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ABSTRACT

The High School Curriculum Center in Governnent wvas established on
July 1, 1966, and completed its work oa Juns 30, 1971. Through-
ot this period the Center's sdvisory comuitiee consisted of two
representatives from the Department of Political Science and two
representatives fron the School of Education. Nr. Shirley Engle,
Prifessor of Education, was chairman of the advisory committee.
Hevard Mehlinger and John Patrick were director and associcte
divwctor of the project, respectively.

Acting upon the belief that oxisting courses in civics and govern-
merit, lacked success because they were largely redundant and failed
to iepitalite upon the most recent research in political science,
the Center developed a two-semester program entitled "American
Political Behavior" (APB) that was found to be a succeusful alter-
rative 10 both ninth-¢grade civics and twelfth-grade Amorican
government courses. APB features a social acience approach to the
study cf politics in which students use concepts such es role,
political culture, political socialization, decision-making, and
recruitment to derive greater meaning from political phenomens.
Case studies, simulations, classroom games, and reporis of politi-
cal science research are but & fev of the techniques used for
instructional purposes.
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I. INTRODUCTION by ohirley Engle

Writing a fina. report for a curriculum developmert project is a
little 1ike writing a Christmas "letter" for relatives. Presuma-
ably the author of a Christmas letter balieves it is important to
tell his friends and relative: what has happened to him durisy; the
precuding year; so too, a developer feels compelled to report what
has happenad to his project since he was funded. Both share the
frustration of finding how to convey the excitement and commitment
of those who participated in the activities, how to share the
frustrations and disappointments as well as the moments of success,
and how to collapse all the efforts and toil of five yecars into a
report that someone might read in a few minutes.

Writing a final report for a curriculum development project is not
like writing a report of a research project. Usually the final
report of a research effort contains all of the accomplishments of
the team. Our final report does not contain our most important
work. The program "American Political Behavior" (APB) developed
by this project has been publish:d under a five-year contract
between Ginn and Company and Indiana University. Since this con-
tra't provides for an exclusive copyright for the five-year period,
the major product of this project will not become part of public
domain until December 31, 1977. APB instructional materials cannot
be included with this report.

During the five years of *‘his project, its staff produced four
"occasional papers" to keup profeasionals abreast of their work,
published a number of articles avout the project, delivered more
than 100 talks, answered thousands of letters, and wrote 20
quarterly reports for the U.S. Office of Education. Thus the
"dissemination of results" has been underway for several years.

One task remains: a report on vhat the project accomplished, how
the accomplishments were achieved, and why the staff chose %o do
one thing rather than another. Such a report is important, because
despite the investment of millions of dollars in curriculum develop-
ment during the past 15 years, little is known about the sociology
of curriculum development projects: Why a project is begun, how
key actors relate to others, how decisions are made, what assump-
tions guide product development, etc. This report is addressed
primarily to this problem. It contains an impressionistic, topical
history of the project as seen by the director, moves to a treat-
ment of its most important product, APB, by the two people who were
most responsible for its development, describes the evaluation of
APB by the one who assumed primary responsibility for its testing,
and concludes with some "conclusions and recommendatiors" by the
director. Hopefully, those who are interested in the sociology of
education, the processes of sducational change, and curriculum
development will find the repori interesting and helptul.

12



11. A TOPICAL HISTORY OF THE HIGH SCHOUL CURRICULUM CENTER
N QOVERNMENT by Howard Mehlinger

The period 1956-1960 may be described by fulure historisns s the
*curriculun developrent decade" in Anerican education. bBeginning
in the flelds of sdlence and msihematics with suppdrt fron private
foundations, a systemstic effort was made to improve the quality
of instruction in Assrican schools by altering the instructional
materials used to isach students. 8Soon other sudject fields
Joined the curricalum reform effort. Special projects in foreign
languages, English, and the social sciences appesred. 4s nomentun
and costs increired, financial support for curriculunm development
bocame too giwe: for the private foundations and responsibility
shifted to the Nationsl Science Foundation and the U.S. Office of
Education.

The High School Jurriculum Center in Government (#SCCG) at Indiana
University vac established e% the close of the "curriculun develop-
pent decade.” In 1966, wvhen HSCCG began work, the three major high
schonl social science projscis of the National Science Foundation --
the Anthropology Curriculum Study Project, the High School Ge~arephy
Project, and the Sociological Resources for Secondary Schools
Project =~ had been in opersiion several ysars, and nearly all of
the special projects lesunched under *Project Sociel Studies* of the
Cooperative Research Branch of the U.3. Off'ice of Bducation had

besn Tunctioning faor one or more years. Indeed, some ol the pro-
Jexts wvere mving tovard final pudblication when the HSCCG staff
wrote iis first instructional obdjective. ihen the Indlans Univer-
sity group comploted its five-ysar project on June 30, 1971, it

wc;d probably the last USCE curriculum development project of its
kind,

The fact that the High School Curriculum Conter in Governuent
arrived late on the scsne had both advantages and disadvantiages.
The principal advantage vas that mezbers of the project staff were
rule to loarn from the experiences of the other projecis. Many
faloe sta.ts that had characterized sarlisr projecis were essily
avoided. MNany ideological positions that had tripped others could
be i{dentified and loaped. On ths other hand, the project staff
did not gain the sdvasntage of living during the "heroic pericd" of
curriculun dovelcopmont, vhen curriculun materials sesred to be the
single best answer to the problems bosotting schools. By 1966 the
agenda of national priorities in American education had begun to
shift from concerns about the academic validity of ourriculum con-
tent (expressed commonly through such phreses as “the structure of
the discipline*), and the need to include scholars in efforts to
improve school instruction to nov concerns including the education
of disadvantaged youth, problems cf inner=-ciiy schools, the edugs-
tion of ethnlc mirorities. By 1956 the complaints of those critles



of education who hed argued that the content of instructional
materials lacked scsdenic rigor could no longer be heard against
the clamor of urban riots, student walkouts, and demands for ethnic
studios prograns. By 1960 the curriculum developtent projects in
gsocial studies wvere beginning to receive criticism for not having
changed the schosrls and for not Leing "relevant.” Developers who
were working consistently and stesdily on ob’ectives ainmod at re-
solving criticiszs of education from tho late 1950's and early
1960's learned that the systenm had not stood still. Developers
found they were directing their efforts at moving targets, as both
the schools and the soclety at large were changing rapidly and in
unpredictable ways.

All of thie soems perfectly clear froa the vantege point of 1971.
But in 1966 the High Schaol Curriculum Center in Covernment was
very much a product of the "development decade”; its proposal for
funds clearly reflects the assumptions of that decede. The follow-
ing "objectives” and "procedures® appeared in the abstract uf the
1uitial proposal.

a. Cbiectivep. The ainms of the proposed Curriculun Center in
Social Studies at Indiana University are the following:
(1) To identify broad topics and problems in political
science, to examine these in depth threough the use of
relevant concepts and analyticel tools, and to select
ard present topics suitable for study in junior and
senlor high school courses in civics and government
(2) To develop materials aid teaching procedures which
would incorporate the most recent findings in po.iticsal
science, psychology, and education;

(3) To teach concepts vhich relate to the political
systan at the lccal, national, and international levels,
and vhich snhance conceptual sophistication in dealing
vith political ideas tc junior and asenior high school
studernts;

(4) To familiarize high school students with the process
of doveloping and testing hypotheses pertaining to the
political world;

{5) To enable students to handle questions of pudblic
policy in ethically and intellectually defensible ways;
(6) To maximize the ability of high school students to
understand the conditions under which pnlitical decisions
ero mado;

{7) 7o encourage university scholars in the social sciences
to vork vith high school teachers in the developrent of a
social studies curriculum;

(8) To demonstrats nowv programs and instructicnal
approaches, and to dissominnto the most reliaple findings
to teachers, administrators, and other school parscnnel.




b. Procedures. The Center proposes to attain the foregoing
objectives by using the folloving procedures:

(1; Establishing a work team composed of a Center Con-
nittee made up of political scientists and professional
educators vho will direct the investigation and serve as
the primary resource persons. a full-time Principal In-
vestigator, who will conduct the investigatiocn, and key
scholars from related fields and cooperating high school
teachers vho vill serve as resource porsons and consult
vith the staff on substantive and procedural matters;
(2) oObtaining basic ideas, concepts, and procedures to
be developed from political scientists and cooperating
scholars in related fields;

(3) Developing appropriate pazphlets, syllabi, case-
studies, and books of readings for use in the classroon;
(4) 1ldentifying promising teachers in the cooperating
achools, and training them in the use of materials and
instructional methods;

(5) Applying the concepts and generalizations relating
to the political systex in selected schools, and experi-
menting wvith teaching methods such as discovery, simu:la-
tion, and case-study;

(6) Through the use of simulation of political systems
and through role-playing to give the student the oppor-
tunity to participate in political decisions;

(7) Measuring student growth in knowledge and under-
standing of the political world, and comparing experi-
mental and control groups by means of pre- and post-tests,
self-evaluation, teacher records of daily activities,
Sudgments of trained observers, etec.;

(8) Disseminating the most reliable and intoresting
findings through regional conferences, profes:ional
meetings, demonstration centers, and periodic réports

in the prnfessional l4terature.

The history of the High School Curriculum Center in Government is
the story of how one group of people attempted to satis{y the terms
of its contract and its proposal vhile remaining responsive to the
changes underway within society and in the schools in particular.

0 tionp of ¢t b 0 alum Center in Govo t

The project was funded officially in March, 1966. This followed
more than a yoar of nogotiations with the U.S. 0Office of Education.
The first draft of the proposal was submitted on September 1, 1964.
In response to suggestions by the U.S. 0Office of Education, revisoed
propocals werc submitted on January 18 and August 11, 1965. Deluys
in funding and uncertainty about vhen the project might begin affect-
od the staffing of the project. Therefore, when funding finally was




autqorized in March, 1966, a delay of nearly four months was re-
quired before the project could begin work.

The initial propcsal had been sponsored by Mr. Shirley Engle, Pro-
fessor of Education, and Mr. Byrum Carter, then Professor of
Government, and today Chancellor of Indiana University. The pro-
posal called for the establishment of an "executive committee,"
consisting of Mr, Engle as chairman and three additional members,
M . Carter, Mr. William Siffin, then Associate Professor of Govern-
mont, and Mr. Frederick Smith, then Associate Prcfessor of Educa-
tion.* The executive committee was to provide overall guidance for
the project.**

The first probler. faced by the executive committee was the recruit-
ment of a "principal investigator."*** No one in the Coveornment
Departnent at Indiana University or in the School of Education
wished t~ assume full-time responsibility for the project. Efforts
to recru.” either polit.cal scientists or specialists in social
studies educatiorn from outside the University for the position of
director vere unsuccessful. In every case, their price seemed too
high. Applicants understood that the project would not extend more
than five years. For good reason they worried about their future at
Indiana University followi.ig the completion of the project. The
Governnment Department was unwilling to insure promotion and tenure
on the tesis of curriculunm developmernt and those who had published
encugh Zn social studies to attract the interest of the executive
comittee demanded appointment at a higher academic level than the
Serool of Education telieved justified. Few people belisved in
1966 that many professional rewards accompanied the direction of a
U.S. Cffice of Education curriculum development project.

*In 1967 Mr. Carter resigned from the committee and was re-
placed by Mr. Alfred Diamant, Professor of Covernment.

“#The first budget provided for partial salary support for
mombers of the executive committee. In practice, Mr. Engle re-
ceived cne-fourth of his salary as chairman from 1966 through
Jane 20, 1969; Mr. Siffin received one-half salary for two months
during summer, 19¢6 and summer, 1967; and Mr. Smith received one-
Yt ralary for two months durirgz summer, 1967; Mr. Carter received
.0 salary support from the High School Currliculum Center in Govern-
mont.

*#2The term "principal investigator" was used in the proposal.
Later, through an agreement with Howard Mehlinger, the term
"principal investigator" was changed to director. The person
spacified as "director" in the initial proposal, Mr. Shirley Engle,
agsumed the title chairaan of the executive committee.



In May, 1966, the executive committee invited Howard Mehlinger to
direct ths project. Mshlinger had won no special recognition,
either as political scientist or as a social studies educator.

But he offerod a number of advantages. First of all, he was not
seeking a long-term appointment at Indisna University. In 1966 he
vas exployed by Indiana University as Deputy Chairman of the Inter-
University Committee on Travel Grants, a special project supported
by the Ford Foundation and the Department of State to handle the
academic exchanges of faculty and graduate students with the Soviet
Union and countries of Eastern Europe. 1n addition, he held a part-
time appointment as Assistant Professor of History. In 1966 he had
a "soft-money" appointment at Indiana University and no promise of
a long-term association with the University.

In addition to the advantages Mshlinger offered by his willingness
to accept the directorship of the project and forego a regular
acadenmic appointment, his prior experience suggested that he was an
acceptable risk. He had recently pubtlished a book of readings for
high school studente entitled Communism in Theory and Practice, and
was completing the publication of a teacher's guide on teaching about
totalitarianism for the National Council for the Social Studies.
From 1963-1964 he had been co-director of the social studies project
at Carnegie-Mellon University, the most visible USOE-funded social
studies project at that time. And from 1964-1965 he had been the
assistant director of the NCA Foreign Relations Project, a project
that sought to stimulate interest in teaching about American for-
eign relations in secondary schools. Moreover, he had eleven

years' experience as a high school teacher of world history and
American government, and, while his Ph.D. was in Russian history,

he was committed to the reform of social studies instruction in
schools through the development of improved curriculum materials.

In contrast to others who were contacted about directing the project,
Mehlinger viewed the High School Curriculum Center in Government as
an unusual and attractive opportunity and relieved all concerned by
asserting his belief that his responsibilities should be limited to
the directorship of the project and that he should not be asked to
assume other academic responsibilities.

The next staff member to be employed was John Patrick. In 1966
John Patrick was a graduate student in the School of Education.

He had been drawn to Indiana University in part by a promise from
Shirley Engle that he would have an opportunity to participate in
the High School Curriculum Center in Government, if and when it
were funded. John Patrick had been a high school teacher in East
Chicago and later at the University of Chicago Latoratory School.
He wanted to become a professional curriculum developer and viewed
the opportunity to join the Center staff as an opportunity to advance
his professional career. During the first year of the project, Mr.
Patrick was employed as a half-time research assistant; during the
second year his status changed to that of a full-time research



associate. Subsequently, upon the completion of his doctoral
degree, he was promoted to associate director of the High School
Curriculum Center in Government.

The third member of the initial staff was Mrs. Jane Lewis, secre-
tary and administrative assistant. Not only was Mrs. Lewis the
firat secretary to be employed by the project, but she was the last,
as she remained with the Center until its coniract expired.

During the five-~year period of the High School Curriculum Center in
Government many people were employed by the project. Some worked
on a part-time basis as writers; others were employed on a half-
time basis as graduate assistants; still others were hired as
techniciana and clerk typists. But the bulk of the work and the
responsibility for the project's success or failure depended
primarily upon three individuals: Howard Mehlinger, the director,
John Patrick, the associate director, and Jane lewis, secretary and
administrative assistant.

Staff COrganization and Utilization

Those who wrote the proposal for the High School Curriculun Center
in Government assumed that the executive comnnltiee would be engaged
to a significant degree in planning and developing the project
materials. The "principal investigator" was viewed as one to be
charged with the responsibility for carrying out the executive con-
mittee's ideas.

This conceptualization of the principal investigator's role proved
impractical. As members of the executive committee were not em-
ployed on a full-time basis by the project, other commitments
interferred with their opportunity to concentrate upon project
tasks. The committee met when the director of the project called
them together, and they reacted to papers prepared for their con-
sideration. Therefore, partly because the situation required it
and partly becauce the director wanted freedom to act, initiative
for the project passed by default to the director. He assumed re-
sponsibility for project management, for preparing budgets for the
U.S. Office of Zducation, for writing quarterly reports, for repre-
senting the project at major conferences, for answering routine
correspondence, etc.

In the beginning, the executive committee met frequently. The

director would prepare an agenda for their meetings, identify .the
issues to be resolved, and encourage full discussion of the alier-
native choices. These sessions tended to be very fruitful, espe-
cially as it gave the staff an opportunity to test ideas they

wished to follow. Major publications were given to the executive
committee for reactions prior to their publication. 1In the latter



years of the project, the executive committee met less frequently
than in the besinning. Once the direction of the project was clear,
there was leas need for policy discuscions. The staff knew its job
and carried it out.

In 1968 Indiana University establishcd a new organization culled
the Social Studies Development Coent.r. The High School Curriculum
Center in Government became identitied as one of the projects of

he Social Studies Development Center. The Social Studies Develop-
ment Center had a policy committee to make overall polley for SSDC
projects. Therefore, the last major issue that might have been
scitled by the executive committee of the High School Curriculum
Center in Government, that of deciding upon a publisher for the
APB program, was presented to the policy committee of the Social
Studies Development Center instead. As two members of the High
School Curriculum Center in Gevernment executive committee, Mr.
Shirley Engle and Mr. Frederick Smith were also members of the
policy committee of the Social Studies Development Center, and as
Howard Mehlinger was both director of the Social Studies Development
Center and the High School Curriculum Center in Government, the
change in policy leadership was not seen as significant by key
people.

The role of Shirley Engle in the High School Curriculum Center in
Government changed during the course of the project. From 1966 to
1969 he devoted considerable time and energy to project affairs as
adviser, consultant, and supervisor and was budgeted one-fourth
time to the project. In 1969 Mr. Engle reduced the amount of time
he invested in project affairs and no longer received salary from
the project. From 19¢2 to 1971 Mr. Engle maintained close contact
with the project, pari.cipated in a number of meetings relating to
the project's work, reid project materials, consulted with the pro-
Ject staff on many occasions, and remained supportive and available
for advice.

The relationship between Howard Mehlinger and John Patrick, director
and associate director of the High School Curriculum Center in
Government respectively, was primarily that of co-equal partners.
Officially there wus a status difference. Mehlinger was the direc-
tor; Patrick began as a part-time graduate assistant, became a
full-time research associate during the project's second year, and
moved to associate director in subsequent years following the com-
pletion of his doctoral dégree.

The practical consequences stemming from the status differences were
that Mehlinger assumed overall responsibility for project masnagement,
madr: decisions about the expenditure of funds and the recruitment

of staf'f, assumed responsibility for preparing project reports, etc.
Patrick hud comparatively few management responsibilities.



Mehlinger and Patrick were partners in the direction and design of
the "American Political Behavior" course. Throughout the projact
they worked as a team to decide course content, to choose alterna-
tive ways of presenting materials, and to write instructicnal
materials. They agreed upon a division of labor for writing spe-
cific units and lessons, they criticized each other's work, and
they took turns at editing each other's writings for the experi-
mental version. Some project publications were written primarily
by a single individual with the other person acting as a critic.
In such cases the individual's name appeared as the author of the
publication. Fxamples are the t'irst Lwo occasional papers pub-
lished and disseminated by the project, the first by John Patrick,
the second by Howard Mehlinger. But the primary product of the
Center, the course "American Politiernl Behavior," was a joint effort
by Mehlinger and Patrick.

From time to time other individuals were recruited to work as pro-
fessional members of the HSCCG staff. Part-time assistants were
hired from the Audio Visual Department of Indiana University to
assume responsibility for the development of transparencies,

35 mm. slides and audio tapes. First, Eugene Michaels and later
Russell Cassity worked as audio visual assistants. Each made im-
portant contributions to the development of the program. Mr.
Michael Cabat, a graduate student in sociology, assisted the
evaluation effor: by taking charge of processing the da*a through
the computer.

While the project was successful in employing technical assistance
when needed, it had _ess success in finding additional developers.
On several occasions the project recruited former high school
teachers who had taught high school civics and government courses
and who seemed interested in becoming curriculum developers. It
was hoped that tnese people would become co-equal developers of
instructional materials. Most efforts to reeruit additional full-
time developers were unsuccessful. FHowever, there was a notable
exception. During the last year of the project Mrs. Judith
Gillespie was employed as a part-time 1'esearch assistant. Mrs.
Gillespie, who was completing her doctoral studies in political
science at the University of Minnesota, was employed to develop
simulations and games for the published version of the "American
Folitical Behavior" course and to help design a twelfth-grade com-
parative politics course. Although she had had no prior experience
as & developer of educational materials and no experience as a high
school teacher, she became a very capable developer. In January,
1971, her status changed from a half-time to a full-time rssearch
associate in the Center

It is difficult to specify the qualities that are required to be a

successful developer of instructional materials. Certainly a
developer must understand his subject and be ablie to write clearly.
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Among the personality characteristics that seem important are a

willingness to work for long stretches by oneself and an ability
to work for delayed rewards. Nevertheless, no formula was found
that assured success in predicting who would become accomplished
developers.

Utilization of Part-Time Writers and Consultants

The project also tried to use political scientists and educators

as part-time writers and consultants, with mixed success. Ini-
tially the staff planned for some units to be developed by politi-
cal scientists working on a part-time basis for the project. Mr.
Fred Coombs, Assistant Professor of Political Science at the
Upiversity of Illinois, was employed during one summer to develop
‘he unit entitled "Unofiizial Political Specialists." Other polit-
ical scientists were employed to develop materials on Federal
bureaucrats and on the Congressional role. A fourth political
scientist was hired to develop a simulation for use at the end of
~a unit on voting behavior. Of the four, Mr. Coombs' contribution
was the most significant. He successfully completed the develop-
ment of his unit as assigned. While the style of his unit
differed somewhat from other units, later modifications and editing
brought his material into line. The published version of Unit V,
"Unofficial Political Specialists," is based substantially upon

Mr. Coombs' early work.

The other political scientists were less successful. Small
portions of their work was used, but much additional labor was
required before their materials were deemed suitable for pilot
trials.

It 1s difficult to work with writers when they are not based at

the project. If the staff takes time to describe in detail the
kinds of materials they want, it is almost as easy to develop
materials themselves. On the other hand, without detailed speci-
fications, the political scientists were left to their own re-
sources. Lacking full understanding of the intent of the project,
they had to imagine what was needed. Secondly, some had little

or no experience as high school teachers and were unable to imag-
ine how one might construct & lesson for a secondary school student.

Political scientists were more helpful as content validators. In
particular the role of Mr. Leroy Rieselbach should be noted. Mr.
Rieselbach teaches graduate courses on political behavior at
Indiena University. His interest and knowledge were linked close-
ly to the content of the Mmerican Political Behavior" program. He
frequently met with the project staff, read materials produced by
the project, criticized the materials, and pointed out short-
comings. 1In addition to thess roles, Mr. Rieselbach prepared a
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paper to help teachers understand the behavioral approach to
politics. This paper was an outgrowth of a course he offered
during a summer institute in 1968 for the 40 pilot teachers.
Other political scientists read and reacted to specific lessons
from the course. This proved to be an excellent way to use
people who were expert in the discipline of political science.

On a few occasions graduate and undergraduate students were em-
ployed as part-time writers for the project. They were assigned
specific case studies for which they were to do research and pro-
vide an initial draft of the case. The project staff used their
drafts as the bases for publishable case studies. Five case
studies were produced in this way.

In addition specialists in social studies education were used as
consultants and as critic readers for the project. Mr. Fred Smith
and Mr. Gerald Marker were especlally helpful in this way.

Some Guiding Principles

Some assumptions made in 1966 remained constant throughout the

- five-ysar life of the project. These assumptions led to decisions
which had a profound impact upon the direction of the project.
Other decisions, perhaps based upon other assumptions, would have
produced an entirely different product and a different set of
activities. Therefore, it is important to examine what some of
these assumptions and decisions were.

First of all, it was assumed that the overriding purpose of the
High School Curriculum Center in Government was to stimulate a re-
form in civies and government instruction in high schools. Key
individuals who launched the Center, most notably Shirley Engle
and Byrum Carter, had been engaged in efforts to influence civies
instruction for many years. Thus, in 1966 there was substantial
concern, interest, and experience at Indiana University in civies
instruction. The Center became the instrument some at Indiana
University had been seeking to conduct a national reform in civie
education.

Second, the leaders behind the Center assumed that better instruc-
tion was closely related to better instructional materials. Prior
to the Center some at Indiana had conducted studies of traditional
civics and government textbooks. Their studies, supported and
supplemented by others, printed up a number of inadequacies.
(See Chapter III for a brief review of these studies and their
implications for decisions relating to the development of APB.)

Thirdly, the Center was directed at curriculum reform in the high
school grades. Despite claims about the efficacy of early politi-
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cal learning, it was assumed that political learning did not cease
at grade eight and that important gains could be made in the polit-
ical knowledge, attitudes, and skills of high school youth througi.
formal instruction.

The staff focused its energies on two grade levels in the high
school curriculum where political science-related courses are
offered typically. At the ninth grade, approximately 500,000
students enroll each year in a course called Civics; and at the
twelfth grade approximately three-quarters of a million American
youth study a one or two-semester course in American Government.
Rather than inventing a new course sequence, or trying to "in-
filtrate” courses in World History, American History, Economics,
etc., the staff elccted to develop alternatives to existing
courses in ninth-grade civics and twelfth-grade American govern-
ment, on the assumption that successful alternatives to these two
programs would receive a friendly reception in the schools.

HSCCG C(reated "Alternative" Programs

The project staff conceived its role to be the creators of "alter-
native" programs for existing civics and government courses. The
staff was influenced by what it perceived as a curious circle
existing in civics and government instruction. Often teachers
criticize their textbooks as being bland and uninteresting. When
these findings were communicated to a selected group of publishers,
some responded that they too were dissatisfied with the civics and
government textbooks that they published, but that they produced
the kinds of books the schools would buy. Until it could be shown
that schools would purchase and employ new approaches to civics
and government, the publishers had to produce for the existing
market.

The High School Curriculum Center in Government imagined its role
to be the inventor of alternatives to traditional civies and
government programs. Since private industry was unable to foster
the development of alternative approcaches to civies and government,
the Center used the government grant as "risk capital" to create

a readiness for new and different approaches to the study of poli-
tics and government and to develop some alternative materials that
could be used by schools seeking new ways to teach civiecs and
government.

The prcject staff believed that 1f it could produce a program that
was Judged by political scientists to be valid and to faithfully
represent the discipline, that was Jjudged by social studies educa-
tors, curriculum directors, school administrators, and civies and
government teachers as reflecting the kinds of goals that ought to
be a part of civieés and government instruction in the schools, and
if it could demonstrate that the course could be taught success-
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fully so that most students would-achieve the course objectives
and that most teachers and students found the course more inter-
esting than materials currently on the market, the project would
have achieved all that could be expected. If it created a genuine
alternative to existing courses in civics and government, if it
created a climate of readiness for consideration of alternative
programs in civics and government, if it successfully diffused in-
formation about alternatives throughout the nation, its goals
would be met and the public's funds well spent.

To achieve these overall purposes, the High School Curriculum
Center in Government moved on several fronts. The most important
effort was the development of an alternative to civics and American
government courses. (This program, entitled "American Political
Behavior" (APB), is diacussed at length in Sections III and IV of
this report.) In addition to the development of APB, the project
staff acted in other ways to influence civies and government in-
struction. It produced a series of "occasional papers" on the
teaching of political science, which were widely disseminated to
the education community. Members of the Center staff spoke often
to meetings of teachers and political scientists in all sections
of the nation. Between 1966 and 1971, Mehlinger gave more than
100 talks about efforts to improve civics and government instruc-
tion. At conventions of the National Council for the Social
Studies, the American Political Science Association, at NDEA
Institutes, at Robert A. Taft Institutes, at state conventions,
both in political science and in social studies, Mehlinger and
Patrick argued for the need to alter civics and government instruc-
tion. 1In addition, both Mehlinger and Patrick wrote articles for
a number of journals about the need for reform in civics and
government instruction.

Additional ways to influence educetors were undertaken. For ex-
ample, Mehlinger became a consultant to the National Committee for
the Assessment of Progress in Education, an advisor to the Cdllege
Boards Examination Committee, a reviewer of standardized American
government exams, and a member of the Pre-Collegiate Committee of
the American Political Science Association. In the latter role he
was successful in helping stimulate the American Political Science
Association to undertake new efforts relating to the improvement
of school instruction in civies and government. Thus, in a self
conscious and direct way, the High School Curriculum Center in
Government staff sought to stimulate interest in and mobilize
efforts toward reform of civies and government instruction.

Courses not Units

The staff concentrated its energies on the development of a total
course, rather than the preparation of units or resource materials.
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This decision was based upon a number of assumptions about schools,
teachers, and the function of new instructional materials in
schools. It was assumed that while some schools were changing
patterns of staff utilization, for the near future most civics and
American government instruction would occur in classes of 30 or
more students directed by a single teacher. It was assumed that
most school libraries had few if any worthwhile books on political
science for supplementary reading and that most teachers had 1ittle
or no money to purchase supplementary materials. Therefore, the
decision was to provide a program complete in itself and within a
cost-range that schools could afford.

It was assumed that typical high school American government or
civics teachers had 1ittle special training in political science.
The typical teacher was conceived as one who had nine or less hours
of formal college instruction in American Government and little
opportunity to become familiar with recent approaches to the study
of political science while a student. The staff assumed that the
typical teacher teaches five classes a day and has extra-curricular
responsibilities, has little time for reading and for preparing
each day's lesson, would find much of the APB content unfamiliar,
and would welcome suggestions regarding methods and techniques for
teaching the new political science content.

The staff made no effort to "teacher proof" the course. If such
an intention were ever taken seriously, it was quickly dispelled.
Any poor teacher is capable of destroying the integrity of a lesson
and some good teachers taught APB lessons better than had been
imagined possible by the developers. Whenever materials reach
students through the intervention of teachers, the teacher remains
a critical element in instruction. He is the only one who can
schedule and pace the activities; he must decide whether learning
has occurred and whether re-teaching is necessary; he must heip
students apply classroom instruction to specific current political
happenings in the society. No devaloper can assume these responsi-
bilities. Nevertheless, improved civics instruction depends upon
improved instructional materials. The developer's role is neces=-
sary but not sufficient.

Effect of Limited Funding on Project Staff

The level of funding and the type of staff the project employed
undoubtedly had consequences for its work. Neither Howard
Mehlinger nor John Patrick were political scientists. Mehlinger
had acquired some training in political science while working to-
ward his Ph.D., but nothing in his formal course work had prepared
him for the direction of a political science education project.-
While John Patrick was an experienced teacher of political science
in the schools and had some formal training in political science,
he did not consider himself to be a political scientist by train-

15



ing. When the project began, the question arose: "Who should
determine what the program will be?" One solution might have been
to form a panel of political sclentists to design the program and
to ask Mehlinger and Patrick to put it into practice. Some social
studies development projects had used scholars in similar ways.
Mehlinger and Patrick avoided this solution. They chose to use
the initial months of the grant to prepare themselves in political
science. Through reading and talking to political scientists, they
designed and conceptualiged the program themselves.

This procedure offered a number of advantages. First of all it
won their total ecommitment to the project. Whatever was produced
was their work. They were not carrying out someone else's design.
Neither Mehlinger nor Patrick felt any particular responsibility
to prepare a program that pleased political scientists only.
Rather they saw their responsibility to design a program that was
appropriate for any high school youth preparing for a citizenship
role in society. The fact that political science content was em-
phnsized merely reflected the project view that many of the skille
and perceptions of political scientists were appropriate for all
citizens.

The Develdpment Schedule: Dreams and Reality

The proposal to the U.S. Office of Education promised that the

High School Curriculum Center in Government would develop materials
that could be used in courses in civics and government. While the
YAmerican Political Behavior*course satisfied the contractual com-
mitment, it fell short of the aspirations of the project team.

The initial proposal discussed an interest in reaching both
twelfth-grade and ninth-grade students. The staff hoped that
during the five-year period it would be able to develop a total
ninth-grade program and a complete twelfth-grade program as two
separable alternatives for teaching civics and government. Only
one alternative program was completed. "American Political Be-~
havior"was designed originally as an alternative for ninth-grade.
civics courses, and a majority of the test classes were ninth-
grade civics courses. Later, APB was used in twelf'th-grade
American government courses as well. The published version of
APB 13 being marketed as a "high school" program, unspecified to
grade level.

Initially, the staff hoped to develop a second program on American
and comparative political systems specifically for use at the
twelfth-grade. No student materials were developed {for this pro-
gram, although a working paper providing a partial conceptualisa-
tion of that program was completed. While the staff failed to
develop the second alternative, it seems 1ikely that this program
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will be undertaken in the future by other sources of funding.

In April, 1967 the staff agreed to the following work schedule.®
It makes clear just how ambitious the initial aspirations wore.

Schedule I
Io Apl‘il-S.ptOﬂb.r, 1967

A. Pending an agresment by the Executive Com-
mittee on the guidelines for the ninth-grade
civics course, the staff will prepare materi-
als to be used in the ninth-grade course.

B. Staff will prepare a proposal for an NDEA
Title XTI Civics Institutes to be submitted
May 26 and complete negotiations with the
U.S. Office of Education for funds for fis-
cal, 1968,

A. Continue work cn the ninth-grade civics
materials both for students and supporting
wmaterials fcr teachers.

B. Establish arrangemsnts wvith cooperating
schools for tryout of materials.

C. Pending the funding of a Title XI Civics
Institute Proposal, begin the selection
of teachers and preparation for the in-
stitute.

D. Pending agreement on guidelines for the
tvelfth-grade course, begin preliminary
efforts to write materials for the
tvelfth-grade government course.

E. Hold a ccnference in December for high
school teachers of civics and their ad-
ministrators in Bloomington.

*Howvard Mehlinger.

mpent: Morking Peper. Apgifh”o 1 A7v pp. 46-48. 40 Govers-
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111. February-June, 1968
A. Continue work on the civics materials.

B. Continue writing for the twelfth-grade
government course.

C. Coxplete arrangements for civics in-
stitute to be held summer, 1968.

IV. June-August, 1968
A. Continue writing materials for the
twelfth-grade course in government.
Hopefully, the civics materials will
be reudy for the first run by this
time.

B. Conduct an eight-week institute for
30 ninth-grade teachers of civics.

V. September, 1968-June, 1969

A. Initial tryout of ninth-grade course
in the cooperating schools.

B. Corplete writing of twelfth-grade course.
C. Begin revisions of ninth-grade civics
course as revisions prove necessary from
the testing.
VI. Summer, 1969
Conduct an NDEA Title XI Institute for
twelfth-grade teachers of American govern-
ment drawn {rom cooperating schools.
VII. September, 1969-June, 1970

A. Socond round of testing on the ninth-
grade course and full evaluation.

B. Initial tryout of twelfth-grade materials.

C. Begin revisions of the twelfth-grade
materials.

D. Final revision of the ninth-grade course.
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VIII. Summer, 1970

A. Complete final revisions of ninth-grade
course. Submit these materials to the
Office of Education.

B. Complete revision of twelfth-grade course.
IX. September, 1970-June 30, 1971

A. Second tryout of twelfth-grade materials
and full evaluation.

B. Final revisions for the twelfth-grade
course. Submit these materials to the
Office of Education.

C. Prepare a final report for the Office of
Education.

The above schedule proved to be wholly unrealistic. Much more
time was required to write and test "American Political Behavior"
than was originally anticipated. The following schedule describes
the actual chronology of project activities.

Schedule II

Significant Events in the Actual Working Schedule of the High
School Curriculum Center in Government

Year I (July 1, 1966-June 30, 1967)

1. The Center was established. Staff was unable to move
into its offices until late August.

2. Staff spent much time reading recent books on political
science and meeting with political scientists to become
informed about current trends in political science.

3. Staff surveyed existing products for teaching high school
civics and government courses.

4. John Patrick surveyed existing research on political
soclalization and prepared a paper entitled Political
with Implications for Secondary School Social Studies.
This paper, originally developed for use of staff in
helping make judgments about selection of content, was
disseminated widely to educators in schools and colleges.
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5. Howard Mehlinger developed a "working paper" for limited
circulation that summarized project assumptions, projected
a development plan, and provided an outline for the ninth-
grade program.

6. In late spring the first student materials were written
by project staff.

Year II (July 1, 1967-June 30, 1968)

1. Most of the staff time was used to develop instructional
materials for the APB course, in accordance with an
agreed-upon outline. By the end of the year, the staff
had completed sufficient material to provide for at
least nine weeks of instruction. Pieces of later units
of work had also been prepared.

2. Segments of the APB course were tested with a small
number of students in the Bloomington schools for early
feedback purposes.

3. A proposal was funded by USOE to train 40 civics teachers
in a summer institute. Thsse would be the first pilot
teachers.,

4. Howard Mehlinger wrote a position paper entitled The
Study of American Political Behavior that was dissemina-
ted to educators in schools and colleges.

5. Staff began to disseminate information about the Center
through articles and talks to educators.

Year III (July 1, 1968-June 30, 1969)

1. First field test of the APB course complete with forma-
tive evaluation. One class was taught in Bloomington
by the staff.

2. Much staff time was spent on finishing the first version
of APB, often staying only a few weeks ahead of the
pilot teachers' need for materials.

3. Staff designed and tested formative evaluation instru-
ments and spent much time in the field visiting pilot
classes.

4. leroy Rieaelbach wrote a paper for teachers entitled
The Bshavioral Approach to the Study of Politiecs: An

Overview, which was given wide dissemination.
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Year

Year

At the close of this year the staff began to analyze the
formative evaluation data and to revise APB for the
second trial.

Staff produced four video tapes on APB to use for in-
service training purposes.

(July 1, 196y-June 30, 1970)

Mich time was spent on revising the APB materials for
the second trial and summative evaluation.

John Patrick designed, tested, and administered three
scales used in the summative evaluation of APB.

The project conducted five, three-day civics dissemination
conferences in various parts of the nation at which a
total of 300 educators learned about APB and witnessed
demonstrations of the materials.

Staff visited pilot classes in all parts of the nation.

Project accepted hids for the commercial publication of
APB and accepted the bid from Ginn and Company. Ceontract
was signed to publish APB under an exclusive five-year -
copyright to be held by Indiana University in accordance
with USOE guidelines. :

V (July 1, 1970-June 30, 1971)

1.

2.

Most of this period was used to prepare a final version
of APB for commercial publication by Ginn and Company.

Two staff members worked on a conceptualization of a
proposed twelfth-grade course on American and comparative

" political systems. They prepared a paper entitled

Politics and Partdcipation: An Alternmative Approsch to

Schools that was disseminated on a limited basis.
Howard Mehlinger spent some time disseminating informa-
tion about APB to teacher conferences in various parts
of the nation.

