: An Approach to Attaining Student Involve-
ment in Community Action Projects” (Curt Jeffryes; Robert E. Yager; Jan-
ice Conover); (6) “Calling Students to Action: How Wayland Middle
School Puts Theory into Practice” (Stephen Feinberg; Richard Schaye;
David Summergrad); (7) “Our Forest, Their Forest: A Program That Stim-
ulates Long-Term Learning and Community Action” (Patricia McFarlane
Soto; John H. Parker; George E. O’Brien); (8) “Every Step Counts: Service
and Social Resronsibility” (Larry Dieringer; Esther Weisman Kattef); and
(9) “The Letter tnat Never Arrived: The Evolution of a Social Concerns
Program in a Mic.dle School” (Robyn L. Morgan; Robert W. Moderhak).

5. Orgunizations

American Political Science Association

1527 New Hampshire Avenue, NW

Washington, DC 20036-1206

Phone: (202) 483-2512; Fax: (202) 483-2657

Email: <apsa@apsanet.org>

The American Political Science Association has resources and references
and links to other organizations working on teaching, civic education,
and service learning on its web site, as follows:
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Teaching and Learning Politics, Government and Public Policy:
<www.apsanet.org/teach/index.cfm>

Civic Education

<www.apsanet.org/CENnet/>

Service Learning

<www.apsanet.org/service/ >

Center for Civic Education

5146 Douglas Fir Rd., Calabasas, CA 91302-1467

Phone: (818) 591-9321; Fax: (818) 591-9330

Email: <cce@civiced.org>; URL: <http://www.civiced.org/>

The Center for Civic Education is a nonprofit, nonpartisan educational
corporation dedicated to fostering the development of informed, respon-
sible participation in civic life by citizens committed to values and princi-
ples fundamental to American constitutional democracy.

Center for Democracy and Citizenship

Humphrey Institute of Public Affairs, University of Minnesota, Twin
Cities Campus _

301 19th Avenue South, Minneapolis, MN 55455

Phone: (612) 625-0142; Fax: (612) 625-3513

Email: cdcweb@hhh.umn.edu; URL: http://www.hhh.umn.edu/centers/
cde/ . :

The mission of the Center for Democracy and Citizenship is the promo-
tion of democracy and the strengthening of citizenship and civic educa-
tion within a variety of settings, with a special emphasis on youth.

Civic Practices Network

Center for Human Resources, Heller School for Advanced Studies in
Social Welfare

Brandeis University, 60 Turner Street, Waltham, MA 02154

Phone: (617) 736-4890; Email: <cpn@tiac.net>; URL: <http://www.cpn. org>
CPN is a collaborative and nonpartisan project bringing together a
diverse array of organizations and perspectives within a new citizenship
movement. CPN is designed to bring schooling for active citizenship,
which has always been at the heart of our rich democratic and associa-
tional life, into the information age.

Civnet

<http://civnet.org/index.htm.>

Civnet, published by CIVITAS, is a Web site for civic education practi-
tioners (teachers, teacher trainers, curriculum designers), as well as schol-
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ars, policymakers, civic-minded journalists, and non-governmental
organizations (NGOs) promoting civil society all over the world. Civnet
includes textbooks, lesson plans, original journal articles and book
reviews, civic news headlines, events listings, organizational contacts,
and a lot more.

Close Up Foundation

44 Canal Center Plaza, Alexandria, VA 22314

Phone: (800) 256-7387 or (703) 706-3300; Fax: (703) 706-0001

URL: <http://www.closeup.org>; Email: <service.learning@closeup.org>
The mission of the Close Up Foundation is to help citizens become
responsible participants in the democratic process. The Foundation is
committed to providing educational programs in government and citi-
zenship for young people, teachers and other adults so that citizens of all
ages might gain a practical understanding of how public policy affects
their lives and how individual and collective efforts affect public policy.

Constitutional Rights Foundation

601 South Kingsley Drive, Los Angeles, CA 90005

Phone: (213} 487-5590; Fax: (213) 386-0459

Email: <crfcitizen@aol.com>; URL: <http: //www.crf-usa.org>
Constitutional Rights Foundation seeks to instill in our nation’s youth a
deeper understanding of citizenship through values expressed in our
Constitution and its Bill of Rights, and educate them to become active and
responsible participants in our society.

