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Perspectives

Taking Higher Ground

¢ lead story in miy news-
paper this moming features
the upeoming G20 summit
in London at which interna-
tional leaders will discuss
whether regulations_ ballouts, and stim-
ulus plons will do anything 1o stem the
financial crisis. Another story is abowt
North Dakota, where residents are
wearily watching whether the sandbag
barriers they've built will hold back the
Red River. The stories have their similar-
ities—looming disasters, overwhelming
forces, demands for people to come
wogether to solve the
problem before it is 100
late. The flood story
seems a simpler one. Bur
perhaps it only seems
easier (o battle a raging
river than to battle
raging greed
This issue of Educa-
tional Leadership is abowr &
the schools” mission 1o
teach the practice of
putting individual mter-
ests pside to work
teeether for the common good: Social
responsibility is difficult o teach because
we cannot always mve students clear-cut
answers abou how o solve social and
environmenial problems. In fact, because
we don know which problems our
studenis will be called on o address in the
funure, the challenge of reaching wha
Charles Haynes calls "the moral habies of
the hean™ s even greater, In these
confusing nmes, 15 much easier 10
believe thar reaching social responsthility
ts not the schools” joboar all
Ourauthors, though, make a
compelling case for schools 1o reclaim the
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tracitional role they have been entrusted
with—guiding students 10 become
responsible citizens. As Charles Havnes
(p. 6) writes,

World hunger and the other huiman
tragedies—poverty, discase, tymnmny, and
war itself—offend a consclence shaped by
concern for others. Meeting these chal-
lenges today requines more than politics
and money, it requires peophe of
consclence who are compelled 10 40
Yes, reading and math are important. But
what matters most is what kinds of
human beings are reading the books and
doing the math.

— The authors in Lhis isse
believe it is necessary for all
of us to learn about difficult
21s-century socinl issues—
from genocide o global
warming—but in develop-
mentally approprinte ways
For exmmple, the Facing
Histony and Ourselves
program (p. 59) engiges
students in thinking
through connections
between histonical instances
of mass violence and wialent events today,
but it stares with what students themselves
kniow about conflict and prejudice. Envi-
ronmental education programs like No
Child Left Inside tackle such issties as
global warming, specics loss, and water
scarcity [rom o scientific perspective. As
Mike Weilhacher notes (p. 38), environ-
mental education is a topic shout which
stuclenis have far more interest than neal
knowledge. It Is time to correct that.
Authot Laurel Schmidt (p. 32) warns
that choosing 1o accept the challenge 1o
teach social justice issies won'l be easy
“Soctal justice,” she writes, “is an
uniseripted mixture of politics, economics,

laws, values, humanitanan crises, and
issues thit pit commion sense agninst the
common good. For every earnest cause,
dozens of countervailing voices explain
why the situation can't or shouldn
change.”

Yet, as Schmidy says, our students jre
clamoring 10 debate these issues. From
their earliest years in school, they look to
their teachers to help them discover ways
to respond 1o social problems

“Meeting these
challenges requires
more than politics

and money.”

This generation ol students s also mire
cognizant of world affairs than previous
generntions have beéen. As author Rahima
Wade (p. 50) reminds us, “Technology has
braught the injustices of the world 10 our
students’ doorsteps.” Its only after being
told consistently that these issues are off-
lirnits at school that they begin 1o believe
that cenain problems are not their
concern or just o hard 1o solve.

Idealistic and fnerested in action,
students greet inauthentic learming with
skepticism but are most willing 1o nse toa
meaningful cause: We know that many
causes await them. Our job 15 to make
sure they have the knowledge, the
courage, and the habits of hear 1o wke
them on

Hasse

—Marge Scherer
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Schoolb
Conscience

Education’s highest aim is to ta time when the United States
create moral and civic faces unprecedented challenges at
habits of the heart.

home and abroad, public schools
must do far more to prepare young

peaple to be engaged, ethical advo-
cates ol “liberty and justice for all.” Yes, reading and
math are important. But what matters most is what

Charles C. Haynes

kinds of human beings are reading the books and
doing the math.

Alter all, the character ol a nation is determined
by the character of its people. “Is there no virtue
among us?” asked James Madison. “If there be not,
we are in a wretched situation. . . . To suppose that
any form of government will secure liberty or
happiness without any virtue in the people, is a
Echimerical idea” (Padover, 1953, p. 48)

Thats why, as a lifelong advocate ol social justice
md First Amendment rights, | vigorously support
aracter education and civic learning as high
orities in public education.
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A story | heard during o trip to lsrael

in August 2008 gave me a deeper appre-

ctation for how much is at stake, [ was
standing in the Garden of the Righteous
at Yad Vashem, the Holocaust memorial
in Jerusalem. Our guide was relating
stories of the Righteous—non-Jews who
risked their lives 1o save Jews—as we
looked at the trees planted in their
honor. During a pause in the narrative,
one of our group, Richard Foltin of the
American Jewish Committee, said
almost inaudibly, “Not all of them are
named.” | wrpned and asked what he
meant. He replied, “1 am standing here
now because of a man whose name | do
not know." When pressed 1o explain, he

told this story

ATIONAL LEADERSHIF/MaAY 2009

My parents are HoloGust survivors
When my [nther armived at Awscl
they were separating those who wolld be

Killed immediately from those who would

be put to work. A guard called out, s
anyone here a welder?™ and my [ather
shouted, “I am,” although he actually
knew nothing about welding

They semt my father and a [ew others
1o the welding shop and old them 1o
ke i sample of their w

tion. My father stood there

{_‘:I_lii;ll'llr_'rll_ \'.Iu'-'\.s'l.uT'n‘.'u_" OVEr Whal o .l'-“'
il

Then, almost impercepibl

[orermar

& LTIy

1 in charge of the shop slipped a

finished p
father. My
to the guards, and he passed inspect

Through he rest of his tir
camp, the foreman continued 1o

[ work in front of oy

picked It up and took it

e I INE

help my father—to cover for |

¢ my Eather survived

MECCSsary

dicin't speak. We dont even know his mamse

When Richard ended his story, |
could not help but wonder, why did
that nameless German risk his life for a
Jew he did not know? More broadly,
wihy did any of the thousands now
called the Righteous respond with
compassion and courage when 5o
many others were either complicit or

indiflerent?

Civic Habits of the Heart

As 1 contemplated this question, 1 could
not think of anything that the rescuers
during the Holocaust had in common
Some were religious; others were not
Some were wealthy, others were poor
Some were highly educated; others were
harely literate



Then it struck me. We miy never
cxplain fully what combination ol
famnily, Inith, education, or grace
inspired them 1o risk everything, and in
many cases to lose everything, for
people they didn’t know. But there’s one
thing most of them had in common
They did not stop to think about what
they did; they simply acted. At the
core of story after story we witness
spontingous courage, goodness, and
COMpPassion

But people don't acquire these attrib-
utes suddenly when [aced with sulfening
and evil. Rather, courage, goodness, and
compassion are habits of the heart—
shaped over a liletime—which define
incividual conscience and determine
how a person will respond when fellow
human beings are hun, attacked, or
victimized

John Weidner, a rescuer who organ-
ized a network in France that helped
about 830 Jews escape the Nazis,
explained,

During our lives; each of us faces a

choice: 1o think enly about yoursell, to

get a5 much as you can for vourself, or 1o

think abéut others, 1 serve. 1o be helpful

1o those who are in need. | believe that it

is very important (o develop your ..

heart, 1o have a heart open o the

suffering of others, (Ritter & Myers; 1986,

p, 63)

Developing students” heans, | belleve,
is what educators are called 1o do. Each
and every small act of honesty, service,
responsibility, and compassion that
teachers and administrtors encourage
daily in their students—and model
consistently in their own lives—helps
create moml and civic habits of the
heart that instill in students the cournge
b0 CiTCye

Defining Conscience
Beciuse conscience is a word that has
sadly fallen into disuse in a colture

for acts

Scl%gglfaghould be

oratories

conscience.

preoccupled with sell-interest and mate-
rial gain, let me be clear what 1 mean by
the term. Conscience is the [aculty
within each of us with which we search
for life’s ultimate meaning and distin-
guish right from wrong, good from evil,
Conscience is informed by many
sources: families and friends, communi-
ties of faith, and of course schools
Consggience inspires us to act lora
higher purpose, to do what we must do
because we helieve its right.

The freedom to [ollow what the
framers of the U.S. Constitution
described as “the dictates of conscience”
iz precious, fundamental right founded
on the inviolable dignity of the indi-
vidil, Thats why liberty of conscience
I= aften called our *first freedom.”

In recent decades, our national
conscience appears to have lallen asléep
Consider that in fall 2008, when credit
dried up and the stock market fell, the

government declared an emergency and
provided billions of dollars to rescue
Wall Street, But when millions of people
go to bed hungry, lack health care or
emplovment, and live in poverty and
despair, there is no declamtion of
national emergency, no batlout, no
rescue plan, and no special session of
Congress.

We must never lorget the lesson
taught at Yad Vashem: No matter how
highly educated or sophisticated, n
nation without a critical mass of citizens
ol canscience may become indifferent 1o
suffering and fall prey 1o tyranmy and
intolerance.

Students of Conscience

Young people have often been the ones
who renewed the conscience of thee
nation: Remember Barbara Johns? Only
L& years old in 1951, she understood
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the injustice of the terrible conditions in
the segregated school she attended in
Farmville, Virginia. If you attended the
white school down the road | vou actu-
ally got new textbooks and ceilings that
didn't leak. S0 she ook over the school
assembly and led a student strike that
changed America. She and her class-
mares suffered threats and intimidation;
many were unable to finish their educa-
tion. But their acis of conscience led to
Brown v Board of Education, the 1954
U5, Supreme Court decision that ended
legal school segregation

Onr history is replete with such
stories. Consider Billy Gobitis, the
Jehovah's Witness Sth grader whose
refusal 1o salute the flag on grounds of
religious conscience in 1935 eveniually
led 1o a Supreme Court decision
expanding liberty of conscience and free
speech for all. Or Mary Beth Tinker, the
high school student whose decision 1o
wear a black armband protesting the
Vietnam War in 1965 led to the land-
mark Supreme Count decision
protecting students’ right of expression
in public schools. The list goes on
{Haymes, Chaltain, & Glisson, 2006).

Far from being a nuisance that we
need to control, students of conscierice
who dare 1o stand up for justice and

10 EpucATIONAL LEADERSHIF/MAY 2009
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dom have always been our best

pe for changing what is wrong and
njust in our soclety and in societies
pund the world. What Martin Luther
King Jr. said about the students who =at
in at lunch counters in 1960, helping
pave the way for the Civil Rights Act of
1964, could also be sald about Barbara,
Billy, Mary Beth, and the many other
young people who have had the courage
to act on their convictions:

Even in those schools committed 1o
developing character and conscience,
much of the curriculum continues o
undermine the ethical message the
schools say they wish to convey. Because
we are in the worst economic crisis in
more than 70 years (a crisis rooted in
greed and exacerbated by unethical
behavior), let me single out economics
educarion for special concern

As Warren Nord and 1 (1998) have

We need schogls

at a

practjce

CIVICS classes

tual )
at their
re

supposed to teach.

1 knew that as they were siting in, they
were really standing up for the best in the
American dream. They were taking the
whaole narion back 1o those great wells of
democracy which were dug deep by the
Founding Fathers in the Declaration of
Independence and the Constitution
(King, 1968)

The Problem of Moral llliteracy
Here is our challenge: At a time when
wi most need o graduate people of
conscience, many of our schools are
prohibiting students from practicing
civic habits of the heart and exercising
their freedom of conscience. Growing
numbers of schools are shutting down
student voice, closing student news-
papers, avolding discussion of ethical
issues, violating the First Amendment
rights of students, excluding students
and faculty from decision making, and
sending dissent underground or onto
the Internet (Hudson, 2003, 2005)

pointed out, the national content stan-
dards in economics—and most texts—
never make moral judgments or discuss
muorality, They make no reference to the
ervironment, materialism, poveny,
justice, nghts, codes of ethics, or the
dignity of human beings. Why? Because
the disciplinary [rmework that shapes
the standards and the textbooks is
neoclassical economic theory, according
10 which people are essentially seli-
imterested utility maximizers and values
are personal preferences. Economics, in
other words, has nothing to do with
ethics.

Shouldn't we also expose economics
students to the humane, religious, and
ethical ways of thinking about
economics? The standards and 1exts
ignare poverty as o moral (ssue, are
silent about economic and social
justice, il to even mention charitable
giving, say nothing about work as a
calling, and avoid any mention of the



ellects of economic growth
on the environment (Nord
& Haynes, 1998)

Ceiven this morally
impoverished view ol the
human enterprise, why are
we surprised at the wicde-
spread corruption, greed.
and just plain selfishness
that contributed to the
current economic crisis?
Growing numbers of busi-
ness schools, including
George Washingion
Universitys, are now
dramatically reframing
their curriculums to focus
on ethics. 15 about time.
And its also abour time 1o
dir the same at every level.
in every school

Molding Civic
Consciance
Instead of presenting
barriers 10 shaping people
of conscience, schools
should be the laboratories
for scts of conscience. We
want to inspire students to
follow their conscience not in spite of
what we teach and do in our schools,
bt because of what we teach and do

Recently, ar o superintendents’ confer-
ence in Michigan, 1 waitched as high
schoal studerts participating in the Kids
Against Hunger initimive stood ot uhles
outside meeting rooms busily preparing
nutritionally balanced [ood packages for
people who are hungry. The idea was 1o
inspire the superintendents gaing fnand
out of sesstons Lo focus not just on
budgets and 1est scores but also on
creating school climates of compassion
and service

The students involved in this inita-
tive do more than measure nce and il
baxes. They also learn in class why

18,000 children die every day rom
hunger and 830 million people go to
bed everv night with empty stomachs
Most important, they investigate long-
term solutions to one of the worlds
most devastating problems.