John Patrick wrote an article summarizing data on the
summative evaluation of APB.
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The discrepancy between the projected work schedule and the one
that was actually followed stemmed from naiveté on the part of

the developers regarding how much time would be required to de-
velop the"American Political Behavior'course, the time required

in 1968 and 1969 for visits to pilot schools gathering data on the
pilot trials of the course, the time required to adequately dis-
seminate information about the American Political Behavior program,
and the difficulty in continuing the development of the American
Political Behavior program while simultaneously attempting the de-
sign and development of the proposed twelfth-grade program. A1l
of these factor: combined to force the abandonment of the unreali-
stic working schedule established in April, 1967.

While Table II is useful for presenting an overview of the develcp-
ment activities during the five-year period, it contains 1ittle of
what was actually learned by the staff regarding the development
process. Therefore, in the pages that follow some of what was
learned is reported. It may have special interest for other de-
velopers.

Sequencing Research-Based Development Activities

Research-based development mszkes demands upon develcpers that sur-
pass those ordinarily expected of textbook authors. The instrue-
tional materials prepared by the High School Curriculum Center in
Government were developed according to a series of stages, with
dissemination occurring at each stage. These stages were:

A. Design and conceptualization
B. Development of instructional materials according to de-

sign

C. Testing of segments of pilot versions of the program

D. Redesign and redevelopment based upon trials of early
versions

E. TFormative evaluation of a complete pilot version

F. Redevelopment on basis of formative evaluation

G. Summative evaluation of final version of program

H. Preparation of commsrcial versicn for publishers and

final report .
The paragraphs that follow contain some observations about each of
these stages.

A. Design and Conceptualigation. Approximately nine months were
required to design and conceptualize the American Political Be~
havior program. It is difficult to see how that time could have
been reduced. Neither John Patrick nor Howard Mehlinger were
familiar with the literature on American political behavior.

Much time was required for becoming informed about current develop-
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ments in political science. And, in order to avoid replicating
work underway elsewhere, it was important to study existing
civics and government programs, to talk to teachers, curriculum
directors, and political scientists, and to examine the work of
other projects.

When the time arrived to design and conceptualize the comparative
politics program, voth Patrick and Mehlinger were fully occupied
with developing and testing APB. An effort was made to employ
political scientists to design the comparative polities program,
and later other Center staff members worked on the design. By
late spring, 1971, a paper setting forth a partial conceptualiza-
tion of the comparative politics program was finished. But this
occurred too late in the lifs of the project to be of great use.

The moral seems to be that developers themselves must participate
in the overall course design. If they do not have adequate time
to give undivided attention to course design, it is probably
wasteful of time and money to assign the task to others who do

not have to assume responsibility for the development of materials.

B. Development of Instructional Materials according to Design.

The staff had plenned to devote no more than one year to the
development of the two-semester program in American Politlcal
Behavior. It expected that when the pilot teachers arrived in
June, 1968 for the summer institute, it would be able to show
them a fully developed course.

The time required to develop adequate instructional materials was
much greater than had been imagined. In part this was a result
of the decision to produce original materials rather than books
of readings. Of course, some tables, charts, graphs, and docu-
ments were taken from other published materials. However, at
least 90 percent of the "American Political Behavior'Program con-
sisted of fresh materials. Thus, the pace of development at the
High School Curriculum Center in Government was much slower than
that of projects which depended upon the use of readings and whose
writing was limited to the preparation of introductions to the
readings. Waen the APB developers wanted a case study, they re-
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searched the case and wrote 1t themselves. They did not look for
published cases.*

When teachers arrived for the summer institute in 1968, the staff
had produced enough instructional material to support less than
one semester's study. As a result, the staff continued to de-~
velop materials throughout the summer institute and through the
following fall and winter. AL times the developers were no more
than two or three weeks ahead of the teachers throughout the
initial pilot year. The last of the materials was sent to the
pilot teachers in March, 1969. In part, the slow production of
materials resulted from the need to visit schools and to tend to
data produced by the formative evaluation procedures.

The level of project funding required inexpensive production of
pilot materials. All print materials were produced by mimeograph
process; the A-V component consisted of a few 35 mm. slides and
transparencies. None of the pilot materials could have passed
commercial-ready tests. Nevertheless, they were adequate for
fisld trials. It is not necessary to use expensive production
processes for formatlve evaluation.

C. Testing of Segments of Pilot Versions of the Program and
Redesign and Redevelopment Based upon Trials of Farly Version

of Materials. Throughout the 1967-68 school year, individual
pieces of the APB program were tested in Bloomington schools.

The primary purpose of these trials was to test reading level
and student interest in certain types of materigls. Class trials
were ordinarily limited to one or two deys of instruction at any
one time, although one trial period lasted for an entire wecek.
Data derived from these trials provided information needcd for
deciding how long a reading should be, and how to organize case
studies in order to attract student interest. The developers
were able also to test assumptions about the "entry behavior" of
ninth-grade students with. regards to basic political science skills.

*This decision resulted in part from a stubborn determination
by ihe stat'f that they would not fall heir to the criticism
directed against other projects, often unjustified, that the
special social studies projects had been parasitic. Some critics
argued that. the special projects depended upon the work of others,
which they organized in a special way and published, claiming the-
product as their own. The APB developers decided that they would
produce a product that was entirely their own.
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The staff had 1ittle difficulty in securing entry to classrooms to
test the materials. The Bloomington teachers contacted to assist
in the programs were, without exception, helpful and interested in
the work. :

D. Formative Evaluation of Complete Pilot Version. A description
of the formative evaluation of the Mmerican Political Behavior®
program is provided in Section IV of this report. Nonetheless a
few comments about the formative evaluation are appropriate at
this stags.

Formative evaluation may be more important to developers than
summative evaluation, which is considered to be of paramount im-
portance for consumers. Formative evaluation informs the developer
whether he is achieving his objectives or not.

In summer, 1968, the Center conducted a seven-week NDEA institute
in civics for 40 high school civies and American government
teachers. The purpose of the institute was to train 40 teachers
who would teach experimentally the course, "American Political
Behavior,' during 1968-1969. The Center did not have funds in its
regular budget to provide a training program for the teachers.
Rather, it was necessary to secure additional funding through the
Summer Institute Program supported by the U.S. Office of Education.
The proposal to the Office of Education was submitted through the
Indiana University Political Science Department. Mehlinger was
the Director of the summer institute and Mr. Gerald Marker,
Coordinator for School Social Studies at Indiana University, was
the Associate Director. '

The institute had two major components. One component provided
information for the teachers about the content of "American Politi-
cal Behavior." This component took the form of a course offered by
Mr. Leroy Rieselbach, Professor of Political Science and a special-
ist in American political behavior. Unless the teachers fully
understood the behavioral approach to the study of politics the
staff feared that the pilot teachers would be poor critics of the
coursa.

A second institute component was a course on the teaching approach
contained in the'"American Political Behavior! program. APB was
organized around a particular approach to sequencing content and
skills. Moreover, the project utilized theories of "mastery
learning" in its testing program. Unless teachers were familiar
with the assumptions that supported the teaching method of the
program, the staff thought that the teachers would be poor evalusz-
tors of the instructional materials. One part of the summer in-
stitute was a demonstration class of ninth-grade students using
the pilot materials under the direction of project staff. By
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closed-circuit television and in-class observation, the pilot
teachers observed the ninth-grade students being taught the ex-
perimental version of the course.

Selection for participation in the summer institute was dependent
upon teacher and school agreement that the participant would be-
come a pilot teacher. Approximately 600 teachers expressed in-
terest in attending the summer institute. When the inquirers
learned that participation in the institute required that the
teacher pilot a new civies course and that their schools would have
to bear the cost of reproducing sufficient quantities of student
materials to support instruction in their schools, the number of
institute applicants was reduced to about 125 people. The staff
selected the 40 participants on the basis of the types of schools
they represented, and the region of the country in which their
schools were located. The staff was eager to have schools from
all regions of the country and was eager to have schools from
metropolitan areas as well as small town and rural districts.

Some teachers taught in schools where a high proportion of students
attended college upon graduation; others taught in schools that
served disadvantaged students. The result was a mixture of
teachers representing a broad range of student populations. This
caused problems of instruction in the summer institute and ulti-
mately led to problems in the piloting of the political behavior
program. Nevertheless, the wide range of teacher ability and
background ensured a degree of reality in the development of the
American Political Behavior'program that might not have been
possible had other criteria been used in the selection of partici-
pants. The selection criteria made certain that APB would be
tested by "typical" teachers rather than by those few teachers who
have had graduate training in political science.

Nearly all of the teachers continued as pilot teachers throughout
the 1968-1969 academic year. Two teachers asked to drop the pro-
gram at mid-year, and one teacher resigned his position at school
and dropped out of the program. Those who continued with the pro-
gram throughout the entire year had unequal success. But in each
case, their successes and their failures contributed significantly
to efforts to improve the APB program.

E. Redevelopment on the Basis of Formative Evaluation. Revisions
in the pilot version of the course began while the first version
was still being taught. Some obvious weaknesses were clear on the
basis of instruction by the developers; other flaws were discovered
by talking to pilot teachers and students; still other changes were
undertaken after the analysis of data.
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F. Summative Evaluation of Final Version of Program. As the
summative evaluation is treated extensively in Section IV of this
report, only one comment will be made at this point. A summative
evaluation is intended to provide data on the final version of the
program. This assumes a development and try-out cycle that con-
cludes with a final product. In reality a good program is con-
stantly under development. The summative evaiuation of APB was

an evaluation of the revised prcgram tested in the schools during
1969-1970. This summative evaluation, while producing generally
favorable results, indicated additional work was needed. There-
fore, in preparing the product for the publisher throughout 1970-
1971, additional development work occurred. The most dramatic
addition to the course were two simulations and two games that were
not part of the summative evaluation reported in this report. In
the opinion of the staff these additions and other modifications
made in the program will add to the successful classroom use of
the published version of APB, which was not complete at the time
the project finished its work and, therefore, could not be evalu-
ated. Fortunately, it appears likely that Ginn and Company will
support such an evaluation during the 1972-1973 academic year.

It is important for the reader to know, however, that the summative
evaluation of project materials inevitably comes too early for the
developer. He would prefer to use summative results as if they
were products of a formative evaluation and continue the process

of reformulation and improvement for an indefinite time.

G.~ Preparation of Commercial Version for Publishers and Final
Report. The project maintained open communications with textbook

publishers throughout its entire existence. Editors from pub-
lishing companies often called on the project staff to learn about
progress, and project publications were sent to those publishers
that requested information. It was common for publishers to seek
out project staff at professional meetings to secure up-to-date
information about the project's work.

In June, 1969, the project held a meeting with the 40 pilot
teachers who had taught APB during the preceding academic year.
In addition, invitations to attend the meeting were sent to all
of the major high school textbook publishers. Approximately 12
publishers sent one or more representatives to the conference.
There, they received detailed information about the project and
learned directly from pilot teachers how the materials had worked
with their students. Without exception, the publishers seemed to
appreciate this opportunity to learn about a project at an early
stage in its development.

In spring, 1970, the project secured permission from the U.S5. Office

of Education to seek bids for the publication of the "American
Political Behavior'program. Four publishers presented formal bids.
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These were: Ginn and Company, Prentice-Hall, Allyn and Bacon, and
Addison-Wesley. Other publishers indicated they might be prepared
to publish the course at a later time, when the program would fit
better their publication schedules. ilowever, the project staff
considered only the bids from the four publishing companies
specified above.

In May, the Social Studies Development Center at Indiana University
announced that Ginn and Company had been selected as the publisher
for "American Political Behavior." The period from June 1, 1970

to June 30, 1971 was used primarily for preparation of the pub-
lished version of the APB program. In the development of the
published version with Ginn, the project staff worked primarily
with Mr. John Neal, social studies editor for Giun und Company,

Mr. John Bremer, the principal book editor for APB, and Miss linda
Scher, assistant editor. The Ginn and Company staff has fulfilled,
without exception, all the hopes and expectations the project staff
had for the published version of APB.

H. Dissemination. The project staff undertook dissemination
activities from the very beginning of the project. It responded

to inquiries about the project's work through both personal and
form letters as required. 1In addition, it published four
"occasional papers" which provided readers with detailed informa-~
tion about current activities of the Center. Members of the pro~
ject staff spoke at local, state, and national meetings of
political scientists and social studies teachers. It cooperated
with reviewers of curriculum materials and authors who were writing
reports on new materials in the social studies.

Dissemination of APB was enhanced by an EPDA grant from USOE. In
1969 and 1970 the project conducted six, three-day Civies Dissemin-
ation Institutes at separate locations throughout the United States.
A total of 300 participants attended the six institutes. The par-
ticipants were selected on the basis of their positions and their
opportunity to further disseminate information about "American
Political Behavior." Participsnts included high school principals,
assistant superintendents of schools, curriculum directors, social
studies specialists, and journalists who write on education affairs.
The purpose of the institutes was to provide a clear and valid
desorlptlon of "American Political Behavior." In gencral it appears
that the institutes were successful in disseminating information
about the APl program.

It is important to note that efforts to disseminate APB are con-
tinuing throughout 1971-1972. (inn and Company agreed to provide
support for Miss Carole Hahn, a doctoral student at Indiana
University, who serves as a demonstration teacher and diffusion
agenl for the APB program.’
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In Conclnusion

It is apparent that the project staff had an unrealistic view re-
garding how rapidly products can be produced with recearch-based
development procedures. Perhaps, had they known the renge of
competencies that would be demanded of a small staff -- e.g.,
writer, editor, disseminator, evaluator -- they might not have |,
begun the project with so much confidence.

On the other hand, the results of the project exceeded their ex-
pectations. In the beginning the project attracted liitle notice.
Few expected that a small, largely inexperienced staff, untrained
in modern approaches to political science, would succeed in de-
veleping a program which would capture the interest of both school
officials and professional political scientists. The staff wanted
to develop an "alternative!" to civics. They recognized that the
development of a true alternative posed many risks: Political
scientists might attack it for being unsound in its scholarship;
schools might reject the alternative as being too different from
what is traditionally laught. The fact that APB appears to be a
vsuccessful® alternative suggests that one of the underlying
assumptions of this project -- that the grant should be used as
risk capital -- proved to be valid.



III. AMERICAN POLITICAL BEHAVIOR
by Howard D. Mehlinpger and
John J. Patrick

"American Political Behavior" (APB) is a two-semester program de-
signed as an alternative to high schcol courses in civies and
government. APB was creoated in response to certain perceived
weasknesses in exlsting civics programs that the developers be-
lieved could be remedicd by the development of improved instruc-
tional materials.

The Need for Reform of Civics Courses

Early in its work the Center staff concluded that a major defect
in civies courses was the inadequate content of standard civics:
instruction. Studies of widely used- instructional materials had
revealed an enormous gap between the subject matter of eivies
courses and knowledge about politics produced by social scientists
during the past two decades. An explosive development of knowledge
and techniques of inquiry had marked the work of social scientists
interested in political phenomena. Yet most high school students
continued to study about politics as their parents did. Thus,

the picture of politics and government presented in secondary
school classrooms bore little resemblance to the world of the
politician or of the political scientist.

Civics courses were devoid of the perspectives of modern political
science. They tended to stress legalistic descriptions of govern-
mental institutions and ethical prescriptions about political
behavior. Political processes were described as some people would
wish them to be rather than as they are, thereby confusing factual
and value judgments. The socio-cultural foundations of political
behavior, the extra-legal factors that influence public policy
decisions and the functioning of government, were ignored. Value
conflicts and processes of conflict resolution -- the controver-
sies, competitions, and compromises that are basic to political
activity -- were largely omitted or treated superfi:ially.

In the opinion of the Center staff, there had been inadequate
attention in civic education to developing critical thinking
skills and inquiry skills. Students were urged to be critical
thinkers and probing inquirers, but the standard textbooks pro-
vided meager instruction about how to think critically and to
cctablish warrants for propositions about political behavior.
Widely used textbooks, while exhorting students to make rational
political decisions, appeared to be fostering a mind-deadening
"read-regurgitate" pedagogical style. End-of-chapter questions
and suggested activities that appeared in standard textbooks
emphasized rote learning of discrete facts about governmental
institutions. In addition, some textbooks urged students to
engage in sublime normative discussion while neglecting to prepare
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them to cope successfully with the rigors of value analysis.

Formal instruction in civics and government seemed to have littie
impact upon learners. Civic educators aimed at teaching demo-
cratic political beliefs and knowledge of governmental structures
and political affairs. But numerous studies demonstrated the im-
potence of formal civics instruction to impart knowledge or in-
fluenc~ beliefs. For example, a study by Kenneth Langton and

M. Kent Jennings, of a national probability sample of twelfth-
graders, found only minuscule changes in political attitudes and
sophistication as a result of formal civics instruction. The
National Assessment in Citiszenship Education, conducted by the
Education Commission of the States, is the most recent of several
nation-wide surveys which have documented the ignorance of
Americans about the structure and functions of government and the
strateglies of effective political activity.

The picture of political 1ife that was conveyed through standard
instructional materials seemed 1like a poorly constructed map.
Like a poor map, which may lead 4 traveler astray, the picture of
political 1ifc projected via widely used texts misled students
who used it as a guide to the political world.

Goal: and Objectives of "American Political Behavior"

The major roals and objectives of "American Political Behavior"
arose in response to the perceived defects of civics instruction
discussed above. The goals indicate the decisions made by the
developers. The most important of APB goals are:

1. increasing students' capability to meaningfully perceive
politically relevant exporiences;

2. developing students' capability to orgenize and interpret
information;

3. developing students' ability to determine the grounds for
confirmation or rejection of propositions about politics;

[
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developing students' capubility to formulate and use
concepts, descriptions, and cxplanations about political
behavior;

5. developing students' ability to rationally consider value
claims and to make reasoned value judgments;

6. influoncing students to value sclientific approuches to

the verification of factul claims & ! rational analysis
of value claims.
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'’. increasing students' capability to assess the likely
cotts and rewards of particular types of political
activities;

8. reinforcing students' commitment to democratic political
beliefs such as respect for the rights of individuals,
support for majority-rule practices, acceptance of civic
responsibility, etc.

In support of overriding instructional goals, such as those stated
above, specific instructional objectives were devised for each
lesson. These instructional objectives indicate what the learner
is able to do as a result of instruction. They indicate the kind
of instruction necessary to provide learners with capabilities
specified in the objectives.,

Following are six examples of precise instructional objectives for
different lessons in the "American Political Behavior! course.

1. Students are able to construct a contingency table
from raw data.

2. Students are able to state empirically testable
hypotheses.

3. Students can infer from data on pages 000-000 that
individuals with higher socioeconomic status tend
to be more active in political affairs than individu-
als with lower socioeconomic status.

4. tudents can combine the following variables to con-
struct explanations for the voter turnout rate of
different types of people: a) sense of civic duty;
b) political interest; c) concern with election out-
come; and d) sense of political efficacy.

5. Students can distinguish factual judgments from value
judgments in The Pleasant Valley Case.

6. Students can make evaluations of the political behavior
of the major participants in The Pleasant Valley Case.
They are able to explain, by reference to their own
values, why they made these evaluations.

These instructional objectives are pointed and detailed. They
leave little doubt about what students are expected to do to in-
dicate that they have acquired a particular ability, to indicate
that mastery learning has occurred. Instructional objectives are
provided with each lesson plan in the "Teacher's Guide to American
Political Behavior." Teachers are able to know precisely the
purposes of every lesson and how to teach to accomplish them.
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At the end of instructional sequences, roughly every two to three
weeks, teachers are instructed to administer an examination de-
signed to measure attainment of the instructional objectives most
recently taught. The examination items reflect the instructional
objectives; they are criterion measures of the objectives.
Successful performance on the examination suggests mastery of the
instructional objectives reflected by the exam.

The instructional objectives of "American Political Behavior" in-
dicate that instruction is aimed at teaching particular knowledge,
skills, and thought processes. Notice that the examples of in-
structional objectives presented above refer to several different
skills of inquiry and critical thinking and to various thinking
processes such as memory, comprehension, interpretation, applica-
tion, analysis, synthesis, and evaluation. The complete set of
instructional objectives, stated.in the "Teacher's Guide to
American Political Behavior" are indicators of subject matter,
lesson sequencing, and instructional techniques.

Selection and Orgenization of Subject Matter

The subject matter of the "American Political Behavior" course
was selected and organized to overcome basic inadequacies in the
content of typical civics courses, to narrow the knowledge gap
and conceptual lag that haveseverely afflicted secondary school
civies instruction. In "American Political Behavior,!" the re-
lationships of social factors to political behavior are emphasized.
Students are required to study the political process in terms of
several basic social science concepts, such as political culture,
political socialization, social class, status, and role. The
relationships among these concepts are stressed, so that students
learn how to construct and apply conceptual frameworks to the
organization and interpretation of information. Controversial
topics, such as the political aspects of race relations or the
relationship of social class to political behavior, permeate the
course. However, these topics are included as subjects for
analysis, not as exercises in iconoclasm.

Following are the five major units of instruction which comprise
‘the "merican Political Behavior"course.

1. Introduction to_the Study of Political Behavior. 1In this
unit students are introduced to the meaning of political
behavior, to the social science approach to the study of
politics, and to the process of maeking value judgments
and policy decisions about political affairs.

2. Similarities and Differences in Political Behavior. In
this unit students learn about the relationship of social
factors to political attitudes and political behavior.
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Basic concepts are introduced such as role socioeconomic
status, culture, socialization, and personality. This
unit includes material about the political hehavior of
ethnic groups.

3. Elections and Voting Behavior. This unit focuses on the
relationship of various social and psychological factors
to voting behavior. Other topics are the formal and in-
formal rules that direct the election process in our
society, the differences between the major political
parties, and the consequences of voting behavior.

4. Political Decision-Makers. In this unit students learn
about the political roles of four types of public offi-
cials in the national government: the President, con-
gressmen, bureaucrats, and judges. The rights and duties
of each role,type, the recruitment of individuals to the
role, and the decision-meking activities of the role
occupant are emphasized.

5. Unofficial Political Specialists. In this unit students
learn about individuals who influence public policy
decisions, but who do not hold formal positions in the
government. Four types of unofficial political leaders
are studied: the interest group leader, the news com-
mentator, the expert-consultant, and the political party
leader.

A textbook, packages of worksheets, packets of transparencies, two
packets, each containing a simulation, and a board game package
are the vehicles for presenting the subject matter. The textbook
is packaged in two ways: 1) as a single hardcover text, for those
wishing to use the entire course, and 2) as two paperbacks, for
those wishing to use either the first half or the second half of
the course. The first paperback text includes Units One, Two, and
Three. The second paperback text includes Units Four and Five.

The textbook is not typical. The book is permeated with exercises
and problems. Thus, after reading a few pages of the text, stu-
dents are required to use what they have read to coumplete an ex-
ercise or solve a problem. Numerous cases are presented to
illustrate various aspects of political behavior and to provide
raw material for anslysis.

The worksheet packages -- one to accompany each half of the course --
consist of a series of ditto masters from which class sets of
materials can be made. The worksheet lessons involve the genera-
tion and management of data. Exercises in table reading, table
building, graph reading, and graph construction are presented via
worksheets. Through the worksheets, survey research activities

are presented and structured.
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Several lessons in the course are built around the use of trans-
parencies, Some of these lessons are concerned with the genera-
tion, organization, and interpretation of data, Others are for
the purpose of raising questions, provoking speculation, or
prompting insights.

Two simulations are provided., One, entitled City Hall, requires
students to play roles of voters, candidates, and campaigners in
a city election. The second, Influence, requires students to
play the roles of public officials concerned with particular
policy questions and community influentials who desire to influ-
ence public policy deeisions.

The course includes two board games. Bottleneck is about the
legislative process, the means by which a bill becomes a law.

The Ninth Justice concerns the recruitment of associate justices
to the U.S. Supreme Court and the impact of decisions of the Court
on society. :

Instructional Technigues

The lessons in the "American Political Behavior" course have been
planned to prepare students to apply skills, ideas, and informa-
tion. Over and over again students must demonstrate ability to
use particular ideas, skills, and information to complete an
exercise or solve a problem. Teaching strategies are planned to
develop ckills of critical thinking and inquiry.

Different instructional techniques and types of lessons are em-
ployed in the course. The instructional objectives for a parti-
cular lesson, or set of lessons, are guides to lesson design and
teaching strategy. Different types of instruction are employed
to achieve different types of instructional objectives. For ex-
ample, the use of a written instructiocnal program, whiech provides
precise step-by-step direction, is a very efficient way to teach
a skill such as how to read contingency tables. In contrast,
student role playing and interaction within the context of a
systematically designed simulation aclivity provides an appropriate
way to develop ability to devise fruitful political strategies.

Lesson sequencing and teacher strategies of "American Political
Behavior" are organized to help students develop and tesl their
own hypotheses and to eritiecally judge the hypotheses of others.
Fach new topic is introduced through an activity that requires
students to speculate freely and then to formulate hypotheses
about the topic. Next, students are required to reassess and
modify hypotheses in the light of additional information and new
ways of organizing information. The next step involves student
applications of modified ideas to new situations. Students com-
plete the study of a topic with a lesson that requires them to
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make value judgments about the topic. Students are calied upon
continually to classify and interpret information in terms of the
social science concepts that structure the course. Case studies

are used extensively as the basis for student analysis of political
behavior. In addition, students are required to engage in simula-
tion, games, role playing, and political attitude survey activities.

Four basic categories of instruction are uscd in the course. They
are labeled: 1) confrontation, 2) rule-example, 3) application,
and 4) value judgment. Each category of instruction has been de-
vised for different purposes and requires different instructional
techniques. The following diagram indicates the dif'ferences be-
tween the four categories.

Categories of Instruction

I. Confrontation A. Focus attention
B, Motivate
C. Generate speculations and/or
hypotheses
II. Rule-Example A. Systematic development of ideas
and/or skills
B. Hypothesis testing
ITI. Application A. Require use of ideas, information,
and skills presented previously.
B. Provide clues about the extent to
which instructional objectives
have been attained
Iv. Value Judgment- A. Relate evaluational questions to

Poliey Decision an empirical context
B. Require reasoned value judgment

Confrontation lessons initiate study of a particular topic such as
participation in public elections. The role of the teacher is to
conduct open-ended discussion. The teacher is supposed to pro-
voke students to respond to stimuli presented in the lesson and to
provide cues to sustain discussion. The teacher is to refrain
from judging student responses, since the point of this type of
lesson is to generate speculation, to raise questions, and to pro-
voke inquiry. When teaching a confrontation lesson, the teacher
is primarily a discussion manager, rather than a giver of answers
or a judger of student responses.

In-class attitude suiveys, case studies, student reaction to
pictures of symbols, and provocative gquestions and contrasting
points of view are among the kinds of lessons employed in the
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confrontation category of instruction. For example, four brief
cases ure used to initiate student consideration of the follow-
ing two questions: 1) What is political behavior? and 2) Why do
- people behave politically? In another part of the course con-
trasting arguments about the meaning of loyalty and patriotism
are used to provoke student consideration of questions about the
origins and consequences of political beliefs about patriotism
and the right to dissent.. In another part of the course, the
confrontation lesson consists of soliciting student speculation
about the relative tendencies of different groups to participate
in public elections. A set of transparencies, conveying pictorial
representations of different social groups, is used to stimulate
student reaction.

Rule-example lessons provide the bases for systematic consideration
of a topic initiated through the confrontation lessons. The
teacher role in the rule-example category of instruction is to
assist student mastery of particular skills, ideas, and informa-
tion. The teacher is expected.to help students make judgments
about their responses to questions and exercises. '

Teacher demonstrations, programmed instructional materials, written
exposition enriched with examples and exercises, and data process-
ing and analysis activities are among the kinds of lessons employed
in the rule-example category of instruction. For example, an in-
structional program is used to teach students how to construct
contingency tables. In another part of the course, written ex-
position enriched with examples and exercises is used to teach

the meanings of aspects of political behavior such as issue, in-
fluence, political resources, and policy decisions. 1In this

lesson rules, or criteria, for determining instances or non-
instances of issue, influence, political regource, and policy
decision are specified. Examples of instances and non-instances

of each of these terms are presented. And then students are re-
quired to use these terms to classify fresh information. In other
parts of the course, the rule-example lesson requires students to
infer generalizations, or rules, from statistical data. For ex-
ample, a particular lesson about voter behavior requires students
to infer propositions relating voter choices and several social
variables from statistical evidence.

The application category of instruction involves student use of
information, ideas, and skills in a novel situation. Through
application lessons students are provided an opportunity to in-
dicate mastery of instructional objectives. Students who
demonstrate mastery of application lessons provide evidence of
partienlar capabilitlies. If these capabllities were not present
prior to instruction, then one can assume that mastery of uppli-~
cation lessons demonstrates learning. Inability to master appli-
cation lessons indicates deficiency in terms of particular
instructional objectives. Careful appraisal of inadequate student
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performance may provide clues about student incapacity that can be
overcome through remedial instruction.

The teacher role during the application stage of instruction is to

help students assess the extent of their learning, to help students
to determine whether they have attained particular instructional
objectives. Teachers should give special attention to students
who cannot demonstrate mastery.

Case study analysis, classification exercises, data processing and
interpreting problems, simulation activities, and games are types
of application lessons. For example, throughout the course stu-
dents are required to apply conceptual frameworks to the analysis
of case studies of political behavior. 1In a certain part of the
course, students are required to apply knowledge of voter behavior
and public elections to the successful performance of roles in a
simulation activity. Another application lesson requires students
to process data and make inferences from the data about variations
in sense of political efficacy.

The value judgment category of instruction provides an opportunity
to relate particular descriptions and explanations to value judg-
ments. Through these lessons, students have the chance to relate
their studies of what is, and what has been, to consideration of
questions about what ought to be.

The teacher role is to conduct open-ended discussions, to provoke
student responses, and to influence students to engage in rational
consideration of value claims. Rational consideration of value
claims means assessing consequences of particular value judgments
and determining consistency between preferred means and valued
ends.

Through lessons requiring value judgments and policy decisions
students are taught ‘to distinguish factual judgments from value
judgments. They are also taught that fruitful value judgments
depend upon competent factual judgments, that reasoned value
judgments stem from careful consideration of what is and what
might be.

In the "American Political Behavior" course students are required
to maeke value judgments about the outcomes of case studies of
political behavior. They are required to make value judgments

and policy decisions when playing roles in simulation activities.
They are required to make value judgments about alternative politi-
cal strategies and techniques, about alternative political beliefs,
and about alternative policies.
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. Qg
Mustery Learning

APB seeks to help teachers utilize some basic prineciples of
mastery learning.* The objectives for each day's lesson are
clearly indicated in the teacher's guide. In addition teachers
are informed about ways to determine whether objectives for each
day's lesson are achieved by students.

At the end of cach instructional sequence, usually ten to fifteen
days of instruction, students are given tesis that measure
achievement of the objectives specified in the lessons recently
taught. If students have mastered each day's objectives, they
should be able to "master" the test. A "mastery level" is de-
fined for each tesi. An example of mastery would be answering
correctly 16 of 20 multiple choic~ examination questions.

For students who fail to achieve mastery on the first exam (Form
A), the teacher has been provided a "back-up test" (Form B) that
enables students to demonstrate that they have finally achieved
mastery following & review of the first test and further learning.

Typically, a teacher would assign the unit test for a particular
.day. All students take the test during the first 20 minutes of
class; the tests are graded quickly; and the results are given

to the students. Those who failed to achieve mastery are given
an opportunity to have their mistakes corrected and explained.
The teacher suggests sections of the textbook to be reviewed.
After all studsnts have had an opportunity to identify the parti-
cular topics on which further learning is required, the teacher
schedules the back-up test. All those students who failed to
achieve mastery on the first test are required to take the back-
up exam; those who achieved mastery may take the additional test
if they wish. The teacher records the highest score made between
the two exams. .

The effect of this principle of instruction has been to increase
motivation on the part of students. They believe that the tlests,
while often difficult, are fair and adequate measurcs of the ob-
Jectives. Students learn that if they work hard in the course
they are able to succeed.

*The project's views about mastery lcarning were influenced

by the wrilings of Benjamin Bloom. See, for examplc, Chapter 3
"Learnings For Mastery" in Benjamin S. Bloom, J. Thomas Hustings,
and Georpe I. Madous. Handbook on Formative and Summative

Wvalualion ol Student Learning. New York: MeGraw-Hill Book
Company, 197/1.
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Publication of APB

The version of APB published by Ginn and Company in January, 1972,
rests upon two earlier versions of the course that had undergone
intensive, year-long field tests with a total of nearly 10,000
students and more than 100 teachers. The final version has profited
from the pilot trials in many ways. There has been & conscious
effort to reduce the reading level of the course materials; the
materials include two simulations and two games that were not part
of the experimental version; additional case study material has

been added; and the transparency and worksheet components have

been improved markedly.

Ginn and Company is publishing APB under an exclusive copyright

with Indiana University until December 31, 1977, whereupon the
materials become part of public domain.
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IV. FORMATIVE AND SUMMATIVE EVALUATION OF
AMERICAN POLITICAL BEHAVIOR
by John J. Patrick

Introduction

Product evaluation presents a number of serious problems to curri-
culum developers, some that are not resolved by typical evaluation
techniques. Scriven's argument that developers consider "forma-
tive" and "summative" evaluation stages helps to clarify these
problems and offers suggestions to deal with them.* This section
of' the final report describes the attempt to conduct "formative"
and "summative" evaluation of "American Political Behavior," some
of the consequences of this effort, and a few of the pitfalls that
were encountered.

"Formative evaluation" refers to those practices that produce data
enabling developers to improve their products during the develop-
ment stage. "Summative evaluation" refers to an over-all final
evaluation of the product with the purpose to produce information
deemed useful to ultimate consumers. While these two stages
intersect and even overlap at points, it seems useful for analyti-
cal purposes to think of course evaluation as passing sequentially
through these two stages. The "product" under evaluation was the
two-semester, experimental, high school social secience course
entitled "American Political Behavior."

The formative evaluation of "American Political Behavior" occurred
mainly during 1968-1969, when forty-one pilot teachers, including
the course developers, piloted the first draft of the program.

On the basis of critical feedback from pilot teachers, students,
political scientists, educationists, and politicians, the course
was revised in preparation for a second field trial during the
1969-1970 school year. The primary purpose of the first field
trial (1968-1969) was to identify defects in an early version of
a new course, so that these deficiencies might be remedied. The
primary purpoge of the second field trial (1969-1970), which con-
stituted the ''summative evaluation," was to determine the extent
to which "American Political Behavior" might have an impact on
student acquisition of certain facts, ideas, skills, and attitudes.

#Michael Scriven. UYThe Methodology of Evaluation." 1In
Perspectives of Curriculum Evaluation. AERA Monograph Series
on Curriculum Evaluation. Chicago: Rand McNally and Company,
1967, pp. 39-83. A
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This report of evaluation procedures 1is offered not as a model for
others to follow but as a description of how evaluation actually
occurred with all of its wesknesses and problems. It is offered
in the belief that for better systems of evaluation to develop, it
is important to record authentic examples. It is also important
that the reader know that the level cof project funding in this ex-
ample was adequate to support a small, professional and clerical
staff but not sufficient to employ professional evaluators.
Therefore, the evaluation to be described was conducted by the
project directors, the authors of this report, and fully non-
accredited amateur evaluators.

Formative Evaluation

As noted above, formative evaluation refers to those practices
that produce duta enabling developers to improve their products
during the development stage. The following practices were
undertaken in an effort to modify and to improve the course
"American Political Behavior": pre- and post-testing of student
political attitudes; objective testing of student mastery of per-~
formance objectives; open-ended teacher questicnnairesjcriticism
of the course by a panel of outside readers; a meeting at the end
of the firusi{ year with pilot teachers; teaching of one class by
course dovelopers; site visits to pilot classes with interviews
of pilot ieachers, students, and school administrators.

Questions which guided the formative evaluation were:
1. Can the course "American Political Behavior'" be used
successfully in the environments provided by typical

schools?

2. Are there any particular types of students [or whom the
course seems inappropriate?

3. Can students master the course content?

4. Does ihe course represent valid political science know-
1.dge and method?

5. Do:s the course affect students' political attitudes,
values, and beliefs in socially denirable ways?

fi. Do teachers and studenls like the course?

7. What types of lessons are most likely to succeed and
which are most likely to fail?
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In the paragraphs that follow, each technique of the formative
evaluation is described; reference will be made to questions the
technique sought to answer; changes stimulated by the technique
will be cited; and difficulties connected with each technique will
be indicated.

Tests of Mastery lLearning

The "American Political Behavior" course is constructed to facili-
tate mastery learning, the attainment of performance objectives
by the majority of students in a particular group. A performance
objective is a gtatement that indicates exactly what a student is
able to do as a result of instruction.¥

Performance objectives are provided with each daily lesson plan in
the teacher's guide. Teachers know precisely the purposes of the
lesson and can teach to accomplish them. An important element of
the instructional strategy is to provide numerous application
lessons that enable students to apply knowledge and skills ac-
quired in preceding lessons.

At the end of each instructional sequence, on the average of every
two weeks, the teachers administered a multiple-choice type
examination designed to measure the performance objectives of

the material most recently taught. Each item was designed to

be a valid measure of one of the objectives. Therefore,
theoretically, success on the item représented successful mastery
of the objective and the material related to it.

The tests of mastery learning were designed to reveal strengths
and weaknesses in the instructional materials. For example, if
most students responded correctly to a set of test items per-
taining to & performance objective, the developers assumed that
the instructional materials constructed in terms of this per-
fcrmance objective were communicating successfully to students.
" If most students responded incorrectly to a set of test items
pertaining to a performance objective, the developers assumed
that either the pertinent instructional materials or the test
items were flawed and in need of revision. In most instances,
a pattern of incorrect student response across different student
groups indicated inadequacy of the instructional material and
prompted the redesign of particular p rts of the course.

#Robert M. Gagne. '"Curriculum Research and the Promotion of
Learning." In Perspectives for Curriculum Evaluation. AERA
Monograph Series on Curriculum Evaluation. Chicago: Rand McNally
and Company, 1967, p. 21.
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It was hoped that the gathering of objective test data from all of
the students would be the most powerful and efficient technique
for formative evaluation. While it was helpful on several occa-
sions, it was not worth the time, money, and energy given to it.
The system was theoretically simple and seemed efficient. How-
ever, teachers failed to return tests promptly; some tests were
lost; teachers frequently did not check to make certain that
answers were recorded in correct places; and students failed to
code their tests properly. The result was a gigantic snarl.
Special assistants were hired to try to eliminate some errors by
program. The result was an enormous headache and great strain on
a limited budget. Probably, the staff could have accomplished as
much by simply asking teachers to record class scores on individu-
al test items. This simple information might have provided better
data than was used ultimately.

Teacher Questionnaire

At the end of each instructional sequence, approximately ten days,
pilot teachers were asked to complete a questionnaire provided
them. Each two- to three-page questionnaire asked teachers
specific questions about individual lessons. It also provided an
opportunity for each teacher to comment at length about the course.