Education for Democracy/International (ED/T)

American Federation of Teachers, International Affairs Department

555 New Jersey Avenue, N.W., Washington, D.C. 20001-2079

Phone: (202) 393-7484; Fax: (202) 879-4502

Email: <iadaft@aol.com>; URL: <htip://civnet.org/civitas.edi.htm>

The ED/1 project focuses its resources on promoting educational activities
that improve the teaching of democracy and civics throughout the world.
The project has three main activities: teacher training and curriculum
development, democratic skills and leadership training, and publications
on democracy and education.

ERIC Clearinghouse for Social Studies/Social Science Education

2805 East Tenth Street, Suite 120, Bloomington, IN 47408-2698

Phone: (812) 855-3838; Toll-free/TDD: (800) 266-3815; Fax: (812) 855-0455
Email: <ericso@indiana.edu>; URL: <http://www.indiana.edu/~ssdc/
eric_chess.htm>
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ERIC/ChESS serves teachers, parents, administrators, policymakers,
researchers, students, and anyone else interested in information on social
studies and social science education. ERIC/ChESS is home to three
adjunct ERIC clearinghouses: Adjunct ERIC Clearinghouse for U.S.-Japan
Studies; Adjunct ERIC Clearinghouse for International Civic Education;
and the Adjunct ERIC Clearinghouse for Service-Learning. Since 1986,
ERIC/ChESS has been located within the Social Studies Development
Center of Indiana University.

Learn and Serve America Exchange

Phone: (877)572-3924 (toll-free); URL: <http://www.lsaexchange.org>
The Learn and Serve America Exchange, led by the National Youth Lead-
ership Council supports service-learning programs in schools, colleges
and universities, and community organizations across the country
through peer-based training and technical assistance. If you need assis-
tance implementing service-learning programs, have questions, or simply
want to speak with someone who has “been there,” you can utilize the
Exchange as a resource.

Learn and Serve America National Service-Learning Clearinghouse
University of Minnesota, 1954 Buford Avenue

R-460 VoTech Building, St. Paul, MN 55108-6197

Phone: (800) 808-7378, or (612) 625-6276; Fax: (612) 625-6277

Email: <serve@tc.umn.edu>; URL: <http://umn.edu/~serve>

The Learn and Serve America National Service-Learning Clearinghouse is
a comprehensive information system that focuses on all dimensions of
service learning, covering kindergarten through higher education
(school-based), as well as community-based initiatives. The center of the
Clearinghouse Consortium is located at the University of Minnesota, with
assistance from thirteen other institutions and organizations.

National Alliance for Civic Education (NACE)

University of Maryland

Room 3111

Van Munching Hall

College Park, Maryland 20742

Phone: (301) 405-4753

Fax: (301) 314-9346

Email: <CL26@umail.umd.edu>

The American Political Science Association has joined with over 80 group
and individual charter members, including the Natio: .:l Council for the
Social Studies, the American Federation of Teachers, the INational Confer-
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ence of State Legislators and Campus Compact in a coalition to respond
to the need to assure that youth and young adults acquire the knowledge,
skills and practical experience needed to become active and informed par-
ticipants in civic life and public affairs. NACE currently invites endorse-
ments and participation from more educational groups, faculty and
teachers. The coordinating charter member of NACE is William A. Gal-
ston, University of Maryland School of Public Affairs. Sheilah Mann,
Director of Education and Professional Affairs at APSA will serve as the
Association’s liaison with NACE.

National Council for the Social Studies

3501 Newark Street, NW, Washington, DC 20016

Phone: (202) 966-7840; Email: <webmaster@ncss.org>; URL: <http://www.
ncss.org>

INCSS is the largest association in the country devoted solely to social
studies education. NCSS engages and supports educators in strengthen-
ing and advocating social studies.

National Helpers Network, Inc.

875 Sixth Ave., Suite 206, New York, NY 10001

Phone: (212) 679-2482; Fax: (212) 679-7461

Email: <info@nationalhelpers.org>; URL: <www.nationalhelpers.org>
As a national leader in the service learning movement, the National
Helpers Network provides expert training, assistance and on-site guid-
ance to schools and youth serving agencies around the country.
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APSA Task Force
on Civic Education

In the Fall of 1996, the American Political Science Association estab-
lished the Task Force on Civic Education to initiate a civic education pro-
gram in political science that focuses on:

* Research and Communication as a means of encouraging new
research, examining current research and disseminating conclusions
drawn regarding civic trust, engagement and education;

» References and Guides that compile papers addressing civic trust
and participation; and

¢ Workshops and Short Courses as forums for sharing and exchang-
ing ideas regarding student cynicism while also encouraging
participation.