World hunger and the other human
tragedies—poverty, disease, tyranmny,
and war itsell—offend o conscience
shaped by concern for others. Mecting
these challenges requires more than
politics and money; it requires people
of conscience who are compelled to act,

Freedom of

Conscience in Action

To prepare students to be ethical,
engaged citizens, we must give them

AEsDCIATIOS FOR SUPEEVISION ANp CURRIL

(and all members of the
school community) mean-
ingful opponunities 1o
practice freedom respon-
sibly in a-school culture
that encournges shured
decision making, service
learming, peer mediation,
ethical use of the Internet,
and a free student press. In
short, wee need schools that
actually practice what their
civics classes are supposed
to teach: freedom and
democracy, not censorship
and represston.
Schools of conscience are
committed to supporting
stuclents in their personal
search for meaning and
truth while simultmeously
teaching them the civic
pn’nti]nius and virtues
necessary for sustaining the
common good in a democ-
racy. Schools of consclence
¢ also allow students 1o exer-
- cise their right of conscience

by giving them a miean-

ingful voice in shaping the
life of the school

Al the Character Education Panner-

ships annual forum in November 2008,
it was inspiring to see how many of the
award-winning besl practices in char-
acter education focus on giving
students a real voice. For example, at
Villey Park Middle School in Missouri,
one of 11 schools honored by the Par-
nership as o 2008 National School of
Character, every class creates its own
se1 of tules, und everv student has the
opportunity to speak ot class meetings
The student-riin Character Courncil
suggests areas for improvement
Truined peer mediators help their fellow
students resolve conflicts. Students
Irequently discuss ethical issues in

a4
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classes across the curriculum;, for

example, a science class may explore
the importance of honesty in research

Valley Park has discovered not only
whint really maters, but also what
works. Five vears ago, the school had
méany of the same academic and disci-
pline challenges most schools face, and
studenits lacked a sense of belonging
Today, character education has trans-
lormed the entire school culture
Suspensions are way down, grades are
up, and all members of the school
community—students, stalf, and
parenis—now feel part of a caring
famnily, (For a full description of Valley
Park and the other 2008 winners, visit
www.character.org/nsoc, )

César Chavez Public Charter School
in Washington, D.C.. is another school
that 1s making the connection between
civic conscience and democratic
A Mexican immigrant, Irasema

founded the school in 1998 1o

freedom
Salcido,
give students who have been neglected
and left behind the knowledge, skills,
and dispositions needed o make a
dilference in théir community and
rution. The school, now expanded 10

12 EpucatioNan Leapnrasmie/May 2009

| live far

ng\{latnﬂ? anféoé‘ﬁdan,

can be
own neig

three campuses serving more than
1,200 predominantly black and Latino
students in grades 612, inlegrates
public policy issues and morml questions
across the curmculum. Talking 1o a
reporer about her course in world
history, one student spoke for many:
I've leamed a lot about the world in this
course, and it has changed my sense of
responsibility, 1 act more responsibly in
my community, 1 live far from Bwanda
and Sudan, but I know what can be done
Inmy own neighborhood. Things can
change. Il vou put vour mind roit, it can
be done. (Snow, 2004, p. DEDH]

At César Chavez, every student is
actively engaged through projects and
internships in issues of social justice
and civic responsibility, For example
10th grade studems recently worked on
issues ranging from adequate bus
service in low-income areas to
campaign finance reform. Andin 11th
grade, students complete a three-week
academic fellowship at a wide variety ol
public policy organizations, from the
Leadership Commuttee on Civil Rights
to the Heritage Foundation: The
schools work has been apily described
as “molding 4 civic conscience
2004, p. DZ04)

LTI,

The Courage to Care

Describing schools like César Chavez
and Valley Park brings me full circle,
back to the Garden of the Righteous at

ne in
orhood.

Yad Vashem. As
plating the courage ol the rescuers, |
remembered with gratitude and admi-
ration the many educators who strive

| stood there contems-

each day to create schools ol
conscience, places committed to
preparing students to stand up for
liberty and qustice for all. Their dedica-
tion 1o the cause of conscience inspires
hope for the furure of the Amencan
experiment in democratic freedom
One of the rescuers honored in the

Support for Becoming
a School of Conscience

To leam more about how your
school can better support charcler
education and civic leaming, visit
the Wab site of First Amendment
Schools www firstameandment
schools.orgl, a national iniative
cosponsored by ASCD and the First
Amendment Canter to help schools
affirm First Amendment prnciples
and put these principles into action
Mow in its fifth year, the First
Amendment Schools Network
consists of nearly 100 schoals
throughout the nation—K~k-12, public
and pnvate—committed 1o
becoming laboratories of democratic
freadom



garden is Magda Troome, who with her
hushand Pastor Andre Trocme helped

lews hide inand around the village of Le

Chambon in central France. In.an imner-
view miven just before her death, she
described inca lew simple sentences
what it menns to have the courage oo

CAre:

Mone of us thought we were heroes
We wiere just peoplé trving to do our
bes Remember that m yvour life there
will be lots of croumstances thut will
need 4 kind of courmpe, a kind of deci
sion of your own, not about other people
but about vourself, | would not 1Y Mie
LRatter & Myers, 1986, p. 1071
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“Students are never too young to learn about
the Constitution, or political philosophy,
or their rights and responsibilities.”

DONMA PAOLETTI PHILLIPS

ROABERT FROST MIDDLE SCHODL
ROCKVILLE, MARYLAND

Wi,

The Center for Civic Education preduces quality curricular
materials that provide K-12 students with the skills needed
to participate as effective and citizens. The Center's
programs are supported with free professional development
and web-based classroom resources.

We the Peaple: The Citizen & the Constitution explores the
philosophy, history, and fundamental principles of the U.5.
Constitution and the Bill of Rights.

Project Citizen engages students in monitoring and influencing
public policy.

TO LEARN MORE ABOUT THE CENTER'S PROGRAMS
AND TO REQUEST A FREE CATALOG CALL 800.350.4223

5145 DOUGLAS FIR ROAD, CALABASAS, CA 91302
WWW.CIVICED.ORG/NCSS ASCD@CIVICED.ORG
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IVleasuring
Social

We can—and should—measure a far broader
set of outcomes than just reading and math.

Richard Rothstein and Rebecca Jacohsen

eaching students to read,
write, and compute are

tmporiamt goals of public
RITT !

educan NiEIE Ohses-

HEIRR ASHC BH1MS 1Esinge

Is crowding out other :;'.l".l'- Socially

responsible citizenship has long been an

imponant purpose of school, bt
teachers and schools have cut back on
developing citizenship skills becanse
accountability sanctions now rely solely
on academic 1est scores

Im a 2007 survey, the Center for
Education Palicy found that acctunta
biliey for academic achievement warks

Ifn I'I'-l =CNse LAl 1 INCTeases instrichon

in the subjecis for which schools ar

accouniable, For

example, beca

FCCOLITTEAEN LY 'l.-..:l:llllll.".i!'- nearty 1wo-

thirds of school districts had increased
reading and math time. Increases wer
greatest in urban districts with dis-
advantaeed students where schools wern
sanctioned under No Child Lek Behind
(NCLBE) becmise of low test « ures. In
these districts, reading and math
instriction increased by more than four

hours each week

14 Epuea AL Liani May 2009

again at age 12, At hoth

The center Jound, however, that 1o
muke time for these Increnses the
L1|-'rr1r.'r=- CHIMASTIUCTOn 11 aocial _-‘.‘:I.|.|'.|_'-
science, an and music, phyvsical educa-
As o mesult, schools

Lon, and recess

= r oy f f 1 " 1y .
=EMing l||'-.m"-.||:|.|'.'_1. ol '--.l.u!-. 1S ||.l".|.

responded to NCLB by widening the
achievement gap in
and other curricubir areas for which th

schools are ne

il recroretistl
SO MEsPOnSsIEiy

longer held accountable

4
MeMurrer, 2007

JUH )

A Dangerous Gap

I wou doubt the seriousness of this

consider the research ol laimies |

Heckman (Carneiro & Heckman

15 il \l'!ll'i PHEC=WInning cCono-

JIM2

mist at the University of Chicago. From
a natiomal longitudinal survey of chil-

Heckman ane

dren and youth
1]

collEdpues ci

Irom the [requency of «

dishonest, cruel, noncoog
or disobedient behavior, The

measurements were taken an age + and

ages, children

from [amilies ar the bottom of the

income distrbution had, on averap




Responsibility




the worst antisocial scores. Thoze from

it} 5 scored better

NICCHTIE

O ave thiose [

n. 2004

i 1 i rhk -
Accountabllity policies that concen

trate on raising math and red

Seores and thal creéate incentives Llor

leachers Lo ignore issues ol socia

responsthility cannot advance the
equity goals of U5, education. The

wied hive

teachers we I:.l'-l 1t

For example, Shar Adams, an an

CACNET N a3 10w-

school in (

il e . \
oLl LS 0 S-S0

no ||l['.:;a,'l 5 they are

nstead for math and reading remedia-

tion. Adams noted that by missing an
class, the students missed out on more

] juist art

sy Tiiss ol on leaming about tolber

esponsible i

hn Pe has dil " v T
John Perry teaches 4th :.'I|.|I.|l. ima

low-income school in Tampa, Florida
He used 1o 1ake students on field trips
ipital, 10 make the abstrac-

to the stat

tion ol government veal for them. They
visited the state Supreme Court
watched the House ol Representatives
in session, and met legislators, Perry
aid this was * ance for [students) to

d G

make the connection that they might be

citizens.” But as narmow

I|';|.’.||Iﬂ

testing in basic skills has increased in

mportance, these CXpenences were cul

from hisschool curriculum

Casey Bilger, a 3rd grade reacherin

Phoenix, Arizona, whose students are

overwheiminegty low income and
Hispanic, told us that becavse of low
math and reading scores, he was
required to cut back on social studies
and science. According to Bilger

studenis
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hands-on learming | ATe nod

learning skills like dectsion making, inde-
don't reallv
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have Lo make dec
do i, What |schaox
want vouto do
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standard after another down

their throas. |Students] dont understand

ach told us thar for her

And Missy B

Beaumont, Texas, 1st graders (almost all

ol whom were low-Income minorty

5] she previously used a class-

room management program called

Workshop Way, She explained,

jobs or centers around the
or which the

It has

rooam, with certain task

W A g T e i
chilldren get a partner But when Ti

began (s standardized test progrom, we

started T Puive SHTE eVETY 51X weeks

veryvthing

outldn't do any of the n
\ :

We don’t have time
thing

A SCEiTon

hat can’t be tiest

il

I an em of accoun y, il it can be

red, it wont be done. But accounta-

hility and teaching social responsibiliny
need not be ar odds, Although such

assessment would be more EXPEnsvE



than using computerized scan sheets, we

can determine whether schools are

successfully teaching social responsibility

When NAEP Measured Character

nal Assessment of Educanonal

The MNatic
Progress {NAEP) tests samples of
:-lll{!\'!l:‘- T VATIOLS A ACEImic ‘-I.I;."-|l.'|.':'-
NAEF tells us, for example, how the
miith skills of students in one state
compare with the skills of students in
another

But NAEP was much broader when it

was first designed 45 years ago. Early

NAEP scores reported on how students
were developing social responsibility

and other citizenship skills and on their

character development, emotional and
physical health, and basic academic

I roiCIENcyY

Ralph Tyler led the planning team for
NAEP Tyler had described the impor-
tance of assessing a broad range of skills
in his 19489 book Basic Prin
Curnculiem and Instruction. His NAEF

design ieam included survey questions
and student ohservtions 1o assess social
responsibility and a vanery of other

behaviors

Michols, Ferris, sawyer, & Bond, 1970)

NAEP assessors also gave a coopera-
tive exercise to 13- and 17-year-olds
Assessors presented groups of eight
spudents with a hist of issues about
which teenagers typically had strong
opimons. Students were asked 1o reach
comsensus on the live most M poTEnt
issues and then wnte a recommendition
that the group supponed on-how to
resalve ar least two of them

The list included, for 1 3-year-olds

What really stops us from pursuing

a balanced accountability system is

cost and vision, not capability.

Teamwaork and Cooperation

T see whether students were learning
1o cooperate effectively in small groups,
NAEF sent trained observers o present

a game 10 9-year-olds in sampled

schools, In teams of four, the 9-vear-

olds were offered a prize (such as
CTAYONS OF Vo-yos) 1o guess what object
was hidden in a box. Students could ask
VES=0=T10x l.|_|.|1."‘-t|.l.‘-[l"-'. wo leames
competed 10 see who could identify the
toy first. Cooperation was necessary—
all team members had 1o agree on
which question to ask, and the role of
posing the questions rotated

Trained NAEP observers rated the
students on whether they suggested a
new question, gave reasons for their
viewpoints, sought additional informa-
tion that supponed the team’s work,
helped organize the procedure. or other-
wise demonstrated cooperative
problem-solving skills. Students were
ilso rated on whether they impeded
teamwork—Ilor example, by making
'.jl‘-uc,l."llr,l.L"I'I'.F oar Ir:'l."'ll"'.'.IE'I.r cOmmenits
NAEP then reported on the percentage
ol 9-year-olds who were capable of

cooperative problem solving (Camphell

such issues as whether they should have
a set beduime, whether they should be
allowed to watch movies with adult
content, and whether parents should
have the right 1o approve their choices
of friends. For 17-vear-olds, the list
included compulsory school attendance
and military service requirements as
wiell as the age eligibility minimums lor
voting, drinking, and smoking

As they did with 9-year-olds, MAEP
ohservers rated whether students ook
clear positions, gave reasons lor their
points of view, sought additional rele-
vant information, helped organize
internal procedures, or defended o
group members right to hold a contrary
viewpoint. They also noted whether
students demeaned the groups work or
did something roully unrelmed 1o the
ask

The results of these assessmenis
weren't satisfactory. NAEPS national
report showed, for example, that only 4
percent of 1 3-yvear-olds defended the
right ol another group member 1o voice
a different opinion, and only 6 percent
were willing to delend their own view-
points in the face of opposition
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Civil Liberties and Citizenship

In 1969, the United States was in the
throes of a civil rights revolution, so
NAEP assessed whether schools were
prepanng voung people for nesponsible
citizenship in this context. NAEP mter-
viewers asked 13- and 1 7-year-olds
what they believed they should do if
they saw a public park attencant barring
children from entering because of their
rice. MAEP reported that 82 percent of
13-year-olds and 20 percent of 17-year
olds knew they should do something,
such as tell thetr parents; report it toa
public authority or to a civil nghts or
civil liberties organization: wnite letters
1o the newspaper; or take social action,
such as picketing or leafleting

Early MAEP assessed whether 17-
year-olds were able 1o consider alierna-
tive viewpoints by asking them 1o state
arguments both for and against one of
the most heated public issues of the
time—whether students enrolled in
college should be drafted. One guestion
asked 9 and 13-year-olds il something
might be false, even il it was reported as
being true in the newspaper.