The questionnaires freguently were the source of useful tips.
The developers found ideas for the way lessons might be restruc-
tured. When the questionnaires revealed that most teachers were
having a similaer difficulty with a particular segment of the
course, it was concluded that this portion of the instructional
materials probably needed revision.

Panel of Qutside Readers

Two types of readers were used: political science scholars who
are specialists in political behavior and specialists in social
studies education. The former were used to provide validation of
political science content and method in the course; the latter
checked on pedagogical strategies, sequencing of lessons, etec.

Outside readers were used at two different stages. FEarly drafts
of units were sent to readers when the developers were treating
concepts that presented special problems for them. When the
pilot version of the course was completed, the entire course was
read by one political scientist and one social studies specialist
who wrote extensive critiques of the material.

The assiztance of outside readers was simple to arrange, relatively
cheap, and produced excellent results. Ideas for presenting the
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material were acquired, and some material was entirely rewriiten
on the basis of the outside assessments. For examnle, a section
on the influence of personality on political behavior was judged
particularly weak and was rewrittan to bring it into line with
current scholarly views.

End-0f-Year Meeting

In June, 1969, the staff met approximately one-half of the pilot
teachers at a three-day meeting in Bloomington. The purpose of
the meeting was to de-brief the teachers on the basis of their
experience teaching the "American Political Behavior" course
during the 1968-1969 academic year. All of these teachers had
been trained in a seven-week institute during summer, 1968 prior
to teaching the course. The purpose of the summer institute had
been less to train them to teach the course than to train them to
be critics of the course. 1In short, they had been trained to be-
ccme partners in formative evaluation.

At the June meeting, discussion ranged over all elements of the
course. The sessions were tape-recorded in order that specific
sessions might be replayed if necessary. The session proved to

be very valuable, not because it turned up new problems that had
not been recognized earlier, but it tended to confirm the con-
clusions reached by other evaluation techniques. It was particu-
larly useful to have many teachers present to discuss the course,
however, because the complaint of a single teacher often turned
out to be less serious than originally believed when it was played
out among all the teachers present.

Teachers were particularly warm in their praise of case studies,
slide-tape lessons, and the few simulation-games the developers
had provided. Enthusiasm by teacheres for the lesson plans
strengthened the resolve to keep them.

Developers' Class .

Probably the most useful and simple formative evaluation practice
is for developers to teach students who are using the experi-
mental course. The staff gained the permission of local school
authorities to establish one section of ninth-graders in a local
high school who were their responsibility throughout the schcol
year. By teaching the course, the developers became instantly
uware of serious problems that could be repaired immediatsely,
without awaiting feedback from other teachers. They were able to
make judgments about the readability of the material, pacing,
sequencing, et.. When students seemed to lose interest in the
course, the anthors were the first to know and were under direct
pressure to do something about it.

A7



The prineipal drawback the developers found in teaching their own
clars wais Lhe drain on energy and time. When they were meeting
students, they were unable to travel to observe pilot teachers.
And they had less time to write. Therefore, this type of evalua-
tion is expensive but probably worth the cost.

Site Visits

The staff visited 30 of the 40 pilot teachers during the first
year. When one adds the time required to travel, it is apparent
that nearly one-third of the 180-day school year was spent in the
field visiting the pilot schools. The site visits were demanding.
They included talks to principals, teachers, and the pilot
students. Frequently, the developers were asked to meet other
administrators and to speak to the social studies faculty.

Despite the high cost in travel money, time lost, and energy
expended, site visits are absolutely essential to the developer.
The best way to learn how a course is being taught in a typical
classroom is to visit one. Rarely was the course taught exactly
as il had been conceived; occasionally it turned out much better
than had been imagined; often it was far worse. The principal
was usually an excellent informant regarding how the course was
perceived by the community at large. The students often provided
data leading to conclusions that deviated from those derived from
test data. It was clear, for example, that students frequently
had learned more from the course than test scores had indicated.
It wos learned that in the effort to measure “higher levels" in
the Bloom taxonomy, some of the items had become so complex that
they were missed because students could not make sense of the
test questions. Oral questioning of the students tended to in-
crease confidence in the course and decrease confidence in some
of the objective test items.

However, site visits tended to support over-all impressions of
test data. Where the course was being used with students of' low
scholastic uttainment with limited reading ability, the course

was fulling. Not surprisingly the course had the greatest success
among the highly gifted, academically-inclined students. On the
.other hand, the course was not only a course for academically able
youngsters. It was being mastered by typical ninth-grade young-
sters whe were rsading at eighth- or ninth-grade reading level.

Test of Political Attitudes

American schools offer courses in eivies and government not only
because they wish to impart political information, but they also
hope to influence students to hold "positive" political values.
It is unlikely that any civies course would be accepted by the



schools that undermined the attainment by students of socially
prescribed "fundamental, American political values." While
"American Political Behavior," unlike typical civies and govern-
ment courses, makes no attempt to preach these valuec, it
certainly intends to support them.

As the developers were anxious primarily to learn of any "negative"
impact the course might have on student political attitudes during
the formative evaluation stage, they administered a political
attitude instrument as a pre- and post-test to all students taking
the pilot course. This political attitude instrument consisted of
six sets of lLikert-scaled items designed to measure political
tolerance, sense of political efficacy, political interest, politi-
cal trust, support of majority rule practices, and support of
political pluralism. This political attitude instrument was used
to provide a rough indication of whethsr or not the course might
have a "negative" impact on political attitudes of students. As

a whole, the student performance on the political attitude instru-
ment indicated a very slight movement in a "positive" direction

on each set of items except the political interest set. Here
students showed a very slight decline in politieal interest.
However, as a result of this part of the formative evaluation, it
was not necessary to revise massively the course for the purpose
of reinforcing or creating support for basic democratic political
ideas.

Summative Evaluation

The purpose of summative evaluation is to provide educational
decision-makers with evidence about the worth of an educational
product, in this instance the "American Political Behavior" course.
Before deciding to adopt a course of study, school teachers and
administrators should know how the new course performs in terms

of particular criteria and how the new course compares with similar
products. In order to provide evidence about the worth of a
course of study, an evaluator at least must: 1) construct instru-
ments to measure changes in students' performance in terms of
particular instructional objectives; and 2) administer these
evaluational instruments to student groups who have and who have
not experienced the experimental instructional materials.

The Study Desiegn

The 1969-1970 field trial of "American Political Behavior" was
designed to yield findings about some basic concerns of the course
developers. For example, "American Political Behavior! is supposed
to teach facts and ideas about polities that have nol been part of
typical social studies curricula. What is the impact of the ex-
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perimental course on student political knowledge? "American
Political Behavior" is designed to teach students particular
skills of ecritical thinking and inquiry. Does the experimental
course contribute substantially to student skill development?
Some crities have suggested that civies courses which purport to
"tell it like it is" are likely to erode belief in American
political ideas and to create alienation and cyniecism. Others
have speculated that courses like "American Political Behavior"
are likely to strengthen certain political attitudes. What is
the impact of the experimental course on student political atti-
tudes such as political tolerance, political cynicism, and sense
of political efficacy?

Following is a formal statement of the three questions which were ’
basic to this study:

1. What is the significance and degree of relationship be-
tween experiencing "American Political Behavior" and
acquiring particular political knowledge?

2. What is the significance and degree of relationship be-
tween experiencing "American Politieal Behavior" and
acquiring particular skills of critical thinking and
inquiry? '

3. What is the significance and degree of the relationship
between experiencing "American Political Behavior! and
acquiring particular political attitudes?

A Political Knowledge Test, a Political Science Skills Test, and
six political attitude scales were developed to measure student
performance in terms of instructional objectives of the "American
Political Behavior'" course. Evaluation done with these three
instruments provides grounds for hypotheses about the significance
and degree of relationship between experiencing the '"American
Political Behavior" course and acquiring particular knowledge,
skills, and attitudes.

The knowledge, skills, and attitude measures were administered,
in the latter part of May, 1970, to secondary school students in
experimental and control groups in nine communities.* The nine

#In six of the nine cases, the instruments were administered
by associates of the High School Curriculum Center in Government.
In the remaining three cases, the instruments were administered
by teachers in their respective schools.
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communities in this study are located in various parts of the
country.#* Community A is the suburb of a small industrial city
in southern Michigan; Community B is located on the outskirts of
Pittsburgh, Pennsylvania; Community C is a small city containing
a major university in the San Francisco Bay area; Community D is
a small city containing a major university in Oregon; Community E
is part of the greater metropolitan area of Kansas City, Missouri;
Community F is a small ecity in northern Illinois; Community G is
a middle-sized city in northern Indiana; Community H is a city in
Maryland; and Community I is a small city in Virginia that is
located on the fringes of Washington, D. C.

In eight of the nine communities classes of students in the same
school were designated randomly as experimental and control
groups.** The control groups experienced a variety of other

#The schools which participated in this study were selected
from a pool of fifty school systems which had volunteered to use
the experimental version of "American Political Behavior'"during
1969-1970. The schools in this study satisfied the needs to ob-
tain a wide geographical distribution of schools, to obtain a
mixture of types of teachers, and to obtain experimental groups
of students who had not been specially selected, or who had not
elected, to enroll in the "American Political Behavior!" course.

##In Community A, the five ninth-grade classes of one junior
high school were selected as the experimental classes and the
five ninth-grede classez of the other Junlior high school were
designated as control classes. In the other communities, students
in experimental and control classes attended the same school.

The limitation of this manner of assigning students to experimental
and control classes is deviation fioin the standard for true
randomization, as one cannot claim that every individual in the
study had exactly the same chance as every other individual to

be assigned to an experimental or control group. A consequence

of this method of assignment is that a preponderance of superior
students could possibly, if inadvertently and improbably, have
been assigned to the experimental group.
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social studies courses, e.g., civies, state history, American
government, and American i1istory. Students were asusigned to lhe
experimental and control groups through the usual adminictrative
procedures associated with non-elective courses. Students did
nct elect to be assigned to the experimental or control classes,
an¢ students were not especially selected to membership in expor-
mental or control classes. In each community the experimental
and control groups revealed similar socioeconomie characteristic:
through responses to & personal data questionnaire.*

The objective of introducing an independent, or treatment, variable,
such as the "Ameriecan Political Behavior" course, is to influence

a dependent variable, such as performance on the Politiesl Know-
ledge Test and Political Science Skills Test. A significant and
potentially strong degree of relationship between the independent
and dependent variables is indicated by the difference in the mean
test scores of experimentel and control group students. The
greater the difference between the mean scores, the greater the
presumed influence of the treatment variable, the "American Politi-
cal Behavior" course, on the dependent variable, the test per-
formances of students. Conversely an insignificant and/or weak
degree of relationship between the independent and dependent
variables iz indicated by a slight difference in the mean test
-scores of experimental and control group students.

A primary limitation in this study is that students were not
assigned to experimental or control groups in a truly random
manner. There was a rough random quality to the assignment of
students to groups, since this assignment was made in terms of

the usual administrative procedures in each school. Students did
not eleclt to take the experimental program, and special groups of
students were not selected to take the "American Political Behavior!

#*Respondents were asked to identify age, sex, race, religious
preference, educational attainment of father, occupation of father,
politiecal party preference, and ethnic identity. Respondents were
asked to rank themselves in academic ability in terms of a scale
provided in the questionnaire. Fifty-five per cent of the students
in this study came from homes where the father is a college gradu-
ate. Fifly-three per cent of thc respondents ranked themselves
above-average in academic ability. Most of the rest of the re-
spondents ranked themselves as average in academic abilily. Over
95 per cent of the respondents were white in racial identity and
only 12 per cent expressed identification with an ethnic sub-
culture. 'Thirty-five per cent of the respondents came from homes
where the fnther was employed in a professional or business execu-
tive occupation; 33 per cent had "white collar" fathers; and 28
per cent had "blue collar" fathers.
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course. However, it cannot be maintained that every student in-
volved in this study had exactly the same chance as every other
sludent to be a member of either a control or experimental group.
This limitation suggests that experimental groups might huve been
bolstered by membership of some students who arc superior to those
in the control groups. However, responses to a personal data
questionnaire indicate that the experimental and contirol groups
were comparable.

A second limitation is that experimental group teachers volunteered
to teach the "American Political Behavior" course. DIerhaps they
are extraordinary teachers, who are highly motivated, aggressive,
and dynamic. Perhaps they tried hard to do a good job of teaching.
Perhaps less motivated teachers would achieve lesser results with
the "American Political Behavior!" course.

Finally, this study is not a direct comparison of control groups
and experimental groups in competition to achieve the same ob-
jectives. The social studies courses, which the control groups
experienced, were certainly not designed to achieve the same
knowledge and skills objectives as the "American Political Behavior!
coursz, which the experimental groups experienced. Therefore, the
findings of this study cannot indicate directly that the experi-
mental course is superior, or infericer, to the courses experienced
by the control groups. Rather, the findings can only indicate what
experimental and control group students have, or have not, learned
as measured by the knowledge, skills, and attitude tests used in
this study.

Student Performance on the Political Knowledge Test

The Political Knowledge Test was designed to measure student
recall of particular generalizations and information and student
ability to apply certain main ideas about political behavior to
the interpretation of case examples. The total number of points
that can be achieved on this test is fifty-five* Since "American

#¥To build the Political Knowledge Test, a pool of items was
constructed to fit instructional objectives. A panel of political
scientists and social studies educators was asked to Jjudge the
items to certify content validity. And the instrument was ad-
ministered in & pilot test to studentswho had not experienced
either the "American Political Behavior" course or a similar
course. Item analysis of these pilot test date ylelded the in-
strument used to this study. In order to validly use the Politi-
cal Knowledge Test comparatively, to measure relative performance
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Political Rchavior" was designed to teach knowledge that has not
been included in Lypical social studies courses, experimental
group students werce expected to perform markedly better than their
control group peers. Fallures of Llhe experimental group studentls
to perform vory much belter 1han Lhe control group students could
indicate either thal lLhe experimental course was designed inade-
quately or that the political knowledge objectives of "American
Political Behavior" can be attained without taking the course.

As anticipated, students in the experimental groups in cach of
ihe nine communities performed markedly bettler than the control
groups on the Political Knowledge Tesi.. As shown in Table 1,
there is u small difference among the mean scores of the nine
experimental. groups. In contlrasl, lhere 1 a great difference
between the mean scores of the crxperimenta’ and control groups
in each of' the nine communitiers. In each case the difference
betwecn the. mean scores of experimental and control groups is
statistically significant at the .00l level.* This significant
difference in mean scores indicales that membership in an experi-
mental group or control group was related positively to perfor-
mancc on the Political Knowledge Test.

of groups who have and who have not cxperienced the "American
Political Behavior" courss, items were written that do not con-
tain Jorgon peculiar to the new course. Students who. have not
experienced the new course should not find il more difflicult than
students who have experienced the course to read the test items.
As the test is free of special terminology, iu is more likely to
yicld real differences in knowledge betwcen different groups of
students. The reliability of this test is revealed in the high
reliability coefficients yielded by the Kuder-Richardson test of
reliability. The median reliability coefficient derived from re-
spondents in nine pairs of experimental and control groups is .80.

“The I ratios produced by analysis of variance of scores on
the Polilical Knowledge Test of each pair of experimental and
contrel groups are: Community A = 235.26; Community B = 266.02;
Community € = 332.15; Community D = 19.78; Community E = 35.44;
Community I' = 71.30; Community G = 119.11; Community H = 19.47;
Community T = 32.11. Each of these F ratios indicates a signifi-
cunt diffcrence in mean scores between experimental and control
groups at the .001 level of significance.
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In each case the degree, or strength, of relationship between
group membership and test performance was substantial, as indica-
ted in Table 1 by the correlation ratios.®* Each correlation
ratio (E2) indicates the proportion of variance in the scores on
the Political Knowledge Test that was due to the presumed influ-
ence of the ireatment variable, the "American Political Behavior":
course. lIor example, analysis of the Community A data yields an
E2 of .50, which indicates that 50 per cent of variation of the
Political Knowledge Test scores of respondents in this cummunity
was accounted for by the differences in instruction and course
content of the experimental and control groups. Analysis of the
Community B data yields an ER of .53 which tells us that 53 per
cent of the variance of the dependent variable, the test scores,
was attribntable to the influence of the independent variable,

the "American Political Bshavior" course. The substantial cor-
relation ratios exhibited in Table 1, which range from .31 to .73,
suggest that the treatment variable, the "American Political
Behavior" course, had a pronounced impact on the "political know-
ledge" of experimental group students,

The impressive similarity of mean scores of several experimental
groups in different schools in different parts of the country con-
tributes to the argument that the "American Political Behavior"
course affected student political knowledge. The great differ-
ences in mean scores of experimental and control groups in nine
different communities and the substantial correlation ratios
generated by these differences also contributes considerably to
the case for the efficacy of the "American Political Behavior"
course. Irrespective of differences in teachers, in school con-
ditions, and region of the country, experimental groups performed
vastly better on the Political Knowledge Test than control group
students. (See Table 1.)

Analysis of the relationship of certain social characteristics to
test performance of the experimental and control groups contributes
to the argument that the "American Political Behavior" course
affected performance on the Political Knowledge Test. The re-
lationships of the following variables to performance of experi-
mental and control groups were analyzed: sex identity, academic
ability (self-ranked), educational attainment of father and occu-

#See the following for discussion of the derivation and use
of the correlation ratio, E?: Hubert M. Blalock, Social Statis-
tics. New York: McGraw-Hill Book Company, 1960, pp. 266-267;
Fred N. Kerlinger, Foundations of Behavioral Recsearch. Holt,
Rinehart, and Winston, Inec., 1964, pp. 200-206.
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pation of father.# These variables were not related significantly
to test performance, and they contributed very little or nothing

to the attempt to account for variation in test performance between
experimental and control groups. The "American Political Behavior"
course alone accounted to a large extent for the difference in

test performance between experimental and control groups in each
of the nine communities. On the basis of this analysis of the
relationship of certain social variables to student group member-
ship and test performance, one can hypothesize that the treatment
variable was a causal factor.

An sdditional argument in support of the efficacy of the APB
course is that there was no significant difference in the test
performance of the experimental group students of "prepared" and
"unprepared" teachers. "Prepared" teachers are those who attended
a special seven-week institute in civic education in the summer

of 1968. These "prepared" teachers were given special instruction
in the teaching of APB. They participated in the revision of a
prior version of the experimental course through serving as pilot
teachers of the course during the 1968-1969 school year. The
munprepared" teachers had no special instruction in the teaching
of APB prior to serving as experimental group teachers. They
taught the experimental course for the first time during the 1969-
1970 school year. "Prepared" teachers used APB in Communities 4,
B, C, and G. "Unprepared" teachers used the course in Communities
D, E, F, H, and I. As shown in Table 1, the students of 'unpre-
pared" teachers performed about as well as the students of "pre-
pared" teachers.

Analysis of responses to particular items of the Political Know-
ledge Test reveals something of the substance and extent of the
political knowledge and/or political ignorance of experimental
and control group students across the nine communities.** For
example, control group students were relatively ignorant of cer-
tain aspects of the behavior of voters, the recruitment of politi-
cal leaders, the relationships of socioeconomic status to politi~
cal behavior, the conflict and compromise inherent in the politi-
cal process, and the role behavior of Congressmen.

*Two-way analysis of variance was employed to test the
alternative hypotheses associated with the possibility that one
or more variables, in combination with the "American Political
Behavior!" course, accounted for a significant amount of the
variation in test scores on the Political Knowledge Test.

##The percentages rep.rted in this section are based on the
total number of experimental and control group students in the
nine communities represented in this study.
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Most control group students were ignorant of the following tenden-
cy propositions about American voters that have been substantiated
through research about the behavior of voters during the past
thirty years: 1) individuals of upper socioeconomic status are
more likely than individuals of lower socioeconomic status to vote
in elections of public officials; 2) individuals of the 35-40 age
group are more likely than individuals of the 21-30 age group to
vote in elections of public officials; 3) individuals who hold
professional, business management, or white collar occupations are

‘more likely than manual workers to prefer the Republican party.

Moreover, only 28.8 per cent of the control group students re-
sponded "false" to this statement: "In recent Presidential
elections, over 80 per cent of eligible voters have voted on
election day." In contrast, 74.1 per cent of the experimental
group students marked the "false" response. Only 46 per cent of
the control group students responded "false" to this statement:
"Most Americans decide for whom to vote at the conclusion of an
election campaign, after carefully studying all the issues." 1In
contrast, 83.5 per cent of the experimental group students re-
sponded with a "false" answer.

Control group students were relatively naive about recruitment to

" political leadership positions; they were much less likely than

experimental group students to reveal knowledge of the inequality
in political occupational opportunity that afflicts certain groups
in our society. For example, only 35.6 per cent of control group
students responded "false" to this statement: "Non-white individu-
als have the same chance to become United States Senators as white
individuals." In contrast, 69.4 per cent of the experimental

group students rejected this statement. Only 49.5 per cent of
control group students replied "false" to this statement: "Any
person born in the United States has the same chance as any other
person to become President of the United States someday." 1In
contrast, 77.4 per cent of the experimental group students rejected
this statement. It is a fact of American political life that
individuals with particular social characteristics are more likely
than others to attain positions of political leadership. However,
most control group students were unaware of this reality.

Control group students tended to be ignorant of the relationship
of socioeconomic status to political behavior. For example, con-
trol group students tended to believe that "all individuals in

our country can have an equal opportunity to influence the de-
cisions of government officials." Furthermore, control group ,
students tended to b¢ ignorant of variation in political influence
associated with higher or lower prestige occupations. Only 48.5
per cent of the conirol group students agreed that "Individuals
who hold jobs as owners of businesses, managers of businesses,
lawyers, and medical doctors usually have more influence on the
decisions of government than do individuals who are manual workers
or clerks." In contrast, 73.3 per cent of the experimental group

i 58



students accepted this statement as correct.

The control group students were much less likely than experimental
group students to know about the power of committee chairmen rela-
tive to other Congressmen, the specialization of a Congressman's
job reflected in particular committee assignments, and the pres-
sures on Congressmen to compromise, to make deals with their
colleagues. For example, only 47.8 per cent of control group
students responded "true" to this statement: "In the United
States Congress, committee chairmen are likely to have more in-
fluence in decision-making about the meking of laws than other
Congressmen." In contrast, 79.5 per cent of the experimental
group students answered "true" in response to this statement.

Only 17.1 per cent of control group students believed that "A
United States Congressman is expected to become an expert on only
certain topics that come before Congress." In contrast, 69 per
cent of the experimental group students believed.this.

The former speaker of the House of Representatives, Sam Rayrburn,
is supposed to have characterized the accommodational aspects of
the role behavior of a Congressman with the reminder that to be

a successful Congressman "you have to go along to get along."
However, this basic element of the role. behavior of Congressmen
appeared to be unknown to most control group students, since

only 36 per cent of them agreed that "a United States Congressman
is expected to do favors for other Congressmen in anticipation of
receiving favors in return." In contrast, 85.6 per cent of ex-
perimental group students responded "true" to this statement.

It must be acknowledged that the test performances of experimental
group students, though impressive, reveal that many students did
not achieve many of the basic knowledge objectives of the
"American Political Behavior" course. -Mean scores clustering in
the high thirties, on a 55 point test, reveal that many individu~
als in the experimental groups performed poorly on the Political
Knowledge Test. Analysis of the performances of experimental
group students led to revisions in the content of the published
version of the course.

The strongest argument in support of the efficacy of APB is ihe
similarity in mean scores of experimental groups in nine dif-
ferent communities. FExperimental groups studied the course ir.
different regions of the country, in different types of schoois,
and in response to teachers of varying degrees of nreparation and
ability. Yet, the differences in mean scores of these several
experimental groups is very small. It appears that APB had an
impact on student knowledge and that the experimental course did
occasion student acquisition of knowledge that is not part of
typical civies courses.
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Student Performance on the Political Science Skills Test

The Political Science Skills Test was designed to measure capabil-
ity to organize and interpret information and to make critical
Jjudgments about statements and questions. Respondents were re-
quired to interpret contingency tables, to distinguish factual,
normative, and definitional statements, to judge the worth of con-
trasting sampling procedures, to make deductions from premises,
and to judge the worth and utility of questions. The total number
of points that can be achieved on this test is twenty-five.#

The relationship of "American Political Behavior" to performance
on the Political Science Skills Testi was not as clear-cut as the
relationship of the experimental course to performance on the
Political Knowledge Test. Table 2 shows that in Communities B,

C, D, and I, there is a sizeable difference in mean scores between
experimental and contirol groups. In each of these four cases, the
correlation ratio (E2) is large enough to indicate that the treat-
ment variable had a sizeable impact on the "political science
skills" of experimental group students.¥* However, in communities
A, E, and H, the correlation ratios (F2) are much lower, which in-
dicates a modest impact of the treatment variable on test perform-
ance.*** In communities F and G the mean score differences between

*A panel of social science educators and political scientists
was asked to judge the items comprising the Political Science
Skills Test to certify content validity. However, the instrument
was not pilot tested prior to use in this study. Therefore, in
contrast to the Political Knowledge Test, this instrument is much
less refined and is being revised. The relative crudity of this
instrument is reflected by modest reliability coefficients yielded
by the Kuder-Richardson test of reliability. The median reliabili-
ty coefficient derived from respondents in nine pairs of experi-.
mental and control groups is .69.

##In each of these four cases, the F ratios indicate that the
difference between the mean score of experimental and control
groups is statistically significant at the .001 level. The F
ratios are: Community B = 115.47; Community C = 57.68; Community
D = 20.84; Community I = 21.96. '

#¥##The F ratio for Community A is 27.78, which is significant
at the .001 level. However, this is due to the relatively large
number of respondents in the sample. The low correlation ratio
in this case (F2 = .11) indicates a very slight impact of the
treatment variable on test performance. The F ratio for Community
E is 8.54 which is significant at the .01 level. The F ratio for
Community H is 5.74 which is significant at the .05 levei.



experimental and control groups is meager. In these two cases,
the correlation ratios are so low as to indicate 1little or no im-
pact of the treatment variable on the skills test performances of
experimental group students.

Analysls of the relationship of certain social variables to tlest
performance indicates that only academic ability is a key ex-
planatory variable. In five communities (A, E, ¥, H, and I),
student academic ability in combination with the treatment variable
accounted for a much larger proportion of the variation in stu-
dent test performance than the treatment variable alone. 1In com-
munities B, C. D, and G academic ability did not account for
variation in performance on the "Political Science Skills Test."

As indicated in Table 3, students who ranked themselves above
average in academic ability scored much higher on the "Political
Science Skills Test" than did others. The correlation ratios
(E2) in these five cases, yielded by the combination of above
average academic ability and experimental group membership, are
markedly higher than the correlation ratios generated by the
treatment variable alone. (See Tables 2 and 3.) It is signifi-
cant that in communities B, C, and D, where the treatment varieble
alone produced high correlation ratios, neither academic ability
nor any other variable contributed markedly to the difference in
me?n scores between experimental and control groups. (See Table
2.

There was little or no difference in the performance of students
of "prepared" as compared to "unprepared" teachers on the
"Skills" test. The mean scores of the experimental groups
taught by "prepared" teachers are: A = 15.97; B = 15.83; C=
18.08; and G = 15.62. The mean scores of the "unprepared"
teachers are: D = 18.00; E = 15.58; F = 15.70; I = 15.61.

(See Table 2.)

Analysis of responses to particular items of the Political Science
Skills Test indicates somewhat the difference in capabilities of
experimental and control group students to organize and interpret
information and to make critical judgments about statements and
questions. For example, control group students tended to be
unable to distinguish factual and normative statements,to make
critical judgments about sampling procedures, to interpret con-
tingency tables, and to make critical judgments about questions.

Following are three examples of the inability of most control
group students to distinguish factual and normative statements.
Only 26.5 per cent of control group students identified this
statement as a value judgment: "Every citizen should vote in
public elections." In contrast, fifty per cent of the experi-
mental group students identified the above statement as normative.
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Orly 24.6 per cent of the control group students correctly identi-
fied this statement as factual: "Older individuals are more
likely to vote in public elections than younger individuals."

In contrast, 85.1 per cent of the experimental group students
identified this statement as factual. Only 35.1 per cent of the
control group students correctly labeled this statement as norma-
tive: "The United States of America has the best government in
the world." In contrast 54.2 per cent of the experimental group
students identified the above statement as normative.

Control group students were less likely than experimental group
students to make sound critical judgments about sampling proce-
dures. For example, 72.3 per cent of the experimental group
students judged random sampling procedures as superior to alterna-
tive sampling techniques. In contrast, only 43.7 per cent of the
control group students were able to make this critical judgment.

Control group students were less likely than their experimental
group counterparts to make sound critical judgments about questions
to be utilized in research. For example, 65 per cent of experi-
mental group students were able to discriminate between "loaded"
and more objectively worded questions. In contrast, slightly less
than half of the control group students were able to make this
distinction. :

The greatest difference in the capabilities of control and experi-
mental group students was in the skill of interpreting two-by-two
and two-by-three contingency tables. Over sixty per cent of the
experimental group students responded correctly to each of six
test items concerning the interpretation of these statistical
tables. Less than thirty-five per cent of the control group
students responded correctly to each of these same test items.

The performances of experimental and control group students on
the Political Science Skills Test indicate an extensive impact
of the "American Political Behavior" course on skill development
in four communities, a modest impact of the course on skill
development in three communities, and little or no impact of the
course on skill development in two communities. The limited
impact of the experimental course on student skill development
triggered an extensive revision of the critical thinking and
inquiry skills development program that was included in the pub-
lished version of APB.
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Student Performance on the Political Attitude Scales

Six political attitude scales were constructed to measure the
impact of the treatment variable on attitudes associated with a
democratic orientation.* These six scales were designed to
measure these political attitudes: 1) political tolerance; 2)
political interest; 3) sense of political efficacy; 4) equalitar-
ianism; 5) political trust; and 6) political cynicism.

American civic educators have been concerned traditionally with
the relationship of formal instruction to the development of
democratic political attitudes and beliefs. The six attitude
scales used in this study represent aspects of democracy. No one
has sorted definitively the complex tangle of meanings implied
by "democracy," but philosophers and political scientists have
reached agreement about some essentials. They have agreed that

#To build the six attitude scales used in this study, six
sets of attitude items were written which presumably measure these
attitudes: political tolerance, political interest, sense of
political efficacy, equalitarianism, political trust, and politi-
cal cynicism. The six sets of items were pilot tested with a
sample of 317 uinth- and twelfth-grade students from ten different
schools. Factor analysis was applied to the pilot test data in
order to determine whether the items included in each of the six
sets were measuring someihing in common. On the basis of this
factor analysis, the six sets of items were refined to construct
the six attitude scales used in this study. The range of factor
loadings generated by the six scales when used in this study were:
1) Political Tolerance Scale (eight items), .50-.63; 2) Political
Interest Scale (five items), .53-.65;3) Sense of Political
Efficacy Scale (four items), .51-.59; 4) Equalitarianism Scale
(five items), .53-.69; 5) Political Trust Scale (five items), .54~
.61; 6) Political Cynicism Scale (eight items), .48-.62. These
sizeable factor loadings indicate that the items in each of the
six scales are reflections of the attitudes they are assumed to
measure. The factor loadings demonstrate the existence of six
distinct attitude dimensions, which is evidence for the construct
validity of the six scales. See [red N. Kerlinger, Foundations
of Behavioral Research. New York: Holt, Rinehart and Winston,
Inc., 1966, pp. 650-685.
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a democratic political orientation consists of beliefs and
attitudes that are supportive of the potentially conflicting
practices of majority rule and protection of minority rights.
Irish and Prothro have said that, "the central principles of
government based on democratic theory are majority rule and
minority rights. Taken together, these principles constitute
the briefest possible definition of democracy.™ What are some
implications, for the measurement of the democratic political
orientations of students, of these two central principles of
democracy?

The principle of majority rule refers to the populist or partici-
patory theme of democracy. It subsumes political interest.and
sense of political efficacy, two of the political attitude dimen-
sions in this study. A sense of political efficacy refers to
feelings that an individual can and ought to try to influence the
decisions of public officials. Individuals with a high sense of
political efficacy believe that they can have a voice in what the
government does. Politieal interest means that one seeks oppor-
tunities to become more informed about political affairs.
Individuals with high political interest often talk about politics
with family members, friends, and work associates. Individuals
with high political interest regularly read newspapers and maga-
zine articles about polifiics and watch programs about political
affairs on television. ~The majority rule theme of democracy is
not operable unless large numbers of citizens displaya high de-
gree of political interest and a high sense of political efficacy.

Protection of minority rights refers to the libertarian theme of
democracy. It implies political tolerance, the willingness to
grant equal rights and opportunities even to unpopular minority
groups. As Lord Acton said: "The most certain test by which we
judge whether a country is really free is the amount of security
enjoyed by minorities." The libertarian theme of democracy is
the essential check upon absolute majority rule, which presumably
leads to dictatorship. 1Individuals with a high degree of politi-
cal tolerance support freedom of speech and political action for
unpopular individuals and/or groups as well as for more orthodox
types. Politically tolerant individuals believe that it is
legitimate to criticize their government and their political
leaders. Politically tolerant individuals believe that unpopulsr
minority groups should have the same legal rights as others in the
society.

*M. D. Irish and J. W. Prothro. The Politics of American
Democracy. Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1965,
p. 55.
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Some political theorists have posited a third major theme of
democracy, which can be labeled "equalitarianism." "Equalitar-
ianism" means the use of public institutions to provide more
equal opportunities in employment, health, and education. Some
advocates of democracy believe that civil liberties are necessary,
but insufficient, guarantees of "true" freedom. They claim that
freedom of speech is not a very significant right to hungry or
diseased people. A person with strong equalitarian beliefs ex-
presses support for public or community programs in education,
health care, and employment opportunities. The "equalitarian"
individual supports policies which contribute to a more even dis-
tribution of wealth.

Some political theorists add the dimension of trust to their con-
ceptualization of democracy. Political trust means support for
the basic ideals of the political system. It means not holding
politics and politicians in disrepute. Individuals with high
political trust have faith in the goodness of men and believe
that most government officials desire to serve the public. As
Elizabeth Simpson has said: "Deeply embedded in democratic
political ideology, this assumption of positive human nature
implies that, because man is good, men (and therefore representa-
tives in positions of responsibility) can be trusted to look after
the welfare of others."*

It is assumed that political cynicism undercuts an individual's
orientation to democracy. Cynical individuals are likely to scoff
at the feasibility of democratic political participation. However,
the democratic person is not naively trusting. Sidney Hook has
said that demorracy requires "an intelligent distrust of leader-
ship, a skeptic.sm stubborn but not blind, of all demands for the
enlargement of power, and an emphasis upon critical method in
every phase of social life.¥* Democracy is sustained by the
rational activist and the constructive critic, but democracy is
surely undermined by cynical "political dropouts" and by cynical
activists who would seek to attain democratic ideals through
anti-democratic practices.

The categories of political interest, political efficacy, political
tolerance, equalitarianism, political trust, and political cynicism
certainly do not exhaustively denote the dimensions of democracy.

#Elizabeth Leonlie Simpson. - Democracy's Stepchildren. San
Francisco: Jossey-Bass, 1971, p. 80.
##Ibid., p. 82.
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However, these categories are fundamental, if not all-encompassing,
aspects of any conceptualization of democracy. What is the re-
lationship of the treatment variable, APB, to the democratic
political orientations of students as indicated by the six atti-
tude scales employed in this study?

As shown in Tables 4-9, the treatment variable appearrs to have had
little or no impact on the political attitudes of students.* The
differences in mean scores between experimental and control groups
on each of the six political attitude scales are slight. The
correlation ratios associated with these mean score differences
are very small, which indicates that the treatment variable had
little or no impact on the student political attitudes measured

in this study.

Analysis of the relationship of certain social characteristics to
responses to the six attitude scales indicates no pattern of re-
lationship across the nine communities between social variables,
the treatment variable, and test performances of experimental

and control groups. Neither the treatment variable alone nor the
treatment variable in combination with other variables considered
in this study accounted for the slight variation in mean scores of
the experimental and control groups on the attitude scales.

This finding should be reassuring to those who have feared that
teaching about the complex and sometimes sordid realities of
political life could undermine the political trust of students
and create political cynics. As indicated in Tables 8 and 9, ex~
posure to the "American Political Behavior" course neither erodes

#The mean scores reported in Tables 4-9 are T scores. The
T scores were converted from original z scores, or standard
scores, which were difficult to read because they included posi-
tive and negative numbers. The T scores were derived by multi-
plying every z score by ten and adding fifty. The z scores are
used in this analysis, rather than raw scores, because they enable
standardized comparison across six different attitude scales with
different numbers of items. Also the z score, or standard score,
enables one to account for the various factor loadings contribu-
ted by each item of an attitude scale in the analysis of variance
of the scores of experimental and control group students. For a
discussion of standard scores, see J. P. Guilford. Fundamental
Statistics in Psycholopgy and Education. New York: McGraw-Hill
Book Company, 1965, pp. 512-518.
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trust nor creates cynicism. Furthermore, this study indicates

that teaching about the controversies, confliets, and compromises
which are essential to politics, through the "American Political
Behavior" course, does not subvert student faith in the partici-
patory or libertarian principles of democracy. (See Tables 4-7.)

The lack of impact of APB on student political attitudes is con-
sistent with numerous other studies about the impact of formal
civiecs instruction on political attitudes.* It appears that
short of a massive, sophisticated propaganda effort (which most
educators would abhor) formal civics instruction in public
schools is unlikely to directly accomplish significant large-
scale changes in political attitudes.

Conclusions

On the basis of this study it can be maintained that APB is
likely to have an impact on the "political knowledge" and

"skills" of students. One can hypothesize that students who

do not experience the "American Political Behavior" course, or
some similar course, are likely to remain ignorant of certain
fundamental facets of political behavior and the political process
in our country. Furthermore, one can hypothesize that students
who do not experience APB, or some similar course, are likely not
to acquire certain skills necessary to critical thinking and in-
quiry.

Since typical civics courses have not been organized to achieve
the knowledge and skill objectives of the "American Political Be-
havior" course, this report is not presented as a direct compari-
son of two types of courses in competition to achieve similar
objectives. Rather, this comparison of experimental and control
groups provides evidence that particular knowledge and skills,
that are not part of typical civiecs courses, are likely to be
acquired by students who experience APB. Educators who value

the knowledge objectives of the "American Political Behavior"
program are provided with grounds from which to argue that
typical civies courses ought to be reconstructed. However, =d-
ucators who do not value the knowledge and skill objectives of

vy *Kenneth P. Langton and M. Kent Jenning§: "Politicpl

’.“"!‘,, < °
f ébd&alization and the High School Civies Cugriculum." American

Political Science Review, 62 (September, 1958), pp. 852-867.
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the "American Political Behavior" course -- educators who want
civics teachers to achieve other knowledge and skill outcomes --
may find that the findings presented here are not pertinent to
their concerns.