The Task Force will achieve these goals by strategically addressing its
mission, which reinforces its objectives of:

» Providing clear and analytic descriptions of the current trend
toward “civic disengagement” from the political process;

* Providing evidence regarding the failure to politically educate stu-
dents in the craft and practices of the “political machine”;

* Articulating strategies for educators to utilize in teaching the craft
and practices of politics.

Task Force Members:

Melvin Dubnick, Rutgers University, cochair

Jean Bethke Elshtain, University of Chicago, cochair
Richard Brody, Stanford University

Lief Carter, Colorado College

Mary A. Hepburn, University of Georgia

Margaret Levi, University of Washington
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Susan A. MacManus, University of South Florida

Richard G. Neimi, University of Rochester

Ronald J. Oakerson, Houghton College

Robert D. Putnam, Harvard University

Wendy M. Rahn, University of Minnesota

Alan Rosenthal, Rutgers University

Edward Thompson, III, California State University, San Marcos

M. Kent Jennings, University of California, Santa Barbara, 1998-99 APSA
President

Elinor Ostrom, Indiana University, 1997-98, APSA President
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Articulation Statement: A Call
for Reactions and Contributions

APSA Task Force on Civic Education

Brief Task Force History

In 1996 Lin Ostrom, APSA president-elect, organized the Task Force
and arranged funding for a mission lasting up to seven years. The Task
Force held a three-day retreat in March of 1997 and has met in shorter ses-
sions several times since. We regularly exchange ideas on an in-house chat
list. Our Statement of Purpose, initially drafted at the retreat, was pub-
lished in the December, 1997, PS: Political Science and Politics, page 745.

The Problem

We start with the evidence suggesting mounting political apathy in the
United States. We see it in long and short time-series studics of such
things as voter turnout and student interest in politics. The Task Force is
actively examining the various research findings that may explain the
dimensions of this presumably multi-faceted problem. Long-term efforts
to reverse these trends must obviously address many possible causes. We
do, however, take as axiomatic that current levels of political knowledge,
political engagement, and political enthusiasm are so low as to threaten
the vitality and stability of democratic politics in the United States. We
believe political education in the United States is inadequate across the
board. We believe that we who have chosen to teach politics as our pro-
fession bear major responsibility for addressing the problem.

The Discussion
Last December, Task Force members took part in the following in-
house survey. Each of us was asked to respond to the following item: State
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in one or two sentences what you believe to be the most important single
civic lesson that members of a participatery democracy must learn in
order io play effective and responsible civic roles. Twelve members
responded. The twelve responses, on first viewing, ranged widely. They
included such phrases as:

* “learning to lose gracefully”

* “know that democracy is an ongoing and very much unfinished
- drama about the struggle to make peace”

* “capacity to access and critically assess governance-related and

issue-relevant information”

“why we must have rule of law”

“tolerance of diverse opinions”

“the efficacy of collaboration”

“exposing students to central and political traditions of the nation”
“play up the dignity and standing of the category ‘citizen’”

Qur discussions of the responses produced agreement with Bob
Putnam’s reduction of the responses to the following categories:

Teach tolerance
Teach collaboration
Teach analysis
Teach our traditions

These four responses may indeed reduce to one: Teach the motivation
and competence to engage actively in public problem-solving.

We would like to know how you would respend to our one-item sur-
vey question. However, we-are even more interested in your reactions to
one striking implication of our initial responses and these codings of
them. The implication is that teaching “about government” will not itself
provide the political education we need. The thrust of many of our in-
house responses suggested two new and we think complimentary direc-
tions that political education should take: (1) The importance of teaching
the liberal aspirations to freedom, dignity, and equality embedded in our
political history and traditions; (2) The importance of learning the practi-
cal wisdom necessary to be a competent and hopeful political actor in all
social settings, many of which, e.g., corporate management, labor union
organization and church governance, have no necessary connection to the
affairs of national, state, and local government.