NAEP also attempted to determing
whether students understood that indi-
viduals should be judged on their own
merits and not be held responsible Tor
athers' misdeeds. Interviewers asked 9-
and 13-year-olds whether, if the father
ol a friend was jailed for theft, they
would still invite the friend to their
houses to play,

To assess students’ commitment 1o
givil liberties, 13- and 1 7-vear-alds were
asked if they thought that someone
should be permitted to say on television
that “Russia 15 bewer than the United
States,” that “Some races of people are
beter than others.” or that “It1s not
necessary to believe in God.”™ (An inter-
viewer posed these questions to the 13-
year-olds, whereas the 17-year-olds
answered the questions on a paper-and-
pencil test.) NAEP reported that only 3
percent of 13-year-olds and |7 percent
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Accountability and
teaching social
responsibility need
not be at odds.

of 17-year-olds thought all three state-
ments should be permitted,

Ethical Questions

NAEP assessed social responsibility in
more private situations as well. In 1977,
17-vear-olds were asked, in a multiple-
choice exercise, what they should do if
they noticed that their friends 6-month-
old baby had bruises. The correct
answer was “Suggest that your friend
call her babys doctor about the bruises.”
ncorrect choices included “Ignore the
hruises because they are none of your
business” and “Accuse your fnend of
beating her child " Follow-up promps
explained that on a subsequent visit,
when the haby still appeared to be
bruised. the friend said the baby had
fallen out of her crib. The prompt asked
what you should do next, with the
correct answer being, “Call the local
child health agency and repon your
susplcions” (NAER 1979)

Certainhy, il we used results on ques-
tions such as these—and not only math
and reading scores—to evaluate our
school systems, incentives would shilt.
National reporting of low scores on the
civil liberties questions, for example,
might spur the public to demand that
schools do a better job on citizenship.
Such pressure might reduce the incen-
tive 1o drop cooperative learning in
favor of test preparation in math and
reading.

A Matter of Vision
In the 1970s, Congress cut NAEPS
budget in hall (Vinovskis, 1998). NAEP

ceased observing behavioral outcomes
and, with the exception of a 1997 arts
and music assessment, became exclu-
sively a pencil-and-paper test. Yet the
design of early NAEP challenges the
assumption that assessing social respon-
sihility s impossible; it demonsirates
that what really stops us from pursuing
a halanced accountability system is cost
and vision, not capability. Sending
trained observers (o schools around the
United Stares wounld cost more than
assessments consisting only of machine-
scored booklets, but the cost 1o student
learming is far greater when we fail 1o
imvest in such a balanced accountability
system

But an accountability system for the
hroad goals of education could not rely
solely on early NAEP-type items, no
mutter how sophisticated they might be.
Results of observational judgments
could be reliable at a state level, but
most schools are too small 1o support
such sampling, Another accountability
component would need to be state-
conducted school inspections, designed
to determine whether the school was
teaching social responsthility and the
effect of this program on students.

Fortunately, here we have other
precedents. Tn Great Britain, the Nether-
lands, New Zealand, and elsewhere,
school secountability systems combine
testing with school visitation in which
inspectors judge & broad mnge of
OULCOMES,

In England, for example, the Office
for Standards in Education (Ofsted)
employs a corps of professional inspec-
tors, including an elite group called Her
Majesty’s Inspectors, composed mostly
of retired teachers and principals. The
system, which has been in place since
1839, has inspectors visit each school
approximately once every three years,
with schools in greater need of improve-
ment having more frequent inspections
The inspectors examine test scomnes,
vbserve student mteractions (such as



thelr behavior in the hallways during

cliss chunpes)) and repdn on, among

other student and school characteristics,

m The extent of leamers” overall
personil development and well-heing

m The extent ol learmers” spiritual
moral, social, and cultural development

m The extent to which leamers adopt
healthy lilestyles

m The exient 1o which learners make
a pusifive contribution to the community

Tis Juiss INSPeCLien sehipals mst
havie satisfactory scademic test scores,
bt this is net enough—they must also
earn satisfctory ratings on Judgments
such as these

Holding schools accountable for
social responsibility as well as for
gcademic 1est scores 15 ot o loreign
felea That youth should learn Lo accepl
diversity as a goal of education, lor
example ditd net origimate with
contemporary aifirmative action propo
nents, Geonte Washingon wanted to
create a national public university 1o
|'||:||'|_|‘1 vouths of diflerent back ;:r-ulrh.l-
together 1o develop a commaon iclentity
And when Thomas Jeflerson proposed
the limst universal system of public

education, he seu forth a few key objec-
tives of schooling. Basic academic skills
were mcluded, as was rraiming for citi-
zenship,specifically the ability 1o make
intelligent choices when elecuing polit-
ical leaders. Holding schools account-
able only lor math and reading scores 15
n modern aberration
In 1970, President Richard Mixon
proposed the creation of a Mational
Institute of Education (now called the
Institute of Education Sclences) o help
develop an accountability system. He
caid this system should
pay as much heed 1o what are called the
“immeasurables” of schooling (largely
because no one has yet learmed 1w
measure them) such as respansibiling wt,
anvd humamity as 11 does 1o verbal angd
rathematical achievement

Although his call went unheeded, itk
ot too late to retem to this vision. In
the wake of widespread recognition ol
the distortions wrought by NCLBS
narrow test-hased accounsability, this is
i good time o insist on accountability
of schools lor a broad et of outcomes
We know a lot more than we think we
dlo ahout how to teach and measure

social responsibility. We need only apply
what we know. &3

Authers® note; This anicle draws on infor-
mation from our book, cosithorned with
Tamiara Wilder, tithed Groding Education
Genting Agcountability Right (Teachers College
Press, 2008)
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We Mean to Be

Parents and teachers together are powerful vehicles
for driving the moral growth of adults and students.

1 is the spring ol my son’s sopho-

more year in high school, and my

wile and 1 find ourselves hustling

from classroom to classroom for

our parent-teacher conferences,
trying to protect ourallotted 13 minutes
with each of his five teachers. With three
children, we are veterans of this dance,
but this evening | find mysell battling
desolation: 1ts not that my son is strug-
gling in school or sulfening 4 senous
problem; its that the two teachers we
have met thus far have taken us through
the same dreary ritual. The wacher
begins the session by pulling our a sheet
of paper. She recites my sons (est scores
or grades and then makes a comment
about his being distracted at times and
not listening. That “not listening” hangs
in the air: T find mysell brstling. Is iva
euphemism of some kind? Does she find
my child difficult? She then tells us that
he is *a good kid.”

Richard Weissbourd

| don’ sense that either of these
teachers truly knows my son o
wonders about what my wile and | are
hoping for and fretting about or what
we think will help him leam. | know
that he doesn like one of these teachers
and that, in his opinion, one of these
classes 15 “hell.” Yet neither teacher
seems to be aware of how he experi-
ences her class,

Then we meet with a third teacher
She stants off the session by welling us
how much she enjoys having our son in
her class. She describes his willingness
to risk being “dumb” by asking ques-
noms for the whole class: She tells us
when and how he 15 confident and
when and how he 1s tentative. She
describes his easy relanonships with a
wide range of classmares and his desire
ta be helpfol. She also talks about his
being distracted at times. Yet one of her
explanations for this behavior—that any

kind of repetitive task is harcl for him—
helps me understand something about
iy son that has been opaque to me. She
tells us that he never imerrupts her or is
rude

She asks us how we think he Is doing
and il we have any concerns, and she
listens carefully 1o our thoughts. | feel
that we are in & common project
together, ane that is academic but also
moral—the project of raising a whole
person and i good petson, 1 have to
resist the lemptation 1o envelop her ina
bear hug

Cultivating Character

L5, public schools were originally
conceived not solely as an engine of
academic success, They were intended
chiefly 1o cultivate in students a certain
ideal of character (Hunter, 2000 Kaz,
1995}, Public schools were charged
with the respensibility of taking nising
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waves of poor urban and immigran
children and moldimg them into respon-
sible, upright citizens.

Today, the expectation that schools
will cultivate chamcter and social
responsibility is again widespread
Legions of U5, schools have invested in
packaged character-education programs
of ane kind or another that tout such
values as discipline, sell-control, respon-
sibility for others, and {airness
INUMErOUs programs locus specifically
on generating in students a sense ol
social responsibility

Students should clearly know values
antel these programs can sometimes curh
troubling behaviors or broaden
students’ sense of social responsibility
But there is another stark truth: Schools
have been trying varistions of these
programs for decades, and rarely do
these progrums fundamentally change
students’ moral capacities

Thats because these programs typi-
cally have no effect on what matters
maost. Whats at the heant of childrens
miarl development is not the capacity ol
tenchers or other adulis to teach values
or soctal responsibility; rather, it's the
nature of the relationships that schools
establish, Yet these relationships get shon
shrft in chamcter-education programs

Parents and Teachers Together
Character-education programs also
rarely give any significant attention 1o
the school relationship that can be the
most imporant in determining students’
moral prospects—the relationship
between parents and teachers. Although
many factors affect students’ moral
development—peers, genetic influences,
television, and other medis—theres no
question that parents play the primary
role in either nurturing—or under-
mining—children’s capacitics lor kind-
ness, honesty, courage, and morl
reasoning as well as their notions ol
justice and their sense of responsibility
for others. Elfective efforts wo mstill

28 Foucatioxnigl LiApEnsiirFfMAy

l_l l\ |_|. (4]

ethical abilities and social responsihility
in students must be deeply interwoven

with the work of engaging parents
meaningfully

Yet its still the exceptional school that
enables parents to feel integral to the
school community and thar nurmures
close teacher-parent ties. Further, many
schools, especially in middle- and
upper-class communities, are dealing
with micromanaging, aggressive parents
who sometimes act sellishly and dis-
respectiully themselves in their internc
tions with school stall, Daunted by the
task of influencing parents, many
schiovls have opted instead to simply
keep them at bay

In an era when schools are under the
gumn to improve student perlormance,
administrators are understandably
looking for quick lixes and shortcuts
Yet there are no straightforward or easy
ways for schools w develop powerful

moral capacities in studems, and

stuclents tend 1o smill out exactly how

half-baked most charucter-education
PrOgrams are

I we are senous about promoting
students’ moral development in schools
its crucial to focus both on adult devel-
opment—aon the mentoring and moral
capacities of teachers and parentis—and
on how weachers and parents can work
together more constructively, Why do
these relationships so commonly go
awry? How can schools constructively
work with ageressive and demanding
parents? We need to make schools
places where we adulis—both teachers
and parents—are not simply, as educa-
tors Harvard Knowles and David Weber
(1981) put it, more adept than studenis
“ar manipulating the rhetoric ol
morality” (p. 87} Instead, schools
should encourage adalts to examine
their own values. moral abilines, and
attitudes; rellect on the school asa
moral environment;, and strive together
to ensure that students grow up to be
good people in the world

Moral Mentors
Parents and teachers can clearly be more
eflective if they agree on what values are
imponant (o promote and on how 1o
promote them. Yet the best parent-
teacher relationships are not just about
promoting generic values. In the
strongest relationships, parents and
teachers mentor each other and achieve
something wonderful—a kind of pure
focus; uncluttered by their own issues
and agendas, on the mterests of a child
25 the third teacher did at our son’s
parent-teacher conference

In the best relationships, both parents
and teachers can be vulnerable and self
aware, thinking together about how
they might better handle achildy
trouble, and pooling their knowledge 1o
understand the many interacting lactors
that may undermine a childs capacity
for canng or responsibility

Seven-year-old Anna, for example



can act arrogant and entitled with other
students, panly because from an early
age her parents, as they recognize, have
catered to her every need. Its vital for
her parents and teacher, putting
together their different perspectives, to
think through how they might help
Anna become more attuned and atien-
tive to other people both inside and
outside of school.

Fifteen-year-old Fred acts surly and
stiperior with his teacher: He 15 reeling
from his parents’ divorce and is
ashamed of and enraged ar his father,
who has just left his mother for a much
younger womarn. According o his
mother, two of his teachers, who don’t
know about the divorce, have simply
stamped him as a “child with an auwi-
tude” and are far too guick 1o punish
him. Fred also feels that his mother now
relies on him to be a kind of partner to
her, a role he resents, Whether Fred
emerges from this experience more or
less able 1o control destructive feelings
and more or less respectful of adulis will
depend on his teachers’ and parents’
ability to think through the roots of his
defiance, including their own roles, and
develop strategies for constructively
engaging him.

1t's not just weacher-parent contacts
that can alfect students’ moral growth.
As | will take up later, schools can
engage parents in a moral community
that pushes parents to look beyond their
own children and that bolsters parents’
monil and mentoring capacities.

What Gets in the Way?

Many lactors can undermine parent-
teacher relationships. Many teachers fail
to form real alliances with parents
because they fear that getting below the
surface will stir up conflict. The great
educator John Dewey was a fierce
enemy of the politeness and formalism
{Lawrence-Lightfoor, 2003) that can
stifle the parent-teacher relationship.
Some teachers, especially high school

teachers, dont see it as their job 1o work
closely with parents to understand a
student, and many 1eachers are so
stressed and overextended that they fall
back on reciting test scores, as did the
first two teachers at my son’s panent-
teacher conferences.