This study, in combination with various other types of critical
feedback, pin-pointed particular defects in the experimental
version of APB which were attended to in the re-writing of the
course for publication. For example, the skills development
components of the experimental version were re-worked and extend-
ed in the light of "feedback" provided by teachers,pclitical
scientists, and students' performances on the Political Science
Skills Test. Certain changes in the content of the experimental
version were based on analysis of students' performances on the
Political Knowledge Test. It is assumed that these refinements
in the published version of "American Political Behavior" will
be reflected in heightened student acquisition of political know-
ledge and skills of critical thinking and inquiry.

Course Rating Questionnaire

An additional, though not integral, part of the evaluation during
the 1969-1970 field trial was the administration of a "Course
Rating Questionnaire" tc pilot classes. The purpose of this
course rating questionnaire was to obtain opinions from pilot
students about how they rated "American Political Behavior"
relative to other social studies courses they had experienced

in terms of categories such as interest, relevance, amount of
learning and level of thinking.

Following are several tables which reveal student responses tc
each item of the "Course Rating Questionnaire."
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TABLE 10

guestion:' Compared to other social studies courses that you have
had, how would you rate your interest in "American
Political Behavior"?

Response Percent Responding
A. More Interesting 58.5
B. Less Interesting 17.4
C. About as Interesting 24.1
Total 100.0%
N (1,173)
TABLE 11

Question: Compared to other social studies courses that you have
had, how would you rate what you learned from the course
in "American Political Behavior"?

Response Percent Responding
A. I learned more 6l.1
B. I learned less 10.7

C. I learned about as much
from other social studies
courses 28.2

Total 100.09
7o N (1,173)
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TABLE 12

Statement: Compared to other social studies courses that you have
had, does the course in "American Political Behavior"
Tequire you to:

Responses ' Percent Responding
A. Think more 57.2
B. Think less 16.0
C. Think about as much as
in other courses 26.8
Total 100.0%
N (1,173)
TABLE 13

Question: Would you recommend that other students take this course
in "American Political Behavior"?

Responses Percent Responding

A. Yes 73.4

B. No 13.4

C. Uncertain 13.2
Total 100.0%
N (1,173)
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As shown in the tables, most of the respondents were very favorably
disposed toward the "American Political Behavior" course. Only
17.4 per cent said that the course was less interesting than other
social studies courses that they had experienced. Only 10.7 per
cent said that they learned less from this course than from other
social studies courses. Only 16 per cent said that the course
required them to think less than other courses. And, most impor-
tant, only 13.4 per cent said that they would not recommend that
other students take APB.

The last part of the course rating questionnaire asked students to
tell what they liked most and least about the course in "American
Political Behavior." Case studies, games and simulations, and
political opinion surveys were listed by most respondents as the
types of lessons they liked most. For example, one eighth grade
student from Nashville, Tennessee said: "I iike the fact that it
uses case studies to illustrate points and the cases have a real
bearing on actual life." A ninth-grader from Lincoln, Rhode
Island said: "I liked the case studies. They were interesting
.and you wouldn't mind reading them because they were so interest-
ing."

Many students stressed the value of learning critical thinking
skills and learning how to formulate and test hypotheses about
political behavior. A twelfth-grader from Silver Spring,
Maryland said: "I liked the way the student has to think for
himself and draw his own conclusions. Everything is not cut and
dried."

Many respondents noted the relevancy of the course, the direct
and obvious relationship between the course content and current
political events. A tenth-grade student from Eugene, Oregon
noted: "The course deals with more current events and you can
relate it to the things that are happening now."

Many students noted that the course deals forthrightly with many
controversial topiecs and with the political belief's and behavior
of varions social groups in our society. They endorsed this
opportunity to learn more about how and why different groups of
people behave politically.

Negative comments about the course focused on the heavy work load.
Many students said that there was too much to reac. and too many
exercises to complete. Many students also expressed negative
feelings about working with statistical data. They found table
and ygraph reading exercisess.to be difficult and tedious. A
twelftt-grader from Eu ng, Oregon said: "There was just too
much to do." 78
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Some students reacted negatively to the redundancy which was built
into the course to provide reinforcement and to facilitate reten-
tion. However, other students said that this feature of the
course facilitated learning. An eighth-grader from Nashville,
Tennessee said: "It was hard for you to forget what you learned
in this course because you used everything you learned over and
over again."

Responses to the course rating questionnaire indicate that
"American Political Behavior" was well-regarded by the majority
of respondents. Relative to other social studies courses whicn
the respondents experienced this experimental course was rated
very highly.

A Concluding Note about Evaluation and Instructional Materials
Development

Systematic evaluation is necessary to fruitful cur—iculum develop-
ment. However, one feature of the "new social studies" that has
received less attention than it deserves is the place of evalua-
tion in the special projects. This is unfortunate because
teachers who ask their students for "evidence" to support claims
also should demand evidence from those who advocate the new

social studies, or the "old" social studies for that matter.
Moreover, in a period of "accountability" and "performance con- °
tracting," teachers should begin to hold their instructional
materials accountable and measure their performance.

This is not to suggest that teachers and school officials presently
avoid judgments about instructional materials; however, their
Judgments usually rest upon grounds other than responses they
might receive to such questions as: What are the instructional
objectives for these materials, and what evidence exists that
students achieve them? or What impact do these materials have on
children's attitudes toward the political system? Rarely de
teachers ask for performance data on instructional materials
that have been tested with student populations that differ ac-
cording to socioeconomic class, academic ability, grade level,
ethnic identity, and region of the country. Rather, other ques-
tiéns loom important to textbook selection committees: What is
the reputation of the author? Is the book on the state-adoption
list? Who is the publisher? Who endorses the book? Where is
it used? Many instructional materials are probably selected
Jbecause someone knows and trusts the salesman.

Evaluation by intuition also has been the style of various critics
~I the new social studies. Social studies specialists debate
whether questions should precede or follow readings or whether
questions should be used at all; at what point in the instructional
sequence that "springboards'" should be used; whether illustrations
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add or detract from learning; and how much "guided" inquiry is

desirable. Too frequently, these debates are little more than

one person matching his intuition against another's. Rarely do
the debaters use empirical data to supporc their claims.

Efforts to answer basic questions about the worth of new curricula
should be empirically grounded rather than based upon the exhorta-
tions of authorities, pious wishes, or popular beliefs. New
programs of instruction should be appraised in terms of evidence
about the success or failure of students to achieve clearly-stated
objectives.

w2, A%,
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V. CONCLUSIONS AND RECOMMENDATIONS
by Howard Mehlinger

Most of our "conclusions" can be found in other sections of this
repurt. Nevertheless, this section provides an opportunity to
reflect upon the curriculum reform effort itself.

Relations between USOE and HSCCG

The project interacted with USOE at two levels: funding an-® poli-
cy determination. 1In generrl USOE was a reasonable agency with
regard to funding. This does not mean that USOE was particularly
generous with its funds. Indeed, USOE, in contrast to NSF, pro-
vided only the minimum essentials to support curriculum develop-
ment. It was necessary to produce materials in the least ex-
pensive ways, to rely upon the core staff for tasks that should
have been assigned to paid specialists and to ask for free labor
by pilot teachers. Nevertheless, the staff knew the level of
funding that was possible within the USOE Cooperative Research
Program and found that the program officers were sympathetic to
their needs and did their best to meet them within program and
budgetary limits.

The one policy issue which most affected the project was USOE
copyright policy. When the project began, OE policy required
developers to submit all of their work to public domain upon
completion. Midway through the project, these guidelines were
changed. The new policy provided a "public domain alternative,"
but those groups that had produced materials that would be mar-
keted commercially were persuaded to seek a five-year exclusive
copyright to publish their materials. Any royalties resulting
from such sales were to be shared by the Federal Government and
the institution that hosted the project.

In general, the change in policy was appropriate. Under the old
policy USOE received much material that was not ready for use;
after submitting their work to public domain, the developers
signed contracts with publishers and profited from their project
work. While the new policy made curriculum development less
profitable for the developers, it may lead to better products
and could have the effect of building institutional commitments
to curriculum development as a professional activity.

One of the disappointing aspedts of working with USOE is the
relative lack of cooperation that characterizes the various * -
divisions within the agency. Moreover, each division develops
an ideology to support its own programs. Thus, the Cooperative
Research Branch viewed course development as the key to im-
proving instruction; the teacher training branch championed
teachers as the key to better instruction. Of course; better
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teachers and better instructional materials, as well as many
other elements, are essential to bring about reform in American
education. 1t is frustrating, albeit understandable, that this
simple message is too seldom understood in USOE. Often the
developers had to build their own multiple strategy and sell it
to program officials, when these officials should have been the
ones trying to bring the various programs together in a coordina-
ted strategy to affect change.

Universities as Sites for Resear:h-Based Development

During the 1960's, USOE established "regional labs" to assume
major respons 1ility for creating tested products and practices
for schools. Presumably, the establishment of these labs, in-
dependent of universities, was based upon some assumptions re-
garding the relative advantages and disadvantages universities
offer as locations for development.

It is true that development does not fit easily into normal
university routines. Traditionally, universities expect teaching,
research, and service from its professional employees. Develop-
ment does not fit any of “hese functions neatly. Instructional
materials developers are not researchers, although they use the
products of research and conduct evaluation-research to judge
their success. They are not teachers, although the object of
their effort is to improve instruction. Indeed, the closest
equivalent to development in the minds of many academies is
"writing textbooks," an activity held in low esteem in the
academy.

University officials are often surprised at the costs of develop-
ment. The development and testing of instructional products is
vastly more expensive than writing a textbook. Developers travel
more than typical professors. And, developers pose unusual
problems in regards to compensation. Professors consult and write
books to supplement their incomes. Is this proper activity for

a full-time developer? Should he receive higher pay if "moonlight"
activities are refused? Should he share in the profits of the
published products he has developed? All of these pose difficult
dilemmas for university officials.

Despite these and other difficulties universities can provide
fertile and stimulating sites for instructional development.

Large universities attract people who are leading experts in
their fields. Thus, developers have access to a range of con-
sultants that are not employable by regional labs. The lit.aries
and special collections that are found typically at major uni~
versities cannot be duplicated by labs. It is likely that some
professionals prefer a university affiliation and will not join

a lab. And the universities project a favorable image to schools.
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The project was fortunate to be located at Indiana University.
While the staff faced many of the disadvantages cited above
because of its university location, the developers have also
reaped its advantages. Moreover, certain key officials,
especially Dean David Clark and Chancellor Byrum Carter, under-
stood what the project was attempting to do and supported it.

A hostile, or indifferent, administration would have made pro-
Ject tesks more difficult. In addition to thes and other
helpful administration of.icials, most colleagues, especially
those members of the social studies education faculty in the
School of Education, viewed the project as an asset to the
University. The existence of HSCCG led to ‘he establishment

of the Indiana University Sociel Studies Development Center
which in turn has contributed importantly to strengthening
social studies teaching and research at the University. In
short, social studies education is more interesting at Indiana
University today than it was in 1966. In part this has resulted
from the existence of the High School Curriculum Center in
Government.

In Conclusion

What did USOE and the American taxpayers receive for $348,220.007
First of all, they have a new approach to the study of high
school civics and government that did not exist before the grant.
There are indications that APB will help break the monopoly of
ideas that froze thinking about civics and government instruction
in the past. One may expect many more ulternative approaches to
civics and government in the future and hopefully a revived in-
terest in the study of politics and government in the schools.

The USOE grant trained a group of people for new roles in helping
reform schools. Thus, the number of trained developers has in-
creased. In addition, the grant led to the establishment of the
Social Studies Development Center at Indiana University. This
Center will continue the effort to reform school instruction in
the social studies.

The USOE grant to support an effort to reform civics and govern-
ment instruction in high schools can have a significant impact
upon American education. And, as a result of the royalty
arrangements under the new USOE guidelines, the Federal Govern-
ment is likely to recover i.ore than one-half of its investment.
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FOREWORD

Aseisted by a grirt from the U. S. Office of Education, the Department of
Govermment and the School of Education at Indianz Univerlitf jointly esteblished
in July, 1966, the High School Curriculum Center in Government. The Center's
Executive Committee consists of two representatives from the Department of Gov-
ernment -- Mr. Byrum Carter, Dean of the College of Arts snd Sciences, and Mr.
William Siffin, Associate Professor of Government «-- and two representatives from
the School of Education -~ Mr. Shirley Engle, Associate Dean of Advanced Studies,
and Mr. Frederick Smith, Associate Professor of Rducation. Dean Engle is the
Chairman of the Exeéutive Committee. The Director of the Center is Mr. Howard
Mehlinger, Assistant Professor of History. Mr. John Patrick, a graduate student
in the School of Education, and Mrs. Jane Lewis, secretary, complete the Center
ataff. The primary purpose of this Center is to prepare, to tryout, and to
evaluate new materials and methods for teaching these materials for courses in
civics and government in gradeu nine through twelve. Specifically, the Center

Jihe ninth-grade Civics course and the el~venth- and

is at work on materials |

twelfth-grade courses 1} rican Government and American Problems.

It seemed obvious;'to me that any effort to write materials concerning civics

and government for use in secondary schools without a prior examination of what
students alrezdy believe and understard about government as a result of earlier
learning experiences would face many frustrations and false starts. Therefore,
Mr. John Patrick, a research associate for the Centez, undertook 8 review of
existing research on the topic of poiitical socialization. He made no attempt
to engage in original relearch;'hia assignment was to pull tcgothet into a
single essay vhat seemed relevant from research on political socialization of
American youth for secondary school social studic..

Although his originsl purpose was simply to prepare a working paper for
the use of the Center staff, the result wis a document that we believe to be
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Lmmedistely useful to a ounber of professicnel people, pethsps nost importently
of 611, to secondary school teechers of civice end governnent., Many studies
heve tevesied that the results of eclentific research do not often resch teschers
until ocany yests after the findinge have been svsiladle, Ve, therefore, decided
to seke this pasphlet avellsble to teschers, curriculun directors, snd othets
vho sre Interested in this prodlem end therefore sccelerste the process of making
tesserch date evalledle to von-specieliots 1o & forn they cen ceoily use. Those
vho ere fanilier vith resestch 1o politicel socisiination will find auch 1o this
psper that s femilier to then, but they will eleo encounter some new formue
fatione of welleknown f1dces and & few chellenges Lo populer sesunptions, pate
ticulerly those relating to the significance of carly leerning in politicel
«ocislireti-a &nd those relating to anti-democratic sttitudes of American youth,
™is es6ay 16 Intended prinarily a8 & reviev of vesearch. Those lookiag
for prescriptions for sclection of content and orgenizetion of the curriculum
will be diseppointed. MNowever, Mr, Patrick hae raiced & nusber of questions at
d1fferent points throughout his paper that suggest faplicetions thet might de
drevn fron the paper, 1t should be noted thet while the research Nr. Potrick
reports 1s the work of others, the reporting of this rescerch, the questions

he relses, snd the fuplicetions he drevs ere entirely his dwmn,

Howard Mehlinger
Director, Righ sihool
Curriculun Center

in Covernment

ERIC 11t




1.

11.

111.

COFTEXTS

VBAT 1§ POLITICAL SOCLALITATIONY

o o o vhich includes definitions of the terms joliticel
soctalitetion snd politicel culture and diecussion of the
purposes end liaiteticos of politicel socisiltetion re-
search end its relevente to secondary school soctial stud-
fes programe. . . . « . . . s . ..

L] » . » * [ - . L] L] L

VEAT DO YOUMC AMERNICANS BELIEVE ABUT POLITICS?

o« o o which {ocludes discussion aof the content of polit-
icel attituder and values of children snd sdo’-ecents in
the United States. the sges at vhich these stifituden ond
ve.une ste senifcated, the catent to vhich thoee atti-

tudes end valuce conform to Jaerican political treditions
avd 1deale, and the aignificence of tepe attiiudes end

valuee for the maintenance of political stadbility . . . &

MOV DO TYOURC AMERICANS ACQUIRE POLITICAL BELLIEFS?

A, The Fauily an Shaper of Basic Politicsl Velues

e o« Which {acludes discunrsion of the Amerticen home
& o oniir Bulusrik of politicel stedility end com-

trasting viewpolints sbcut the reletive {nportence of
the faxily ss sn sgent of political soclalivetion . .

B. The fSchool end Politica) Socislizstion

. o o« Which tncludes dlecussion of the political eo-
cinlization function ol American schools, the typicsl
strategles for cerrying-out this functicn, the rele-
tionahip betwean cducstionsl sttainment and poifticel
beltefs, the long-range impsct of the schooles upon

adult political behavior, end the reletive iwmportance

s o & 0 ® o o l
e« 8 o s O o @ ’
L] [ ] L] * - * ') zt

of the school ss sn sgent of politicel socfelfzEtion. . « + o o o o 29

C. Jhe ]lvpact of Socio-fconomic $tatua, JSex Jdentity,
Jouth Groups, end Mees Communice 100 Media Uoon
Political Beliefs and Behavior

. « « which Includes ulocussion of the veriation of
political dellefn end dehsvior due to a particular
social etrete and sex tdentity, the relstively sy~
thoritarisn political deliefe of lower streta indl-
vidusls, epd the ancillery politicsl socislisation

role of youth jtoups 8nd the wses Dedls o . o ¢ o o ¢ o o o o o o s a9
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1v.

v.

HOV IMPORIART 15 EARLY CHILDHOUD LEARNING 1IN THE PORMATION
OF POLITICAL BELIEFS”

e« o » which includen discursion of the atrong lupect of

rarly chiidhood leotning upon the fermation of politicelly

relevant peraonelity cheracteristice, factors that mey

wedify the inpact of eatly childhood learning, snd con-

trasting viewpointas adbout the eignificence »f early child-

tood learring for sdult political beliefs #nd behavicr. . . o o« o o o o 59

CORCLUSTION

e« « » which includes discuseion of some fuplicaticns of

voliticel eoclaelization research for secondary schoel

ecciel studies programs snd tie raleing nf some basic

gueatione about poseitle strategles for the improvewrnt

of politicel socialization through social studlen courmes ¢« ¢« o o o » o+ 65



I. VWHPAT I8 TOLITICAL SOCIALIZATIOW?

¥hen Amerfca: ch{ldren obey the commsnds of s policerman Sfirecting treffic,
p'edge allegience to the fiag, select a clans president by majority vote, or
prcfess & prefercnce for deuocracy, they are conforming to politicelly relevant
csultural nirn3; they “re performing psrticuler eocially scceptable roles in
resporise to cultural cuea, This behevior results from politicel eoclalfeetion,
the gradual learning of sancticned political coonduct and bellefn.l Political
tpcfelizeation {9 coe facet of soclalizetion, the procnas through vhich 2n fn-
dividual lesrns to become an acceptadble menbar of the eocliety in wvhich he lives,
Just as socielixatior pirteine to aa individunl's conformity to his nmoclety's
culture,z ao political gsocislizetion refers to &n (ndividuel's sdsptatian to his
socliety's political cuiture,

Through political socislifization individuals learn and intermalize the par-
ticular ways of using pover and authority that their society sanctions. This
senctioned political dehavicr i3 the society's approach to the solution of fun-
dsmentsl political problems, wuch &8s how to riconcile individual freedom with
soclal coatrol, and ia tzensmitted from genersiion to generation; (t constitutes
the society's political culture. Politicrl socializstion involves the following

tomponent procernes which an individusl must aexperience in order to sdequately

l?rcd 1. Greenstaeln defines political socielization ss, ". . . all politi-
cal learning, formal &nd informal, deliberate and unplenned, at avery stage of
the 11fe cycla, including not only explicitly poiitical lcarning but aleso nomi-
nally non-political learning which effecis poittical behavior, such as tho learn-
ing of politically relevant social attituden and the scquisition of pulitically
relevant peracnality characteriatice." (26:1)

Roberte Sigel csays, “"Political soclalizetion 1o the graduasl leerning of the
norms, attitudes, and behavior sccepted snd practicaed by the ongoing politicel
syotem. Por example, memdbers of & stadble democratic system are expected to learn
to effect change through eclections through the application of group practice
rather thsn through street riots or revoluticne.” (80:2)

2Culture {s, “the pattern of all those arrangemsnts, materisl or behaviorasl,
which have baen sdopted by a society rs the traditionsl ways of aolving the
problems of 1ts members. Culturs includes sll the inestitutionaliczed vays and the
implici{t cultural beliefs, norms, values, and premiscs which underlie and govern
conduct." (49:380)
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ssofimilete o politicel culture: 1) lesrning politicelly relevant bsefc behavior
dieciplfves end dlepositions, such es & generel disposition to forego immediste
personal gretificetion in order to schieve s long-range group goal, thet are
necessery to the maintensnce of & political order; 2) lestning political aepi-
retions, such as the desire to perticipate in pollt(co.’th.t ate nsceesery to
the continuesti~n of s political order; J) lesrning political roles and their
supporting attitudes that enadle on individusl to behave 1n weys thet are ssnc-
tioned by hir politicel culture; &) lesroing politicel skille thet prepere an
individuel to «ffectively participste in the political sffafire of hie society:
5) leerning information about political behavior, the structure of gcvernment,

end political fesues that sesiet en Lndividusl to make sensible political de-
)

cisions.

Children lesrn sanctioned political behsvior end teliefs both forwmslly and
{nformslly, deliberately snd incidentelly in the home, in school, snd in wverious
ioteraction situations with peere snd adulte. Thie lcarning continues throughout
e pereon's life, slveys strongly influcnced dy carlier lesrning. The end toward
vhich this process functions 1s the development of individuals who are integreted
fato the political reslm of their culture; who eccept the eppruved wotivas, had-
{te, and velues relevent to the political eystem of their soclety; who ttanoult:
these political norms to future genetttions. This cultural heritsge i oo
deaply rooted that we sre seldom conecious of 1t. Coneequently, many tndividuesle

often assumc thet the way people in their soclety do thinge is the truly "humen,"

3these component processas of political soclalization enteil both polici-
cally relavast facets of persocnality davelopment and epecific political learaning.
According to Fred 1. Greenstein, "The former include dasic dispesitions, beltefs,
and sttitudes vhich sffect political behavior. The letter involves 1) laarming
connected with the citizen role (particven sttachment, ideology, motivetion to
perticipate), 2) learning connected with the subject role (netionsl loyalty, ori-
entation towerd suthority, coanceptions of the legitimacy of inscitutions), end
3) laetning connected with recruitment to and performance of epecialized voles,
o:fh as buresucret, party functionary, and legleletor." (26:4)
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"naturel,” or "prorer" way, and that contrary behavior {s "barbaric,” "perverse,”
ot "unressonatle.” Thip ethnocentric viewpoint often stems from not undarstand-
ing thet oost of our behavior (e learned rather than instinctive, that this ron-
instinctive bohevior msy be changed through new fcarmning, and thet this learaing
may cesult In various equally vieble, though differentiated, patterns of humen
behavior,

Political socislication produces a certein smount of confornity that {e
Necesnary to continuation of a given politicel order. Yet political behavior
end beliefs need not become totally stendardized, although they sre shaped by
the same political culture. For example, in & democratic political culture, the
right to reasunable non-conformity and diwgent 1o & besic value which ia trans-
sitted through the political soclelization process. The extent to vhich {ndi-
viduale ere open to & wide range of differ.at experfences greatly affects the
transmission of polici{cal belfefa. Since many agencice contribute to en ind{-
vidual': jolftical socislizetion -- the family, the school, friends, voluntary
organtizations, naess madis of communication -- the (ndividual g open tc the
possibility of learning conflicting valuea. Thua, crose-pressures may ba cetad-
1{shed that rcduce conformity to say aingle group's values. In a pluralistic
society, such as the United States of America, these cross-pressures greatly
treduce the incidence of rigid, ideologically-based politicsl behavior. Also,
uniform end smooth trensmiseion of political beliefs fe SJopcded (n o pluteldetio
soclety, comprisced of various diverse groups or subcultures, because individuals
who have diotinct family, school, or peer group coxperiences are likely to develop
diatinctive approaches to politics. Pinally, aocialization {s slvays wodified
by individual potentialities for learning. Obviounly, a wide range of {nd{vidual

mtialitien exiots {n any society. Political behavior {s differentiated,
-0 wany individuals arc incapable of learning certain political ekille orx

Q
E[{l(). However, {f political gocializat'on does not i{nevitably produce total
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conformity in political behavicr, 1t does 1imit the range of variation in polite
ically relevant experience open to individuale {n any given society, slthough
the limits mey be broad enough to permit much sign.ficant freedom of choice.

The stability, even the continued existenre, of a political order depends
ultimately upon political socfalization. Whether an individusl comes to teims
successfully with his pelitical world or becowes alienated from it i{s & functioso
of tﬁl- crucisl process. Whether & political system s conservetively msin-
tained, gradually alteied, or radically reformed depends lsrgely upon political
coctallfctlon. In any society, the political socialirstion process can give
tise both to loyslty snd disloyalty, engagement and apathy, conforuity and de-
viation. These conflicting tendencies are prasent i{n {(ndividuals as well as in
groups. If . socfety's political culture is transmittsd effectively to each
nevw gensraticn, then political stadbilicty {s wr intained.

The tasker of political socialization rescarch ars to sort out ths conflict-
ing tendenc!es of political loyalty and dislojyslty, engagsment and spathy, con-
formity snd deviation that exist in a soclety, to identify the social sgencies
that {nfluencs political beliefs and bshavior, to asscss tha reliative {mportancs
of thsse various agencies of socialization, to nots the extent and direction of
change in the political ordsr, to gauge the heslth, the vitality, the staying-
power of a political system, and to recoomend how the political aocislization
procsss night be more effaoctively directed and to vhat end.

Systenmstic studiea of political socialization are of recent origin. A few
partinent atudiee were made during ths perfod 1900-1955, tut most significant
research in this f1eld has besn done within the psst few years. As political
aocislization resecarch is relatively new snd unrefinsd, many conclusions are
highly tentative, somotimes conflicting, and oftsn ambiguoua. While much is
known about ths content of the political belisfa of American children, rela-

E[{i(j" 14{ttle s known about how these baliefa arc formed. Speculations about
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the process of political soclalizstion are sbundant, but positive \nowledge 1s
negligidle,

No over-arching theoreticel model adequately organizes and delimits polit-
fcal socializstion resesrch. Several existirg theories desl with verious per-
ticulars of the political socielization process. But no woler theory exists
that defines relationships swong all the variables pertinent to political so-
clalization. No sular theory exists that relates politicsl socializstion to
socialization genereally and to the culture in vhich this socializstion occurs.
(81:11-17)

Current research methods consist almost entirecly of various kinds of writ-
ten quegstionnaires, that cannot provide a completa or precise picture of polfit-
ical values and the process by vhich they davalop. Many of these Quastionnairas
force responses iantc a set pattern; opportunities for unususl or unorthodox
Tesponses ara curtailed. Often respondents seek to give the ansvers that thay
belfeva the researcher wants, or that their teacher approves. Even tha best
questionnsires canoot providc precise information about tha fsctors that influ-
ence certain pattarns of responses. Also, questionnsires may not accurataly
raflect political behavior, vhen they ask respondents to raport vhat they would
do in a given siiuation. A reported behavior may diffar considarsbly from ths
{ndividual ‘s actusl bdechavior in real-1§fe circumstances. (81:2-11)

Dospite evident shortcomings, political socialization research does have
sigunificanca for American secondary school civics and government instructiom.
Political socialization is by no means & function primarily of particular esc-
ondary school socisl studies courscs, or even of the formal educational .y-teq.
Nevertheless, the school {s & very important agent of political soctislization
{n Amarican society, and socisl studies courses, particularly civics and govarne-
ment, are consciously intended to further the adaptation of young people to tha

-RJ}:‘CCO political culture. Tha devalopment of good citizenship (variously
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f{aterpretad) remsins the most frequently cited basic objective of civics and
government tesching. Political esociclizstion research can contribute to the
s:hievement of this objective by helping to {dentify the noras that define good
citigenship in American culture, thi mesns for transmitting these dorms, the
relative offectiveness of these means, and the extent to which actual behavior
conforms to stated values. Thus, the study of political socislisstion csn con-
tribute to the {mprovement of secondary school civics and government instruction
by enriching our knowledge of what Anericen youth bdelieve about politics, of
the extent to which these beliefs correspond to American politicel norms, of
the contributions of formal political education to political socialization, end
of the possidble strategies for the improvement of political soctisliration

through social studies education,
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11, WHAT DO YOUNG AGERICANRS BELIEVE ABOUT mmcst"

Stadbility has bevic & hallmerk of the Amsrican political system, indicsting
the long-ters positive force of political sorislization in our soclety. Over
one hundred years ago Alexis de Tocquevilla noted the basic conservatism, the
pcpular aversion to extremist ideas, and the coerciva power of populsr opinion
that distinguished American politics. He predicted that revolutionary outbursts
would become increasingly uniikely as the Americen nation matured, citing "tha
presence of the black race on the soil of the United States" es tha culy poten-
tisl disturber of an elemsntel socio-political tranquility. (90:263-274) Sub-
sequent evant: thoroughly substantiated de Tocqueville's ksen intuition.

Recant political socislization research indicatas that Americas's tradi-
tionsl polfticsl stability has rested upon ths soiid ground of generally favor-
sble popilar attitudes about governmwent, political suthority, lew, political
leaders, and the American political .yoten.s Thesa positive, supportive feel-
ings appesr to emergs at cn early sge; they are vary well-developed anong fourth-
grede children. American elemuntary school children revere ths rola of Prsei-
dent, feel that political leaders generally are benevolent, eccapt the authority

of government as legitimars and just, and venarata patriotic oynbolo.6 Often

‘Tht. discussion concerns the msin-streem political bdeliafs of most young
Americans. The variation in political beliafs of young Americans due to low
socio-economic atatus and eex identity is discussed in Part III-C of this paper.

srhc rescarch of Fred GCreenstein, David Easton, and Jack Dennis is typical
of inquiries by social scientists about children's political delisfs. In 1958
Greenstein sdainfstered questionnaires to & sample of 659 New Haven, Commecticut
school children betwsen tha ages of nine and thirtaen and of widely diversified
socio-economic bsckgrounds. A smsll sudb-saupla of thsse children was inter-
viewed. Easton and Dennis asdminietered questicnnaires to over 12,000 middla and
wortking-clases white children {n grades two through eight, from large orben eresev—
A sudb-sample of these children was interviewed.

Gcrccnoteln veports that children's views of political leadsre are considsr-
ably more favorabla than those of adulte. Compering his dats with the American
Institute of Public Opinioa's Fedrusry, 1938 report of the President's popularity,
ﬂ:;-noteln observed that American adulte were abecut five times wmore willing to

[fRJﬂ:lct" the chief exscutive than were his sampla of New Baven children. (22:
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until the ages of nine or ten religion and patriotism sre intsrmingled, with the
tesult that Cod end country ere worshiped indistinguishably. Our President, our
government, our laews, or'T nation sre perceived as righteous and virtuous, the
forces of good in & sometires evil world. (13, 14, 22)

Children rate the Presidential political role as n’on prastigious than other
sdult roles such as doctor, judge, school teacher, or religious leader. This
attitude {s entrenched firmly by sge nine. It {mplier that children becoms sware
of the importance of political roles well before the 8ts of nine, focusing first
upon the /rcsidential rols, which for primary-grede children asy personify gov-
ermment. (13, 22, 32)

Proo their focus upon the President, fourth ind fifth-grade child :m de-
velop an svareness first of nationel, then of local, then of stats government.
The national level of government {s the first at which an svareness eserges of
the gereral difference between executive and legislstive functions. Comparable
underscanding of stats government (s not manifested until sixth grade. Awvare-
ness of the executive precedes swarensess of the legislature at esch level of
governoent as the dominating and sttention-getting roles of President, mayor,
and governor tend to overshadow other aspecis of govermment, Not until seveanth
grede do most children shov an understanding of legisletive sttitudes equivalent
t. thair comprehension of executive functions, (13, 22, 32) With ‘acressing
egc children tend to focus upon Congress and the lsw-making process &s the cen-
zar of government, (13)

Pre-adolascents are disposed favoradbly towerd politicsl Plrtlcipltlm.’

7(7vu- 98 per cent of Grecnetein‘’s s=mple said that they would “vote when
they resched age twenty-one. Over two-thirds of the group ssid, "It makes wuch
difference vho wins an election.” These seutiments contrast sharply with sig-
nificantly smaller proportions of asdults vho have sacde similar statements {o the
Survey Research Center's election studies. Por oxample, during the 1952 elec-
tion caspaign oaly & fifth of the respondente said, "It would make & great decal
O "1fference to the country whether the Democrats or Republicans win the eleac-

FRICe" (22:36-37)
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They believe that 1t 1s ‘aportsnt to vote in public elections end that it makes
8 great deel of diiference who wine en election. (22:35-36) They fdentify with
8 particulsr political party et an early sge. Botween sixty to seventy per ceat
cf n ,iven group of fourth-grade children profass a preference for the Repudli-
cf. or Democratic party. (22:36) This is fidentical with the frequency of party
{dentification among young adults, ages 21-24, and correeponds closaly to tha
sevanty-five per cent of older Americans wvho are persistently loyal to s polite
fcal perty. (22:37)

During the elementary school yesazs, most children learn to tolarate tha
kind of partisen political conflict sssocisted with elections. They ieam to
accept the rights of individuale to align themsalves into opposing political
perties and to compete vigcrously for alection to pudblic office. They consider
power won according to the "rules of the game" as legitimate. Thus, 8t an esarly
ege children manifeat acceptanca of & major American political norm that {s
crucial to ths functioning of & democratic society. They axprass both willing-
ness to accept pertisan conflict and tha will of “ha majority as basic elements
of the Americsn politicel system. (14)

Children acquire generslly fasorable bdeliafs about political authority,
political leadars, the political eystem, end politicsl parties prior to basic
relevent knovledge. Nina-year-old chiléren who ara swara of political authority
roles and have posizive fealinges about thesas roles havae little epocific knowl-
edga of these roles. Only a fev fourth-grade children can descridbe tha dutias
of the Prcoldcnt.a They heve virtually no knowledge about other sspecte of
government. Although a large number of fourth-grade children can state & po-
l1{tical party preference, they have little i{nformation about the differenca ba-

tveen the Republican and Democratic partics. Most fourth-graders ara vot avare

Q B1css thin a fourth of the New Haven fourth-grade children could describe
B ’ ! . (22:38-39)
[ERJ}: resident's duties. (
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of whe political psrty leaders sre or vhat & political perty dces.? mWot until
the srventh or eighth grade do children begin to buttress their political beliefs
vith psrtinent political knowledge. Mot untfil th’s time ren they typlically
fdentify ary significant differcaces detween Republican and Democtratic policies
or even oame prominent leadsre of efther purty.m Mot :.ntn this time are they
oriented to political fesuse and ideologler. (14, 22)

The extremely favcrable attitudes of children sbout politics snd govern-
asntal Yuthority contrast atrikingly with the cynicisn spé alienstion found

frequently smong American ‘dult-.l‘

Many edults delieve that 1t does not wmede
much difference vho wins an election, thet acst politiciens are carrupt, that
voting fa et best & ch ice between degrees of evil and naydbe & coudlete waete
of time, that government (s not respoasive to populetr demands, thet bed govamm-
osat {e prodedly unavoldable, But endureble. Thess polf icslly allenated (ndl-
viduals have noted the prevelent Sisparity betveen democratic politicel valuee

and Ammtrican politicsl bshavior, betweesn the wey they belfeve politics ought to

’uumm oixty per cent of nine-yesr-o0lds stated s party preference, only

sbout thirty-three per cent could name even vne public representative from efther
of the two major parties and lese than twenly per cent could name & lesder of
sither party. (22:171-73)

wcro«nteln teporte that even &t the eighth-grade ievel only fifty per
ccat of the New Haven children wete able to satiefactorily fdentify t1deolcgical
differences between Democrats &nd Repudblicane. NRe sald, “In terms of the Burvey
Resesrch Conter's indax of ldeological sophisticetion, we find thet only »ix
per cent of the elghth-greders mshe the kind of statements mede by the “most
sophisticated' fifry-coe per cent of the adult population -- references to »
geoeralized lideral-conservetive 1deology and references to social clesr ond
othe: group differences 95 the porty comstituencies.” (22:49%)

u!uton and Bess gugiest that edult political allenstin does not Influence
the beliefs of aast pre-edolescenta, bacause, '- . . adulte In the United Statas
show 8 strong tendancy to ahelter young childrea from (he tesallitios uf putivie sl
11fe. In many ways (t 1s covpacadle perhapc Lo the prudery of & Victorion -i»
that sought to protect the child [rom what wera thought to he tha antdtd facte
of sex and parental conflict. 1In our society politics remaing at tha Vietatlon
stage as far a8 children are concormned., . . « Adulte tand th palat prlitira For
the child 'n rosisr huas. And the younger the child the mnre premenmnced a8 thia
protective terdancy.” (14:244)

Q
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be and the vey they perceive it to be. Thie alienation msy lead tc spathy, ¢jn-
fcal participation, or rebellion; to spolitical todifference, political self-

o¢ "king, (v hyper-political revolutionary seal. 1In Amerficec culture the uvsual
consequences of political elienation sre spathy (witness the typical proportion-
stely lov turnouts for zlections) or cyniciem, a willingues: te go along with
en unchangeable bad situation in order to get as much out of it s poculble.lz
(56:391-392)

Politicel cynicisn end slienstion smong sdults have not seriously threat-
ened Anerican politicsl stedility. Indeed, widespread political apsthy and dis-
interest msy help account for this persistent stability; most politically die-~
engaged Americans would rather not pley the political game than attempt to sce
tively undermine the system. Alao, 1f all citizens vere tealously engaged in
political sctivity, persistent and severe disruptive clashes could result. More
{nportant, {avoradle bLeliefs adout politics sre iuplanted st an early age, and
learoing which tekes place early in life 1o difficult to dislodge and to some
degree oakes a lesting {oprint upon the persons.ily, especlally vhen it fs
founded upon emotion rather than informstion #nd reason. Negative sttitudes
sdout politice are learned just Pricr to adolescence, at the sarlfast., When
adults expericnce conflict between their positive and negetive asttitudes about
Amcrican politics, the positive attitudcs often prevail, since they were lecarned

carliest and wvere based upon sffect end emotion rvether than information and

lenc should not conclude that the United States is filled with slionated,
distrustful people. Coupared with people (n most othes countries, Ameri{cans
hold quite fovoradle att{tudes adbout their political system. Most Americans
seldoo, 1f ever, impugn fundamentsls of the American political order. However,
vhen compared to the priatine simplicity of political beliwls of American chil-
dren, the political beliefs of many American adults do manifest considerable
cynicism and/or alienation,

Q
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reason. ! (22:353-54)

It scens that the aceds of later edult politicel slicnation are implented
during sdolescence. As they spprosch adolescence, children begin s slow pattern
of politicel "deldesltration.” Seventh avd eighth-graders -ecognite that the
President {¢ not & "super-ordinary” human “eing, alvay-’vtne. benevolent, snd
Just; that he mekes errors, some of them serious; that he 1e not necesssrily be-
nign end warmhearted; thet he 18 not “<he best perscn in the world.” Children
8rov to differentiate between the Presidential institutions and the pereonal at-
tridbutes of the Incumbent. This eillews for criticism of the Presfdent without
dizinishing basic allcglence to government and country. An appreciation develops
for Presidential role demands and political expediency. Many seventh, eighth,
and aninth-gtade children belleve that the Presfdent tries to behave publicly in
certain exemplary ways only beceause he 8. expected to behave in these ways, and
because he wants to get re-clected. (22:69; 81:14)

Increasing "“defdealization” about politics continues throughout adolesrence
end mey turn into disillusionment and cyniclsm, the grounds from which mipght
emerge adult politicel slicnation. Ordinarily, adolescence 18 a8 period vhen hal-
lowed treditions arc questioned for the first time, when idols are shattered,
vhen eleoents of adult skepticism or cynicliex are noticed. No longer sre adults
viewod so0 avesomely se the bearers of unmitizzs:d justice and wisdom, no longer
fs the adult world so forbiddingly mysterious and fancifully sacrosanct. The
favorable political attitudca of adolescents are shaken vhen they hear adults
telk about "dirty politice," 'political hacks," ‘crooked politicians'; when they

become increasingly knowledgeable about the gap betwcen political ideals presched

l’?he importance and strength of aarly learming may stom from the high
dependency of young children upon adults for baai{c drive satisfaction. See
Part 11I-B and Part IV for discussion »{ factars wvhich oay modify the carly
childhood leaming of political beltefs.