Both of these directions, if we take them seriously, imply a major
reexamination of political education throughout the U.S., both in the
undergraduate and in the K-12 curricula. To do so would have, as the
cliche puts it, “vast consequences” for the discipline’s approach to the
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roles its members play as civic educators. Many of us on the task force
have come to see that our disciplinary emphasis on “value neutrality”
must be adjusted in the civic education classroom to reflect the need to
proimote and enhance basic democratic values. Our reliance on “critical
thinking,” without a moral framework with which to think critically, may
be part of the problem. It may feed not healthy skepticism but unhealthy
cynicism and political disengagement.

Virtually every other academic discipline implicitly claims to teach its
students substantive knowledge that is valuable and good. We do not by
any means reject teaching the facts of political life. Recent findings sug-
gest that active political participation correlates positively with factual
knowledge about governmental and political practices. The call to “teach
our traditions”is not a call to return to historical, and often oppressive and
exclusionary practices. Nor is the call to “teach tolerance” an innocuous
call to “teach values.” Tolerance, as both ancient and contemporary polit-
ical experience shows, seems one of the most difficult of all political
achievements. This very difficulty leads us to believe that we must specif-
ically teach tolerance, and the specific political virtues we associate with
tolerance, if we are to teach politics as the practice of competent and effec-
tive problem-solving in human groups. '

In sum, we believe that the factual political knowledge we dc and must
teach can only become meaningful in political practice when presented
within a valuational framework. We believe we.must therefore teach the
specific virtues on which effective political practice depends. We believe
we must unequivocally teach the value of democratic aspirations to
human liberation and human dignity. Without this framework, our
descriptions of political facts and political virtues will not inspire and
motivate people to the level of civic engagement that a healthy demo-
cratic polity requires.
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Declaration of the National
Alliance for Civic Education

The recently released NAEP Report on the 1998 Civic Education
Assessment indicates widespread deficiencies in the civic knowledge of
U.S. students. Other recent studies document the diminished engagement
of young Americans in our nation’s public life.

No single institution bears sole responsibility for this problem. But we
believe that educational institutions can make a key contribution to solv-
ing it. There is persuasive evidence that rigorous and multifaceted civic
education in schools, primary and secondary, can improve students’
knowledge, and that this knowledge promotes civic beliefs, civic charac-
ter, and civic involvement. There is also evidence that other key programs
and practices — such as a democratic school climate, the regular reading of
newspapers, training in voting, mock conventions, student contact with
public officials, and school and community-based service learning - can
boost civic knowledge and skills.

Many individuals and groups have worked for years te further the
cause of civic education. We believe that the time has come to band
together to achieve greater visibility, efficacy, and mutual reinforcement.
To this end, we the undersigned are coming together to form the National
Alliance for Civic Education. We urge all like-minded individuals and
organizations to join us.

The goals of this coalition are:

To raise the amount, quality, and visibility of civic education in the
school curriculum;

To dramatically increase high-quality pre-service and in-service train-
ing opportunities for teachers involved in civic education;

To provide teachers with improved access to reliable information on
curricula, texts, materials; and pedagogical practices that effectively
engage students in civic learning;
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To offer students expanded opportunities to participate meaningfully
in the civic life of their communities;

To intensify community support for civic education initiatives, includ-
ing parents, youth organizations, community groups, and the media;

To mobilize institutions of higher education on behalf of civic educa-
tion, especially the training of teachers involved in civic education;

To encourage every state to include rigorous programs of civic educa-
tion in schools and to systematically assess their effectiveness; and

To encourage the federal government to administer the NAEP Civics
Assessment more frequently and with state-level results to make it more
useful for improving state and local civic education programs.

Beyond these specific goals, the Alliance will work to help citizens
across the country better understand the significance of effective civic
education for a well-functioning democracy. Our nation’s civic vitality
and its democratic future are at stake.

For further information contact: National Alliance for Civic Education,
University of Maryland, Room 3111, Van Munching Hall, College Park,
MD 20742, Phone: (301) 405-4753 Fax: (301) 314-9346 E-mail:
<CL26@umail.umd.edu>. To find a list of the organizations and individ-
uals endorsing the National Alliance for Civic Education when it was
launched in May 2000, see <www.apsanet.org/teach/nace.cfm>.
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