Other teachers worry a great deal
about disappointing parents. *Parent-
teacher conlerences are by [ar the most
stressful times of the year for me." a
warm, intelligent teacher, who is also a
parent, told me. “Parents are handing
over responsibility for their childs

decided to leave the profession becatse
he couldnt deal with parents anymore.
He told me that one parent who was
upset about his daughters grades
wanted to read every students paper in
the class to see whether the teacher had
fairly graded his daughter. Another
parent, whose son was outright rude,
encouraged his son to ignore Davids
attempis to discipline him, A thind
parent asked him to overlook her
daughters plagiarism, The worst,
though, were parents who “were always
seeking an advantage for their child™—

We are in a common project together,

raising a whole person and a good person.

learning to me. And its terrifying to
think that 1 might fail or even be
perceived as failing.”

Further, the reasons that parent-
teacher contacts do not go well can
starkly differ between poor and middle-
and upper-class communities, Low-
income parents are often suspicious of
schools—they frequently have bad
memories of their own time as
siudenis—and they commonly have
lintle expenence advocating for their
children in school. The challenge n
low-income communities is often 1o
help parents overcome these suspicions
and barriers, whereas the challenge in
well-oll communities is often to keep
overbearing parents from disrupting
school functioning,.

High-End, High-Maintenance

I first became attuned to the pervasive-
ness of this problem in better-off
communities talking to David, a tall,
slightly muschievous man who had been
a beloved teacher in a junior high
school ina middle-class Boston suburh
for more than 20 years. He recently

parents who wanted him to give their
child “extra attention” or who pushed
the school to provide more enrichment
classes [or their intelligent child. A lot
of parents are just advocating for their
kid," he said, “and they dont care about
how they might be hurting other kids.”

Other teachers have expressed their
concern about parents who want to
have theit fingers in every aspect of the
classroom experience. One suburban
teacher told me that she will never
forgve a parent who got on her knees
and sniffed the classroom rug 1o see it it
was producing odors that might bother
her child. Psychologist and school
consultant Michael Thompson says that
sometimes what teachers want is for
children to have a “parentectomy”
(1996).

However, its not just the difficult,
micromanaging parents who create
unreasonable burdens on weachers.
Many other parents cause difliculties in
subtle, unintended ways. [ know 1 have
expenenced a kind of tunnel vision
when it comes to my children and have
lost sight of weachers’ perspectives. |
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recently heard ateacher complain about
parents who try to talk to her when they
drop off their child in the moming, a
crucial period for her in preparing lor
class. | fel the sting of recognition—I1
had done this more than once. Some
parents try o befriend teachers as a way
of currying favor for their child or hang
around the classroom, scrutinizing
teachers and peppering them with
stggestions,

In affluent communities especially,
teachers can leel that they are under the
parents’ microscope. Teachers frequently
believe that these acults who are
judging them not only are biased
toward their own child and but also are
unaware of the demands and purposes
of a teachers work. Its no wonder that
many schools try 1o keep parents at
arm’s length.

A Common Moral Project

Hard as it is [or any teacher or adminis-
trator to deal with difficult parenis, no
school sertous about moral develop-
ment can simply keep them at bay—
because the children of these parents are
likely to be m greatest moral risk.
Schools do not have to set out to lunda-
mentally change these parents. But they
can provide teachers with ongoing
support and guidance in working with
them, including helping teachers w
avoid easy finger pointing and scape-
goating and to manage class biases. For
example, it can be helpful for teachers
1o see that some parents who come
across as arrogant and entitled may be
fearful, isolated human beings who are
terrified of handing over their child o a
stranger or of losing control over their
child,

Schools, whether rich or poor, can
¢ngage parents in a moral community
that creates moral expectations [or
parents and pushes them to look
bevond their own children. Thay means,
in part, finding multiple ways 1o engage
parents—-as classroom volunieers, on
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parent councils, as members of teams
devoted to panticular projects, And it
means that schools need 10 clearly anic-
ulate their moral goals and expectations
for both parents and students through
moral charters—clear, visible statements
of a schools values. More important,
these charters cannot just collect dust or
become part of the scenery, their typical
fate. They need to live and breathe not
only in classrooms, but also in every
aspect of school life.

Students tend to
sniff out exactly how
half-baked most
character-education
programs are.

My children attended a public
clementary school that brought both
parents and students into a kind of
maoral community, Our interactions with
teachers, school events, posters on
walls, and communications from our
principal all expressed a set of moral
commitments:

m That both parents and students are
members of a community and have
responsibility for all members of that
cnmmunﬂ}t

m That every student has intellectual
and personal contributions to make 10
the learning of the whole communiny

a That the school has the responsi-
bility to recognize and suppor those
contributions.

m That school 1s preparation not only
for a career, but also for many facets of
citizenship.

m That diversity is of high value and

that the community will engage and test
diverse opinions,

a That students must learn o identily
and address social inequities and
imjustice.

Our parent-teacher conferences often
did not focus solely on our own child,
but on how our child might be helpful
to other children in the classroom, as
well as on schoolwide concerns and the
passible roles parents could play in
helping deal with those concerns
Homework was often about issues ol
equity and fairness, and sometimes
students were asked 1o engage their
parents as part of this homework.
Teachers regularly expressed their
commitment 1o all students in the
building—not just to the students in
their classroom—and went out of their
way both to work with students whao
were marginalized and struggling and o
engage those students’ parents.

Recently this school had o merge
with another school that has large
numbers of students who are academi-
cally struggling, a challenge most
schools would be skittish about. This
schoaol stall openly embraced the chal-
lenge and encouraged parents o
embrace it as well.

What Schools Can Do

Schools and parents can do specific,
concrete things to create the conditions
that make strong relationships possible.
In parent-teacher conferences, for
instance, parents might start the session
by reporting something positive that
their child has said about the teacher—
something parents rarely do. When
teachers, for their part, start a parent-
teacher conference by identifying a
distinct strength of a child—and explain
how that strength expresses itself in a
classroom, as that third teacher did wath
my wile and me—they can set a parent-
teacher conference on a wholly differem
path than if they recite test scores or
immediately zero in on problems. 1t also



helps if teachers use “we” with parents
{Lawrence-Lightfoot, 2003). In moving
a child forward or responding to a
childs difficulty, rather than asking
What are you going to do?” or “What
am | going to do?” why not ask “What
are we going to do?” so that you can
establish a constructive alliance

Schools also need to have students
readl about and interact with moral
exernplars, men and women ol strong
conviction who are working to improve
the world. schools should not only
provide community-service apportuni-
ties that enable students 1o work with
moral leaders but also routinely invite
such leaders into schoaol to address
students, In addition, students should
have oppornunities to reflect on values
and mull over moral dilemmias and
guestions, especially those that emerge
from their daily experiences. At
Cambridge Rindge and Latin High
Schowl in Massachusetts, for example, a
group of students creates dramatic
presentations annually that explore
commuinity-wide social and ethical
concerns, such as whether a student
should snitch on a good friend who i1s
stealing from the store where he works

The Child Development Project,
hased in Oakland, California, and Open
Circle, based outside of Boston, Massa-
chusetis, also guide teachers in creating
a democratic community, Students do
structured exercises that help them take
the perspectives of other students—in
Open Circle, for example, students take
others’ points of view in deciding when
teasing is and is not harmful—and they
have opportunities 1o create rules for
the community, solve classroom prob-
lems, and determine sanctions. Students
are [or more likely 1o embrace a rule or
valuge when, instead of having an adult
dictate that rule or value, they come to
it through their most prized capacity—
their ability to think. Well-structured
communily-service programs and
opportunities for older students to

mentor younger students can also
bolster key moral qualities.

T's also cructal that teachers regularly
rellect and get feedback [rom one
another about their relatonships with
students. Students don't absorh the
values and moral commnments of

teachers they don' respect, and large
numbers of studems don'’t trust and
respect their teachers: Teachers need 1o
be able to talk with other 1eachers and
admumistrators abou why cenain
stuclents don't respect or trust them and
about what they might do 1o repair
these relationships

At the same time, 1eachers, like other
adults, need 1o work on developing
their own moral and memoning capaci-
ties. It never dawns on most leachers—
or on most adulis—o work on these
qualities. There's a widespread beliel in
our culture that our moral qll..l|t!ll.'.'-qllt.'

fixed as-adulis. Yet research shows tha
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some adulis morally regress whereas
other adulis develop much sironger
moral capacities. 1ts vital for ieachers o
see appreciating and carning for ohers,
acting with fairness and integrity, and
formulating mature and resilient ideals
as evolving and subtle moral capacities

Much of this work will be difficult,
especially in the many schools where
preparing students for high-stakes tests
is gobbling up teachers’ energy and
ume. But we know oo well the dismal
outcomes of the usual character-educa-
ton bromides: What's more, the things
that are most crucial w supporting
stuclents’ moral development—devel-
aping strong connections between
teachers and parents and strengthening
teacher-student ties—are also crucial 1o
students' academic development. And
unlike so many other character-educa-
uon elforts, this work gives studenis a
real shot at developing the capacities
they need to become kind and respon-
sible adulis. B
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When we embrace social justice as a pillar
of learning in our classrooms, we declare that
we're all responsible for improving our world.

Laurel Schmidt

n an era of homogenized, shrink-

wrapped, germ-free curriculum,

social justice 15 the renegade. i

doesn’t just push the envelope—

its several leagues owside the box
For a start, it has [ew right answers
Study geography, and you know you're
dealing with topography and climate
Even history has some solid content
AMONg the questions and Inerpreta-
tons: But social justice 15 amorphous
Its an unsoripted misture of politics,
economics, laws, values, humanitarian
crises, and issues that pit commaon sense
against the common good

For every eamnest cause, dozens ol
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well-educated and well-funded counter-
vailing voices explain why the situation
can't or shouldn't change, So you and
your students must grapple with this

guestion: Are there some behaviors or

conditions that we simply must address,

no matter how dithoult or unpopular
our work will be?

Theres so much 1o do, even in our
own neighborhoods. Some projects are
simple fixes, but many turmn out 1o be a
tiny first link in a long, arduous chain of
ellorm. Think of the thousands of
discrete actions required over the
decades 1o achieve civil rights [or
minarities in the United States. So your
students may never have the thrill of

seeing a bill signed into law, a shelter

renovated, or even a municipal code
midified to create a publicly funded
meals program for homeless people
They may solve one part of a problem
only to discover that they've uncovered
a greater injustice or need. Social
activists face disappointment and frus-
tration every day, but they keep on
Lrying

Social activism 1s also potentially
dangerous. A veteran educator
explaimed how one of his studems
warned him, “You know, Mr Kohl, vou
could get arrested for stirming up
justice!” You have only to look at the
history of the civil rights movement to
know how right he was:

5o social justice is untidy, exhausting,



discouraging, even dangerous work—
which may be the reason why its not on

the top ten list of social studies projects
in many schools. Beuer 1o have kids
build a model of a rancho (a group ol
huits for housing ranch workers) or
recreate a potlaich (a festival ceremony
practiced by the indigenous peaples of
the Pacilic Northwest) and be done
with it

From ldea to Action

But whether vou ignore or cimbrace the
topic, the truth is that most students
experience or think about social justice
issucs, They know instinctively when
somethings uniair, whether they're

puzzled by the way cenain kids are
excluded from playground games or
warried about where homeless people
sleep at night. Kids marely accept injus-
tice as the status gquo. Instead, they look
{0 the adults in their lives—parents
teachers, coaches, and relatives—to |':n'|.|'|

them decide what 10 do

As educators,

we hold the next
generation of voters,
politicians, and
corporate leaders

in our hands.

In the best-case scenarios, the adulis
encourage rather than avoid authenic
conversations about our collective
dilemmuas—human rights, environ
mental protection, economic justice
vialence, They embrace the inevitable
guestion, What can we do about it? and
teach students to act

But sometimes the response [rom
adults is less than inspiring. We squirm,
change the subject, tum a blind eye

Drog

it s the unspoken message. Chil
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dren may well respond 10 the discoveny
that the topic of social justice is of]
lirnits by thinking that

m Injustice is a fact of Wle, theres no
point in trying to change human nature

= Injustice s unforunate, but getiing
involved is oo discoumging

s Perhaps the victims brought it on
‘..I'L|_“|'|'|.:--l,‘|'; e | |'.-|."|.' deserve it

Even if kids never get that lar in their
thinking, they may be left with a vague
uneasiness that if they were ever in dire
strmils. no One '.'ri'lll.JL'. come (o ri1l'|r
TESCLE

Younger students may not be able 1o
define social justice, but they can list the
attribures that we value in human rela-
nonships: Inendship, responsibility,
equality. fairness, mutual suppor
collaboration, and canng, With a lile
prompting, older students enlarge thetr
sphere of concern, zeroing in on injus-
tice related o sociceconomic stalus,
exploftation, and the abuses ol power

They probably won't use those words
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but theyll recognize the issues.

They'll notice for example, that
certain ethnicities seem to be over-
represented on the homeless rolls in
their own town and underrepresented
in the local power structure or that hotel
workers risk their jobs o demonstrate
for a living wage, but the subject is
aggressively ignored at city council
meectings. And now that classrooms
have Internet access, it won't take long
for students to discover sweatshops,
child labor, hazardous waste, discrimi-
nation, and the devastation of the
natural environment on a global
scale

Learning about all these injus-
tices would be emotionally
daunting for kids il it were just
an exercise in cataloguing
calamities and human indiffer-
ence. But social justice educa-
tion encourages students 1o act
It is based on the notion that
we, the people, agree 1o live by a
covenant that defines how we will
behave toward one another in a
community, whether you define
community as a prairie town or the
planet. If individuals, town leaders, or
{ederal officials violate the covenant,
then we attempt to restore justice
through concerned action.

But kids can't do this alone. They
need adult mentors to help them trans-
late their ideas into action. With guid-
ance, they can go from passive specta-
tors 1o activisis, locusing their energy on
solutions that could save an ecosystem,
a species, or a life. They eagerly master
new skills, contact key people, and
gather crucial resources—because some-
thing real and terribly important hangs
in the balance

The Social Action Autobiography
Most of us become social activists
through inspiration. Wi meet or read
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about someone who puts everything on
the line {or a cause, and we're moved—
or deeply disturbed—by the realization
that we, 100, possess the power to make
a difference.