Q
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et school, st church, or at home snd sordid political practices disclosed (mn

the newspspers, on televisicn, or in foformal femily discussions. However, it
fe important to stress that despite obvious "deideslization” and incressed
sophistica fon sbout political matters, most American sdolescents retais s gen-
erally positive image oi goverument; and like s vast uljorlty of American edults,
®ost Amsricen sdolescents seldonm, {f ever, impugn the most basic festures of
their polftical order. It appears that the positive tone of early childhood
political lesrning contributes heavily to the genersl inclinatiop of Americsns
to consider their political iretitutions as legitimste. (13, 14).

The positive supportive politicsl beliefs instilled in young children fre-
quently harden into political parochialism and closed-mindedness among sdoles-
cents. Consideradble evidence hae been collected to show that intolerance about
political matters, vhich many American sdults manifest, is well-devsloped among
larre numbers of adolescents. MNumerous American teen-agers are highly ethno-
centric and chauvinistic. Often morslistic fervor marks thair loyslty to flag
and country. (58:73) They rebuke political dissidence and non-conformity =
even to the point of disregerding, or not understsnding, First Amendment guar-
antees. They indicate remarkably lictle sffection for practical smplamentation .
of some basic civil liberties presumed to be a traditional part of the American
vay of life.

These sttitudes gre well illustrated by B, H. Remmers and sssociates in

Anti-Democratic Attitudes in American Schools, 14 Overall, asbout one of every
five students sampled did not agree with the freedoms written in the Bill of
Rights., (36:57) On some issues the proportion of atudents manifesting "antie .

democratic" attitudes was much higher. For example, sixty per cent of & large

l“nm studies by Remmers and sssociates were based upon responses to ques-
tionnaires by random samples of from two to three thousand American high school
~ti"“ente, which were stratified according to grade, sex, residence, geographical
Emc‘oa. religious preference. The questionnsires were prepared and administered
cmmmmhe Purdue Opinion Panel during the 1950's.



saaple of American high school students agreed that local police should have
the right to ban or censor certain books and movies io their cities. As many
es forty per cent either sgreed or said they probedbly sgreed that, '"people who
have wild idess end don't use good sense should not have the right to vote."
Forty-three per cent said that books or movies which were "irreligious" or
"stheigtic” should be banned. Sixty-three per cent were sgeinst sllowing com-
munists to speak on the radio in peascetime. (77:63-65, 69)

Many of the students who rejected certain basic Americen idesls of freedom
io the studies cited above tended to ac:zept the tenets of fascism. These stu-
dents wvere disposed toward authoritarianism end ethnocentrism. They agreed

that the wost fwportant virtues children should lecarn are obedience and respect

for authority; that most children need more discipliine; that what our country
needs most is 8 "few strong, coursgeous, tireless leaders in whom the people
cen put their faith"; that the very first requirement for good citizenship is
obedience snd proper respect for authority. (36:36; 61:127)

A definite majority of the students sampled by the Remmers' group reported
intense pstriotism to the American government and to the "Awericen way of life."
They believed, '"patriotism and loyalty to established American ways are the
most important requirements of good citizens," and '"there is nothing lower than
a8 person who does not feel a great love, gratitude and respect for our flag."
Many students held that ‘the American way of 1ife is superior in nearly all re-
spects to any other." (36:40; 61:128)

Meny of the American teen-agers, studied by Remmers and associates, mani-
festad consideradble prejudice against minority races or ethnic groups. They
endorsed racislly segregated schools, anti-miscegenation laws, and other re-
strictions upon close social contact between persons of different races. (77:
69-71; 61:126) These';hlte children were nof inclined to favor Negro candidates

Q
[ERJ!:? public office, although this opposition varied directly with the perceived
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importance of the office. While most whites typically opposed voting for a
Negro candidate for President, Vice-President, governor, mayor, or siuilarly
prestigious offices, they were less opposed to Negro candidates for lesser local
or state offices. (46:93-96)

Recent research about the political beliefs of American adolescents, done
by M. Kent Jennings and associstes of the Survey Research Center, qualifies and
edds to the studies of the Remmers' group.15 (44) 1In contrast to the studies
of adolescents by Remmers and sssociates in the 1950's, the current crop of
high school students appears to be wore cosmopolitan in political orientationm,
less chauvinistic, and more tolerant of political end social diversity. Like
the students in the Remmers' study, Jennings' atudents showed strong positive
feelings about the American political system, but many of their supportive be-
liefs sppeared to be less rigid and narrow. Many "cosmopolitan" students in .the
Jennings' sample were willing to extend fundamental American political princi-
ples, such as freedom and equal rights, to minority ethnic grours and to polite
ical end social non-conformiscs.

Jennings reported that the large majority of the seniors in his sample
showed more concern for international and national political affairs than for
state and local matters. "In the aggregate the students lean much more toward .
the larger systems and higher levels than toward smaller systems and lower
level, more toward a cosmopolitan than a provincial orientation." (44:7-8)

The students vho revealed a '"cosmopolitan" political orientation tended to be
more interested in and informed about both specific international affairs and
public affairs generally than studentc who indicated a more '"provincial" polit-
ical orientation, 'Politicization and-cosmopolitamism occur in tandem.' (44:
25)

1sJenninss based his conclusions upon responses from a national probabil-
thample of 1,669 twelfth-grade students from 97 secondary schools., (41:2)




Most etudents (seventy-nine per cent) in Jennings' egtmple reported moras
faith and confidence in nationsl government than in state or locsl government.
There was 8 strong correlation between a student's orieantation toward a level
of government and the trust expressed in that level of government. The more
"cosmopolitan" students indicated & high level of confiaence in our national
government and low confidence in local govermment. (44:29-31)

Students who showed & "cosmopolitan" political orientation were inclined to
tolerate intermational political diversity. Less "cosmopolitan' gtudents were
less open-minded, and 'provincial' students revealed a propensity for chauvinism.
This relationship was based upon student agreement or disagreement with the fol-
lowing assertion: 'The American system of govermment is one tnat all nations
should have.'" Most of the '"cosmopolitan'" gtudents rejected this statement,
while many 'proviucial' students agreed with it. (44:34-35)

Jennings' '"cosmopolitan" students were not as open-minded about domestic,
deviant, political and social behavior as they were about alien political sys-
tems. Only a mocarate relationship was 1i: 'icated between a ''cosmopolitan' po-
litical orientation and a general teleranc. of non-conforming social and polit-
ical behavior. This conclusion was based upon student agreement or disagreement
with the following statements: 1) "If a person wanted to make a speech in this
community against churches and religion. he should be allowed to speak"; and
2) "If’a Communist were legally elected to some public office around here, the
people should allow him to take office." Even though '"cosmopolitan' political
orientation and agreement with the above statements was only moderate, Jennings
concluded that ". ., ., there is clearly some linkage again between cosmopolitanism
and tolerance of social and political diversity." (44:36)

Another study by Jennings revealed that current civil rights issues were
more salient for the twelfth-grade adolescents of his sample than any other
O rerty issue." The students in Jennings' sample reported that they discussed

ERIC

IToxt Provided by ERI



- 17 -

civil righte issues more frequently than any other political topice dealing
with freedom and rights. Also, the majority of these studentg cited civil
righte and rece relations as the "thing they were lesst proud of as en Ameri-
can.". Only six per cent of these studente held & definitely anti-Negrn belief,
vhile thirty-one per cent were definitely pro-Negro and’anti-bigotry. The other
respondents indicated '"nn clear affect" concerning pro- or anti-Negro feelinge.
In respouse to a question about 'those things they were most proud of as Ameri-
cans," & majority of the students in Jennings' sawple stressed their pride in
the American political values of 'freedom and rights.' This response indicated
a general positive orientation toward fundamental American political ideals and
toward the American political system. (42:11-15)

One might conclude, based upon the various studies discussed here, that
young Americans from early childhood to adolescence have positive feelings about
their political system. The process of political socialization has functioned
effectively to produce young Americans who accept the fundamental tenets of the
American political culture and to maintain political order and stability. Evea
the "anti-democratic attitudes" of Am.:rican youth, reported by Remmers and as-
sociates, may have contributed to the traditional American political stability.
To a considerable extent, they represent conformity to customary practices, to
the socio-political status gg_.16 They serve to distinguisn a generalized in-
group, which is entitled to all privileges of the prevailing political order,
from various out-groups, which for sundry reasons do not qualify for some or
any of these special rights. Often these "anti-democratic attitudes" are somehow
linked to loyalty and devotion to hallowed tradition, to the various symbols of

- political authority-and‘righteouane;s, éoiihe precepts of~;$ed1§;;e and-diaci;.

pline. Often the most outwardly patriotic Americans are the most ready to

16A recent Harris survey reported a nation-wide tendency (fifty-six per

O .t of a nationally representative sample) to be generall; intolerant of de-
ERICne soctal and political behavior. (28)
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prevent extension of traditional civil liberties, the most ethnocentric, the
most willing to stress authority and discipline as bulwarks against change.
Insofar as these intolerant beliefs do not stimulste underprivileged groups,
against whom they are directed, to lassh-out violently and destructively against
the system, they will not per se disturb political equilibrium. But the Negro
Civil Rights Movement of th2 1960's may represent a portent of the pent-up hos-
tilicy and resentment against these "anti-democratic attitudes" which could
severely imperil our tradition of socio-political stability, of gradual, peace-~
ful, lawful change,

The political socialization process in a pluralistic society with demo-
cratic aspirations is complicated by conflict between desires to tolerate di-
versity, non-conformity, and dissent and pressures toward homogeneity, conform-
ity, snd orthodoxy. Democracy entails institutionalization of the right to
reasonable dissent and toleration of hetercdoxy. Protection of the rights of
minority ethnic, religious, and political groups is a democratic axiom. Most
political scientists agree that characteristics of the "democratic man" are
belief in the worth and dignity of individuals, open-mindedness toward different
viewpoints and toleration of heterodox values, readiness to accept compromise
and change, stress on individual freedom, distrust of powerful authority, dis-
position to share and cooperate rather than to monopolize or dominate, tenden-
cies to explore and inquire into many values rather than blind acceptance of all-
conguming ultimate ends.17 (10:91) However, any society with democratic as-
pirations contains pressures that undercut the development of model, democratic
political behavior. Every society needs to instill lqyalty to state and natiom, ‘
to sanctioned political values. Nationtl cohesion and political stability de-

pend upon conformity to the status quo. Consequently, there is always present

17Thia dercription of the "democratic man'" is based upon general agreement
QO d among the writings of political scientista end political philosophers.
IERJf:e is little systematic empirical evidence in support of this deacription.
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the possibility that the process of instilling culturally epproved politicel
beliefs and behavior (even when toieration for divarsity is a culturally epproved
belief) will block receptivity to particuler new and better ideas, will prevent
toleration of certain typea of diversity, will bring about closed-minded paro-
chialism, and thus, will militate agsinst the realisat:ionr of certain democratic
aspirations.

The tendency of the political socialization process in America to gemerate
wany individuals who express intolersnt political beliefs =afges some important
questions. In a society that aspires to democratic ideals, is mere devotion and
conformity to the political status quo sufficient to the attainment of good cit-
izenship? 18 ekill and disposition to critically examine political ideas end
to accept no political or social doctrine as infallitle necessary to good demo-
cratic citizenship? What should be the place of indoctrination, propaganda, and
critical reflective inquiry in the formal political education of American youth?
Consideration of these questions is basic to any effort to improve political

socialization through formal political education.
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II1I. BOW DO YOUNG AMERICANS ACQUIRE POLITICAL BELIEFS?

In order to improve political socialization through formsl political edu-
cation, one must know how young Americans acquire political beliefs. One needs
to ascertain the school's potential fcr influencing political beliefs, relative
to other agents of political socialization, and the extént to vhich formal edu-
cation in America achieves this political socialization potential,

In Amexican society, the family and the school appear to dbe the major forc;l
in political socialization. Here the child' fundamental political viewpoin: is

» molded and the groundwork is laid for adult political behaviox. But controversy
and indeterminacy persist about the relative influence of home and school in
shaping political beliefs and behavior. Also s number of other influences have
an impact upon political socialization, such as various pear groups, mase com-
munications media, socio-economic status. Uncertainty prevails about the pre-
cise effect of these factors in determining political attitudes and actioms.

Controversy about the process of political socialigation has focused upon
the following questions which have significance for secondary school social
studies education:

l. What are the relative contributions of the home and the school to the

process of political soc1a11£ation?

2., How important is early childhood learning in the shaping of political
beliefs and behavior?

3. To what extent can formal education alter political valuas.which have -
been forwed in the home?

4. wWhat hag been the impact of formal education generally and of specific
political education programs in Iinfluencing political bebavior and
beliefs?

S. What strategies appear to be most helpful for improving the political

ERIC socialization of American youth through formal political education?
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Although political gsocialization research has not yet provided certain answers
to these questions, important information has been acquired vhich cen assist
social studies educators.

A. The Pamily As Shaper Of Basic Political Valuesl8

The American home has been a bulwark of poliiical stability by incul-
cating eerly loyalty to country and government, acceptance of fundamental
political norms, and allegiance to one of the established political parties.
Before children enter elementary school, they are taught at home to differ-
entiate between private and public sectors of 1ife and to recognisze that in
public matters the higher authority of government must be respected and
obeyed. Through family inter-relationships American children learn s basic
orientation to authority which provides s life-long context for political
behavior. These family euthority patterns tend to generate positive feel-
ings in children toward their immediste home environment, and these posi-
tive feelings usually sre transferred to the larger world of political
affairs. Thus, al' social scientists recognize the American family as &
primary agency of political gocialization.

In American society family authority patterns tend to be relatively
permissive and equalitarian.19 Generally the father is 70t the gole and
over-bearing authority figure that he is in Germany, Japan, or Bugandas.

Usually the American child has ample opportunity to voice opinions and

18A1though this discussion points out the strong influence that the family
may have upon political behavior and beliefs, it should not be construed as sug-
gesting that political beliefs and behavior are merely a function of the home.

19Robett E. Line's intensive small-scale research stromgly substantiates
this discussion of family authority patterns. Lane's research methodology 1is
typical of the intensive in-depth interviews of a very small random sample
which 1s sometimes used in conjunction with or as an alternstive to more ex-
tengive largeascale random sampling of beliefs via questionnaires. In this
case, Lanc's sample consisted of fifteen men from sn Atlantic seaboard urban
oot labeled Zastport. (50:1-11)
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share in certain kinds of family decision-msking. Consequently, occasion
for rebellion against family authority 4s less frequent than in many other
societies. Indeed, severe childhood redbellion 1is fer from normel in Ameri-
can society. When such rebellions do occur, they usually do not iavolve
politics, but rather are directed sgainst traditionsl religious bbéliefs or
social customs.?0 (17:277-280; 61:4; 50:268-282)

The typical relatively permigsive father-son relationships in Americaa
femilies sppear to contridbute to the scceptance of political norms, to
positive feelinge about govermment, politics, law, pélitical leadars and
the American politicsl system. Lane hypothesizes that these father-son
relationships typically generate politicel idealism bssed upon & positive
and optimistic view of human nature and the future of mankind, becsuse
Anerican fathers so often represent security, support, friendship, and
trust to their children. (50:281-282) By contrast Belgian and French
parents usually over-protect and over-direct their children in s manner
wvhich makes the outside world seem hostile and treachercus. This sppears
to contribute to childhood feelings of political distrust and accounts for
prevalent negstive political sttitudes smoeng French and Belgian adults.
(75:67-70)

The relatively permissive and equelitarian patterms of suthority in
American families develop rather widespread potentisl effectiveness in
political participation. Coupared to children in other lands, such as
Mexico, Italy, or Germany, American children are much freer to spesk out

about their prodlems, to criticize their elders, and to participate

2°Blizabeth Douvan and Martin Gold report, '"In the large-scale studies of
normal populations, we do not find edolescents clemoring for freedom or for
release from unjust restraint. We do not find rebellious resistance to authority
as a dominsnt theme. PFor the moast part, the evideuce bespeaks s modal pattern
considersbly nore peaceful (and dull) than much theory and most sccial commsat
TCM lead us to expect." (41:4)
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significantly in femily discussions. Extensive opportunity for children

to participate in decision-making, to develop poise in srticulating an
srgument, end to gain ekills in compromise, can be viewed ss & major bdut-
tress of American democratic politice. The discoursgement of free child-
hood expression in some other cultures 1n,prob¢bly!¢n important explsnation
for their inadequacy or difficulty in developing or sustaining & democratic
politicel order. (1:346-363)

Another {mportant consequence of the authority patterns common to Amer-
ican families is transmiseion of political party preference from parents to
children in much the same way that religious identification is passsed on,
Most American children are literally born into & politi-asl party identifi-

cation that persists through .dulchood.z1

Por example, in 1952 seventy-two
per cent of the Survey Research Center respondente who repbrced that both
their parente had been Democrats were slso Democrats. 8ixty-three per cent
of the children of Republican parents were Republican. (4:99) This general
loyslty to parental political party preference is so strong that neither
sttractive cendidates nor explosive issues will often lead s voter to aban-
don customary party identification. Only crucial social events, such es

s long destructive war or & depression are asble to shake large numbers of
people sway from their family political party traditions. (21:33) An
importent factor in the persistence of early politicel party identification
is later reinforcement by new roforence groups. But individuals soclally

mobile enough to enter new group sssociations, that contradict earlier po-

liticel dispesitions, are prones to modify evan such solid poliriecal

21, yent Jennings sad Richard G. Neimi report, based on s study of &
nationally representative sample of 1,669 twelfth-grade students and 1,992
parents of these students that, "Parent-student correspondences differ widely
dependicg upon the velues considered, with party identification standing high-

roal) though even that value represents & distinct departure from perfect trans-

" (41:1)
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preferences as party 1deﬂtlry.22

Political swarencss and sctivity mgy often stemw from parental emusla-
tion. Por exswile, Americen stete legielators tend to come from highly
politicized families, families in which cne or both parents are politically
active. Thefr {nterest fu politica appears to have been generaLed through
intimate and pleasurable family associations, vhere they were given emple
cpportunity to gain political expsrienze, vhero they weore stimulated to
evulzte the political behavior of @ respected parczt. By contrast, formal
coursers in high echool civice or government do not seem to have much effect
{n persuading American state legislators to enter pelitical life.za (19)
The farily 1s alao s epawvning ground for political campaign workers end
parey functionaries; most of these individuala come from politicizcd fao-
1lies. (62:209) 1Individuale from femilice where nefither parent voted
show & grest tendency to &voi{d psrty attachoents; individuals from families
where parrots 41d not keep up with political affaeires through regular at-
tention to ncwopspers, nows magarincs, or news broadcosts also tend to be
unawsre of znd igoorent ebout politice. (37:68) However, higher education
serves to overcome politically limiting family influences. College gread-
ustee frow non-politicized familios are mor. likely then lesser cducated
indivicduals to e well-informed about pelitics snd capeble of effective

politicsl scticn,

22Sec Part 111-C for discussion of thes influence of socio-economic status
upon political teliefs and behavior.

23Int:rvl¢wn vwith & nationally rerresentative sample of ..meri_.n state leg-
islators by Fulau and sesociates indicated, "Tlos with & politicel perLly, cou-
sciousness of public issuecs, Immledge of both the eerious and pleasurable sea-
pocts of ,litical behrviur or sense of putlic responsibility appear as products
of political socislization in the wost intimate form of primary group life."
(19:307) By contrest Fuleu reported, "The study of civics, politics or related
subjectes does not scem to acrve as a potent lubricant of political conecious-
ness or intersst.” (19:308)

ERIC
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Transmission of a pattern of public issue orientations or a politiecal
ideology occurs later than party identification and is more open to non-
family influencesz. Ideological orientation and complex issue resolutions
call for more politicel knowledge and awarenmess than i5 possessed by the
young child. They are removed from the concerna of the child, and are more
salient and relevant to adolescents and young adults, Jften the family ig
less influential in the political socializatien that takes place at this
point -- being replaced by friendship grcups, work groups, educational ex-
periences or crucial cultural events. (1):366-374; 37:74) Since the major
Aperican political parties generally manifest scant ideological differences,
the traditional transmission of party preference from parent to child does
not deter=ine a widc Tange of atticudes about public issues.

Many social scientiets have concluded that the forerost agency of po-

l1itical socialization 1g¢ the home, that the most important source of chil-

dren's conceptions about political behavior is the inadvertent political
leaming that takes place in the family, and that the family inculcates
hasic political beliefs. According to this view other agents of political
socialization, such as the school, merely build upon this foundatiom, ERarly
politicel beliefs continue to affect political behavior throughout a life-
time. As James C. Davies has stated, "Evcn the aged citizen who freely and
secretly casts his last ballot 4in an election that presents free alterma=-
tives to him 1ia never quite free of those people who have influenced him =~
most particularly his childhood family. And the political leader, like

all others, likewiee remains imder the influence of hie family hockgraumd -
if not in the content, then at least in the style of his rule," (11:11)
According to this viewpoint, political beliefs tend to be passed from gen-
eration to generation i{n an unbroken chain, and the family is society's

primary stabilizing and conservative political force.
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The importance and strength of the family 3s an agent of political
socielization is attributed to the great dependence of young children upon
adults for basic drive satisfaction. A basic drive, such as hunger, thirst,
or sex is an organic tension that creates discomfort. Man is motivated to
activity that mitigates or relieves the tension an& discomierrt. During the
long childhood period of physical dependence upon adults for drive satis-
faction, the child develops sérong emotional attachments to those who care
for him: This emotional attachment moves the chiiid to become amenable to
sociel direction and control, and the child tends to accept the adults,
who help him to satisfy basic drives, as behavior mocdels.

James C, Dawvins wses Abraham Maslow's need-gsatisfaction hierarchy to
hypothesize that the family's central role in shaping political values stems
from its efficacy in satisfying the child's basic innate needs. According
to Maslow's need hierarchy, these are 'the physical needs for foed, clothing,
shelter, health, and safety from hodily harm; the need for love and affec~
tion; thc need for self-esteem; and the need for self-actualization."” Ac-
cording to Davies, '"self-actualization" through political activity, or other
activity, 1is not possible until the lower-order needs have been satisfied.
Since the family is usually the source of this need satisfaction, it becomes
"the central reason that the individual comes to think and act like his
family more than he thinks and acts like ihose who are leas relevant to his
need satisfactions." Conversely Davies hypothesizes that, 'The general po-
litical apathy (and transient hyperexcitability) -~ the lack of politiciza-
tion --~ that stil! prevaila in most of the world is traceable to the apathy
(and transient hyperexcitability) resulting from childhood deprivation of
these basic needs within the f{ainily." (11:11-13)

Contrary to Davies, Harold Lasswell suggests that entry into political

. activity serves to compensate for the inadequate way in which personality



needs have been met. Lasswell's formula for political man -~ ''private mo-
tives transformed into displacement onto public objects transformed into
rativnalization in terms of public interests equals pelitical man' -- il=-
lustrates his hypothesis that political behavior becomes an outlet for thé
damaged or disturbed personality that is seeking some sort of withheld com-
pensation or deferred satisfaction. Lasswell further speculates that the
pattern of family relationships in childhood leads to either of two basic
developmental political types -- the agitator or the adminigtrator. (53)

Recently the traditional stress upon the overwhelming importance of
the family in political socialization has been challenged. Robert Hesa and
Judith inrney have concluded, on the basis of an extensive study of elemen-
tary grade children, that in the United States the public elementary gchool
is the most important agent of political socialization. (34) They acknowl-
edged the strong influence of the family, but they suggested that its pri-
marylimportance is restricted to only a few areas of political socialization,
such as promoting early loyalty to country and government and acceptance o§
certain fundamental and unquestioned cultural political norms.

M. Kent Jennings and Richard G. Niemi have just comnleted a atudy that
suggests that aside from a certain few basic political values in our cul-
ture, transmitted by mcst parents to moast children, parental political val-
ues are a highly variable and inaccurate guide to the political values of
pre-adults. Concerning correspondence between particular political opinions
of parents and high school seniors, Jennings and Niemi found that there is
only a moderately strong poa}tive correlation on salient, conc;ete issues
and wesk or virtually no positive correlation on more abstract and less im-
mediate issuz2s. Concerning attitudes about particular socio-political
groupinge, such as Proteatants, Catholics, Jews, Negroes, Whites, Labor

Unions, Big Bueiness, and Southermers, Jemnnings and Niemi found the corre-
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' lations between the views of twelfth-grade students and their parents to
range from moderately positive to very slightly positive. These low corre-
lations suggest a minimal family influence upon value formation concerning
gpecific issues and groups. (41)

The urban, industrialized character of American society may somewhat
account for a restricted family influence upon political behavior and be-
liefs. 1In simple agrarian or hunting and gathering societies, the family
impact upon political socjalization is overwheiming, because the family has
a continning and nearly excluasive access to control over the child's be-
havior. There 18 not likely to be extensive value conflict with the so- -
ciety, so that the values of family and non-family groups tend to reinforce'
one another. Since the family serves as the direct avenue by which the
child enters adult society, the values learned in the home tend to be im-
mediately functional and practicable. As an adolescent and as an -adult,
most individuals continue to live among the adults who socialized them and
the peers with whom they were socialized; this continuing association

strongly supports conformity to values learned in the home. By contrast,

lessen the family socialization role. Many other specilalized social agen-
cies contribute importantly to the socialization process, including the
school, the church, the summer camp, and formal youth groups. This away-
from-home socialization is often conducted impersonally by relative stran-
gers, toward whom the child usually has relatively wesk emotional attach-
ments. The various agencies of socialization in a modern society typ;cally
create cross-pressures by teaching comnfiicting values to the chil
undercut family tradition and values. Individuals tend to be mobile, to
live as adults away from the constraining influence of the family and the
O  commmity in which they were reared. (7:106-112)

ERIC
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The controversy over the relative importance bf the home as an agent
of political socialization has important implications for formal schooling.
1f the child's foundation of political values is laid unalterably in the
home, then social studies education can do little to affect significantly
political bteliefs and Lehavior. But the extent and force of family influ-
ence in political socialization has yet to be determined precigely; and new
eéidence suggests that the family may be less important than other groups
or inztitutions in the shaping of beliefs about particular political issues,
in the forming of an ideological orientation toward politics, or in devel-
oping ability to participate in political affairs. Also, it appears that
for some individuais, or perhaps even for most individuals, the school may
gradually assume the major role in political socialization during the ele-
mentary grades; and that the school, more than any other factor, may serve
to determine an individual's level of political competency.

B. The School and Political Socialization

agents of political socialization by teaching culturally approved political
aspirations and roles and stressing love of country and its political in-
stitutions. According to V. O. Key, "All national educational systems in=-
doctrinate the oncoming generation with the basic outlooks and values of
the political order." (45:316) The schools are also charged with the re-
sponsibility of tecaching specific political information and skills, such

as knowledge about governrental structures and functions and ability to
participate in group activities. In a society with democratic aspiratisas,
the ultimate goal of formal political education is the conscious develop-

ment of characteristics that define the ''democratic man."24

2“See page eighteen for discussion of the '"democratic man."
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American gchools teach political beliefs and behavior both formally
and informally, both directly and consciously through plaaned instruction
and inadvertently through casual experiences or chance happenings. Formal
courses in history, civics, and government are expected to develop good
citizenship. Alsc, schools observe patriotic holidays and utilize rituals
in order to teach respect and love for the nation. The rules of democratic
political participation are learned through classroom discussion, committee
projects, student government, and school club activities. School teachers
and administrators also impart much political learning unconsciously by
their styles of behavior, their classroom procedures, and their general
attitudes toward children. It is difficult to determine exactly how these
school experiences are linked to adult political behavior, but it is prob-
able that they have enormous impact, that they influence some life-long po-
litical attitudes,

Much can be learned about the political socialization strategies of
American public schools by examining the content of widely used secondary
school clvics and government textbooks; because textbooks are still the most
important instructional materials used in our schools. Recent studies of
civics and government textbook content report that the textbooks stress in-
culcation.of "democratic'" political beliefs. Considerable space is devoted
to prescription of political beliefs that every good '"democratic" citizen
should have concerning all aspects of group living. They present an opti-
migtic view of American society that glosses over or avoids controversy or
criticism about basic features of our political system. Crucial social and
political 1issues relating to such topics as Negro civil rights, crime, ju-
venile deliquency, birth control, silum clearance, inadequate medical care,

hard-core poverty, and drug addiction are either excluded from textbooks or

. are discussed superficially. The content of civics and government textbooks
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is highly ethnocentric. The government of the United States is deplcted
as the world's leading advocate of democracy, morality, and rationality.
Alien political systems or ideologies are nften shown a priori as inferior
or immoral. (63, 79, 82)

Typical textbook discussions of governmental Gtructures and functions
concentrate upon legalistic descriptions and ethical przscriptions. They
represent ethical-legal norms as actual political behavior, thereby con-
fusing what ought to be with what is. These discussions usuaily neglect
the soclal foundations of political behavior and the cultural foreces that
shape political roles aud decisions, There 1s little or no textbook com-
mentary about the relationships between certain kinds of political behavior
and socio-economic status, ethnic identity, or secondary group membership.
The textbooks have little or nothing to say about basic concepts of polit-
ical sociology, such as role, status, culture, norms, reference groups, or
socialization., (63, 82) :

The end-of-chapter questions and suggested activities that appear in
all civics and government textbooks emphasfze the memoriiatioq‘of facts
about government as the key to understanding political affairs. Students )
are asked to recall or to copy from the textbock such information as the
nrecise legal steps by which a Congressional bill becomes a law, the legal
qualificationa for becoming President, or the exact wording of the Preamble
to the Constitution. Much less attention is devoted to confronting students
with issues, with instructing them in methods of reflective thinking and
inquiry, with motivating them to use facts effectively to substantiate or
to refute political beliefs. (63, 79, 82) |

The attitudes and classroom styles of school teachers are important
aspects of political socialization 1n-public schoois that may tend to rein-

Q force or to undercut the stated objectives of the formal program of political
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education. For example, a recent study of the political attitudes of public
school teachers indicates that many of them are either hostile to or uncer-
tain about many democratic principles. (92) Only twenty-five per cent of
elementary teachers and forty-three per cent of secondary teachers responded
that police should not have the power to ceusor boéks and movies in their
cities. Other, similar responses indicated a pattern of authoritarian val-
ues and a rejection of certain political idesls of ;he United States, such
as the extension of Pirst Amendment freedoms to social or political non-
conformists. (92:477-478)

Many American public school teachers and administrators appear to be
unduly preoccupied with maintaining suthority over children. For example,
George &. W. Stouffer reported that a sample of public school teachers
tended to evaluate the behavior of students mainly on the basis of respect
for authority and orderly behavior. They tended to be less concermed about
withdrawing behavior, because it did not represent a threat to classroom
order. {88) Hess and Tornmey reported that public school teachers which
they studied tended to focus upon the importance of authority, obedience to
law, and conformity to school regulations and to disregard the importance
of active democratic participation. (34:377) On the basis of numerous
classroom observations in middle-class urban elementary schools, Jules Henry
concluded that the behavior of many teachers appeared to emcaurage conform-
ity, docility, dependence, and unquestioning obedience. (31) Teachers used:
inter-group aggression and competitiveness to play-off children against one
‘another in the interest of naintaining a tight grip upon the class. "Thuatu\
in the elementary schools of the-middle-class the children get an intensive
eight-year-long training in hunting for the right signals in giving the
teacher the response wanted.,”" (31:203-204) Edgar 2. Friedenmberg concurred

“that in the interests of maintaining oxrder, enforcing conformity, and
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wielding authority, many public school teachers and administrators damage
or destroy the self-esteem, personal integrity, and individuality of stu-
dents. (20) Through personal observations in the school, intensive interx-
views, and a sentence-completion test, Friedenberg studied the attitudes of
selected American high school students. He concluded that many students,
especially those from lower or working-class families, suffered humiliation,
discouragement, and crippled gself-concepts, because school systems were
geared more toward maintaining authority and exscting cbedience than toward
building self-esteem and individuality. (20:70-~174)

Compared to pre-collegiate students in other societies, Americans do
have much more opportunity to participate in classroom discussions and to

~debate social and political issues. Almond and Verba reported that forty
per cent of their sample of adult Americans remembered participating in
classroom di;cussions and debating political and social issues in school.
By contrast only sixteen per cent of their British respondents, twelve per
cent of the Germans, eleven per cent of the Italians, and fifteen per cent
of the Mexicans remembered having had opportunities to participate in class~
room discussions and debates. (1:332-334) Nevertheless, under one-half of
the American respondents remembered having had freedom to participate in
school discussions and debates, which suggests once again that many school
teachers have not complied with the official democratic philosophies of
education to which virtually all American public school aystems.pﬁbiiglz
subscribe.

The behavioral patterns encouraged by teachers who are preoccupied
with maintaining  authority are fhviously ralevant topolitical .socialize~
tibn. Conformity, docility, and unquestioning obedience in the school can
lead to parallel behavior in political situations outside of school. It

[ERJ}:~appears doubtful that typical objectives of formal political education
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programs, such as development of ability to participate effectively in
democratic political affairs or a disposition to honor the worth and dig-

nity of individuals, are served by denigrating student self-esteem in the

‘pursult of homogenized schoolroom behavior,

The political socialization function of American public schools is
complicated by the pluralistic nature of American socie®y. Public schools
are charged with the task of helping to develop "good Americans.'" However,
many different views exist about what constitutes a '"good American." While
most Americansg support basic democratic ideals, such as freedom, equality
of opportunity, and dignity of the individual, there is often disagreement
about specific interpretations of these ideals. For example, the ideal of
freedom i8s interpreted variously by different, but equally loyal Americans,
who share positive, supportive feelings about our political system. Some
Americans v1e§>freedom mainly as a matter of restricting the authority of
government to infringe upon certain basic rights of individuals. They con-
sider the role of government to be one of arbitrating disputes, keeping the
public order against the threat of anarchy, and protecting private property.
By contrast, other Americans see freedom as stemming from extensive inter-
vention of government into the affairs of individuals in order to provide
opportunities and rights that these individuals would not enjoy if left to
their own unaided efforts. They consider the role of government to be not
only that of arbitrating disputes and enforcing laws but also that of ad-
ministering programs to extend the socizl and economic opportunities of
people.

Public school administrators and.teachers are faced with the problem.
of deciding how to interpret basic American political beliefs as they at-

tempt to socialize children. When there is conflict about specific mean-

R\I: ings of basic values, which meaning should the school teach? Public school
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administrators and teachers often are swayed by community pressures in
their efforts to meet this problem. Thus, in some cormunities certain
topics or subjects are either closed to inquiry or are taught in a one-

sided manner.