Some kids have already had thar
epiphany, even on a micro-scale, but
they may not see themselves as activists
vet. That’s your starting point, When
you decide to include social justice proj-

ects in your curriculum, you need to
take the all-imporant first step of
linding out what your students already
know and what expenence they've had
in trying to solve problems in the
COmmu H'll‘l_o.'.

The soctal action autobiography helps
all students recognize the ways they've
acted for the good of others. Giving
them the opportunity to share their prior
knowledge lets them feel smart from the
outset and enables you to gather valu-
able detatls about thewr individual skills
and interests. For younger students, the
prompt might be something like, Think
of a time when you helped someone. This

coutld range from taking care of a
nieighbor’s cat to playing with a child
who had no frends, The students can
respond by writing, drawing a picture,
or making an annotated drawing with
images and words. Even kindergartners
can do this rellective activity by drawing
a picture or senies of pictures and then
dictating to a scribe, perhaps an older
student, parent, instructional aide, or the
sacher. 1f you can't arrange for scribes,
ask the students 1o discuss their pictures
in small groups
Ask older studems 1o think about a
problem that involved other people,
the community, the environment,
or animals, and what they did 1o
help. You can pose a series of
questions like the following to
help them remember details
and analyze their actions:
m How did you find out
about the problem?
s What did you think was a
good solution?
# What did vou need 1o do o
make it happen?
m Did other people help you?
m What did vou learn from the
process?
= How did vou feel about yourself?
As students share their experiences,
they're building a template for how to
pursue social action and starting a list of
potential projects

A Wake-Up Call

But some kids don't seem to have a clue
about activism. Their idea of social
justice i1s being first in the cafeteria line
at any cost. Its not hopeless—they'ne
probuably just not paying attention. But
rather than waiting around for them to
“discover” social justice issues, you can

jump-start the process by introducing

them to some extraordinary kids—just
like them—who are experts at this
game.



Get Phillip Hoose's book, Its Cur
World, Too: Stories af Young People Wha
Are Making a Difference (Joy Street,
1993), It celebrates 14 heroie kids who
saw problems in their world and solved
them. Your students will be dazzled
from the very first page. They'll meet
Justin Leho, who reconstructed nearly
200 bikes from used bicycle pans and
gave them to kids who were homeless,
had AIDS, or were orphans. They'll love
James Ale, whose [riend was struck by a
car while they were playing ball ina
busy street. James wondered why he and

they can mieasure up. Thats what causes
the discontent, and its a perfect platform
lor action,

But What Does It Look Like?

The best social action projects are like
an carthgquake, One minute you're
comfortably ensconced in your class-
room, earnestly working through your
curriculum, and the next minute, the
ground shifts. Even before the room
stops rocking, you sense that you're in
new territory, face-to-lace with a
genuine adventure, The best projects

Students are filled with questions:
Could I do that? Would I? Are there
problems like that in my community?

his buddies had to play in the street,
when the kids in the rich pan of town
had parks. He transformed his anger
into a campaign and eventually
convinced city officials to build a park in
his neighborhood.

Ask your students, Why do you think
these kids were successful? What did
they know or learn how to do? Have the
students list the personal traits and skills
that helped these young dctivists
succeed. Post the list prominently and
refer to it often as you close in on your
OWTL projects;

I've used Hooses book dozens of
times, with adults and children. and the
reaction is always the same—awe and
discontent. Students recognize that these
kids are doing something real anc
important. That's the awe factor, But
they're filled with questions: Could I do
that? Would 17 Are there problems like
that in my community? How could |
find them? Do 1 have the courage 1o act?
A new standard of behavior replaces the
status quo, and kids wonder whether

come organically from the work and
conversations you have with your
studenis every day.

Sometimes students will burst
through the door on red alert and
demand that their peers sit up and take
notice. Here are a few examples;

w Barbara Lewiss 3th grade students
waged a campaign 1o have a hazardous
waste site near their school closed and
cleaned up. Through their effons, the
toxic barrels were removed. The
students worn the 1989 President’s Envi-
ronmental Youth Award.

» Studlents organized a boycott of
chocolate candy manufacturers al
Halloween to register their support for
fair trade chocolate.

m A group of B-year-olds in Los
Angeles were discouraged by the profu-
sion of broken furniture and large apphi-
ances dumped on the sidewalks around
their school. They worked their way
zealously through the sanitation bureau-
cracy until they made contact with the
large haulers responsible for removals.

The debris vanished, and in a moment
of jubilant inspiration, the students
collected any interesting junk left
hehind and created a 10-foot commem-
orative sculpture for the school
entrance.

# Canadian students helped students
in Africa and Afghanistan by raising
money to remove land mines from
schoolyards

m A group of 2nd and Sth graders
campaigned for [ellow students to
boyeott any tce cream trucks that sold
toy guns along with their sweets. These
students had decided that their commu-
nity didnt need another weapon—
either real or a look-alike.

» Many students have joined Amnesty
International Kjds (www.amnestyusa
org) and respond with letters and e-mails
o monthly Urgent Action postings.

What About Standards?
When you include social justice projects
in your social studies program by
teaching what activists do, think, and
know, your students will develop and
demonstrate skills that are fundamental
to a rigorous standards-based approach
ter social studies. In fact, teachers who
are bold enough 1o embrace an activist
approach to teaching find themselves
scrambling 1o add 1o the standard
curriculum imprompiu lessons in
trickle-down economics, writing a press
release, making an effective speech in
under three minutes, using graphic
design principles lor making posters,
and learning the [undamentals of nego-
tiation. Many teachers report that their
students exceed expectations on dozens
of standards. Moreover, students experi-
ence the thrill of road testing their
courage, persistence, ingenuiry, intelli-
gence, and diplomacy—not to mention
the pride of contributing to the welfare
of others

Here arc just a few of the cognitive
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challenges that students will face when
they're immersed in the wi kol
creating d more just society, Studenis
will

& Examine what it means to be a

citizen

& |denufy ways people can participats
mn thelr government

m Discuss the importance of political

leadership and public service

m Locate, access, organize, and apply
informatton about an issue of public
concerm

m Use spoken, written, and visual
forms of communication effectively with

variety of andiences 1o promote their
SO0 I JUsiCE cllors

m Uze knowledee of government, law
and politics 1o mitke decisions about
and take action on local, national, and
international 1ssues to further the public

-_';.ll'l.|

Kids rarely accept injustice as the status
quo. Instead, they look to the adults in their
lives to help them decide what to do.

m Fxamine and dis |.'||||" others’ ethical  a minute you spend guiding your
and moral reasoning stuclents Lo discover their roles as stew-
ards af the environment and champlons
Responsibility —Ours and Theirs of human rights. @
As educators, we hold the next genern

ton of voters, politicians, and corporate —

leaders in our hands: Teaching students Laure! Schmidt 1= Directar of Pupil
"

vialibu

about interdependence and respons Sarvices for the Santa Monica

Disthict and Dir

adarsnp ¥ :

i ust.org. She is the author

dening i the A ’.'-'le.’-a_n 4 A Survival
li: rators (Heine-

should act out early and often, until mann. 2002} and Social Studies the
q

hility through social action s a lesson

that can stick
Active, Inguisitive citizenship can

begin when kids are very young. They

de for School Ao

championing worthy causes becomes a ticks: Bringing Conten

habit they can't break. You won't regret Life (Heinemann, 2007)
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With the new wave of interest in the

environment, will we finally give
students the tools they need to become
environmentally literate citizens?

Mike Weilbacher

n just a few weeks, high school seniors all around the United States
will walk proudly across stages, hoisting their diplomas as they
graduate from formal K=12 educanon. As their teachers, we ll look
on with somie wistiulness, for the world into which they are gradu-
ating—one of spiraling financial crises coupled with hitge interna-
tional challenges—is vastly different from the one inwhich they staned
their senior year only 10 months ago
But wait, it pets worse. 1[ you place your finger on the pulse of the
planet, this is what you'll discover: global surface temperaures rising,
glaciers melting, oceans warming, sen levels rising, rain forests burning,
coral reefs dying, old-growth forests disappearing, desens spreading, the
worlds population increasing. and species vanishing a1 the highest raes
since the extinction of the dinosaurs
In shirt, the ecology that underpins our econpmy 15 also collapsing,
And the solttions to this challenge elude not only most of our graduaes,
but also tws—their teachers, administrators, and parents
Will our graduates be ready lor these new realities? Will they confi-
deruly stride into this world as college students, workers, voters,




To address today's
entangled world of
complex eco-issues,
students simply

have to know more

consumers—in shon, 45 competent, canng aduits combai the

v pood decisions on the pressing  that we need |

nmme 1n

rhomns

CFCs) [rom hanr SEITELY LELETY ngn schoolers

conflage glohal warming with ozone depletion

And ent been wold that CFCs were removed
the market 20 years Ago
vy organization surveyed high school students

n these questions and more and discovered that

ugh students are overwhelmingly “pro
I

environment Lhiey POSSESS TETTIATEADIY linthe

knowli |.|]'_|.'.I.I"‘!l.' CONCCTY

the bophysical

ronment and its associated problems, aware of nformation about breaking envir

how to he ip solve these |‘;:,'.E"'i._-|;|-'._ and motivated ing small example We asked

NMENLEL 155UEs

-I':1 m 10 name one

to work toward their solution” (p: 30} hird they can identify by song. The leading

Today, a new ULS. president actively seeks answer? Mone, I local binds disappear [rom

approval from the Amerncan people for repunng landscape because ol extinction, o

the economic collapse while preventing the weeks late because of warming climates, its

ecolomcal one. There wall be lierce pressure on possible that no-one will notic

dent Obama 1o forego environmental proy)
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tion movement, but progress

¢ keeping up with the ind reasingly ungent

high school student s aware of env er eatchmg fire, Lake Erie being declared

1 ' - . I P — sicabiwer W dea i Harist Birdds [ike
tal 1ssues, Nas discussed and debared biolomeally dead, ar d charismang birds [ike
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aluminum, after all, are not rare resources. ) 1 v heric carbon di vels currently exceed 383
ask a group of students what we can do 1o el | i1




pre—Inclustrial Revolution levels, and they are nsing every
year. Consequently, the Arctic Ocean s changing dramatically
as the Arctic warms more gquickly than anvone expected, and
our graduates may see an fce-free polar cap in the sunimer in
their lifetimes

An International Union for the Conservation of Nature

report (2008) noted that one in four of the worlds mammils

ym hal

s ar me bl snt T 1 o - " i
Are At sk ol extnction al |-"'\'-. PFOALCK

chmate change. Many critically MPOTLEND OVErSs—5uin s the

Mile, the Yellow, and the Colomado—no longer empty water

into the sea. Mountains of discarded cell phones and
computers make their way to destitute Chinese villages

where they are picked aparnt for valuable menals, exposing the

villagers 1o high concentrations of incredibly toxic materials

To address todays geopolitically entangled world of larg

comples eco-issues, students simply have to know more than

thiew diel 440 vears ago

What's the Problem?

Four issues have become huge obstacles 1o environmemal
literacy: First, studemts are extraordinarily disconnecied from
the environment. Richard Louvs revelatory 2005 book Las

Child in the Woods called attention 1o a world of children

rpidly retreating from outdoor play and time spent in nature

Insteadd, modem kids stav indoors, * 'cause thats where all the

electrical outlets are,” as one 4th grader lamously sald (p. 10}
Viewing screens has become a childs full-time job. Kids are

p!'.l:;;yd in 2447, watching an average of 25 hours ol TV 2

week (Gentile & Walsh, 2002) and then log additional

screen time on the Internet, browsing the Web, playing video
games, and engaging in whole new verbs, like IMing and
Facebpoking. Louv coined the P"II.'l'-l. nature-deficit disorder to

describe the “human costs of alienation from nature” (p. 34)

including diminished use ol the senses, attention difficulties
and higher rates of physical and emotional iliness. Just when

students need contact with nature more than ever, they have

abandoned i

Second, ask any environmiental educator and he or she wil




bemoan Mo Child Left Behind, whose
pressures have caused many schools (o
trade outdoor field trips for west prep.
Science teachers routinely eliminate
such concepts as environmental educa-
tion, which do not appear to relate
directly to questions on the tests. The
Chesapeake Bay Foundations Web site
(2008} bluntly states, “No Child Lehi
Behind is contributing 1o an increasing
environmental literacy gap by reducing
the amount of environmental education
taking place in K-12 classrooms."

Third, students’ exposure to environ-
mental educanion depends on the luck
of the draw and the amalgam of the
interests of whichever weachers they
happen to have throughow their school
career. In my daughters' school, there
were two Sth grade teachers, one conta-
giously obsessed with birds and bird-
watching and the other in love wath
Broadway musicals. One class went on
an all-day birding tnp; the other
perlormed a play for the entire school.
Baoth are equally interesing and impor-
tant activities, but why didn’t the two
cross-pollinate and give all Sth graders
equal access 1o both? My daughiers
caught the birding bug, but one-half of
the 5th grade never saw a nesting piping
plover.

And finally, the downside of the large
nonprofit universe of environmental
education facilitics—zoos, museums,
aquarinms, nature centers, parks,
arborerums, children’s gardens—is that
schools approach environmental educa-
tion like a Chinese menu. They pick a
field trip from column A and a lesson
plan from column B; 1oss in an occa-
sional Earth Day assembly, liner pick-
up, and letter to the president; and
assume that their charges are now envi-
ronmentally literate. And the nonprofits,
wanting students 1o return the [ollowing
year, emphasize fun over content,
immersing the students in activity-based
education that is designed 10 serve as an
appetizer for environmental litercy but
ends up becoming the main course

What Every Student Should Know
About the Environment

There are scores of possible models of enwironmental education programs, and
most have many of the following large concepts in commaon. As students go
from kindergarten through high school, they can work their way down the list.