In the Censors and the Schools Jack Nelson and Gene Roberts, Jr. re-

ported the activities of various pressure groups to shepe the school cur-
riculum in terme of their biases. They depicted the success of extreme
right-wing organizations in excluding from the schools any favorable com-
ment or open-inquiry about the United Nations, socialism, racial integra-
tion, or government welfare programs and the influence of civil rights or-
ganizations in removing from schccl libraries those books that they con-
sidered insulting to Negroes. (69) On the basis of an extensive study of
the teaching of controversial issues in American public schools, John P,
Lunstrum concluded, "The social studies still appear to be very much at the
mercy of curriculum evangelism and powerful pressure groups." (59:147)

M. Kent Jennings reports thai parents are more likely to complain about
public school instruction concerning morals, ethics, religion, politics, po-
litical ideology, and civil rights than about any other aspect of the con-
tent of the formal instructional program. This pattern of pérental com=
plaints may stem from the traditional concern of the family in Amexican so-
clety with transmitting customary religious and poiitical orientatioms.
(43:26-28) "Instruction in the school -- no matter how oblique == which
threatens to undermine tliese orientations may be viewed very dimly by par-
ents jealous of thie prerogative. Even teaching about presumably quectivq
facts, to say nothing of calling for tolerance of non=-conformity -or out-
right pitches for a point of view, may be enough to elicit a grievance. . . ."
(43:28) Thus, parental attitudes about politics may limit the scope and style

- of a school's political education program.
ERIC
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Whatever the limitatioas or complications of political socialization
strategies in American schools, it appears that schools can significantly
influence political beliefs and behavior. Numerous studies have indicated
4 strong, positive relationship between educational attaimment and years
of schooling and the extent of an individual's pofitical knovledge, toler-
ation of diverse and heterodox political values, and pcliticel interest and
participatien.zs (56:40) College graduates are more willing than high
school graduates to accept fully the implementation of our Bill of Rights.
And correspondingly high school graduates more readily support these demo~-
cratic ideals than do individuals who did not progress beyond elementary
echool.26 For example, Samuel Stouffer's nation-wide astudies of political
opinions showed that sixty-six per cent of college graduates would be will-
ing to allow an opponent of church and religious beliefs to speak openly
as opposed to only twenty per cent of those with grade school educations
and forty-efght per cent of high school graduates. This respons: patterm
was essentially the same for a great number of ftems. (89:29~42) The
studies ot "anti-democratic attitudes'" by Rermers and associates, cited
previcusly, indicated a strong connection bhetween 2cceptance of the Bill

of Rights or rejection of racial prejudice and extent of politicai knowi-

ZSSeymour M. Lipset says, "1f we cannot say that a high level cf education
is sufficient condition for democracy, the available evidence suggests that it
comes close to being a necessary one." (56:40)
26A possible explanation for the greater willingness of most college grad-
uates to accept full implementation of American democratic ideals is that they
are less likely to feel threatened by certain socio-economic comsequences of
this implementation. For example, less well-educated working-class people tend
to feel threatened by the full extension of equality ot opportunity or civil
rights to groups lower down on the soclo-economic status hierarchy, because they
fear that their hard earned and precarious economic gains and social respecta-

Robert E. Lane's studies of Eastport support this viewpoint. Lane revealed that
working-class people tended to fear equality of opportunity and freedom of ex-
preggion end %o partially reject these democratic ideals. (50:26-40, 57-81)
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edge, grade lavel in school, and amount of education completed by parents.
(36, 46, 61, 77) Aleso, the National Opinion Research Center has reported
a strong relationship betwoen education, political information, and polit-
ical activity. College graduates were markedly more well-informed about
:olitics and more willing to participate in political activities than were
high school graduates. (21:21) Numerous studies of college students have
indicated that seniors are more likely than freshmen to accept political di-
versity and dissent. For example, a study in 1952 of students in four Ivy
League coileges and five public-supported colleges reported a year=by=year
increase in the number of students with attitudes that were highly sup-
portive of civil rights. Forty-five per cent of the Ivy League freshmen
as compared to sixty-eight per cent of the seniors were highly supportive
of civil rights. Thirty-one per cent of the freshmen in public-supported
colleges as compared to forty-four per cent of the seniors were highly sup-
portive of civil rights. (3:462) Philip E. Jacob concluded, after an oxa
tensive study of the attitudes of college students in the 1950's, that as
compared to freshmen, seniors were generally less ethnocentric, more per-
missive concerning religion and sex, more skeptical of the rupcrnatural,
and morc critical of the socio-political gtatus quo. (40)

Amount and quality of education appear to be related clesely to open-
sindedness and flexibility of political beliefs, to readiness to comsider

or accept new points of view.27 (60, 70, 76) Indeed, education may be a

27A study by Pressey indicated that college students are more amenable to

value change than are high school students. He showed that over the 1923-1943
period societal chauges in-woral and religieus norms had & profound .effect-om ~
changing values of college students, but did not alter the views of most high
school atudents. (76)

Maccoby studied young adults in Cambridge, Massachusetts and revealed that
change from parent:l politicel values increases with amount of education. (60)

Theodore H. Newcomb reported, after an intensive study of Bemnington College
girls, that the "liberal climate of opinion" at Bennington influenced many girls
Q | "conservative," wealthy families to modify their social and political val-
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potent force for the alterstion of political values, decsuse through edu-
cation {nformation {s transmitted that may stimulete deviation from family
influences or which may provide the groundwork for opinion formation about
ma~ters which have not been confronted previously. Through formsl education
wethods of inqQuiry may be learmed that may prodl»péle individuals toward
skepticism and criticism of eetablished beliefs thst arc grounded only upon
authority or tradition. If parents have had less education than their chil-
dren, then education msy enable the children to achieve opinions different
from parents. Even when parents have had the same smovnt of formal educa-
tfon as their children, the fact that it was of & "different vintage' means
that (t has becen shaped by the needs snd idessr ~Ff sn ecarlier period. In this
case too, formsl education of children helps provide the inforwmational blie
for deviation from fesily political velues. As Lane and Sesra have said,
"In one sense children are like the people of traditional societies -~ they
have the belicfs and prejudices of s single culture, passed on from father
to sou. Educacion modifics this. « . . Tha home and, to some extent, early
formal cducation encapsulate the past; higher education sudbjects it to scru-
tioy in the light of different ideas. Thus, {f & young person is rcady, for
whatever rcascn, to change from the parental model, school, and especially
c2llege, facilitate this.'" (52:25)

Although most studics have indicated positive relationships between
political tolerstion, opon-mindedness, and educationsl sttsinment, a note
of cautlon ccncerning these relationships must be introduced. 'Conserva-
tive" fufluences are also part of many college atmospheres. Adout one out
of three students appears to move counter to the "1iberal' tvend and to
develop more "conservative" attitudes while attending collage. (16:571)

One st*dy in the 1950's even reported that most young sdulta became more

 "conservsiive” while attending college. (3:463) Some social scientists
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doubt the validity of many attitude studies of college students via ques-
tionnaires. They speculate that sophisticated students may learn to sub-
tlely disguise intolerance by giving the expected answers, by becoming
"attitude-scale wise." (3:463; 16:567)

The prevailing college climate of opinion appears to have a greater
influence upon political behavior and beliefs than formal courses. There
is some evidence that college courses in political science do not immedi-
ately and directly affect political attitudes. (78) Jacob hypothesized
that college communities work with the grain of larger cultural influences
and are merely vehicles for communication of new social values. He argued
that prior to World War 1II the attitudes of college students about racial
relations were supportive of the status quo, and that only massive efforts
by the national government against racial discriminatioun and segregation
(an outside force) induced a change in the attitudes of many college stu-
dents. (40) The importance of the cultural context and climate of opinion
in which education is experienced is also suggested by Karl Bracker's report
that one-fourth of the Nazi SS leaders had previously received the doctor-
ate. (48:188)

Having discussed the political socialization function of public schools
in American society and the relationship between educational attainment and
political attitudes, it is important to discuss the long-term impact of
Americar. pre-collegiate education by looking at the political beliefs and
behavior of the general adult population, Important objectives of the High
school curriculum are teaching information about government and political
behavior, transmitting an enthusiasm for political participation, and in-
stilling acceptance of basic democratic ideals. Since a large majority of
American adults have attended secondary school, and most have graduated,

Q

EMC the long-term impact of the political education program cam te measured
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roughly, in terms of the objectives of instruction mentioned above, through
surveys of adult political attitudes.

The schools streas teaching, even memorization, of vast amounts of po-
litical information. Keeping abreast of public affairs is emphasized as an
important characteristic of a good dem;cratic citizen. What is judicial
review? What is an open primary election? How can amendments be made to
the constitution? Who is the Chief Justice of the Supreme Court? Questions
such as these are typically asked in secondary school civics and government
courses. However, numerous surveys have documented the political ignorance
of the American public, testifying that our formal political education pro-
grams have failed to impart a lasting knowledge of governmental functions
or a disposition to keep abreast of public affairs. For example, in 1945
eighty-five per cent of an American Institute of Public Opinion sample could
identify the ventriloquist's dummy, Charlie McCarthy, but only fifty-one
per cent had ever heard of James F. Byrnes, then Secretary of State. (21:
13) Other typical responses reported by the AIPD during the period 1947~
1961 were as follows: 1in 1947 forty-six per ceﬁt of a national sample cor=~
rectly defined the term "tariff"; in 1949 fifty-four per cent were aware of
the political significance of a filibuster; in 1951 forty-two per cent could
identify the rights guaranteed by the Fifth Amendment; in 1961 thirteen per
cent had heard of the European Coumon Market. (18) During the 1948 Presi-
dential campaign, twelve out of every 100 adult Americans were unaware that
Thomas E. Dewey was the Republican candidate and nine out of every 100 did
not know President Harry S. Truman was seeking re-election. During the 1948
Presidential election between sixty to seventy per cent of the adult popu-
lation were completely i{gnorant of the major political party platforms. {38)
In 1960 the Gallup Poll sought to find out public knowledge about the elec=

toral college. Presumably, as public school pupils, most Americans had read

T



about the electoral college and perhaps were even required to memorize the
important details about how it functions. Yet only thirty-two per cent of
the Gallup Poll sample were able to give some explanation of this institu-
tion. (21:14) -

/ The schools persistently emphasize the imporéance of political partic~-
ipation. Children are taught that good citizens must vote, that they must
take part in political party affairs, that they must be watchdogs over the
commonweal 1f democracy 1s to survive. Yet strong evidence exists that very
few American adults have heeded these exhortations. Data collected by Julian
Woodward and Elmo Roper in 1950 showed that 10.3 per cent of the adult pop-
ulation could be described as "very active" politically, and that 38.3 per
cent were '"very inactive." (94:874) These percentages were based upon
minimal participation in political activities, such as voting, discussing
politics, speaking er writing to public officials, belonging to organizations
that engage in public political activity, taking part in elections, and do-
nating money to political campaigns. Public participation in politics does
not appear to have increased in the decade following the Woodward-Roper sur-
vey. Popﬁlar participation in the national election campaigns of 1952 and
1956 was very low. Campbell, Converse, Miller, and Stokes report that only
a little more than one-fourth of their sample even bothered to ". . . talk
to any people and try to show them why they should vote for one of the par-
ties or candidates." Other responses about popular participation in the
national political campaigns of 1952 and 1956 were as fellows: two per

cent in 1952 and three per cent in 1956 reported membersaip in a political
club or organization; four per cent in 1952 and ten per cent in 1956 re-
ported contributing money to a party or candidate; sever per cent in both
1952 and 1956 rejorted attending a political meeting, r#lly, or dinner.

© . (4:91) Tn 1961 the Gallup Poll found that only nine per cent of their
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sample had written to a8 U. S. Congressman or Senator during fhe previous
year. (21:11) Numerous Americans do not even perform the basic and rela-
tively undemanding act of voting. Less than two-thirds of the adult pop-
ulation typically votes in a Presidential election. Less than one-half of
the adult population typically votes in the off-year congressional elecéions.
The schools attempt to instill acceptance of basic democratic ideals,
such as freedom, equality of opportunity, and the dignity of man. However,
large numbers of the adult population do not accept certain ramifications
of these baslc democratic ideals. For example, a comparison of popular
opinion about basic democratic ideals in Ann Arbor, Michigan and Tallahassee,
Florida, two university towns, revealed that between ninety-five and ninety-
eight per cent of the registeréd voters in these towns agreed with general
statements, such ag: 'Democracy is the best form of government;' "Every
citizen should have an equal chance to influence government policy;" "Peo~
ple in the minority should be free to try to win majority support for their
opinions."” But many of the same people who showed support for these general
principles were not always willing to implement these principles. Thus,
seventy~nine per cent of these people agreed that only taxpayers éhou!d be
allowed to vote in & city referendum to decide the merits of a tax sup-
ported project. The right to give an anti-religious speech was rejected
by about one~third of the respondents. About two-fifths of the southern
respondents and one-fifth of the northern respondents agreed to the state-
ment,'"A Negro should not be allowed to run for mayor in this city." (21:
8) A recent Harris opinion survey repprted that many adult Americans be-
lieved that certain types of political and social non-conformists are "harm-
ful to American life." A majority of the Harris sample expressed intoler-
ance of "young men with beards and long hair,'" '"college professors active

in unpopular causes.' "student demonstrators at coileéges,” ‘civil righes
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demonstrators," "anti-Vietnam war pickets," and "people who don't believe
in God." Harris concluded, ". . . no matter how these results are weighed
or analyzed, it is apparent thet American beliefs in the right to be dif-
ferent are not nearly as firm &s some had claimed or as they once were."
(28)

The schools do appear to contribute to the developing of long-term
positive, supportive political beliefs and to the under=-cutting of polit-
ical alienation and cynicism. The vast majority of American adults express
a generalized loyalty to the American political system and a generalized
acceptance of American political ideals. Many American adults indicate
some political alienation or cynicism, but compared to most other peoples
around the world their political attitudes appear quite positive and sup-
nortive. Compared to their parents, most American youth, evén high school
seniovs, are considerably less cynical about politics. (41:14) This com=-
paratively positive political outlook of Americans might be somewhat attri-
buted to the extensive efforts which the schools make to glorify the Ameri-
can political system. However, the glorified énd optimistic view of the
American political system presented by textbooks may be somewhat dysfunc-
tional. It may lead to an increase in political cynicism among young adults
as they experience the realities of adult political behavior that may appear
sordid and shocking when compared to the purified textbook and classroom
versions of politics.

Typical textbooks and teachers prescribe some political conduct that
may also be dysfunctional in the real political wqud. For example, the
usual emphasis upon high rates of political activity and independent voting
as unquestioned virtues may be misleading. It is possible for a democrati-
cally oriented political system to function adequately despite considerable

political -apathy. Low voting turnout and relatively low levels of publie
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political activity could reflect general popular satisfaction with the
status quo and low salience of political affairs for large numbers of peo-
ple. However, high voter turnout accompanicd by frenzied mass political
activity could be a threat to stable constitutidnal government. High voter
turnout could be a symptom of breakdown in consensus or serious governmental
inadequacy. Extensive, continuous politicization could magnify conflict and
reduce compromise and gradual solutions to political problems. High rates
of popular political activity in the United States would mean politicization
of individuals with relative propensity to espouse authoritarian attitddea,
political cynicism, and political intolerance, to prefer strong leaders,

to feel inadequate and insecure, and to lack political knowledge. Certainly,
these characteristics of American "non-voters" are inimical to democratic

28 "§icial and polit-

ideals identified with the American political system.
ical disorder followed by an autocratic reorientation of the political sys=-
tem could result from extensive politicization of the typical American 'non-
voter."?  (56:226-229)

A high rate of voting ies not necessarily inimical to the stability of
a democratic political system. Au;tralia, New Zealand, Jreat Britain, and
the Scandinavian countries regularly have had higher voter turnouts than has
the United States without a decline in ccnstitutional goverament. Exﬁensive
political participation by almost all elements of the American public would

probably constitute no threat to democratic ideals, political stability, or

censtitutional government if the quality of participation reflected a sound

28Many of the characteristics that distinguish non-voters from voters are -~
by=products of low soclo-economic status and low educational attainment. See
Part 111~C for a discussion of the relationship between low socilo-economic
status and political beliefs and behavior.

29Herbert Tingsten has pointed to the very high voter turnouts in Germany

and Austria, in the 1930's, prior to the disintegration of constitutional govern-
O t ia these countries. (56:227)
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understanding of the American political system. Thus, Seymour M. Lipset
has said, "To the extent th#t the lower strata have been brought into elec-
toral process gradually (through increased organization, and upgrading of
the educatipnal system, and a growth in their understanding of the relevance
of government action to their 1ﬂterest) increased participation is undoubt-
edly a good thing for democracy. It is only when a major crisis or an ef-
fective authoritarian movement suddenly pulls the normally disaffected ha-
bitual non-voters into the politi;al arena that the system is threatened."
(56: 229)

Independent voters in America are also not necessarily paragonus of
democratic virtue, a8s textbooks oftem suggest. Independent voters =~- those
individuals who do uot identify with any political party -- are less in-
formed about politics, less concerned about the outcomes of electioma, and
less willing to participate in politics than are politicel party partisans.
For example, Campbell and associates found that forty-nine per cemt of their
sample, identified as independents, were not very concerned with the out-
comes of the 1956 national elctions. By contrast only eighteen per cent of
those individuals with “strong party identification" exprcszsed lack of cone
cern about the electicn rvesults. Further, this study suggested that polit-
ical party partisans are more likely to be politically competent than are
independents. The tendency of political independents to be uninvolved in
numerous voluntary group organizations also has important political implica-
tions. (4:143) Kornhauser has concluded, on the basis of feviewing numerous

cross~cultural studies, that social and political isolation makes an indi-

— ———1

vidual vulr:rable to extremist and authoritarian political appeals.3o (48)

Controversy persists about the relative importance of the American

30See Part III-C for further discussiom of this point.



public school as an agent of political socialization. Social scientists
agree that the school playg a major political socialization role. As David
Easton has said, "In our society at any rate, schools get the child from at
least the age of five and hold him with certain differences for class ori-
gins and gtate legis;ation until fifteen 6r sixteen. 1In that period the
schools occupy an ihcreasing portion of the child's aund adolescent's day.
If for no other reason than that the time at the disposal of educational
institutions at this impressionable stage of development is so great,

we might expect the impact of political orientations to be of equivaient
force." (15:314) Hess and Tornmey have even hypothesized that the school
". . . is apparently the most powerful institution in the socialization

of attitudes, conceptions and beliefs about the operation of the polit-

ical system." (34:377) Howeaver, the relative tmponéance and the extent of
the school's impact upon the political values of children 18 an imnoesveras
question,

Research indicates a strong, positive relationship between educational
attainment and toleration for political and social non-conformity, political
interest and participation, and a high level of political information. But
the extent to which formal instruction contributes to tolerance of non-
conformity and to high levels of political interest and participation is
uncertain. Most political socialization research has not indicated a direct
connection between formal instruction about politics and the formation of
political attitudes. For example, Horton's studies of high school youth led
to the conclusion that formal courses in civics and government have no ef-
fect in shaping favorable attitudes toward the Bill of Rights. (36:56)
Schick and Somit found that college courses in political science did not
increase political interest or participation. (78) Almond and Verba re-

)
[ﬂil(r ported a moderate relationship between classroom experiences &nd political
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attitudes. Adults who remembered that they could and did participate fre-
quently in classroom discussions had a higher sense of political efficacy
than those who recalled that they did ot bare ouih clesarcon opportunities.
However, individuals who remembered that they had opportunities to parti;
cipate in classroom discussions, but that they did!not use these opportu=-
nities, tended to have even less sense of political efficacy than those who
had no such opportunities. This finding suggests that other factors, per-
héps the impact of the hiome and socio-economic status upon self-esteem, were
often more important than claseroom atmosphere in the formation of political
attitudes. (1:352-360) Almond and Verba also suggested a relationship be~-
tween the content of teaching and an individual's feelings of political
competence. Those individualsg in their sample, from the United States,
Britain, and Mexico, who could remember being taught about pbdlitics in
school tended to report a high sense of political caompetence. Responde;t;
from Germany and Italy, who attended school during the period of autocratic
Nazi and Fascist rule, did not reveal a connection becween.inatruccion about
politics and a sense of political efficacy. On the basis of these findings
Almond and Verba hypothesized that the autocratic philosophy of education
and teaching content that permeated the schools of Nazi Gerwany and Fascist
Italy were responsible for the iack of relationship between the recall of
political instruction and a sense of political efficacy on the part of ftheir
German and Italian respondents., However, this hypothesis about the link
between the content of political instruction and a heightened sense of po-
1itical competence is baged upon limited data and is very tenuous. (1:361f__.
363)

In the absence of research that indicates a strong direct relationship
between formal instruction about politics and the formation of political

attitudes, most social scientists have eccepted the hypothesis that the
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school's impact upon political values emanates meinly from its prevailing
climate of opinion and educational atmosphere, rather than from its program
of formal studies. This conclusion does not necessarily mean that formal
political education programs in secondary schools can only reinforce atti-
tudes instilled by other agents of political soci&iization. The lack of
impact that formal political instruction appearé to have had upon the for-
mation of political attitudes could derive mainly from inadequate methods
of teaching and course content. It is also possible that formal political
education programs that require individuals to critically examine their po-~
litical ideas could lead to a long-run modification of political beliefs.
Peérhaps germinal political ideas implanted during-adolescence might flowex
during adulthood -~ especially if these ideas were reinforced by later ex~
perlences. However, at present there is very little evidence to support
this speculation due to lack of longitudinal studies of political beliefs.
The qualitatively differént educational climate of the typical American-
college or university may also be a significant factor in explaining why the
strong positive relationship between exposure to higher educatioﬁ and po-
litical tolerance, interest, and participation does not extend to those who
have not been educated formally beyond high school. Compared with most
high schools, the typical college community is much less subject to public
pressures and constraints., It is more heterogeneous in population and cos-
mopolitan in outlook. It is more conducive to inquiry and open-mindedness.
Perhaps the characteristics of academic freedom and cosmopolitan outlook
contribute extensively to the fostering of political interest snd partici-
pation and "democratic" political attitudes.. Perhaps high scho;l»political_-
education programs would have a greater influence upon the formation of
"democratic'" attitudes if they were conducted in an atmosphere more condu-

Q cive to inquiry and open~-mindedness.




C. The Impact of Socio«Economic Status, Sex Identity, Youth Grou 8, and

Mass Communications Media Upon Political Beliefs and Behavior

The political beliefs and behavior of young Americans vary consider-
ably according to socio-economic status. In any society people can be
differentiated according to social position. On tﬁe basis of £actors, :such
as wealth, occupation, educational attainment, place of residence, and meme-
bership in social and civic organizations, people see themselves, and are
seen by others, to have more or less status than others,. to have a higher
or lower social position relative to other individuals. A family's soci#l
position greatly affects political socialization by governing the ways in
which culture is transmitted to children.

Child-rearing practices, school experiences, and peer group relatione

ships are likely to vary considerably according to socio-economic status.
At home and school, ™~iddle and upper-class children tend to have amplg\op-
portunity to assert themselves constructively, £o exprees feelings and
ideas, to acquire intellectual and social skills necessary for leadership,
to gain the confidence and poise essential to effective political .aetion.
Middle-class parent-child relationships usually tend to be equeslitarian.
When disciplining their children, middle-class parents usually rely upon
reason, appeals to guilt, isolation, or threats to withdraw love rather than
upon physical punishment. Middle-class parents tend to tolerate their chil-
dren's expressed impulses and desircs and to expect their children to assume
certain responsibilities around the home at an early age and to do well in
séhool. Upper and middle-class child-rearing patterns foster positive at-
titudes about polificml pﬁrtictpdtioh“and”hbbﬁt.bdlltibal"éfficééjz 25755,
65:80-89, 152-158) |

By contrast, lower or working~class children are often inhibited by

/

over-strict authority patterns at home and at school, by psychic aqd\economic




insecurity, and by lack of oppo.tunity for an adequate formal education.
Working-class parent-child relationships revolve around parental efforts

to enforce order and obedience. Physical punishment and ridicule are the
usual disciplinary methods. Hostility, aggressiveness, tension, and se~-
verity tend to prevail in the child-parent relatio&ships in working or lower-
class homes. (2:54; 65:80-89, 152-158) Thus, Robert E. Lane has said,
"Child-rearing practices in the lower-status group tend to provide a less
adequate pergonality basis for appropriately self-assertive social partici-
pation." (51:234)

The major limitations of political education programs in schools with
mostly higher-status children arc magnified in the schools that serve the
lower classes. Curriculum content experienced by the lower-status child is
geared toward -the simple and direct indoctrination of the cliches of Ameri~
canism and the prescription of idealistic virtues as viewed from middle-
class perspectives. A strong effort is made to infuse these marginal chil-
dren with the moral precepts of our society's middle-class elements. Po-
litical education programs are devoid cf information aebout .the xealitiea of
government functions or political behayiorzand are scarcely relevant to the
needs of underprivileged youth. Lower-s;atﬁd children are not given an
understanding of hLow the political system can help them to achieve desired
socio-economic objectives. Usually, the educational climate is authoritarian
in schools with predominately lower-status children. Such children are uot:™
encouraged to readily or freely express their own opinions, to participate
in decision-making activities, to assume important responsibilities at
school, or to think critically or divergently.- (20, 57)

The usual, politically relevant consequences of lower-status .child-
rearing patterns are diminished self-esteem, authoritarian orientations to

authority, reduced control of hostile impulses, increased anxlety and tensionm,



and alienation from public political institutions. Thus, lower-status in-
dividuals tend to believe that they cannot successfully influence political
decisions, to feel incompetent to assume leadership, to defer passively to
established authority, to unthinkingly accept the domination of others, to
feel inadequate to cope with social forces that agpear overwhelming, and to
adopt an apathetic, fatalistic attitude toward life. (22:94-106) Higher
rates of homicide, crimes of assault, and wife-beating, associated with the
lower social levels, are also politically relevant reflections of lower-
gtatus child-rearing patterns. (65:152)

Authoritarianism, closed-mindedness, and intolerance of social and
political non-conformity or ethnic diversity increase with decreasing socio=-
economic status. For example, Stouffer found that sixty-six per cent ef a
gsample of individuals classified as professionals or semi-professionals ex-
pressed tolerance with respect to civil liberties issues as compared to
thirty per cent of a sample of manual workers and twenty per cent of a group
of farm workers. (89:139) Robert E. Lane concluded from his Eastport study
that, in American society, the professional classes were the staunchiet de-
fenders of the idesals of freedom and equality for all men. By contrast,
working-class people tended to fear equality of opportunity and freedom of
expression and to partially reject these democratic ideals. (50:26-40, 57-
81) Harris reported recently that sixty-four per cent of the individuals
in his sample earning less that $5,000 per year were intolerant of non-
conformist social or political behavior as compared to forty-six per cent
of those earning over $10,000\per year. (28) Roy E. Horton's studies of
American secondary school students indicated that pupils vho tended to
espouse "Anti-democratic" political attitudes came from families with lower
income and educational levels, (36:56-58) These findings appear to belie

~ the Marxist's notion that workers are natural repositories of "liberal"
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socio-political sentiments.

Although lower-status individuals tend to oppose "liberal' attitudes
about civil liberties, they favor "liberal" econonic reform and social wel=-
fare progrems. At higher socio-economic levels economic ''liberalism’ de-
creases and civil liberties "liberalism" increauesi Since the Democratic
Party hae supported "liberal" economic reforms more oftan than the Republi-
cans, most lower-status Americans tend to favor the Democrats, end most
upper-status Amcricans tend to favor tha Republicans. (45:121-181) This
relationship is affected, however, by the prevailing opportunities for so=-
cial mobility. Seymour M. Lipsct has hypothesized that, ‘‘The more open the
status-linked social relations of a given socicty, the more likely well-
pald workers are to become conscrvatives politically. . . . In & more
closed soclety, the upper level of the workers will feel deprived and hence
suppcrt left-wing parties." (56:254)

Political interest and involvement declines with decreasing socio-
economic afatus. Hyman reported that eighty-six per cent of a eample of
children from upper-income families followed the Presidential election of
1952, as compared to fifty-cight per coent of the children from families wisls
low incomes. (37:35) Diffcrences in political interest and involvement ac-
cording to socio-economic status are noticeable during :hg early school
yearo and grow as the child matures. Woodward and Roper found that most
upper socio~cconomic status individuals, such as executives, prafessionals,
stockholders, college graduates, rated 'very active" on their index of po-
litical participation. Mr;i lower socio~economic status people, such as
laborers, Negrocs, and those with only grade school education, were rated
“very inactive" politically., (94:877)

Lovwer=atatus people, wvho do not participate in political affairs, are

usually uninvolved in volunatry organizations and general community activi-
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ties. They tend to be social isolates. William Kornhauser has attempted
to assess the political implications of this social isolation. (48) He
reports that people with few social links to the community are less prone
to community or self control. They lack exposure to information on which
to base sound judgmente, practice in habits of dgmbcratic discussion, de=-
bate, and compromise, and understanding of the importance 'of guarding civil
liberties. Although social isolates are unlikely to be involved in commu-
nity controversy, they temd to be immoderate, irrational, and unsophisti-
cated when mobilized to public participaticu. They are especially receptive
to extremist appeals that reduce public controversy to simple either/or
terms. For example, workers in relatively isolated jobs == Sccupations as-
sociated with ome-industry towns or areas == such as fishermen, miners,
maritime workers, or forestry workers, show higher rates of support for
communism than workers more in touch with social cross-currents. Unskilled
workers or the unemployed are usually isolated frcm the larger community
and are susceptible to extremist apnezls that promisc clear-cut solutions
to their problems. Thus, Kornhaugser has hypothesized that lower socio-
economic status people are more receptive to extremist appeals than are
upper soclo-economic status people. However, ". . . it is the more isolated
members of all social classes who gravitate toward mass movements. People
who have few social ties to the existing order are available for political
adventures againct that order. The individuel's vuinerability is not de-
termined by economic interests alone; the crucial question is whether the
individual has attachments to occupation, association, and community. The
reality of democratic affiliations either impinges upon him through these
affiliations or not in any firm way." (48:220-221)

The political socialization process also varies significantly according

)
[]{I(jto dex identity. In American culture boys are expected to be more aggres-
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sive, competitive and active than females. Politics is normally thought to
be men's business, sud men are expected to be more interested, informed,

" and active in political affairs than are women. Normally, American women
are expected to be passive, non~aggressive, apolitical followers of male
political leadership.

At home and school thgse distinct maie and female political roles are
inculcated. Thus, even at the fourth-grade level boys are more politically
informed than girls, and they tend to show more interest in learning abou:
politics in social studies courses. Also, both boys and girls say that they
are more likely to choose the father rather than the mother as an appropri-
ate source of advice about voting. (22:115-118)

Politically relevant role diatinctions between males and females con-
tinue into adulthood. Generally, American men are more likely to partici-

’ pate in political affairs than women. This includes the acts of voting and
communicating with elected representatives. Numerous studies over a fi.ty-
year period have thoroughly documented the political paasivity of American
women -=- that they are less informed, less interested, and less active po-

litically than males.31

(22:109-188) PFemales tend to have less of a sense
of political efficacy than males. Campbell and associates reported that in
1952 thirty-five per cent of the males in their sample felt very efficacious
&8 compared to twenty per cent of the females. (5:191) And when females do
show political interest, it is more likely to be about local community af-
fairs rather than about national or international politics. Females also

tend to be candidate-oriented in elections, to personalige political iscuas,

and to favor public office-seekers and policies oriented toward conservative

3lpurther evidence of the inferior role ascribed to women in American polit-
1cal culture is that as recantly as 1963, fifty-five per cent of a national sam-

nle ssid that they would not vote for & woman Presidential candidate. (22:111)
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moral principles., (51:213)

Recent evidence suggests that male~female differences in political
participation are lessening. The usual gap between male and female voting
turn-out in national elections has narrowed to around ten per cent. In
some suburban communities with predomiuately upper socio-economic status
populations there is virtually no sex differential in voting rates., (51:
210-211) In 1952 Campbell and associates also found almost no difference
between wmales and females as to "sense of civic duty." Forty-four per cent
of their sample of males felt a high '"sense of citizen's duty" as compared
to forty-two per cent of the females. (5:197)

Although the home and school dominate the political socialization of
American children, a number of other forces have an ancillary role in mold-
ing political beliefs and behavior. Prominent among these secondary forces
are the possible influénce of youth groups or mass communications wedia,
Friendship and youth organizati?ns tend to exert an increasing influence a»
the child matures. Discussion of politics with friends increases consider=~
ably during the high school years, although the frequency of political dis-
cussion with parents also increases. (37:101) But if friendship groups
stress values which conflict with parental views, there exists the possi-
bility for deviation from family values. This is especially so when a child
18 resentful of parental control. In such cases, friendship groups usually
exert more infiuence than parents. Young people also tend to be more re-
sponsive to peer group control than to parental influences concerning atti-
tudes that are of great.immediate persomal impoitance. Since political af-
fairs are relatively less salient for most young people than many other
matters, they tend either to accept parental political attitudes or to be

indifferent to them. However, for those who seek alternatives to family

‘I{i(j political values, friendship groups may exert a strong socialization influ-
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ence. (52:27)

Youth organizations do not play the highly partisan political role in
the United States that they play in some other nations. In West Germany
and France church youth groups, labor union youth clubs, and socialist
youth organizations have a gtrong influence in shabing particular partisan
values. Since children are typically enrolled into these groups by parents,
they do serve to reinforce family beliefs., 1In the United States, the com-
mon youth organizations tend to reinforce broad norms of the political cul-
ture; but, in contrast to German and French youth clubs, they tend to be
apolitical insofar as making overt partisan efforts to propagandize or pros-
elytize in favor of a particular political party. For example, American
Boy Scout groups may attempt to instill certain patriotic virtues, Christian
morals, and democratic procedures, but they sedulously avoid political party
partisanship. (8, 68:166~167) Most ycuth organizations in American society
serve to buttress the socio-political status quo. "In short, the members
of all these organizations learn what 1s expected of them as ideal American
citizens. By the bye, they may also leafn many unintended facts, but tha
leaders do their best not to teach them contrary notions." (68:167)

Those who have feared the imminence of a "Big Brother'" controlled so-
ciety, or who have shuddered at the prospects of a "Power Elite" with the
potential to control thought through monopoly of mass communications media
ghould be relieved at the findings
can mass media in the formation of values. The mass media usually do not
appear to direct;y affect the Vﬁiues of Americans. Rather, thg};_igfluencg
13 normally mediated by primary and secondary groups. These group mediators
seiectively iuterpret the mass media communications for individuals, and
this mediating interpretation serves to reinforce values already sanctioned

by family, friends, and voluntary organizations. Strong attachment to a-
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group disposes individuals to allow group norms to determine their responses
to communications. (47, 51:289-294)

Political information transmitted through the masé media 13 most likely
to influence individuals if they perceive it to be useful in solving press-
ing problems, in gaining the approval of respected individuals or reference
groups, or in relieving psychic tension. (51:294-298) 1In addition, the
mass media seem to have potency for opinion formation among social isolates
or about issues that are fresh and for which there is no ready frame of
reference within the culture. When the mediating factors are for some rea-

~son inoperative or in favor of change, the mass media may also directly
influence value formation. The attitudes of people affected by cross-
pressures tend to be unstable and are particularly susceptible to conver=-
sion. But as Joseph Klapper has stfesaed, "Mass communication ordinarily
does not serve as a necessary and sufficient cause of audience effects, but
rather functions smcunz 2zd through a nexus of mediating factors and influ-
ences." (47:457)

The mass wedia tend to influence politicizaticn., Exposure to the mass
media is related to increased political interest and participation. And
politicized individuals show a propensity teo seek information communicated
by the mass media. However, in some ways the mass media appear to discour-
age political action. They may distract individuals from serious political
concerns with "diversionary content," such as comics, sports pages, and
women's pages. They may treat certain crucial social problems superficial;y
and thereby weaken'interest in t?ese problems. They often fail to win the
confidence of certain groups. For example, working-class people tend to
lack confidence in the press. Democrats generally share this lack of con-
fidence as contrasted to Republicans. Overall, however, exposure to the

©  mass media is related to increased interest in politics, higher rates of
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voting, membership in community organizatiomns, higher levels of political
information, stronger views about political issues, stronger candidate

preferences, and closer adherence to a politicgl party position. (51:281-

289)

£
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IV. HOW IMPORTANT IS EARLY CHILDHOOD LEARNING IN THE FORMATIQN OF POLITICAL
BELIEFS?

Uncertainty prevails about the exact impact of early childhood learning
upon adult political beliefs and behavior. Greenstein, Easton, and Heus place
great stress upon the strength of early learning. Greenstein has said that early
childhood learning is highly resistent to change, and tﬂat later learning is more
susceptible to change. He has sttributed the strength of eaivly learning to the
immature child's uncritical approach to learning, to his tendency to learn
through identification and imitation, and to his relatively plastic personality
structure. 'Social and political learning which takes place at this point can
become a part of the individual's basic psychic equipment.” (22:81) Early
learning has a crucial effect upon later learning; it conditions the individual's
attitudes toward politics throughout his adult life. (22:79-84)

Easton and Hess share Greenstein's viewpoint about the acute importance of
early childhood learning in shaping adult political beliefs and behavior. They
have hypothesized that the period between ages three and thirteen is the crucial
time for political socialization. ". . . it is apparent that the elementary-
school years rather than the high school years present the crucial time for
training in citizenship attitudes and the wider range of behavior we have called
political socialization." (33:264) This hypothesis was based upon comparative
studies of high school and elementary school pupils. The studies led to the
conclusion that little change in "basic political orientations to regime and
community" took place during the four years of high school. Easton and Hess
ackncwlzdged that wost individuals increased their store of informatiom about
government and political behavior during the four high school years. However,
they found little evidenc: that fundamental, political attitudes and values con-
cerning the regime and political conffunity were modified during later adnlescence.
(14:33) '"While there was evidence of some change during the high-school years,
O magnitude of accumulated attitudes apparent in the freshmen classes indicated
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that the process of political sociaslization had been underway for some time and
was nearing completion." (33:258-259)

Cohen, Almond, Verba, and Jennings have also agreed that early childhood
learning is very important to personality development, that it may be very re-
sistant to change, that it influences later learning, aﬁd that it 18 likely to
have a strong impact upon adult political beliefs and behavior. However, they
have contended that some basic political values may be subject to modification
during adolescence and adulthood. Cohen has said that social and political val-
ues learned during early childhood are unlikely to change if beliefs learned at
home are consistently reinforced outside the home. This situation prevails in
simple, static, primitive, and/or agricultural societies, where the family has
a continuing and nearly exclusive access to control over the individual's be-
havior, and where there is an obvious and direct relationship between values
learned at home and behavior in the larger adult community. However, Cohen has
argued that in an industrialized, urbanized, dynamic society much learning takes
place outside the home., The family no longer has a nearly exclusive control over
soclalization, and much away-from-~home learning dées not reinforce traditional
family values. Rather it may create cross-pressures that preclude any deeply
rooted commitment to a traditional, unitary, closed belief system. Traditionmal
family values may be dysfunctional in a rapidly changing society that is con-
tinually being altered by unanticipated events. Socio-economic forces in a
dynamic society tend to encourage physical and social mobility, which move indi-
vidualé away from the constraining influences of their childhood homes and which
motivate aspirations that deviate from traditional family values. For example,
children who aspire to move up the soclo-economic status hlerarchy repudiate the
values of lower-class parents, and many Second generation children of immigrant
parents reject theilr traditional family values. In modern American soclety chil-
QO n tend to grow away from parental influences as the& mature, because they are

E119

IText Provided by ERIC



- 61 -

influenced by fresh contacts outside the home in a rapidly changing culture.
(7:106;112) Thus, Cohen has hypothesized that in the United States, or in any
other modern industrialized society, much childhood socialization is subject to
fund;montal modification, because it takes place outside the home. ". . . those
things which are learned outside the home are much more.susceptible to change
than those which are learned from parents at home." (7:111-112)

Almond and Verba have contended that in a modern, pluralistic, industrial-
ized society roles learned within the family do not directly transfer to success-
ful participation within the larger society and that away=-from-home socialization
can modify or supplant early childhocd learning. They have focused upon adoles-
cence and young adulthood as important periods of political socialization, be=
caugse at these times participation in school activities, voluntary organizations,
and job activities is more relevant to political concerns than is early child-
hood socialization in the family or school. Their cross-cultural studies re-
vealed that adults who remembered having had opportunities to participate in dis-
cussions and decision-making ac home, at school, and at work were more likely to
have a sense of political efficacy than adults who recailed no such participatory
opportunities. However, this relationship was strongest among respondents with
low educational attainment. Individuals with higher education attainment tended
to express a sense of political competence that was independent of recalled op-
portunities to participate in discussions and decision-making at home or school.
Thus, Almond and Verba suggested that exposure to higher education may compensate
for lack of family and school participatory experiences during early childhood,
because it may develop participatory skills and inculcate participatory norms.
F&r example, college-educated individuals cre bften induced to show interest and
efficacy in political affairs by varicus social pressures and expectations.
Almond and Verba also found that there was a strong positive relationship between

EI{i(jrtunities to participate in decision-making at one's place of work &ad one's
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sense of political efficacy. On the basis of these cross-cultural findings,
they concluded that participatory experiences closer in time and form to the
operation of a society's political system may tend to outweigh the impact of
early childhood political socialization concerning attitudes about political
interest, involvement, and competency. ‘''Family experieﬁces do play a role in
the formatlon of political attitudes, but the roie may not be central; the gap
between the family and the polity may be so wide that other social experiences,
especially in social situations closer in time and in structure to the political
system, may play a larger role." (1:373) Almond and Verba argued that the
authority patterns experienced by adolesceunts and adults in voluntary organi-
zations, in school, and in places of work were crucial to the political sociali-
zation process and may modify early learning, because they tend to be more sim-
ilar to authority patterns in the political system than are family authority
patterns, Therefore, despite the influence that early childtood learning may
have upon adult political behavior through its impact upon the formation of basic
personality characteristics, numerous other factors may intervene between early
childhood soclalization and later political behavior that may restrict or even
replace early learning. (1:323-373)

Jennings also accepts the importance of early childhood socialization. He
has agreed with Greenstein, Easton, and Heas that certain basic political values,
such as general loyalty toward country and government, stem mainly from early
childhood learning at home and school. However, he has hypothesized that many
important political attitudes are prome to fluctuate considerably, that post-
childhood socialization and resocialization are very significant in the forma-
ﬁion of certain kinds of political orientations and beliefs. This conclusion
was based upon comparative studies of high school seniors and their parents that
suggested a minimal family influence/upon value formation concerning particular

ies, groups, and levels of govermment., Jenunings found either weak or vir-

Q
IC

IToxt Provided by ERI



- 63 -

tually no pozitive correlation between the attitudes of twelfth-grade students
and their parents concerning certain abstract issues pertaining to freedom and
equal rights, affect for particular ethnic, religious, or economic groups, and
orientations toward multiple levels of government. Jennings suggested that
these divergencies may be explaired by generational differences, life-cycle ef-
fects, or some combination of these two factors. Generational differences re=~
sult from discrepancies in prc-adult socialization of parents and their children.
In response to changing social conditions parents may consciously raise their
children much differently than they were raised, or the transmission of parental
values to children may be undermined by socialization agencies outside the home
that reflect cultural forces contrary to family traditions. Life-cycle effects
refer to the impact of post-adolescent socialization in modifying or replacing
earlier attitudes. Adults may be subject to various social pressures relating
to particular socio-economic conditions and to‘aspirations that can alter values
.acquired during childhood or adolescence. (41, 42, 44)

Additional evidence in support of the hypothesis that the adolescent and
post-adolescent periods can be important times for the shaping of political val-
ues has been provided by Theodore M. Newcomb and Robert E. Mainer.32 Newcomb's
study of the change of political values of Bennington College girls, attributed
to being immersed in a very liberal "climate of opiniond offers a solid argument
in support of the idea that the shaping of some basic political beliefs continuesA
beyond age thirteen. Most of the girls which Newcomb studied in the late 1930's
came from wealthy, conservative, Republican families. After four years of ex-
posure to Bennington, most of these girls acquired more liberal viewpoints. A
follow-up study by Newcomb in the 1960's showed that for the most part the girls

retained their liberal wviews. (70) Further, Robert E. Mainer has reported the

32See Part III-B for discussion of the relationship between higher educa=-
[:R\(;n and political values.
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effectiveness of "intergroup education programs" in altering socio-political
beliefs of high school pupils. These "intergroup education programs' consisted
of depth studies about minority groups in American culture, alien cultures, and
world religions. After a five-month exposure to intensive "intergroup education,"
high school youth became more opposed to social discrimination against racial or
ethnic minorities and more supportive of ideals and practices aimed at easing

the gocial difficulties of minority groups. The greatest attitude changes oc-
curred among twelfth-graders. (61:144-154) Thus, Mainer hypothesized that,

". . . intergroup programs capitalize upon the dramatic changrs in attitudes that
occur in the youth of our society in late adolescence and early adulthood, A
program which attacks undesired attitudes and offers new ones to replace thenm
appears to be most effective when traditioﬁal ideologies are under evaluation

and change." (61:146-147)

Questions about the impact of early learning upon adult pdlitical beliefs
and behavior and about when the most important period of political socialization
occurs remain ungettled, lespite the persuagive Easton-Hess gtudies that have
suggested that the period from ages three to thirteen is the optimum time forx
political socialization. Social sclentists agree that early leoarning is very
important in the shaping of personality characteristics that continue to infln-
ence political beliefs and behavior throughout adulthood. The pre-adolescent
period does seem to be the cime when some basic orientations to the political
system are developed, and these orientations may be highly resistant to change.
However, evidence exists that indicates the imrportance of post-childhood sociali-
zation in building upon, or even modifying, earlier political orientations. At-
titudes about political efficacy, multiple levels of goverument, socio-economlc
groups, and certain political igsues appéar to fluctuate considerably, to be

subject to post-childhood socialirzation or resocialization. Conclusive evidence

QO not been marshalled to rule out the importance of adolescence and young

E11010

TaGalthood as key periods for forming some basic political values.
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V. CONCLUSION

The recent f£indings of political socialization research have added consid-
erably to our knowledge of the content of the political beliefs of young Ameri-
cans, and they have provided the grounds for reasonable speculation about the
process by which these beliefs are acquired. These findings appear to have some
important implications for political education programs in secondary schools.
Some of these implications have been mentioned or alluded to in several parts of
this essay. Indeed, a main criterion for selection of studies to be reviewed was
the extent to which they appeared to be related to the concerns of secondary
school politicel education. However, as Greenstein has noted, ". . . there are
« « « rather knotty problems in moving from the findings in a body of empirical
research to thet. implications for practical programs.' (23:1) Prominent among
these "knotty problems' are the difficulties involved in establishing relation-
ships between studies with similar concerns but with divergent research designs
thaﬁ reflect dissimilar techniques and unequal quality, in making generalizations
that cut-across these qualitatively different studies, in sorting out discrepan-
cies and conflicting conclusions, and in resisting tendencies to over-value find-
ings th&t agrce with preconceived notions and ideological preferences. Acknowl-
edger ent of these difficulties should serve as a reminder that many present con-
clusions in the fileld of political socialization are very tenuous.

In and of themselves, the findings of political socialization rescarch do
not prescribe new and improved political education programs for secondary schools.
Put they pcint to some crucial educational problems; they help to narrow the
range of possible alternatives to these problems; and they raise some very basic
questions about past practices and future possibilities in political education.

Perhaps the most acute cducational problem reflected by political sociali-
zation research ig the proclivity of our schools to approach thc task cf policel-

l rd
E[{I(jsocialization in a one-sided manner, especially in schools serving mainly
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lower or working-class children. The schools reinforce and develop strong posi-
tive, supportive attitudes toward state and nation. Most American children learn
well the lessons of conforming to the socio-policical status quo. Certainly the
schools may contribute subatantially tov national strength and stability when they
impart aupportive political orientations. As Friedenberg has asserted, '"The most
important social proccss taking place in our zchools is learning to be an Ameri-
can. . . .« For us conformity {s a moral mandate." (20:92) These tendencies in
American socicty toward maintaining socio-political orthodoxy and enforcing mass
conformity were noted over a ceatury ago by Alexis de Tocqueville and John Stuart
Mill, who thought that these tendencies were powerful enough to merit the pejo-
rative label, '"tyranny of the majority."” (67, 90) Current rescarch merely sub-
stantiates and deepens our understanding of this long-standing phenomenon.
However, certain consequences may flow from overcmphasis upon conformity
that are inconsistent with many of the professed objectives of American public
schools and with certain democratic ideals. For example, overemphasis upon con-
fcrmity appears to be associated with authoritarian school atmospheres where doc-
ile children are prized above active, deeply probing thinkers; where strict ad-
herence to authoritative pronouncements is preferred over student inquiry into
pres-ing, socio-political concerns; where strict obedience to rules is streassed
to the exclusion of inyuiry into the nced for rules. This may contribute to some
unanticipated and undesired consequences for adult political behasvior such as
alienation or cynicism, dispositions to passively accept authority, and tenden-
cies to be intolerant of reasonable political disscnt or non-conformity. Cer-
tainly social forces other than the school may contribute to thede types of po-
litical behavior, such as the present quality of life in lower-class homes and
neighborhoods. But since the gchool's climate of opinion and educational atmos-
pherc appear to be more Infli.nti{al {n shaping political acrtitudes than does ites

Tmal pregrams of instyucticn, it is possible that an authoritarian school
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environment may subvert textbook and teacher prescriptions of democratic polit=-
ical values and that it may contribute to the hardening of political beliefs and
to a closed~minded resistance toward alternative or unorthodox points of v:lew.33

Edgar Z. Friedenberg and Margaret Mead ﬁave attributed this one-sided ap-
proach to political socialization of many American schools in part to their past
function of assimilating waves of southern and eastern European immigrants to
the American way. The schools attempted to produce allegiance to nation and
state, to develop a standard orthodox approach to political affaifs, and to make
industrious, hard-working, obedient citizens of their unsophisticated wards. In
short, the process of Americanization, as conducted in our public schools, was
largely homogenization. Friedenberg and Mead have applauded the schools for a
Job well done in helping to assimilate our immigrants. However, they have crit-
icized the schools for continuing to function as if their main task was to stir
the melting pot long after the need has passed for such mixing on a massive
scale. (20:72-95; 66:314-317) Mead has argued that :t is dysfunctional in our
dynamic industrialized society to inculcate devotion to some long-standing, but
out-worn, traditions that may no longer fit present circumstances. She has sug-
gested that a primary function of modern schools should be to teach children to
cope with ever-present change. (66:319-320)

Another factor that may contribute to the ossification of political atti-
tudes is that commitment to political beliefs in early childhood precedes knowl-
edge of relevant political information, that early learning is based mainly upon

emotional attachmente rather than knowledge. Later cognitive learning often

33Kurt Lewin has reported studies by R. Lippitt and R. White of autocratic

and democratic learning atmospheres that support these conclusions. Children

placed in a ""democratic climate” tended to be relaxed, cooperative, constructive,

and to develop a stable group structure. By contrast, children placed in an

"autocratic social climate" tended to be anxious, uncooperative, passive toward

authority, and hostile toward easily identifiable scapegoats. From these exper-

‘0 “tal results Lewin geueralized '"that the conduct of an entire population can
[ERJ!:hanged overnight rather deeply if the change in ite social situation ie suf-
cmmmmmently great," (55:4664)
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serves merely to reinforce these early commitments, to provide rational justifi-
cation for a closed system of basic beliefs rather than reflective examination of
tentatively held viewpoints.

The tendencies of many Americans to exhibit political closed-mindedness, po-
litical apathy, political ignorance, and political intolerance, and the possi-
bility that climates of opinion and educational atmospheres in our public schools
may gomewhat contribute to these tendencies, raises several important questions
for social studies educators. Should young Americans be taught to critically
inquire into all political traditions as the basic means for mitigating the above
tendencies? If so, when is the appropriate time to formally initiate such in-
quiry? How can methods of critical inquiry be taught so as not to undermine
loyalty to the political system, so as not to create alienation or cynicism?

What place, if a.y, should indoctrination or propaganda have in an inquiry ori-
ented school? 1Is .t ever justifiable to indoctrinste children with basic polit-
ical norms? Can formal instructional programs based upon techniques of reflec-
tive thinking and critical inquiry directly influence political values in the
direct  of political interest and tolerance?

Research has indicated that formal programs in political education do not
have much impact upon the formation of political values. 1s this mainly due to
poor quality of instruction or inadequate course content? Persistent attempts
to inculcate political values through textbook and classroom exhortations and
prescriptions sppear to have little or no positive influence upon political) be=-
liefs and behavior. Can persistent emphasis upon engaging the learner in active
inquiry lead individuals to adopt new political orientations? 1Is it possible
that formal political education programs that require individusls to reflectiveiy
examine their polit:icel bdeliefs could have a long-range impact gpon political
values, an impact that would not be discernable immediately, but that would show

u_ O | ouch later time? Is it possible to sow the seeds in public school class-
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rooms for later reformation of political attitudes, assuming that these '"seeds"
are reinforced by later experiences?

Research has indicated that most American children acquire strong positive,
supportive attitudes about their political system and nation at an early age,
and that most American adolescents and adults retain this generalized basic
loyalty t? state and nation, even in the face of contrary influences. Does this
finding sgggest that high school social studies teachers do not need to be mainly
concerned with inculcating loyalty to state and nation? Does it indicate that
teachers sgould not omit or gloss over controversial subjects on the grounds thet
this censorship protects students from sordid realities that could weaken their
positive, supportive political orientations?

Mo;t Americans do not appear to be very aware of the political attitudes
they aBéorb from their culture, the process by which these attitudes are absorbed,
or the consequences that may stem from holding these attitudes. The content of
typical civics and government textbooks certainly does not contribute to this
awareness. This lack of understanding of the political socialization process
very likely produces rigidity, closed-mindedness, and political intolerance. In-
dividuals who are ignorant of the cultural forces that shape them are likely to
become enslaved by these forces. Would formal instruction about the process of
political socialization mitigate closed-mindedness and increase devotion to demo-
cratic ideals? Would an understanding of the functions of political socializa-
tion, its significance, and its possible consequences enable individuals to ax-
ercise more effective control over their political decisions, to be somewhat more
free and flexible in their political choices?

Another educetional problem indicated by political socialization research
relates to the political apathy and authoritarianism of many lower and working-
class people. Would politi¢izing such individuals disrupt our political atabil-

o How can the schools contribute to mass politicization without contributing
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o gevere political disruption? Can the schools help to overcome the politically
debilitating and destructive effects of family and neighborhood life among lower
socio~-economic status individuals?

The somewhat inadequate and superficial content of typical social studies
textbooks suggests other questions upon which political socialization research
mighkt shed some light. To what extent does inadequate course content create dis-
continuities for young people between the artificial political world of the social
studies classroom and the real political world? To what extent are these discon-
tinuities debilitating to political competence? To what extent do social studies
courses teach information that is dysfunctional in the adult political world?
Would the addition to civics and government courses of basic concepts from the
behavioral sciences make these courses more practicable?

Research indicates that young children become aware of first the national
government, then local government, then state government. Yet many current so-
clal gtudies programs are built in line with the expanding environment curriculum
plan, which requires the child to study first the neighborhood, then the local
community, then the state, then the nation, and finally other nations. Should
children study national government at an earlier age? Should study of national
government or of alien political systems precede study of the neighborhood and
city? Would these changes more adequately meet the interests of children?

Careful congideration of these questions raised by political socialization
research is a prerequisite to any substantial efforts to improve political so-
cialization strategies through formal education. Certainly many of these ques-
tions have been raised before, and 3chool systems function on the basis of vari-
ous reséonses to these questions. However, the findings of political socializa-
tion research, even in their present inchoate form, may lead educators to ques-
tion some of the assumptions upon which these responses are based.

UIt is beyond the scope of this easay to offer thoroughgoing answers to the
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previously stated questions, although this writer's dispositions concerning an-
swers to many of the questions have teen suggested or alluded to throughout the
essay. These dispositions reflect liberal democratic political attitudes that
have perxmeated the intellectual history of Western man. The continuing strength
and vitality of American society is viewed &s stemming from our democratic aspi-
rations, such as the ideals expresséd in our Bill of Rights. Therefore, this
writer deplores any aspects of the political socialization process, as it func-
tions in our society, that tend in the direction of authoritarianism or autoc-
racy, of closed-mindedness aud intolerance, and of mitigation of our most cher-
ished ideals of individual rights and freedoms and equal opportunities.

In accord with this ideological orientation, one might interpret the find-
ings of political socialization research as leading to the conclusion that fresh
positive efforts should be made to improve the political socialization strate-
gles of American schools, to help overcome tendencies to form closed-minded
attachments to political beliefs that breed intolerance and unreasonable resist- (
ance to potentially bencficial political changes. This does not mean more ef-
ficient inculcation of a particular set of '"correct beliefs" or the prescription
of the "prdper values" that all good American youth should absorb. High school
civics and government courseg have been bogged down in this quagmire far too |
long. Social reconstructionism according to a preconceived blueprint of immu-
table "truths" 1is certainly not consistent with the previously mentioned ideolog-
ical orientation. Rather it is assumed that central to the improvement of polit-
ical soclalization strategies of secondary schools should be efforts to keep the
gsocialization process open-ended by providing young people with the tools to
reflectively think about their beliefs, with dispositions to critically examine
traditional practices, and with an educational atmosphere conducive to reflective
thinking. This approach to improve political socialization through formal in-

)
I{I(?ction would involve a revigion of current civice and government courses to
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bring them into line with current scholarship; it would involve discarding many
American myths that are taught as facts in typical civies ané government courses
~and that may be dysfunctional in the real political world; it would involve
teaching students skills of reflective thinking; it would involve creating an
academic environment conducive to creativity, free expression, inquiry, and open-
mindedness; it would involve giving high szhool youth considerable opportunities
for meaningful decision-making. As Lane &nd Sears have said, "By pouring civic
information and historical knowledge into students, instead of teaching them how
to think and analyze social problems, our educationai system misses its great
opportunity.”" (52:115) If secondary school political education programs move
in the direction suggested by these ideas, then perhaps a beginning will be made
toward improving the approach of American schools to their culturally ordained

task of cortributing to the volitical socialization of the young.
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SECTION I: A RATIONALE FOR CURRICULUit DEVELOPMENT
IN CIVICS ANMD GOVERMMENT
Harold Berlak and Alan Tom recently castigated many of the directors
of social studies curriculum development projects for having failed to abide

1 Berlak and

by the normal canons of "scholarly and professional activity."
Tom charged that directors of experimental projects engaged in research and
development in the social studies have the same responsibility to report
their hypotheses, the procedures for testing their hypotheses, and the re-
sults of their research determined on the basis of a rigorous and systematic
evaluation as do scholars engaged in other types of research. Unfortunately,
according to the authors, many project directors view their tasks more as
publication ventures than as research and development projects.

Ot course, these charges do not apply to the directors of all social
studies projects. !oreover, the charges are not completely fair. A few
project directors have established newsletters to keep others informed of
their work; at least one project director has written a book setting forth
his #ssumptions and reporting the results of his investigation. In published
articles, in speeches, and within the curriculum materials themselves, proj-
ect directors have, in part at leagst, mada clear many of the assumptions that
influence their work. Furthermore, it is easy to understand why systematic
procress reports by the projects are scarce. The majority of tne projects
are operated by two or threc people who are limited by very small budgets;
they are reluctant to take time and resources away from course development
to write periodic reports on their .progress. Moreover, the social studies
is such a backward culture that ! : an agejof radar-controlled navigatim

many project directors are flying "by the seats of their pants.” They hesi-

tate to report hypotheses that may be discarded once they have materials

1Berlak, Harold and Tom, Alan. 'Toward Rational Curriculum Decisions
in the Social Studies." Indiana Social Studies Quarterly. Vol. XX, No. 2
(Autumn, 1967) pp. 29-2".
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ready for tryout in the schools., One project director has spoken for many
when he indicated that while his project began with certain assumptions, many
of these assumptions had to be revised and new ones added as the staff ac-
quired experience and the project became more sophisticated.2 Fortunately
or unfortunately, course development does not seem to take place in exact
accordance with theory. Participating in a curriculum development project

is a learning experience, and it would be a narrow-minded staff that did not
profit from 1it.

Nevertheless, in principle, Berlak and Tom are correct. It is remarkable
that during a time when there 1s so much fremetic activity to revise courses
in social studies, there is so little debate about the assumptions upon which
these courses are bei.g constructed. This debate has undoubtedly suffered
from the lack of exposure to contending points of view.

This paper is an attempt to add fuel to a debate that cannot help but
assist all of us who are seeking to improve the teaching of social studies
through curriculum research and development. In part, it is prompted by
the belief that some type of periodic report to attentive members of the
prcression 1s one of the requirements of a research and deveiopment project.
In the absence of resources that would engble us tc establish a regular news-
letter, we have elected to publish occasionil papers reporting on our work.

Our first "occasional paper,” although it did not appear under that

title, was entitled Political Socializaiion of American Youth: A Review of

Regearch with Implications for Secondary School Social Studies. This paper

by John J. Patrick, ResecrchvAssociate for our Center, was desigued initially
as an internal paper for the use of the Center. Later, we elehted to dis-

tribute the paper in mimeograph {>-m oa request to any who might request it.

2Fenton. Edwin. "Edwin Fenton Replics.' Socia. Education, Vol. XXXI,
No. 7. (November, 1967) p. 581.
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Nearly a thousand mimeograph copies were distributed before our supply was
exhausted. 3

The current '"'occasional paper" attempts to lay bare some assumptions
that direct the activities of one group of course developers. Certain as-
sumptions undergird all our activities. They are reported in section one of
this paper. Other assumptlions are more specific to a course entitled Ameri-

can Political Behavior currently under development and intended for use with

ninth-grade students. These assumptions are recorded in the second section
of this paper.

This "occasional paper" 1s not an attempt to summarize the research of
others, to provide a survey of possible approaches to the study of politics,
or to prescribe content. It is highly subjective and impressionistic. It
is a repo.: of the biases, prejudices, and hypotheses that have led us to
make certain choices about course development in the social studies. Quite
different choices could have been made and are being made by others. I will
try to explain why we made the ones we did. The purpose of the paper is to
make clear to readers where we stand on certain issues that are of current
importance in social studies curriculum develooment. In fulfilling this
purpose, I have sometimes contrasted our decisions with those made by others.
My purpose was not polemical but through comparison and contrast to make our
position more clear.

Therefore, this paper may be viewed as a ""ind of Center progress report,
particularly relating to one course currently under development. The course
matep&hla the <lves and afrep?ré of!the evaluati&n pftfield trials will

L] " ! ' .
follow in due time. Undéﬁbtddly, some of our hypotheses will be overturned

3Mr. Patrick's paper is currently avatilable {rom two sources. The Na-
ti_nal Council fur the Social Studies has published !* as a research bulletin.
It is also available from the ERIC Document Reprodu--. on Service, Bell &
Hcwell Company, 17°0 Shaw Ave-ue, Cleveland, Ohio 44112, #ED 010 835. -
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when they face the harsh reality of instruction in actual nintt grade class-
rooms.,

This occasional paper is being circulated now not only because we feel
a certain obligation to make such reports occasionally, but it also repre-
sents a crafty effort on the part of a tiny group of curriculum developers
to profit from the advice and council of many wise and experienced leaders
in education and political science. In the absence of funds to hire many
consultants to advise us, we hope that by meeting our professional obligation,
the readers of this paper will feel an equal obligation to report their re-
actions to us. In such a way, w2 may have hit upon an inexpensive way to
avoid disaster and to provide for basic alterations and improvements in our

course prior to the onset of pllot trials.

Some Basic Operating Assumptions:

There are more than 50 major social studies curriculum development proj-
ects at loose across the country. All of the projects share some character-
istics; yet, all differ from each other in important ways. Some of the ways
the High School Curriculum Center in Govermment is like other projects,
but -- more importantly ~- the way it can be distinguished from other proj-
ects 1s the subject of this section.

All curriculum development projects begin with two assumptions. First,
it 1s assumed that social gtudies instruction needs improvement. Secondly,
project directors assume that it is possible to improve instruction by im-~
proving the materials students use while learning. Any project di_ector who
does not hold these assumptions received his funds through fraud. Moreover,
to the extent that project directors think much about 1it, the vast majority
believe that the way to improve a teacher's performance in the classroom 1is

to provide him with better materials and train his in the use of these



materials,

Such assumptions may seem so obvious they require no supporting evi-
dence. MNevertheless, they remain asaumptions, assumptions hotly contested
by others and still not proven to the satisfaction cf all., Many leaders in
teacher education, for example, assume something quite different. They often
view the projects with suspicion, fearing that teachers are being '"locked"
into a curriculum. They would prefer that attentZon be given to teacher
education, aiming at the goal of making each teacher his own course developer.
Underlying these opposing assumptions is an obvious dispute over the role
teachers can best play in curriculum development, a dispute that need not
delay us in this essay.

Beginning with the shared goal of improving instruction in the social
studies for American students and assuming that improving the social studies
curriculum is an excellent -- if not the optimum -~ device for bringing about
needed improvement, project directors face a choice of alternative strategies.
At least two are open to them. Some project directors believe it is fruitless
to reform tﬁe curriculum in bits and pileces. Without some opportunity to
affect the scope and sequence of the social studies, thereby enabling them
to sequence ideas and skills over several years, they believe the task to be
futile. As a result, some social studies projects are attempting to revise
an entire sequence of courses -- e.g. K-12, 9-12, 1-6, and 8o on.

There are real advantages in such an approach. It is possible to elim-
inate many anachronisms e;;gting in the present curriculum: more importantly,
it is possiblé/éo seqd;ﬁceAcertain basic ideas and skills that the project
director deems important, inserting concepts early in the sequence and then
building upon and reinforcing them in subsequent courses.

While there Qre obvious advantages inherent in the "let's start from

)
Eﬂ{l(iacratch" aporoach to curriculum devalqpment, significant disadvantages are

Full Tt Provided by ERIC.
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‘ also apparent. These disadvantages might be grouped under two categories:
those relating to the soci~l studies field itself and those relating to the

3 nature of curriculum decision-making in the schools. Regarding the former,

it must be acknowledged that there is no wide-spread agreement regarding how

‘ the existing scope and sequence of social studies should be altered. While

| many justifiably criticize the premises that tupport the "expanding environ-
ment" or the "spiral curriculum” models that have heavily influenced the

’ choice of courses at given grade levels, the fact is that no satisfactory

1 alternative has come forth. The notion that basic and fundamental ideas
from the social sciences should be in_roduced early and subsequently elabor-
ated upon has obvious appeal to many, but there is no agreement regarcding

w what these fundamental ideas are, how erxly each can be introduced, and in
what manner they are to receive elaboration. Furthermore, some reformers

} continue to look to the various social science disciplines for guidance in
planning courses while others believe that the social studies as a discipline
in its own right should set the tone for courses in social studies. Whether

‘ the socia’ studies is a discipline or an aspiration has not even been settled.

The decision-making structure of the educational system also presents

obstacles to sweeping reform in scope and sequence. First of all, some

| Ccourses are mandated for certain grade levels. For example, a one-year

course in American history is required for graduation in'almost every high

school in the United States, often as a result of state statutes. Therefore.

whether curriculum reformers like it or not, certzsin coursgs, e.g. Amevrican

history, are likely to be required of high school student; for many years.

Curriculum developers must either build around these mandated courses or run

the risk that their scope and sequence cannot be adopted in some states.

Moreover, a kind of eclecticism distinguiskes much curriculum planning in the

[ERJ!:‘ schools. It is surely easier to counvince one teacher, or one group of teachers
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at a given grade level, to change a course than it is to overhaul the éntire
system. While the notion that each teacher should build upon what was taught
in the earlier grades and prepare students for what lies ahead is preached,
in practice teachers pay little attention to what their collieagues teach.
Each course is taught as a discrete package of its own.

There is at least one other alternative strategy open to social studies
curriculum reformers. While this strategy lacks much o” the drama and appeal
of starting anew, it has a number of factors operating in its favor. This
approach accepts the scope and sequence of the social studies curriculum as
it presently exists across the nation. It then seeks to subvert and reform
existing courses in order to make them conform more to the aspiratioms of
the curriculum developer. It assumes that much can be done within existing

courses and that progress is more likely to occur by such a series of half-

ot

steés than by big leaps that require a complete alteration of the curriculum.
| The Anthropology Curriculum Study Project is one manifestation of this
approach. Despairing of having all schools introduce courses in anthropology
and avoiding the necessity to restructure the scope and sequence of the cur-
riculum, the curriculum developers for the ACSP surveyed existing courses
in the curriculum and elected to strike through the world history course. as
t..ls course seemed most vulnerable and most suscéptible to the adoption of
anthrupology-based msterials. When they adopt ACSP materials, schools con-
tinue to tesch world history; but major segments of the course assume an
anthropological perspective.

The High School Curriculum Center in Goverm.ent has elected to operate
within the existing scope and sequence of the social studies curriculum. By
definition our Center will limit its activities to the high scayol 8rades,
i.e. grades nine to twelve. Furthermore, our project is directed toward

improving the teaching of civics and government in the schools. We are a
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’

"discipline-centered' project, rather’than a more general social studies proj-
ect. Our goal is to improve those courses that bear upon the teaching of
political science and govermment in the high school grades. Specifically,
ve’are intereasted in the ninth-grade course in civics and twelfth-grade
courses ia American government and American problems. These courses remain
the most frequently offered courses at their respective grade levels. More
than 500,000 students annually study civics at the ninth grade and more than
one million youngsters study American govermment or American oroblems at the
twelfth grade. In short, this Center was establis™ed on the assumption that
existing courses in civics and government have not ¢ ‘ioyed resounding suc-
cess as evidenced by the reports of their critics and that a program of re-
search and development with a disciplinary focus could achieve significant
improvements in these courses.

It is important for the reader to understand that we are not seeking
answers to the questions, when should government be.taught? before and after
what other units.of instruction? and similar questions. We assume that
the scope and sequence of the high school soclal studies curriculum will
withstand the attack of ‘reformers for many years. Much profitable work can
be done by constructing alternatives to existing courses thag will enable
teachers to t - more successful in achieving the olbjectives of civic educa-
tion.

It should be clear that having decided upon the strategy to improve
certain courses as courses, other decisions automatically follow. For exam-
ple, courses must be self coitained. WUe cannot assume that we can pick up
certain ideas that have been introduced in other courses, unless there 1is
clear evidence that all children acquire these ideas regardless of the

specific courses they have studied. For example, while we can assume that

[ERJ!:( all children have acquired positiic feelings about the American political
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system by the time they reach the ninth grade -- research in political so-
cialization confirms this -~ we cannot assume that a ninth-grade child is
able to discriminate between factual statements and value statements; also
discouragingly evident from existing research. Therefore, unlike those
developers who know the specific concepts and skills that will be taught at
each grade level and can plan to build upon what was taught previously, '
must develop discrete packages that agsume very little about a child's formal

training in political science.

Some Complaints About Existing Courses:

It was noted above that all curriculum development projects begin with
assumptions about the need to improve existing courses. This is not the
place to review all the literature damning courses in high school civics and
government. For the reader who is surprised to learn that these courses are
not viewed as a smashing success, I have suggested two racent sources one
might examine to gain some Ilmpression cf the range of criticism directed
against these courses.a Incidentally, the literature defending the way
civics and government ccurses are taught is almost non-existent.

What the reader deserves to know is what we believe are fundamental
weaknegses in existing courses in civics and government and what we intend
to do about them. Our views about the weaknesses of existing courses is but
another set of assumptions that may cr may 1>t be valid. They are being
reported here nct as truths to be accepted but as assumptions that direct
our efforts. [

L. Courses in civics and govermment often lack a clear focus. The ninth-

—

4Polit1cal Science in the Social Studies, ed. by Donald H. Riddle and

Robert S. Cleary. (Ihir.y-Sixth Yearbook of the National Council for the
Social Studies.) WVashington, D. C.: National council for the Social Studies,
1966, and Social Studies in the United States: A Critical Appraisal, e’. by

C. Benjamin Cox and Byron G. Massialas. New York: Harcourt, Brace, and
World, 1967.
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grade civics course is especially vulnerable to this charge. Civics,

as it has evolvad over the past 40 years, has b?en directed toward "pre-
paring children to be responsible citizens." As citizeanship, broadly
construed, includes more than participation in politics, ninth-grade
clvics courses often include such disparate topics as consumer economics,
life adjustment, occupations, health, and personal grooming.

Undue attention is given to the formal structures of government thereby

obscuring the less formal, but no less real, aspects of politics. For

example, students often study local government through the various for-
mal structures it assumes, e.g. mayor-council, city commission, and city
manager forms of government. Knowledge of the fo 31 structure is
deemed sufficient to understand how decisions are made in the community.
Seldom are students introduced to the notion of "community elite" and
the degree to which community elites affect political decisions at the
local level. Or, students are taught the ''ten steps' by which a bill
becomes a law as a way for understanding the legislative process. The
"ten steps' makes clear that Congress relies upon a committee system
and that both houses of Congress and the President have a role to play
in the passage of legislation. However, this mechanistic formula ob-
scures many of the essential factors involved in attempts to decide
social issues through legislation. For example, the "ten steps'" are
grossly inadequate for helping students understand the passage of
Medicare legislation more than 30 years after the first Medicare bill
was dropped into the "hopper."

Controversial issues are often avoided in civics and governmeut classes.

Many teachers ignore public issues that create anxiety locally and na-
tionally. There are exdrmous pressures on both teachers and textbook

publighers to play it safe. The result is that political education in
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the school is often emasculated.

The schools tend to deal with political education in much the same
way that they treat sex education. Presumably, children are to be
given romanticized versions of the political process because they are
not sufficiently mature to learn the facts of life. It 1s our experi-
ence that kids often learn about politics in much the same way as they
learn about sex, i.e. from peer groups, casual conversations, adults,
the media, etc. What they are often deprived of is learning about poli-
tics as a topic for serious, intellectual investigation.

Exisging_gourses in civics and government lag far behind research in

political science. Students study govermment in high schools today in

muci the same way as their fathers and mothers ftudied government, de-
spite the fact that political science has experienced enormous change
and growth. Concepts from recent political science rarely appear in

high school instruction on civics and govermment. Students are denied
the insights to be gained by the use of such concepts as role, status,

function, socialization, political culture.

There 18 little or no effort to develop skills of inquiry in a rigorous

and systematic wey. This failure follow. generations of interest in

teaching "critical thinking," '"problem solving," "reflective thinking,"
et :. Nevertheless, while students are urged to "study the evidence and
make rational political decisions," they are given only the most primi-
tive form of instruction in how to achieve fhis.

Civics and government courses are unsuccessful in advancing students'

‘nderstanding about American political values. This weal'negs stems pri-

marily from high school teachers' misconceotions about what the school's
propexr role toward the study of political values should be with high-

sechool-age stucdents. Existing couxses in civizs arnd government devote
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considerable attention to the preachment of Americsn political values.
Research has indicated that the overvhelwing majority of American chil~
dren acquite atrong, positive, supportive attitudes about thefr polit-
ical system and nation at an carly age and that nost American adolescents
and adults retain this generalized basic loyalty to state and nation
throughnut thefr lives. This finding suggests that high =chuol soclal
studies teachers do pot need to be concerned malnly with fnculcating
loyalty to state aznd nation. This finding suggests that it may be very
inefficient of time and effort to do so.

However, while students are conatantly exposed to value assertions
in thelr civics and government courses, they rarely have an opportuaity
to Inquire into the meaning of these values and to consider the conse~
quences of bebaving In s manner consistent with these values. Therefore,
vhile students are generally familiar with and committed to fundamental
American values stated as abatractions, they often lack full under-
astanding of what the operationalization of these values mipht mean, More-
over, students are c{ten unavare of the aubtle but powerful influence
their own values play in leading tham to make decisions about politics
and in preventing them occasionally frow saking careful, racional de-
clsions based upon erpirical evidence.

7. Existins couraea in civica asnd povernment ars rvedundant for the majority

of studenta. They often fail to add aignificantly to the knowledge that
atudents have acquired earlier or that is easily acceaaible from sources

other than the schoola.

Asgurptions Based upon Reasarch into Political Socialization:

As noted above the Center has prepared and distridbuted a paper entitled

. Political Socialization of American Youth: A Review of Repearch With
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Implications for Secondary School Sorfal Studiea. This paper waa initially

vritten by Mr. Patrick ss a working paper for use by the Center staff in the
preparation of new courses In civics and government. Its purpose was to
reviev the existing research on the process by which American youngeizrs

are socislized into the political culture. Presurably, high school courses
in civics snd government should be bised on whet chiidren already know about
politics vhen they reach the ninth grade. It may surprise some to knov that
this very simple notion has apparently eluded the majority of teachers, ad-
pinistrators, course dcvelopers, and textbook publishers.

This 18 pot the paper to reviev research on palitical socfalization.

For those vho sre unfanmiliar witn this research and are curfcus about ¢, 1
recomaend thet you resd Mr. Patrick's paper. \‘hat follows are sioply sove

of the assuoptions for curriculum development 1n the field of civics and
government that we hava made on the dbasis of exiazing political socislization
rescarch.

Many agencies in our soclety contribute toward wmaking American children
loyal, committed American citizens. Parents, playmates, churchea, Boy
Scouts, snd the mase medis are but a fev of the sources of political informa-
tion and delief that shape children's attitudes and knowledgec. 1In fact,
children would likely become loyal and more-or-less sctive American citizens
vhether the schools offered courses in civice and govertment or not, Pur-
therwote, the schools wm: 1d proladbly have ts consclously undertake programe
to overturn students’ feelings about the American »liticsl system to pre-
vent Anerican youth from becoming loyal Americaens. That they will not do
eo 13 obvious; that, for the most part, the schoouls reinforce and promote
knowledpe, atitudes, and beliefs consletent with the Awerican political cul-
ture ie equally clear. 1In so0 doing, the schools take their place alongetde

O other significant agente of political socializezion.

ERIC

IToxt Provided by ERI
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Just how fmportant the school's role as a political socializer has
becowe {8 a disputed subject. All vho hr e studied this question stress
the Importance of early learning. Apparently, many of the general attitudes
and values acquired by young children have political implicatiops. There-
fore, some scholars view the family as the most significant source of polit-
ical soclalization; others, in particular Robert Hess end Judith Torney,
believe that the elementary schoole may be the most significant influence
¢a children. No investigator has said the school fs without 1afluence;
opinions differ primarily on the relative influenre of the schools towsrd
fixirc political attitudes, kpowledge, ant belief.

The question can then be asked: wvhat aspect of the school hss the most
dire.t impact upon students' political sucislization? 1Is {t the curriculum,
the teachers, playnates, ecl.ool]l adzinfetration? Again, scholars sre not
egreed upon this question, but zany belicve that the informal "comeunity”
of the school may be wore f:1fluential then the curriculum {teself. 1n other
vords, when teachers pernit ch!ldren to assist {n making classrooc rules,
vhen atudents are encouraged to vork in committees, vhen they sre taught to
take turnas, follow ruics, and share both in the classroom and on the play-
ground, they are acquiring the skills, norms, sttitudes, rnd behavior that
are valued in American society.