1. Earth overflows with life.

One of science’s biggest mystenas (s how many species share this planet—
estimates range from & millien to 100 million species. Many environmental
education programs begin with the premise that life is vanishing; young learners
should first know that Earth teems with a huge number of creatures,

2. Each creature is uniquely adapted to its environment.
Every species evolved 10 possess a unique set of adaptations that enables it to
survive and thrive in its ecosystem. Students shi E

with many local creatures.

3.The web of life is interdependent.
Organisms evolve complex relationships, sach dep
species for their survival.

recycle through ecosysterns. The water wa drink today i
ahways had, and always will,

5.The sun is the ultimate source of e
through ecosystems,
Food grows from sunlight enargy; our houses
by fossil fuels created many millennia ago fro

6. There is no waste in nature; everything is res
In nature, every waste product is used by other creatures.
bent those circles into straight lines, where things are used:Ol

7. We consume resources to live.
Ewvery student should know where the trash truck takes the t
comes from, and how the nearest power plant makes elect

8. Conservation is the wise use of finite resources.
We are physical creatures with real needs—1to eat, drink; build houses,
write on paper. But how do we use these resources sustainably?

9. Humans can have a profound effect on environmental systems.
Fossil fuels pump carbon dioxide into the sky, habitat loss is causing the exting-
tion of large numbers of species. Our actions profoundly affect the ecological
systems that sustain living things—and us. Nature can often repair these
systems {forests grow back, for example); but humans are changing systems
faster than nature can adapt.

10. Each of us can powerfully affect the fate of the natural world.

Because each of us is directly plugged into the planet, the actions we take—or
fail to take—profoundly influence earth’s systems.
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They often retrean from tough concepts like water shortag

and stay with politically lighter ones like the water oycle
upshot? Even though there are more cent

ers lor enwvi

Tonm tion and more college degree programs in

environment-related helds than ever, and even though

building green schools has suddenly emerged as an imporant

onomic melidown
|

Studemis are graduating [rom our schools thinking that

ilea (pre wi are perhaps even farthes

from environmental literacy than we were in 1969

green is good. Bur we haven't given them the wools they need

1o become environmentally e rate CulZens

MNew Research May Turn the Tide

Fortun Iy, several important research ellorts are threading

their way through the education system, For exampie, e

Children and Nature Network, a Web-based o

www chaldrenar reporsa v

dlma and activities related 1o repairing the na

atn illuminacing the educational benelies

disorder, showcases d

- N T oy b T » . | o il FRaT - 3§
ol immersing students in the outdoors and environmental
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ecducation EXPETICNCCS And theres tons of data

The American Institutes for Research (2005) studied the

elfects of we ng restcdentinl outdoor edy Programs in

which most of the participants were at-risk youth, Comparimg
stucdents who experienced the outdoor education program

with those in a control group who had not had the experi-
the researchers found a 27

CTiCK percent increase in meisured

mastery ol sCience

oncepts, plus enhance d cooperation and
conthict-resolution skills, higher sell-esteem, and gans in

problem solving, motivation, and classtoom behavior

Y Conmadian study found that children whose school

ETOUNGES NG [ | LY o B I'..I|'IIiI| SCITINES Are More |"i"."

ACTIVE, MO AWANE Of NUTDLON, mMOore CIV 1o ONe anoiieeT

more creative (Bell & Dyment, 2006), Another study discov-

ereel that children playing en seitings hove reduced

ntenton delicl .ll‘-:ll..".'i LaRy

symptoms of
Sullivan, 2001)

The more studies are published, the more they agree: Expo-

suUre 1O mature rises lesl SCOres; mcreases or IVILY, CoOpern-
—" nBAdnce-. ook b Eive nd enhances cog
tom, and sell-conhdence; reduces stress; and cnibances cogni-

Lve miitics

Promising Models
Wh

our schools, as it mevitably will, this body of research will

1 the next wave of environmenial imterest washes over

suppon the new ideas for vruly uihl

a lew Ininguimng ¢

environmental literacy. Here an

underway

No Child Left Insice
In response to Louvs book, more than 1.OX0 nonprolits with

cly Ol ellorts

almiost 50 million members have lunched a v

1 T 5 =l ¥ ik . ] b i}
loosely orgamized under the title “No Chile

Left Inside.” For

instance, the Nattonal Audubon Society has pledged o place

i family-oriented nature center in every congressional district



Connecticul governor M. Jodi Rell
launched a special Web site
(www.nochildleftinside.org) promoting
state parks, an idea copled by many
other states. And the U S, Congress has
considered a No Child Left Inside act
that would provide federal funding for
environmental literacy plans and for
state ellons 1o train teachers in model
environmental education programming,
including cutdoor learning. In the last
sesston, the act passed the House, and
SUPPOTTeTs are eager to try again in the
new Congress

Green Charter Schools

For better or worse, the chaner school
movement has been sweeping across the
United States in the last decade. A
growing number of chaner schools have
heen designed around the simple
premuse that the entire science
curriculum can be taught through envi-
ronmental education.

The Green Woods Charter School in
Philadelphia 1s located on the campus of
the Schuylkill Center for Environmental
Education, a 340-acre lving laboratory
of forests and fields, streams and ponds.
The center’s naturalists are integrated
into the science faculty of the school,
and the studems spend quality ume
immersed in the woods.

Wisconsins River Crossing Environ-
menial Charter School, located in a one-
room schoothouse, provides a hands-on
curricutum with subjects integrated
through environmental studies.
Students in 7th and 8th grade partici-
pate weekly in field trips and real-world
ECosystem restoration projects, such as
restoring the praine and building rin
gardens for storm water.

Other sites include Califormias Envi-
ronmental Charter High School,
Connecticut’s Common Ground High
School, and Flonda’s Academy of Envi-
ronmental Sciences: A Green Charer
Schools Network (www greencharter
schools.org) has formed to assist
teachers and stall. Sadly, precious few

students are fortunate enough o anend
these schoals.

Environment as an Integrating
Context for Learning

Another innovation that has grown in
popularity in the last decade is the Envi-
ronment as an Integrating Context for
Learning movement, a cumbersome
name {or & simple concepi. In place of
the rigorously scheduled school day of
science, English, and gym periods,
these progmms use the environment
and the outdoors as the centerpicce of
students’ curniculum. This forma
breaks down barriers between disci-
plines, stresses team building and indi-
vidualized learning, and involves
students in real-world community
issues.

Wood Kindergartens
A rather radical movement has leapt
across the pond from Europe and,
coupled with Richard Louvs work, has
begun making inroads in the United
States. In the Wood School model, child
care workers and youngsiers ages 3-6
spend the entire day outdoors in nature,
The program is held outdoors in all
seasons, although the group moves
indoors in extreme weather. Proponents
of this process assert that playing
outside for pralonged periods
strengthens the students’ immune
systems and improves development of
manual dexterity, physical coordination,
tactile sensitivity, and depth perception.
Here in the United States, many
nature centers, such as the Chippewa
Nature Center in Midland, Michigan,

Many environmentalists worry about

a vanishing window of opportunity.

In suburban Philadelphia, for
example, the pioneening Watershed
program at Radnor Middle School
engages students in outdoor field
stuchies all year, including stream
testing, canoeing, trout rearing and
release, and more. Students in the
program spend all day together, except
for math and foreign language classes,
in which they are integrated with the
rest of the school. Studenis hone their
commumication skills at conferences
and yourh summus.

One analysis of 40 Environment as
an Integrating Context for Learming
programs {Licberman & Hoody, 1998)
discovered thar students in these
programs outscored their peers on stan-
dardized tests, had berer grades, and
acted more independemly and respon-
sihly. At one school using this
approach, reports to the principals
office declined 91 percent in the three-
vear study period.

have begun opening vartants ol Wood
Kindergartens, versions that might not
strictly adhere to the Europeans
outdoor component but still allow the
studenis full and frequent access 1o
natural areas and nature-based play
(Reynolds, 2007).

Greening of the Culture

U.5. schools teach what American
culture considers imporant. Once
society decided that computer literacy
was central to a solid education,
computer clusses invaded schools at
warp speed, and the "digital divide”
became an important and contentious
1ssue.

As environmental issues heat up
(pardon the pun), the culture is coming
1o consensus—agan—on the impor-
tance of the environment. Green cable
channels, green Web sites, eco-chic
clothing, green roofs on green buildings,
and innumerable products made from
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recycled objects are beginning to infuse  Bell A €. & Dyment, J. E (2006). Grounds

for action; Fromofing phvstcal activie
the culture with a newfound mterest in ot ati, 35 s AR
through scheol ground greening in Candada
sustainability—an interest that ideally Toronto: Evergreen
will ereate a ground swell of suppont for Chesapeake Bay Foundation. (2009}, Whai
environmental ||'||;?r|.'|".'l'|t'l'l.'t'||

his NCLB diwse to envirenmental education?
But the four horsemen of the global

[COmline]. Armapelis, MD: Author. Avail-

able: www chf ony'site/Page T page
apocalypse—warming, species loss, le: www cbil.org/site/PageServer?page
water scarcity, and population growth—

namesgct_sub_actioncenter_federal_nclb
_done

are bearing down on us, and many envi-  Genrile. DAL & Walsh, D, & (20020, A

ronmentalists worry about a vanishing normative study of fimily media habits

window of apportunity for addressing Applied Developmental Psychology, 23,

these issues. Science fiction writer H. G.

Wells was prophetic when he wrote in

137=178.
1920 that “human history becomes

International Union for the Conservation of
Narure. (2008}, TLCN Red List reveals

maore and more a race between educa-

tion and catastrophe.”

workds mammals in crisls [Press release]
Environmental literacy is one race

Gland, Switzerland: Author, Available
wwwincn.ongfaboutwork/programmes
thar education must win,

fspeciesfred _listT1 695 MUCN - Red-List-
reveals-wiorlds-mammals-in-crisis
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Lighting

the
oral

Imagination

Through the Facing
History and Ourselves
approach, students
learn not only history,
but also the skills
needed for citizenship

in a democracy.

Molly Schen and Barry Gilmore

anw high school
students sy that
history 15 nonessential
The past scems
distant, disconnected

from the present. Students often picture

headline-making events and the actions
of world leaders from past centuries
vaguely, as through a blurry telescope
In the case-study approach 1o
teaching history developed by Facing
History and Ourselves, however
tepchers urge students 1o reflect on
comnections between periods in history
characterized by violent repression and

thie times studems an I!a:.-:_.;_ 11 v

chotees students face. Class

and the
ACLIVILIES THIES (UESTIONS bout human
hehavior, morality, and ethics, Explo

rations of decades-old atrocities become

as relevant as the nightly news report on

Students at Lausanne Collegiate School ponder their moral responsibilities.

penoctde in Alrica—aor the ollensivi
joke overheard in the hallway

This isa far ey from the average
history class most of our students have
expenenced.” says Sheila Jacobson, a
teacher at Lavsanne College School in
Memiphis, Tennessee, which offers a

ourse centered or

cumculum matenals, “Stud
st look ot history from an external

a1 Py 1 they ot i
lens—thiey QUESTION INEIT Own pein. in

creabng 1t mstory,

The Facing History Journey

The approach that Facing History and

Durselves has developed is now used

it

rE SPORSIBLE
b ol ST ok

RIS

25.000 teachers around the United
States and in more than a dozen other
countries to enpage students in both the
content and QUESLIONS OF SOCE PeEspOn-

sibility (Sleeper & Strom, 20061, The

imerdisciplinary imstructiional mg

connected to this approach buile
methods of the humanities—inguiry
LRy ||'l'|l."|'|"r'|.'f”II'?'I..'I'I'.LI ill.lﬂ‘.'lt'l'i'.
see "About Facing History and

Qurselves” on p. 61 for more informa

tion on Facing History resounces)

Our materals follow a sequence of
study—what we call the Facing History
Journey (see fig, | —that begins by

urmng ieanmers 1o -.'\:'-|.-I|_ '.Jll.ll.'“-ll.'l'i*- ol
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Exploring personal identity is a key part of Facing History's approach.

identity and group membership. These
lessons provide a [ramework for
studying the breakdown of democracy
in 20th-century Germany and other
historical instances of mass violence and
genocide (Strom, 1994). Sstudents
examine choices individuals and groups
made in a panicular time period and
ponder connections to the present and
future. The journey culminates with
each student refllecting on how respon-
sible civic participation can help
preserve democracy

Units of study offered through Facing
History typically last from four weeks to
a semester. Many weachers weave
resources and themes from Facing
Historys professional development into
their waching throughout the year. To
see this nigorous approach in action, lets
look a1 how teachers incorporate Facing
History® resources into their soctal

studies and huminities classes

Starting with Identity—One’s Own

In middle and high school classrooms
that use the Facing History approach,
stuclents explore individual decision
making and practice making moral judg-

ments. The pedagogy speaks to the

yDERSHIFAMAY 2000

“This is a far cry
from the average
history class most
of our students have

experienced.”

concepis—newly discovered for most
adolescents—ol subjectivity and
competing truths, along with adolescenis
growing capacity to think hypothencally
and their inclination to find personal
meaning in events. Many young adulis
come 1o school already struggling with
questions of obedience, loyalty, fairness,
difference, and acceptance, Using a
hisiorical case study to explore such
questions as why some people conform
(o the norms of a Rroup—Even when

those norms encourage wrongdoing—

whereas others resist helps stucents
explore these 1ssues in depth

The journey stans with the question
of how wdentiry influences behavior and
shapes the way we see ourselves and

others. These are relevant questions tor

students at Lavsanne Collegiate Schoal
Lausanng

one-third of s students come from

has a diverse student bodv—

ethnic minority backerounds and
another 17 percent from immigrant
families—but tts students rarely discuss
thar diversity directly

On the first day of the Facing History
class, teacher Sheila Jacobson tells
students that daily journal assignmenis
will ask them to reflect on issues of rac
and membership in society and how
those issues affect thetr own lives
(Facing History and Ourselves, 2002)
Jacobson and the other teachers
mentioned in this anicle have been
trained by Facing History 1o lead these
kinds of activities

During an inital actiity, Michael, a
10th grader, draws an outline of his
hand on a sheet of paper and peppers
the fingers with adjectives that describe
how others label him—privileged. tall,
gooly—and the patm with ways he sees
himself—considerate, musical, hard-
working. Durning discussion following
this activity, another student, Tina, asks
‘Why didn't you put white on vour
hand? 1 have black on mine.”

| guess | don'’t think of mysell by
skin color,” Michael answers, “1s bluck
on your fingers or your palm?”

Both.” Tina answers, “but not for the
SAME reason

Jacobson joins the conversation.
“‘What do vou mean, Tina?”

INna thinks for a moment. then
answers, “1 see mysell as black in a good
way. But in the cafeteria, when I'm
sitting ar a table with my black friends, |
don't know if thats how others look at
the color of my skin

In his journal reflection, Michael
consicders Tinas comment

I've never had 1o think about who | sit

with in the caleteria. But I've asked my

friends why the black kids all sit together

Maybe | should hove been asking a

dilferent CUEsTion like why | was sitng

with who [ was or why | wasn't sitting
with [the black studems




About Facing History and Ourselves

Since 1976, Facing History and Qurselves has provided materials, professional
development. and a8 model of teaching that helps teachers and students connect
history and the moral choices they confront in their own lives, mainly through
studying the Holocaust and other cases of genocide. More than 25,000 educa-
tors arcund the world have participated in Facing History seminars and more
than 50,000 are part of Facing History’s educator network,

Facing History has developed hundreds of lesson plans, teaching units, and
resources (including books, study guides, curniculum outlines, videos, and inter
active online learning modules). All are available for purchase, rmany are free
onling, and others can be borrowed from Facing History's large lending library,

Topics range from the Holocaust to the eugenics movement 10 how countries
heal after periods of violence. Facing History's resource libranans guide educa-

tors in selecting resources.

To learn more about Facing History's work, visit wwwi.facinghistory.org. To
join the Educator Network, chick “subscribe” Teachers who attend one or more
seminars recave online resourceas as well as borrawing privileges.

Such conversations and reflections
are not digressions in this class, This
kind of discussion is intended to move
stuclents like Michael and Tina toward
considering their own “universe of obli-
gation,” a Facing History and Ourselves
term meaning a person’s ethical respon-
sibility to those beyond his or her
immediate aircle of acquaintance.

Thi next day, Jacobson engages the
class in an activity-based discussion of
moral responsibility. As studerns enter
the class, they see a large gnd wped 1o
the floor with one of these phrases
wrnitten in each of the quadrants: (1) 1
have no objection to or responstbility for
this, (231 abject, but I'm not responsible;
(31 abject, and 1 am responsible for
voicing disapproval; and (4) 1 am respon-
sihle for stapping this. As Jacobson
suggests the following social practices,
stuclents move to the quadrant that
represents the position they would take
on each practice:

m Eating at a sclf-segregated table in
the school cafeteria.

® Secing a classmate cheat on a test.

m Hearing a racist joke told by
another student.

m Watching a younger student be
physically bullied

And, ultimately:

m Hiding a political fugitive in your
home despite imminent danger 1o your-
sell and your family,

As students move from one space to
another, cach student begins to feel
more comfortable defending his or her
own position and asking others why
they have chosen theirs. The gnd
enables Jacobson to balance the view-
points. This activity links what students
think about naturally—their personal
decision making and agency—to histor-
ical inguiry,

Questioning Membership:

“We and They”

These first steps lead Jucobsons students
toward discussion of how the positive
nature of identity can lead 1o the divi-
sive practices of labeling or segregating
others. Facing History materials help
ground this discussion in historical

events, leading to such questions as, On
what basis did the Nazis—or the Hutu
in Rwanda—separate and label groups?
What role do propaganda, government,
and citizen awareness play in the exac-
erbation of tensions between groups?
How does this play out today? What has
changed over the decades, and what has
not?

Middle school students explore
similar questions in the predominantly
black public schools of Memphis—in
which all 8th gracers study a unit on
the LS. civil nights movement through
a Facing History lens (Facing History
and Ourselves, 2005). Eighth grade
students in Sara Beth Gregorys class m
White Swtion Middle School in
Tennessee, for example, ponder the
development of “we and they” groups
alter watching a video about Elizabeth
Ecklords experience as one of the firs
black students to attend an all-white
high school in Little Rock, Arkansas, in
1957. What, they ask, caused U.S, citi-
zens to turn racial identity into hatred of
those whose skin color looked different?
How is historical context imponant in
understanding the groups that form
during such conflices?

Engaging with Historical Content
Lessons like thiese segue into in-depth
study of conditions, characters, and
events in histoncal periods, keeping
questions about what it means 1o agt
responsibly in a democracy in the lore-
front. Students in Sheila Jacobsons class,
for example, learn abow the collapse of
democtacy in Weilmar Germany, the rise
of the Mazis, the curtaillmems of citizens'
freedoms, and the beginnings of World
War 11. They study the lives of historical
figures, including people who showed
courage and compassion in resistance
The approach leads students 1o
conpect imaginatvely with historical
material. Jacobson gives each student the
name and short biography of a figure
from the Holocaust: a Jew who hid ina
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harm, a German citizen who shel-
tered a family, a soldier who forced
Jl'.\\":'l omntio lmmp{!ﬂﬁ o comcEnin-
tion camps. The prompts students
respond 1o as they write rellecions
on their asstaned figures force them
to consider aspects of such stones
they might not previously have
contemplated, such as how individ-
uals might mtionalize their own
gctions in a letter home or wha
[ears such people might have
harbored besides the obwvious fear
of physical danger,

Facing History has also created
resources ghout the US, civil nghts

FIGURE 1. The

and Legacy

Choosing to Ide
Participate .
Membership
Judgment, /
Memory,

Y- -

History

ry Journey

and pledging 1o “spread education
about racism.” Some students
display interest in psychology and
sociology, pledging 1o explore
whar motivates one group of
people 1o remain bystanders in the
lace of injustice while others resist.
The inclusion of newspaper ari-
cles signals many students’
commitment to keep learming
about the world. The range of
responses reassures Bock that
students are truly confronting a
range of choices and thinking
about how they can make a differ-
cnce

movement, the Armenian genocide
during World War 1, Chinese
immigration to the United Sues, the
dibare on Muslim head scarves in
France, and other topics connected 10
world history

Considering the Legacy

As students immerse themselves in
particular historical case sudies, they
consider the legacy connected 1o that
penod. Facing History guides students
to debate questions of faimess and judg-
meni, bur enly after they learn abow
historical events, the actors' choices, and
the implications of those choices.

The question of whos responsible
troubles many weenagers. The study of
historical atrocities adds depth and
urgency to this question, as Adrianne
Bock, who taught social studies to
juniors and seniors a1 Lexingion High
School in Massachusetts, found. Alter a
semester studying the Holocaust and
Rwandan genocide, one of Bock’s
students struggled 10 decide whether
nonresisters in Nazi Germany were
culpahle:

I findd it extremely difficul w assign levels

of blame because the combination of all of

the roles is what coused the Holocaust

Hal one perpetrator not chosen 1o kill one

or mavhe [0 Jews, others may have

followed. On some level | want 10 put

everyatie who didnt restst o rescue on g
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stngle leved acoepting total responsibility

| hesitate 1o do this though because it
would put Hitler on the same level asa
bystander who simply ook the Nazi oath,
and 1 feel that there s a huge gap between
thie actual domage they cansed.

Choosing to Participate
Classroom discussions and activities
engage students’ emotions, challenge
their intellects, and promote ethical
reflection. A goal of the Facing History
approach is to ler these three challenges
lead narurally into students making deci-
stons about individual civic participa-
tion. Students complete the journey by
refllecting on the implications for their
lives of what they've learned abowt the
role of people’s choices in a democracy:
They talk openly about how they might
participate in a democratic society as
they lace choices throughout their lives,
As the culmination of their Facing
History semester, Bock has each student
create a “oolbox” containing symbols of
what that student will do 1o make a
difference in the world. ltems and
responses found in each toolbox vary
widely, reflecting each student’s interests
and ways of encountering the world.
One student, Brian, includes his skate-
board in his collection, writing that his
board represents the “platform” he
stands on as a privileged suburbanite

Some students report on steps
they've already taken toward social
responsibility, One high school senior
wrote in her journal:

For a long time, the girls on my soceer

team used the phrase “Thats so gay” to

talk abaut anything they didn like. One
duy it would be the rels who were “gay”
the next a missed goal. By the end of this
course, | had the courage 1o say some-
thing about it 1o one girl on the team. It
wasnt much, but it was a start,

Facing the Overwhelming
Facing Historys resources may be espe-
cially useful 1o social studies and
language arts teachers. They offer a
ramework for discussing texts and
events that include difficult and poten-
tially overwhelming historical subject
matter with a continual focus on the
connection to the present. Rather than a
formulaic method of approaching a
subsject, the approach is a way to orches-
trate discussion and activities.
Discussion is at the heart of & Facing
History and Qurselves course, but it 1s
not the only goal. A course or lesson
using this approach should (1) create a
classroom culture of deep reflection in
which students construct their own
learning, (2) pose questions and urge
students o pose their own questions,
(3) promote a climate of respect and
nurture student voice, and (4) honor



Facing History guides
students to debate
questions of fairness

and judgment.

different learning stvles (Miller. 2003)

Students are growing up in a world

rife with conflict and extremism, Its our
respor sibility 1o give youth the wols 1o
think cnucally, understand the connec
[1on Deétween history .:I:-.i. a.'!|'|:-. 5 .II'-I-|
grasp how the lessons of history help
choices. Al a time when

some people feel powerless to do

guicle mora

imvthing about the spread of religious
. o

and ethnic hatred in the world

Facng

History students discover ways Lo link

the past to the present, link themselves

to others, and think about their role in
creating a just world
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Inspiring, Preparing, and Advancing Education Leaders

Teachers College is educating a new generation of learning leaders to
serve in all kinds of settings. Students and faculty work together in
supportive and challenging communities of learners that endure as
professional networks after graduation. Our full range of cou rsesand
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Education Leadership Studies A flexible master’s degree program
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work with coaches and mentors during the intervening academic year.
Urban Education Leaders Program An Ed.D. program for highly
talented and already successful leaders who aspire to district-level
positions and the superintendency, especially in prominent, high-

challenge urban districts,

Teachers College graduates are thoughtful and well informed,
imaginative and highly skilled, with the drive to produce results now
and the persistence to work toward sustainable change.

Are You Ready for the Next Challenge?

l'o learn more about these programs and others, visit
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Challenging the

When some school and community
members looked at what the textbooks taught,
they didn’t like what they saw.

GloriaT. Alter

han would you do if

vou discovered that

your district’s text-

books were mis-

educating your
students and failing to teach social
responstbility? The Milwaukee Public
Schools recently faced this question
head-on when the distnct’s social studies
textbook adoption committee selected a
tradhtional, standardized textbook
senes—and a group of educators and
community members actively opposed
the decision.

One District's Struggle
Fifth grade teacher Bob Peterson
reviewed the 2008 5th grade social
siudies textbeoks that were up for adop-
tion in his districe. Peterson, who is
cotounder of the organmization
Rethinking Schools, works in La Escuela
Fratney, a K-3 two-way bilingual school
tn the Milwaukee Public School Distnict
When the rexibook adoption
committee announced 1s selection of a
textbook company; Peterson and others
analyzed the entire senies. They distrib-
uted their findmgs 1o local and national
social justice organizations through the
electronic mailing list of the Educators’
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Network for Social Justice and the publi-
cation Rethinking Schools, They also made
the findings available to the commumnity

through the local newspaper and school

district board meetings.

The Findings—and the Response

The review noted that the Sth grade
textbook did not mention racism or
anti-Semitism, barely mentioned
discrimination, and didnt point out that
any of the U5, presidents had been
slave owners. Further, the social move-
ments that addressed injustices—such
as the labor movement, the women’s
movernent, the peace movement, and
the envirenmental movement—were
largely imvisible in the text. Rather, the
textbook credited individuals with these
achievements {see Peterson, 2008a,
2008b, 2008c)

The response to the critique was
encouraging; people contacted Peterson
and their school board members, and
the school district adminisiration
became involved. Board approval of the
textbook recommendanion was post-
poned several 1imes as concerned
parties reviewed the textbooks and ook
a closer look at the districts approach 1o
teaching social studies

In June, a number of groups who
opposed the textbook adoption decided
1o gather at the local office of the
National Association for the Advance-
ment of Colored People (NAACP) lor
further discussion. This group—the
Social Studies Task Force—has
continued to meet monthly, with as
many as 45 people in attendance. Co-
chaired by Wendell Harns from the
NAACP and Bob Peterson, the task force
included a broad coalinon of groups
the NAACE: the Milwaukee American
Jewish Committee; the YWCA; the
American Arab Anu-Discrimination



Textbook

Members of the Social Studies Task
Force attend a Milwaukee Public
Schools school board meeting to
express their concems.

Committee; the Milwwukee Ethrug
Couneil; the Milwaukee Teachers
Education Association; the Amencan
Civil Liberties Union: a student chapter
of the Voces de la Frontera: the
Wisconsin Labor History Society: the
Educators Network lor Socd Tustice:
the Peace Learning Center: Rethinking
schools: faculty from the University ol
Wisconsin=Milwankee, Marguee

University, and the National Louls
University; and representatives from
more than two dozen schools

In August, the school district set up a
mecting beetwieen the task force and the
textbook publisher to address these
izsues. The ]1-.|I1I'u'l1r:- reaction to
partlcipants’ concerns was unsettling
When asked why the company hadn’

included mcism in the textbooks, one

“Teachers can challenge the text, demand

Reaching a Compromise
That fall, evervone e

ached a compro-
mise for district adoption of the
publishers grade 6-8 social studies text-
books. Although these texts dealt more
explicitly with racism than this
publishers’ wexas in lower grade levels,
they failed to address colomalism and
other tsstes. In light of this, the district

agreed w provide supplementary profes-

alternatives from the school district,

and be part of creating alternatives.’

representanve said that the teachers they
surveved did not want 1o weach abow
racism, 0 the publisher didnt putitin
Another company representative stated
that inner-city kuds already knew abow
racism from their life experience, and
therefore, they didnt need win thewr
[I_':\.ﬂ'll'l\’k?'