As noted ahove, it {8 gencrally rccognized that carly lesrning {s very
inporiant, aomc acholars {nsfst that {t ia ctuclal. David lsston and Robert
Hieas concluded on the baels of thelr research that by the time children
reach high achool, the 'process of pulitical sociaiization [has] been under-
way for some time and [1a] nearing completton."s Apparently, children enter

ninth prade with vell-developed political attitudes and beliefa buttressed

—— — e = e e —

sﬂeiﬂ. Robert 1., and Faaton, David. “Role of the Elamentary School in
Political Socializaticn,” schoal Review, Vol. 70, 1962, pp. 258-259.
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by sowe political knowledge. Lcglcally, high school instruction {n civics
and government should build upen tne base students have already acquired.

While there 1-. conflicting evidence about the exact contribution of-
fered by high sinool courses f{n civics and govermment to the political educa-
tion of adolesc:nt., the general impression derived from existing research
cannot help but cause anguish to high school teachers of these subjects.
Te results of oine, recent study have had & significant influence on our
thinking. Armong the advantages of this study are: it is relatively recent --
the results werc veported {n spring, 1967, it was conducted by the Survey
Pesearch Center at the University of Michigan, under the directfon of Kenneth
Langton and M. Kent Jennings -- two men and an inst{tution vith excellent
reputations for conducting surveys of this type; and the study was based
upon a nstiona) probadllity sa~rle involving 1,669 hizh school senjors dis-
tridbuted among 97 secondsry schools.b

The purpose of the study was to determine the extent to which courseo
fn high school, interpreted to be grades ten to twelve, contribute to the
political knowledge, attitudes, and beliefs of high school menfors. Stu-
dents were asked whether they had formal instructfon in courses relating to
civice and government in grades ten to twelve. Thirty-two per cent of the
students had taken no course relating to civics and government during those
thrae years {ifty-nine per cent had taken one course: and nine per cent had
taken two or more courses. Of those students who had taken courses Yelating
to civics and government, sixty-scven per cent had taken a course in Ameri-
can Government, thirty-soven per cent had taken s course {n American Prob-

lema, and ten per cent had taken some other course. The fact that this totals

*

6L°“8!°0. Kenneth P., and Jennings, . Kent. Political Socisliration
and the Ligh School Curriculum {n the United Sta%es. (Unpublished paper)
May, 1967
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pore than 1007 indicztes that sone students had studied both Axerican Cov-
ernment and gowme other couise relating to civics and government.

Langton and Jennings sought to discriminate the course-takers frow the
non-cyurse-takers according to the following criteria:

1. Political knowledge and sophistication. (Do students hsve knowl-

edge about cu*rent poli:iical events and personalitiecas?)

2. Political interest. (Do students express a: {nterest in politicel

affatral)

). Spectator politicizstion. (Do students read newspapers, watch

news on televisfon, etc.?)

4. Political discourse. (Do students discuss politics with their peers?)

5. Tlolitical efffcacy. (Do students believe that they cau influence

civic affairs?)

6. Tolitical cynicism, (Are students cynical and mistrustful of gov-

ernrent?)

7. Civic tolerance. (Do students support the tasic principles con-

tained {n the "Bill of Righta,” etec.?)

8. Participative orfentation. (Do atudents indicate that they look

{orward to and expecl to participate in public affairn?)

These criteria verce chosen because they represent objectives most often
stated by curriculum directors, sovermment teachers, and auchors of civics
and povermment texthooks. In effect, the rescarchera uscd the goale wost
often stated by ceachers (hemselves to Jearn (f existing high school courses
werce succesaful,

Langton and Jenninas learned that atudents taking American Goverament
and those taking American Problems courses are "virtually indistinguishadble
in terma of thetir political orientations.” The differences were so slight

EMC that {t was possible to treat the Amcrican Problems and American Govermment
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students alike in the experinent and to conaidet those who had taken courges
&8 a group egainst those who had not taken coursess But their most efgnifi-
cant conclus’on was that desplite teachers’' hopes an’ aspirations, high school
courses in civics and governmment had little influenc: on the students' po-
litical attitudes, values, beliefs, and knovledge. The importance of civic
education courses in the senior high school are vindirated by this study,
only if one uses the direction of zain. But the magnitude of gain is inpres-
sively wesk, even bordering on the trivial. This should be a shocking
revelation to most high achool teachers of civics and government.

There {8 an important exception to the general conclusion stated stove.
A cub-group in the sample did show striking gain. This sub-group consisted
of American Negrz2s. The amount of political knowledge they acquired and
the feeling of political efficacy they 2ained as a result of the course vere
sharply upvard, bringing them nuch oore in line with vhite students as com-
psrcd to the gap that existed between liegro students and white students who
had not taken courses in civics and government. Nevertheleso, vhite stu-
dents remained more sophisticatced politically than Negroes, when both groups
had atudied civics ond government.

Perhaps, there {s more than one explanstion for the ineffectiveness of
high school civics and government coutses, but Jennings' hypothesis, one
vith vhich we agree, {s that existing courses in civics and government are
essentially redundant; they merely provide an additional layer of inforwmation
already familiar to high school students. ‘e know that the typical American
student acquires much of his political knowledge and fixes many of his po-
11tical acrtitudes and beliefs carly in childhood. Existing high school
civics and government courace do little more than provide reinforcement tor
most white students. For Negro children, the situation is often quite dif-

ferent. Many have had less opportunity to acquire similar political
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attitudes, belfe o, and knowledge at howe; many have had less exposure to
the mats wedia an. fewer opportunities to scquire certain types of political
information from peer groups. Therefore, taking a course in civics and gov-
ernnent opens up an entirely nev fileld of knowledge for many Negro students,
one thry had not experienced previously.

One wight conclude from this study that schools would be justified in
abolishing courses in civics and govermment, except perhaps for Negro young-
sters. This conclusion aigkt be supported, if the civic education goals
that Aserican society has long upheld vere being realized. But, the fact
1s that politicel pacticipation in American life is not high; polictical
cynicisn {s all too prevalent; civic tolerance ¢s fer less than 1s desired;
msny citizens have a poor sense of political efficacy. Many studies have
shown that adults iack knowledge adbout the political process and about cur-
tcot and historicel policical eveats. Therefore, while existing courses in
civices and government apparently contributa little to furthering progress
toward stated goals in civic education, our record of achievement in mecting

these gosls demands that we try to do better.

Assuoptions Abou= the Role of High School Courses in Civics and Government:

If wost children alrcady have well-developed political sttitudes, val-
ues, and beliefs by the time they reach the high school grades, it appesrs
wvanteful for teachers to preach about American values, attitudes, ard bde-
11efn in their courscs. Their students alrcady hold these beliefs, snd
vhatcver reinforcement is necessary can be accomplished informally within
the total society.

Rescarch also makes clear that the political socialization of children
occurs {n socfety at large. Many agents contribute to adolescents' knowl-

edge and belief about the political system. Students do not require courses
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in civics and government ‘o learn that therr are two sajor political parties
in the United States, that the principal executive officer of their state is
the governor, and so on. Most students know thesz "'facts’” by the time they
teach high school and will hLave many opportunities to reinf-rce this knowl-
edpge throughout their lives. Yet, civics and govermment teachers spend an
imoense anount of time upon just this kind of "factual' instruction. Whenever
they do so, they contribute to the redundancy of the exiasting courses.

Heveriheless, high school courses relating to civics and government can
serve a vital role in the political education of American youth. Rather than
preach values, such courses could enadble students to surface their own po-
l1itical values, attitudes, and belicfs. By comparing their values, attitudes,
and beliefs with others, students night gain insight into political culture,
processes of socialization, and relationships betwveen political sttitudes
and political behsvior.

Moreovar, rather than serving only as dispensers of information about
politics and government, civics and govarnment courees could provide an op-
portunity for studenta to acquire criteria for discriminating, evaluating,
selecting, and responding to useful and relevant data from the communication
flow constantly pressing in on them. In this way such courses might enable
students to acquire nev frequencies that would peruit them to tune in on
political messages that are always present for those vwith antenna and re-
ceivers and to unscraszble these messages in order to make sense of vhat they
are receiving. JIn order to aocomplish thies task high achool coursas in civics
and government ruat help students acquire concepts that emchle them to sece
greater meaning tn their political enviromncnt, and they must help studemts
acquire akill in using the tools of inquiry that cnable social soientists to

make varranted judgments about politioal phenomona.
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Sone Assumptions adbout the Natur. of Experimental, Curriculum Development

Projects:

We believe that certaln assumptions are foplied in the conduzt of any

experiocntal curriculur development project. One 1s that the criteria for
Mudging the product of an experimental project are inherently diffe.ent from
the criteria used to judge textbooks. Ve are not obligated to produce s
product that schools will demand, that can be published, and that 111 make
a fortune for publishers and suthors. While this must be an irpnrscat con-
sideration for commercial publishers, {t is pot a necessary criteria for
Juiging experimental projects. A curriculum development project satisfies
its obligations {f it produces a curriculum package that has been demonstrated
to have schieved its objcctives and to have satisfied, at lesst as well as
existing courses, the general objectives the achools and society have estad-
lished for sinflar aegnents of the curriculum.

The asttention that has been given to reforming school curricula for
pore than & decade, leading to the establishment of many curriculum develop-
oent projects in nearly all subjects, began with a recognition of the fact
that existing instructional prograss wveres not vholly successful. The first
task of & project director s a diagnostic one. After deciding vhy existing
courses have failed, he and his staff state their assumptions clearly and
begin to vrite new course materials that are based upon their assumptions
and that are dirocted tovard the achievement of objectives that schools be-
lieve are inmportant to achicve within the subject area. The project may
posit additional goals that have been previously {goored or accorded a ainor
role by the schools. It {s rere tiat curriculum developers attempt to satisfy
objectiven that are contrary to those widely held in sociaty.

High school courses in civica and goverament exist to satiefy civic

ERIC education goals that American society deems important snd believes :can be
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@et, in part at least,through forwal education. There is evidence that
civics and govermment courses are not vholly successful; some say that they
have essentislly fafled to justify their existence. It is reasonable to
believe that experimenta) curriculua development i{n this field 1e needed.

Nevertheless, experimental curriculum development centers are not es-
tablished to write better textbooks of a kind tnat already exist on the mar-
ket. If the faflure of exfsting civics and government courses is only that
the textbooks curre: tly in use are poorly written -- an assuzption we do not
shatre -- {t {8 & sinple mattcr to repair the cause of failure. Commercial
publishera need only hire better authors and improve their editing and pub-
11shing of textbools. 1II, on the other hand, the principal source of fafl-
ure 1s tnat an entirely ncw approach to the study of government is required,
progrecss is most 'fkely to occur through the intervention of an experimental
curriculun developm2nt project.

A curfous circ'e secms to exist. Teachers frequently criticize their
civics and government books as being inadequate. When students fail to
show interest in the course, a tecacher often places the dlame on a ''dull
textbook." Such tcachers may be unable to explain how they would change the
book, what should be addcd, and vhat sections should be deleted; but they
sre frequently restless with vhat they bave. When this restlcssness is
cormunicated to publishers, they generally reply that wvhen teachers demand
s different kind of textbook, tl.ey will gladly publish ft. If they were to
publish books that adopt radical, new approaches to the study of government,
they would likely lose moncy on the venturc. Commercisl publishers often
lack sufficient risk capital to advance much ahead of the existing market.

Our curriculum development project need not prove its value by a salee
record. If we can prepare a product that satisfies scholars that it repre-

sents valid, modern political ecience; if we can translate contemporary
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political science into terms adolescents can understand and manage; if teach-
ers report that students learn successfully and seem to be highly motivated
vhilc learning, 1f the courses contribute successfully to the satisfaction
of our goals and the majority of the objectivecs normally associated with
civic education; and 1f the course could be adopted successfully dby schools
at a minimum cost and with reasonable re-training of teachexrs: we shall have
justified the expenditure of public funds on this effort. Schools may still
prefer to continue teaching civics and government as they hsve in the past,
and publishers may ignore us. Adoption is not an odbligstory or even a
recomnended concern for a curriculum development center.

Ue are engaged in the "D'" of the "R and D" formula. 'Dev-~ vpment’ means
applied vresearch. While research provides the source of many of our assump-
tions and assiats {n the selection of content and vhile we expect to deaign
several small rrsearch studies to ascertain the consequences oi the interven-
tion of our courses upon a well-defined population, nevertheless, our day-
by-day activities are morc anslorous to engineering than to resesrch. We
are trying to producc a product that will result In improved politicsl edu-
cation for high school students. W» should be judged according to our suc-
cets in "developing” or "engineering' course packages that result i{n im-
proved polftical education for high school students,

We are trying to translate the most forward thrust of resesrch in po-
1itical science into terms adolescents can grasp. The fact that textbooks
often lap far behind resecarch in the fields they represent 1a vell-knowvn,

The gap betueen what 18 known about politics and wvhat {s taught in high school
civices and government clasaea is large. The enormous change that has oc-
curred in political acfence during the last decade or so {s scarcely, 1if at
all, represented by the majority of high school textbooks. Amerfcan chil-

dren are thercby deprived of knowledge that fs justly the'rs.
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In effect, w are writing; alternative courses to existing courses in
civics and ~,vernment -- alternatives that could be plugged into the existing
social studies curriculum with minimum disturbance for teachers cf cti.er
social studies courses. Vhile our courses are intended to fit the typical
scope and sequence of the social studies, they will be different from
existing civics and government courses -- different {n content, different
in perspective, different in pedagogical approach, different in the demands
they will make on teachers and students. Uespite these differences, they
will hopefully contribute to a majority of the general goals videly claimed
for civic education.

Courses not units. The decision to develop entire courses rather than

resource units, scgments of courses that could be plugged into existing
courses, course guidelines, etc. all reflect another set of assumptions.
Given what we know about the wecaknesses of most school libraries, the limited
training of most teachers in political scicnce, and the scarcity of time
teachers have for planning and preparation, we decided to build a complete
course for each of two grade levels. We will write the materials required
for stua:nte, provide the supporting audio-visual components the course
requircs, and develop an claborate tcaching guid: that explains how we be-
lieve the course should be taught.

The assvmptions upon which we are working are dismetrically opposed to
those that are used to defend resource units. Rather than suggest a varietv
of approaches that could be used to teach a concept and list dozens of re-
sources that are available that might contribute to the development of the
concept, we will describe one approach to be used and provide the resources
that are required for it to succeed. Each course will be relcased only

after {t has been thoroughly tested in pilot clasges, and ve are convinced
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that the course will sgucceed, because wc have polished 1t until 1t succeeds
in conditiona like those In our pilot classea.

Each course will be taught by members of the Center steff using classes
of typically heterogengous ninth- and twelfth-grade students., A regvlar
day-by-day feedback and evaluation syatem is b:i{npg designed for use {n the
clasg taught by the etaff. WMoreover, each course will be tasught in e sosll
number of pilot achools having students that rcpresent a cross section of
Azerican students. The 15 to 20 specially trained pilot teachers will report
their teactions and criticisas to us on a regular basis throughout the year.

It 1a customary to criticize curriculum projects for "locking” teachers
fnto a courae package, thereby depriving them of the joy of teaching. No
socf{al studiem coursc desi;ner, no matter hovw able, will ever de abie to
enpincer 8 package so perfect that It can he plugfed sutomatically into any
classtoos in the country to run by itaclf throcughout the year. Each clase-
roon tcacher pust make critical decinfons every day in order to make the
package {1t hin students, hia time acheduie, and 60 on. These are decisions
only individual teachers can made. Nevertheleaa, their decisions will be
mote rationa)l 4f they are completely aware of what the course ia to sccoom-
plitsh. 1t tn impractical, even fcolimh, to argue that every teacher should
develop his own course of atudy {rom his own resources. “New math' would
never have been taupht fn elementary rrades across the country, if it had
heen lcft to cach teacher to conatruct his own cath propgras.

Furthermore, teachers are involved {n the dovelopnent of our materiale.
Those vho are writing the waterialm are experfenced, !iph achool teachers,
and they vwil) teach the experimental wmaterials in Bloomington clansea.
Morcaver, hiph achoal teschern are betng enlisted zn pilot teachera, Thelr
opinjoni will be taken acrfously during the trial run of ecach courae. No

_RJ}:~cout.e vill be releancd until high achool teachers as well as political
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scientists have had an opportuni-y tr study it and to offer suggestions for

its improvevent.

Assunptions Underlying Our Specific Choices of Courses:

Hany of the assumptions stated above have contributed to the choice of
courges, but certain other factore bear more directly on the selection of
ccurse ccntent. Awmong these factors are: developwents in political sci-
cnce; stated goels of teachers at cach grade level; assumptions about the
nceds and interests of children; and the need to deal with contemporary prob-
lems.

We are developing a two-semester ninth-grade course entitled American

Politicel Behavior and, for the twelfth grade, s one-semester course en-

titled The American Political System and & second seswester course entitled

Comparative Political Systems, focusing on Great Britaim, the USSR, and one

developing nation. The ninth-grade course night be termed a micro-political
approach, as the emphasis is upon the individual acting singly and in groupa
vithin the political system, while the tweltth-grade courses incorporate a
macro-political perspective.

The ninth-grade course in Amcrican Political Behavior draws upou an
important developoent in contemporary political science. Concepts and ap-
proaches contained in political behavior approaches have not becowe part of
high school civics and govermsent courses. Furthermore, few teachers have
had training in behavioral approaches to the study of politice. Neverthe-
less, it is clear that many political scientists, sociologists, and others
find great utility in understanding politics by using the concepts generated
by the behavioral approach.

The behavioral approach enables us to satisfy many of the objectives
ninth-grade teachers have for the study of civics. Teachers typically spend

ERIC
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ruch t.~e discusaling the activities of citizens: How they vote, why they
sheuld vote, the frmportance of beins irferred about public $asues, &nd so
on. The behavioral apprecach has a particular contribution to nmake to the
srtudy of irdividuals in politics, {ncluding an enorvous body of research on
vater behavior.

While our principal concern war one of patisf{ying the poals for the
ninth-yrade civica course, we were aware also of some interest by schools
{n a relatfvely new courne entf{tled Introduction to Social Science that is
sometimes taught to ninth-graders and competes with the civics course. In
many cases, this course 1s no more than o gpencral description of the various
soclal scle..ce diaciplines. In a few casen teachers are trying to teach
students the rudime. *s of soclul science inquiry.

The course in Azerican Political Echavior is a social sclence course
focusing on politics. Throughout the course students will be taught methods
of inquiry used by social scientists to s.udy politics. This course could
be used in some schools as an Introduction to Social Science, provided that
tecachers were willing to limit their inquiry domain to politics.

The assumptions we have about the twelfth-grade course stem from other
congiderations. We recognized a need for sore flexibility. American Gov-
ernment 1s taught both as a semester course and as ¢ two-gemester course
across the nation. Therefore, we wished to design a course that might fit
either requirement. A one-semester course on The American Political System
and a sccond semester on Comparative Political Systems seemed to us to offer
the needed flexibility.

Moreover, we were aware that a few states and a number of schools re-
quire units on "Communiem.'" These often appear as four- to six-week units

on the USSR. We believe that we can provide help to teachers by including
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8 unit on the USSR in the semester course on Comparative Political Systems.

In addition, we felt a need to provide an entirely different perspec-
tive for tvelfth-graders from that entailed by the ninth-grade course. While
it way be unlikely that many students will take bnoth the coutse in ninth-
grade American Political Behavior and the twelfth-grade course in American
snd Comperative Politicel Systems, those who do have a right to expect that
the second course vill differ significently from the first. As the ninth-
grade course will focus on the individual, utilizing a micro-political ap-
proach, the twelfth-grade course is focused on the "systen' and can be viewed
a9 s macro-political g, proach.

The twelfth-grade coursea will seek to demonstrate a consistent model
or theory for looking at any political system. Atteapts to construct such
models presently occupy the attention of some of the best American political
scientists. Their research has led them avay from earlier forms of compara-
tive approaches that focused primarily upon comparative institutions., Cur-
rent research work is built largely upon structural-functional analysis.
Categories of functions are identified that are satisiied by all political
systems. The analysis proceeds by asking which and how various structures
within a specific society perform these functions. For example, leadership
recruitment i8 a requisite function of any political system. Scholars ex-
amine the various ways political systems recruit leaders. Enabling students
to get a handle on functional categories should enable them to see more in
any political system they might encounter.

The course in The American Political System will explicate the theory
or model by drawing upon illustrations from American political life. Stu-
dents will study American politics and government at the same time that they
are gaining control of the model. The second semester will afford an oppor-

[ERJ}:«tunity for students to apply the model and aralyze three other political
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systeprs -~ Great Britain, the USSR, and one developing nation. Great
Britain was selected to enahie students to examine another system as
“democratic’” as their own but with quite different institutionn, the USSR
was selected for reasons noted sbove and because the USSR provides inter-
esting contrasts to American experience; one developing nation will be in-
cluded {n order to show the processes of political development in a dramatic
vay.

It 1s customary to say something about the 'needs and interests of the
child" when planning curriculum., We assumec that many of these needs and
interests vary immensely with individual chf{ldren and can only be provided
for by the child's own teacher. Other needs and interests are character-
ietic of an age-group. Therefore, it is reasonable to expect curriculum
designers to heed what these are.

First of all, let it be said that we are unavare of any research that
documents the ''needs and interests' of 13- and 17-year-old children in a
wvay that would be of much assistance to us in selecting content for new
courses in civics and government. Beyond research into political socialil-
zation that we have studied carefully, most research on children is far too
general to suit our special purposes. Nevertheless, we have assumed that
a child '"needs" to know how his political system operates. The ''needs"
implied by democratic government suggest this to be true. I have observed
with fascination the way children resolve conflicts and exercise pcwer in
their play. I have no reason to believe that children will not be inter-
ested in politics as it relates to conflict and exercise of power. More-
over, we recognize the importance of relating our instruction to students'
own direct experience. Our exploration of American values begins by having
students surface their own values and use their values as data from which

inferences can be made. Many other opportunities exist throughout our
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courses to link general political phenomena to the children's own direct
experience.

We do not believe that a student "needs" to know details about the for-
mal structure of his local community goverrmment, a concern that typically
occupies much time in civics courses. Students are too mobile for this ap-
proach to be highly functional. It is much better to have students learn
aspects of political behavior that they can apply to any community rather
than limit their investigation to their own. Of course, many teachers will
wvish to illustrate the more general political processes by drawing examples
from their local comsunity. This is to be recommended. What we are seeking
to avoid is the practice of having students memorize lists of local govern-
ment officials, the names of current occupants of these positions, their
duties, salaries, etc. No one, certainly not high school students, 'needs"
to know these things nor are adolescents very interested in such data.

Most social studies specialists and classroom teachers believe that
high school students should have an opportunity to inquire into problems
that affect contemporary American society. A few leaders advocate building
the entire social studies curriculum around the study of "crucial issues,"

"closed areas,"

and so on. Others believe that at least one course, e.g.
genior American problems, should be devoted to a study of contemporary prob-
lems. One social studies curriculum development project has prepared mate-
rials for classroom instruction that focus on issues of public controversy.7
Whether it is best to base the selection of content on a discipline or

whether it is best to focus instruction on contemporary problems is not an

issue for us. Presumably, both approaches can contribute to the education

7For a description of this project, see Oliver, Donald W., and Shaver,
James P. Teaching Public Issues in the High School. Boston: Houghton
Mifflin Company, 1966.
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of students in the social studies field. We have chosen to be a discipline-
centered project. It does not follow, however, that we are uninterested in
contemporary problems.

It 1s not necessary to have a problem-centered course to deal with
problems. Political science has long been concerned with issues of public
policy that reflect contending views, values, and aspirations. Any course
in political science that overlooks these facets of politics does so at {its
peril. Issues relating to public policy will esmerge from a study of polit-
ical behavior or the political system itaelf and need not be elevated to a
position of central focus. Throughout our courses students will be provided
opportunities to investigate issues vf public controversy. They shall deal
with those problems that arise from the course itself, and the perspective

will constantly be one of how does the political system manage such conflicts.
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SECTION 11: A COURSE IN AMERICAN POLITICAL BEHAVIOR

The ninth-grade course in American Political Behavior attempts to
satisty many of the objectives commonly claimed for ninth-grade courses in
civicuy. Some frequently-stated civics objectives are not goals of this
courgse. Other objectives that have either been ignored or underplayed in
typical civics courses are important to us. In order to clarify these dis-
tinctions Table 1 lists typical ninth-grade civics goals in the left-hand
column and our response or contribution to these goals through the American
Pol.c.cal Behavior course in the right-hand column.

A rumber of points about the table should be clarified. First, if many
of the ninth-grade civics goals cited in the left-hand column seem vague,
they are. fhey were not purposely written that way. The objectives are
stated as they are found in textbooks and a number of curriculum guides.

The list might have been longer, as many additional goals could have been
cited. We chose those that appear in a number of lists. Probably few
teachers would try to accomplish all of these goals. The civics goals were
categorized to suit our own purposes. They are rarely listed in this mauner.

Secondly, the objectives for the course in American Political Behavior
as listed in Table 1 are not sufficient to give a complete picture of the
course. However, to provide individual, behavioral objectives for each
day's lesson would be to reproduce the course. Therefore, the reader will
have to accept the fact that we are writing more specific, daily objectives
as well; but for the purpose of this paper, the contrasting list of general
objectives must suffice to give the reader a picture of the ways in which our
course is like and different from existing civiecs courses.

Finally, in stating the American Political Behavior ol jectives, I have
used a narrative as opposed to the more typical declarative scyle. This was

Q

[ERJ!:‘ done to better discriminate our objectives from the goals stated in the
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left-hand column. toreover, I have sometimes provided an exanple of a class-
room exercise {llustrating how we intend to accomplish the objective, if
clarification of the goal seemed necessary,
TABLE 1
GOALS FOR CIVIC EDUCATION

Specific Goals for an

Typical Goals for Existing Experimental Course in
Courses in Ninth-grade Civics American Political Behavior
1. Knowledge- 1. Knowledge:
a. To understand the structure a, While we want gtudents to
of national, state, and know about the structure of
local government. govermment, an approach to

the study of politics and
government that is limited

to the institutions of gov-
ernment is too narrow in our
view. The focus of our
course is on individuals be-
having in politics and gov-
ernmen?”. Students will study
the o:icipants cf institutions
as individuals performing
roles, Students will ex-
amine the various strictures
on role performance, includ-
ing formal rules and institu-
tional customa, that limit
role behavior. Students
will study political leaders
in all three "levels" of gov-
ernment, local, state, and
national, in three ''branches"
of government, executive,
legislative, and judicial.
Moreover, students will study
political leaders ou.side

the formal structure of gov-
ernment, c¢.g. community

elite groups, leaders of po-
litical parties. We are
primarily interested in hav-
ing students understand how
individuals perceive their
roles in institutions and

how ard why they act as they
do.
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Specific Goals for an
Experimental Course in
American Political Behavior

b. To learn the duties, re-
sponsibilities and privi-
leges of citizenship in a
democracy.

c. To understand how our prob-
lems may be solved within
the framework of our gov-
ernment,

d. To become acquainted with
the political, social, and
econonic problems con-
fronting our nation.

e. To develop an under-
standing of the Ameri-
can system of govern-

Q ment.

b. Our course focuses on indi-
viduals and how they act or
behave in the American po-
litical system. Neverthe-
less, the categories of
"duties, responsibilities,
and privileges' hold little
analytical utility for us.
For example, is voting a
duty, a responsibility, or
a privilege? Students will
examine voting as an act
of political behavior provid-
ing one avenue to influence
the political system. They
shall learn why some Ameri-
cans vote in every election,
why some vote on occasion,
and why some rarely vote.
One of our major objectives
is for students to acquire
a reasoned and "functional"
understanding of citizen-
ship in a democracy.

c. We expect students to learn
that the political system
exists to make authorits-
tive decisions binding on
all citizens. These deci-
sions arise as a result of
a need to settle ''problems."
Therefore, the course cen-
ters on the ways citizens may
bring pressure to bear on the
system to resolve issues of
concern to them.

d. Issues of continuing polit-
ical concern are built into
the course and could scarcely
be avoided. Among such is-
sues are the conflict be-
tween majority rule and
minority rights, loyalty and
dissent.

e. We expect to add to the
knowledge about the American
system of government that
each child has already
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Specific Coals for an
Typical Goals for Existing Experimental Course in
Courses in Ninth-grade Civics American Political Behavior

begun to acquire before he
reaches the ninth grade. We
intend to add to his under-
standing of American gov-
ernwent in two essential
ways:

(1) By imposing concepts
used by political scien-
tists that will enable
hin to acquire increased
political meaning from
his experience. (See
section on 'concepts"

.following for more dis-
cussion on this point.)

(2) By focusing on the
largely informal, and
individual behavior of
American citizens.

This course will not complete
a student's understanding of
his government. He should
add to his political under-
standing throughout his
lifetime. Nevertheless, this
course will add significantly
to his capacity for political
understanding by providing
him with concepts that enable
him to make more sense of

politics.
f. To learn how our form of f. This objective has primarily
representative government historical implications, and
developed. we are leaving the achievement

- of this objective to history
courses. However, in the
unit on political culture,
students will learn the his-
torical sources for many of
the political values and
beliefs they profess as

Americans.

g. To help students under- g-j. These objectives often ac-
stand our economic gys- company community civics
tem and the citizen's courses that contain units

o role in economic life. on occupations, consumer
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Specific Goals for an
Experimental Course in
American Political Behavior

Typical Goals for Existing
Courses in Ninth-grade Civics

h.

To contribute to wise
use of natural re-
sources and leisure
time.

To help students make
wise vocational choices
in order to maximize
their abilities.

To contribute to better
mental health.

To develop an under-
standing of the place
of the United States
in the contemporary
world.

Cognitive Skills:

a.

b.

d.

To develop a competence
for critical thinking.

To develop problem solving
ability.

To develop skills in
thinking, studying, and
learning.

To make each student an
independent learner.

2.

econonics, etc. These ob-
jectives will not be met by
this course.

This course does not have an
international component.

The focus is entirely on
American political behavior.
Therefore, this objective
will not be achieved.

Cognitive Skills:

8"d .

These four objectiver aim
essentially at the same ob-
jective. They represent an
aspiration to teach young-
sters how to process data in
order that they can arrive
at warranted judgments. Un-
fortunately, typical civics
courses have had high hopes
and low achievement regard-
ing these goals.

We, t o, have high hopes and
view the attainment of in-
quiry chjectives as abso-
lutely vital to the success
of this course. How we
intend to accomplish inquiry
goals is specified later in
the section entitled "in-
quiry." Among the specific
inquiry skills students
will achieve are the follow-
ing:
(1) a capacity for asking
the kinds of questions
most likely to yield
pertinent data;
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Specific Goals for an

Experimental Course in

American Political Behavior

An ability to use &
wide variety of sources,
including books, charts,
graphs, maps, documents,
visuals, etc.

Facility in both written
and oral communication,
including the acquisi-
tion and use of the
specialized vocabulary
of civics and govern-
ment.

(2) a capacity to make in-
ductive inferences
from data;

(3) a capacity t» combine
geveralizations in
order to produce
plausible explanations;

(4) a capacity to hypothe-
size and plot investi-
gations to test hypothe-
ses;

(5) a capacity to exploit
conceptual models for

inquiry;

(6) a capacity to discri-
minate a:..)ng and to make
judgments &bout des-
criptive, explanatory,
valu«, and rrescriptive
assertions,

We shall encourage the use

of resources already familiar
to most social studies teach-
ers, e.g. books, pamphlets,
zaps, charts, graphs. In
addition, we shall introduce
certain kinds of daca (e.g.
demographic data), procedures
for securing data (e.g. at-
titude scales), and proce-
dures for handling data (e.g.
frequency distribution tables)
that are rarely used in
existing courses.

We share with other courses
in the curriculum this gen-
eral goal of advancing stu-
dents' facility in written
and oral communication. By
imposing concepts from po-
litical science upon stu-
dents, they will not simply
acquire new words: these
concepts will enable them to
derive enriched meaning from
their political environment.
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Specific Goals for an
Experimental Course 4in
American Political Behavior

Typical Goals for Existing
Courses in Ninth-grade Civics

8.

Ability to recognize prop-
aganda techniques.

This course has no provision
for the study of propaganda
as a peparate act. How-
ever, che entire thrust of
the course i{s directed to-
ward helping students to
acquire a capacity to mzke
sophisticated judgments
about claims and assertions.
In this way, we will meet
the goals implied in teach-
ing about propaganda with-
out satting it aside for
special treatment.

3. Affective Goals: 3. Affective Goals:

a. To develop an appre~ a-g. All of these objectives are
clation for our heri- related to affecting stu-
tage of free and derts' attitudes toward
democratic govern- democracy. We agree with
ment, the proponents of civic

education that the over-riding

b. To develop a feeling of objective of instruction in

responsibility for active
and intelligent partici-
pation in civic affairs.

political education in the
affective realm is to in-~
crease student acceptance of

democracy. In our view
c. To develop a desire to democracy consists of two
become better acquainted essential elements: major-
with the problems of our ity rule and minority rights.
democracy. Therefore, our courses eshould
contribute to students' ac-
d. To develop faith in our ceptance of practices of
ability to solve our majority rule and protection
problems within the of minority rights.
framework of our form
of govermment. Certain attictudes seem to be
necegsary for majority rule
e. To develop civic pride to function properly. Citi-
and responsibility. zens must believe that they
can influence decisions by
£. To create interest in govermment; citizens must
civics and civic affairs. be interested in politics;
and citizens must agree to
g. To develop better human accept the decisions made

relations.

by the majority as legiti-
mate and binding.

Protection of minority rights
requires that citizens atrive
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Speclfic Gosle for an

Typical Coals for Existing Experimental Coursc in
Courses in Winth-grede Civice Anerican Political Behavior

to overcome ethnocentrism
and to practice political
tolerance. Citizens oust
aleo be willing te azcept
political pluralism. As
political cynicisn seems to
inhibit one's ability to ac-
cept majority rule and pro-
tect afnority rights, schools
should seek to reduce polit-
ical cynicisn by atudentes.
Finally, citizens should
desire to have evidence
before making decisions.
They should be unwilling to
foran judgoents on the basie
of prejudice, faith, or
suthority., Therefore, an
appropriate attitudinel obd-
jJective for courses in civice
etucation s to foster de-~
cisfon processes based upon
empirical evidence.

In sutnary, the following
statements conprise the
apezific attitudinal objec-
tives of our ninth-grade
coutae .

(1) To increase a sense of
political ¢fficacy.

(?) To increamse political
intereot.

(3) To incresse the accept-
ance of the legitimacy
of specific majority
decision-paking righte,

(4) T increase political
toleration.

(9) To decreane ethnocentrism.

(6) To increage acceptance
of politic.] pluraliem.

(7) To decrease political
cynjcienm.
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Specific Goals for an
Typical Goals for Existing Experiuental Coursec in
Courses 1in iinth-grade Civics Armerican Political Behavior

(8) To increase acceptance
of a scientific dis-
position toward the
validation of explana-
tions about political
phenomena.

General Description of the Course:

The two-semester course in American Political Behavior intended for
ninth-grade studente focuses on the political behavior of individual Ameri-
canp citizens. Following a one-wcek introduction to the course in which the
concept of political behavior is made clear, students will study four major
unite of work, each averaging eight to nine weeks in length.

Unit I 18 entitled "The Context of Americac Political Behavic:s.'" The
overarching purposes of this unit are to inform students of the social and
physical context in which political behavior occurs, to make them familiar
vith the values 224 b2lisfs Lhai constitute American political culture and
the coneequences such values and beliefs have for behavior, and to inform
students about the process through which the political culture is learned and
passed on.

Students are introduced to a number of concepts, including, political
culture, soclety, physical cuvironment, social environment, status, role,
syabol. Moreover, students arc taught to uge a number of social science
techniques to promote inquiry. Attitude scales and.frequency distribution
tables ava werely two of the devices introduced in this unit. The way these
are to be used are carefully taught in order that students will be able to
use them with more confidence later in the course.

Investigation into values is picked up from the end of the first week

and continued throughout this unit. Students are taught to discriminate
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bDetween normative and empirical statements and are taught to be explicit
about the criteria they are using to make judgments about vaiue claims.

Cage studies that require both empirical and normative analysis are the

principal resource for imstruction in how to inquire into values.

Much of the data from which students will make inferences and hypoth-
esize about American political attitudes and beliefs will be drawn from the
valuer attitudes, and beliefs of high school students. Various kinds of
“confrontation lessons," including brief anecdotes, slide presentations, and
role-playing episodes will be used to surface the attitudes and values of

students,

Unit II provides the opportunity for students to learn how Americans

sider whether they act in ways consistent with American ideals of citizen
participation. Students will look into the psychological, social, and
situational factors that influence citizen behavior. The relative influ-
ence on citizens played by such agencies as the mass media, political par-
ties, and interest groups will be studied. A significant part of the unit
will focus upon one kind of political behavior, voting behavior.

Students will explore the various ways citizens can bring pressure to
bear on the system to gain favorable decisions. Students will read case
studies illustrating successful tactics; near the close of the unit, they
will play a simulation-game called "Influence'' through which they can
simulate what they have learned about the ways citizens can influence the
political system.

Existing courses in civics and government attempt to 'sell" students
on the importance of becoming active participants in the political process.
This unit is not a "hard sell' for active participation. Students will

learn how Americans participate, why they are or are not active, how one
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could become active and make his influence felt if he wanted to do so, and
what the c?sts and rewards of political activity are. Obviously, we hope
that through our approach students will become more interested in politics
and will have a greater sense of political efficacy. We do not disagree
with tha abicctives of existing civics courses, but we believe that the
"preachment approach” is ineffective with adolescents.

Unit III focuses upon individual citizens occupying "unofficial polit-
ical leadership roles. "Uuofficial" political leaders are defined as citi-
zens who exert political influence beyond that of typical American citizens
but who do not hold positions in government. This is one of the topics in
political education most neglected by existing high school civics and govern-
ment courses. Present courses focus upon citizens and occupants of~goverp—
ment positions. This ignores many people who are not often recogaized as
holding political positions but who are, nonetheless, immensely important
in determining political decisions. Therefore, students will study com-
munity elitss, political parties, interest groups, etc. They will investi-
gate how people are recruited and trained for these "unofficial" 1eadefship
roles, how they exert influence, how they maintain their support énd so on.,
Moreover, studentes will exauine the costs and rewards for people who occupy
such roles.

Unit IV is about citizens who are "official" political leaders, those
who are employed by government. Four types of official leaders are studied:
bureaucrats, legislators, judges, and heads of executive branches of govern-
ment. By organizing the study of leaders in this way, students will become
more consclous of the functional relationship that exlsts among mayors,
governors; and the President, for example. Bureaucrats are ignored in most
existing courses, despite the fact that there are more of