Teacher members of the wsk force
knew that when this same issue had
come up previously m Philadelphia
schools, the publisher provided a
supptemental module 1o more
adeguately address Afncan American
history, They prevailed on the pubhisher
e creare a module o address the 5th
grade wextbooks weaknesses for the
Milwaukee schools as well, The
publisher agreed, although the supple-
menal materal would ulimately prove

1o b IEI.]Ll.L'\.,iII...ﬂI.' anel 1o costly

ASEQCIATION FON SUPERY)

sional develepment on “anuracist
multiculural understandings and
weaching strategies

To mowve the extbook adoption
forward with grades K—=3, the district
agreed 10 conduct a study regarding the
resources needed to teach about the
farmily, neighborhood, and community
A briel survey of K=3 teachers revealed
o mix of opinions about the uselulness
of the proposed textbooks at this level

Dhscussion paricipants noted
substantive problems, such as shallow,
inaccurate, and biased trewtment of
content; inadequate representation ol
diversity; lack of inclusion of the local
community and state as topics of study;
and failure to provide engaging instruc-
nonal methodologes that encouraged
students 1o ke part in constructing

knowledge as opposed 1o passively
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receiving decontestualized bits of infor-
mation. They also pointed out several
valued features of the wxibooks: their
incorporation of other subjects; use of
children’s literature; and inclusion of
videos, technology, and assessment
ools, As a result, the discussions among
the Social Studies Task Force, the super-
intendent, and the administration began
10 encompass not only questionable
textbook content, but also instructional
methodologies,

The district faced some difficult deci-
sions. The wextbook characteristics
conflicted with district expectations for
learning as detailed in Milwaukee Public
Schools’ Characteristics of a High

for grades K=3: (1) Instead of adoping
K-3 textbooks, the district would secure
high-guality resources and promote best
practices in instruction; (2) the district
would adopt the state historical society’s
dth grade wexthook and, provide a
supplement to address race and labor
issues; and (3) the district would adopt
the publishers Sth grade textbool if the
publisher supplied a distrct-approved
supplement to address its weaknesses,
When the publisher suddenly
increased the price of the Sth grade 1ext-
books by 60 percent and charged for
the supplemental module as well, the
district decided not to adopt any addi-
tional texthooks from the company at

Educators often support the use of

standardized textbooks because

they believe they have no other choice.

Performing Urban Classroom, which lists
eight characteristics: active engagement
of studem learners; cultural responsive-
ness; high expectations based on
learning targets; strategic instructional
choices! routine use of a variety of
assessments, partmerships with families
and the community: collaboration with
colleagues; and impassioned, engaged
adult learners in the school,

Text content and instructional strate-
gies did not reflect the “active engage-
ment of student learners™ or “culiural
responsiveness.” The wextbooks were
also problematic with regard 10 the
general wextbook evaluanion eriteria the
district used, which included the
promotion of eritical thinking, accuracy,
absence of sexism, freedom [rom bias,
and so on,

The distnct and the Social Studies
Task Force ulumately decided on three
courses of action concerning textbooks

M Epucariosal Leapersmir/May 2009

that time but to proceed with the two
other recommendations—seeking its
own K=3 resources, which the district is
currently in the process of doing, and
approving the 4th grade text with
supplemental materials.

The Milwaukee K-8 social stucies
texibook adopuion was not a small dect-
sion for the district of 80,000, the
budget for the social studies textbooks
was 54 million. But more imporiant,
anention from the Milwatdee Journal
Sentine! and a local welevision news
station had alerted the community 1o
the issues and helped to start a critical
conversation about race and muln-
culwral education among community
members, teachers and admimstmators,
and vanous organizations.

Another Choice
Educators often support the use of suan-
dardized 1exthooks because they believe

they have no other choice. The
publishers, after all, have a monopoly
on texthooks, and educators make
adoption decisions on the basis of a
limited selection of materials. So even
when teachers and administrators ane
aware of a textbooks limitations, they
nray select a series they consider the
best among several bad choices

Sometimes educators do not have the
content knowledge or pedagogical
expertise necessary 1o evaluate social
studies texthooks, or they may not have
time 1o do a careful review. Moreover,
publishers sometimes highlight educa-
tion consultants in their textbooks,
giving the impression of expen
approval, when they clearly ignored the
consultants’ advice.

Challenging textbooks goes against
traclition. The instructional approaches
modeled in textbooks socialize
teachers—just as they socialize
students—into narrow modes of
learning and acceprable views ol saciety
und social change. The deliberation of
the Milwaukee Public Schools textbook
adoption committee demonstrated this
dilemma. The teachers on the
committee, who had originally reviewed
anumber of books, were hesitant to
select a wextbook that promoted new,
engaging strategies that nevertheless
appealed 1o many weachers and were
consistent with such district goals as
experienuial learning, writing for under-
standing, and group problem solving,

Curniculum transformation is diffi-
cult. The dominant patern of insurue-
tion persists because it is easier 1o plan
for direct instruction, transmission of
information, content coverage, and a
traditional social vision than to incorpo-
rate new visions of learning and society
that address social problems and
provide a substantive critique of racism,
gender ineguities, and unfair cultural
dominance in society. The political
nature of the standard curriculum s



hidden from view; its oo
famthar and comlorable to
be considered dangerous or
ineflective.

But perhaps the higges
ohstacle to change is the
texthook publishers them-
gelves, whose decisions
about what 1o produce are
typically based not on
educational guality, but on
what =ells

The Change We Need
Social studies teachers and
their students need text-
books that are grounded in
both the changing realities of our world
and the responsibilities of its citizens.
We cannot develop social responsibility
without accurate and adequate content,
diverse and global perspectivies, rele-
vance to studems’ lives, and the oppor-

vE

tumity 1o study and act on crucial issues
through caring and effective citizenship
Crur monl responsibility “to respect and
support the dignity of the individual,
the health of the commumnity, and the
common good of all” (Task Force of the
National Council for the Social Studies,
1994, p. 6) underlies these aspects of
the curriculum
The change we need is coming
Milwaukee, where school superin-
tendent William Andrekopoulos
modeled shared leadership that encour-
aged multiple perspectives, is a good
example. In a school board meeting,
board member Jennifer Morales pointed
oul that communities need to tell 1ext-
book publishers to “get real”
We need to he able 1o talk about this
mtions siriggle with mcial discrimina-
tion, sextem, and other forms of oppnes-
sion, and our kids need to be shown
examples of peoplie whi hive panicipated
i srruggtles v nght thse injusices

According to Bill Bigelow, curnculum
editor for Rethinking Schools, teachers

s o

need 1w make themselves heard
Teachers in collaboration with commu-
nity organizations can look &t what's in
thee 1eain, can challenge the text, can
demand alternatives from the school
district, and be pan of creaiing alierna-
tives. Teachers need to find each other,
[and] districts need to support that
kind of creativity and collaboration and
collegiality

The textbook
characteristics
conflicted with
district expectations

for learning.

Teachers olten just assume that they
have 1o teach the 1extbook. Bigelow
remingds us that this is simply “a failure
of imagination” and points out the
dangers of an overreliance on texthooks
In addition 1o the fact that students
rarely find them engaging or relevant (o
their lives, textbooks twpically fail 1o
adeguately explain events and social
phenomena, and they dont look deeply
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Members of the task force testify at a school board meeting.

FLEVESIDN

Into [ssuces OF encourage
students to ask why, They
also el students whose
voices matter—and whose
dant

Social studies should be
about making the world a
better place. By creating
more meaningful alterna-
tives to wexthooks, educators
can hone students’ sense of
efficacy and impress on
thiem that they matter, thar
thetr chotces and actions
can make a difference in the

world. 61

For addivional information about soctal
studhies wexthook analyses and 1he ssees they
highlight, see Alter, G. (20090, Sochal stuics
fexthools, K8 (20080 Hese well do they
prepare sttadenes o eritical desmocraticfgiobal
citizemship? Paper accepted [or presentation
a the anmual meeting of the Amencan
Educational Resenrch Assocution, San
Diego, CA; and Ross, E. W (EdL), (2006)
The social studies curricufum: Purposes, prob-
lems, cmad Jl.::.m.l"l.ﬁnr 5 (3rd ed. ), Albany: State
University of New York Press

Authors nie: Bob Peterson, Wendell

ris, Bill Bigelow, Kathy Williams, and
Tina Flood contributed valuable information
1o this aricle
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All About Assessment

W. James Popham

Assessing Student Affect

tuclent affect—the attitudes, interests, and

vatlues that students exhibit and acquire

in school—can play a profoundly impor-
tant role in students’ postschool lives, possibly
an even more significant role than thar played by
students’ cognitive achievements.

But if student affect is so crucial, then why
don't we assess it? One deterrent is that few
teachers know how 1o do it Yer assessing affect
15 relavvely straightforward

Teachers need w understand that they are not
trying to get a fix on an individual
student’s affect. Instead, classroom
aflective assessments enable teach-
ers o arrive a1 group-focused infer-
ences, that is, inferences about the
affective dispositions of an entire
class. These mferences can be truly
useful ns teachers plan their instruc-
tion. For example, if a mathematics
teacher learns that her students are,
as a group, becoming negatively dis-
posed toward mathematics, she can
implement classroom activities in-
tended o promote more positive
atritudes toward math.

The evidence of students’ affect will almost
always be supplied in the form of students’ re-
sponses to sell-report affective inventories. More-
over, to promote honesty in student responses,
stuclents must respond 10 those mventones with
tonal anonymity. This means that students must
complete the assessment using only checkmarks,
Xs, or circles. They cannot provide their names,
and the assessment should not solicie any "addi-
tional comments." Afier all, reachers can often
identify students from their handwriting,

What's an Affect Inventory?

Aflect inventories are typically patterned after the
attitudinal inventories that organizational psy-
chologist Rensis Liken devised almost 80 years
ago. An inventory presents a series ol statements
with which students are asked o agree or dis-
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agree. For older students, a teacher might use
the five response options that Liken originally
emploved—Strongly Agree, Agree, Uncertain,
Disagree, and Strongly Disagree. For vounger
students, two or three response options might
suffice.

The teacher begins by identifying several affec-
tive vanables that he or she thinks are imponant
enough 1o spend instructional time on in class.
For instance, an elementary teacher might want
to promote his students’ positive dispositions to-

If student affect is
so crucial, then why
don’t we assess it?

ward free-time reading; he might designate “in-
terest in reading” as one of the variables 1o assess
in an affective inventory. The same teacher might
also choose “oral presentation confidence™ as an-
other affective variable.

The teacher then crafts a pair of statements for
each affective vanable, one stated positively and
one stated negatively. For instance, for a variable
dlealing with students’ oral presentation confi-
dence, a positive statement might be, “If asked 10
make an oral report in class, | know | can do it
well.” A negative ststement for the same variable
might be. “I'm not very good at giving oral pre-
sentations to my classmates.” For each of the
statements, which are scattered randomly
throughowt the inventory, studems must indicate
their degree of agreement. An affective inventory
can contain two or four statements for each vari-
ahle; half of the statements must be positive and
half, negative. Thus, a typical affective mventory
might measure four affective variables, with two
or four items for each vanable, resulting in either
an B-item or a 16-item self-repon inventory



How Do You Score It?
[0 score the INVENIONY, poinis are
awarded {or agreement with positive siafe
ments as well as for disagreement with
nevative statements. So lets say you were
measuring two affective vanables in an
affectve inventory for 5th graders: inter-
est in reading and oml presentation con-
lidence. Four statements would deal
with each vanable—wo of them posi-
LIVE .II'.l.i. KLY ] !"Ii.':|_".|||\\'.' En.'| G ASSUIIE r.||1.'|'.'
are three response options lor each
staternent: Agree, Not Sure, and
Msagree

If a student agrees with both positive
staternents and disagrees with both neg-
ative statements for a particular variahle
his or her score would be the highest
possible; in this assessment, lor this
variable, that score would be 12 poiris

3 points awarded for each of the two

The time has come to do more than

merely talk about desirable outcomes.

It’s time to measure them.

positive statements with which the stu
dent agreed and 3 points awarded for
cach of the two negative statements with
which the student disagreed). Disagree-
ing with the pasitive statements, however
and agreeing with the negative statements
garners only 1 point per statement, so
students in this category would receive
the lowest number ol points; in this as-
sessment, for this vanable, that score
wotld be 4 points

The teacher would then consider the
entire cliasss responses 1o the statements

for each ol the two affective variables
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‘nss wis UOB {oul

of a teachers if a pos-

sible 12 points) for interest in reading

but only 4.6 (out of a possi

1 CONLKAENCE

points) for oral presentatic

this suggests that the teacher needs to

undenake some mstructional activities
that are apt to promote greater confi-
dence in ol presentation skills, S
dents’ interest in reading appears 1o be
quite high, so no adjustments in
instruction regarding

varahle seem warranted

it allective

Checks and Balances

Some students, fearing to offend the
teacher even though their responses are
cloaked in anonymity, will supply “so-
cially desirable”™ responses (what stu-
dents think the teacher wanis) 1o cenain
statements. Other students, sensing this
as an opportunity to “get even” with the
teacher, may select the response they

think the teacher doesnt want to certain

statements. 5o o some extent, these two
types of responses will cancel each other
out. This often leads to a less-than-
perfect, but sulliciently serviceable, esti
mate of a group’s affective dispositions
For imponant affective outcomes wi
wish 1o promote in our schools—f{or ex-
ample, students’ sense of social respon-
sibility—the time has come 1o do more
than merely talk about these desirabl

outcomes. Its tme 1o measure them

W. James Popham 5 Emeritus Profes-
sor in the UCLA Graduate S of Edu
cation and Information Studies

wpopham@Eucla.edu



