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Education for Social Justice is a statement of the role of education in
promoting social justice. Drawing on research, this book explains what social
justice is, presents the argument that democracy requires a commitment to
social justice, and shows what action steps need to be taken to ensure social
justice is achieved within education and society more broadly.

The text presents research and concrete examples to examine the social
justice issues facing society today. Some of the social justice topics explored
include access to higher education, informal education (such as museums
and art galleries) and adequate civic education, and racial and gender
discrimination within education, as well as access to healthcare and the vote,
which impact students’ learning. It explores specific research and action for
each of these elements and, at the end of the book, provides potential paths
forward to improve social justice outcomes.

This timely book encourages readers to consider what we can do to
enhance social justice in education and society. It is important reading for
pre-service teachers, particularly those studying teaching for social justice,
social studies education, and educational policy and politics, as well as for
in-service teachers who want to make a difference.
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FOREWORD

This book could not be timelier.

The COVID-19 pandemic led Americans to wonder aloud about reim-
aging US education. As a Montessori educator, I was hopeful that this won-
dering would lead to serious discussions about changing the very structure
of school. I envisioned subjects being taught in an interdisciplinary fashion
rather than in isolation. Instead of segregating students by grade, I imag-
ined mixed-age learning communities where older students could support
the younger ones, allowing all students to learn that the teacher, or adults in
general, are not the keepers of “right” answers. Such a learning community
would also mean a significant change in the teacher’s role: rather being the
expert at the head of a closed classroom charged with evaluating students
on lessons and assigning them grades, teachers could act as learning guides
or facilitators for the students. With a very different school structure, eve-
ryone within it would behave differently. Students could practice directing
their own learning, thinking systemically and critically, and being demo-
cratic citizens. Conventional schools, after all,; are not structured the way
the world is, so there is little time for such practice.

My hopes for reimaging school, however, were quickly dashed. The won-
dering was turned into a nightmare. Instead of considering a structure in
which students can learn the skills necessary to keep democracy alive, parent
groups and school boards across the United States have launched anti—critical
race theory campaigns, making teachers afraid to teach anything related to
race, equity, diversity, and inclusion. A state governor has seized control of a
public college in Florida, appointing six new far-right conservative trustees
and ousting the college’s president in order to turn this small, diverse, and
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inclusive public school into a replica of a conservative Christian college in
Michigan. All of this, mind you, is being done in the name of “freedom”—
freedom from “woke nihilism”. Through the darkness of these current
events, however, the book you hold in your hand shines a ray of light that
brings hope once again.

This book is about social justice in education and beyond. The authors
in this book are scholar-practitioners—trained researchers working in the
thick of education practice and policy on the daily. When these authors
began their training as researchers, they had—as I did when I became a doc-
toral student at Johns Hopkins—ideas about how to ameliorate problems
they had observed in education. And, like me, they had to slow down their
desire to problem-solve. They had to realize that their own perceptions of
those problems were clouded by biases, assumptions, and a narrow view and
understanding of the system in which the problem was situated. Moving
from focusing on solutions to realizing we don’t know what we don’t know
and slowing down to identify and consider what we don’t know can feel
somewhat painful. It also runs counter to our fast-paced, solution-focused
culture, but it is necessary if we want effective, sustainable change that ben-
efits all involved.

During their doctoral training, these authors learned to see the system
and identify and examine factors within that system that may be contribut-
ing to the problem they had observed in practice. They learned to think
about the problem and the system critically. They learned to recognize their
own positionality and potential biases that may come with that position
as well as their own life experiences. Most importantly, they learned how
crucial it is to listen to the lived experience of others within the system so
as not impose solutions that in actuality lead to others’ oppression. For too
long, education has taken a top-down approach where experts, without any
knowledge of the students’ experiences, impose interventions or solutions
that have unexamined consequences for students, society, and even democ-
racy. That top-down approach is education devoid of social justice. These
authors, however, are not only examining elements of social justice in edu-
cation, but they are also modeling how to examine educational problems of
practice—how to check our mental models, which include our own biases,
of those problems against the reality. Every educator, researcher, policy-
maker, and advocate can benefit from this modeling.

Education is a fundamental human right that is essential for building a
just, equitable, and democratic society. This book contributes to our under-
standing of the systemic barriers that prevent equitable access to education
so we may find more effective solutions to address these barriers. The au-
thors examine segregation, lack of civic education, low college attendance
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of Black and Latino students, gender equity issues, and lack of medical care

for students with disabilities. Their chapters will challenge your assumptions

and inspire you to continue striving towards a more socially just and equita-

ble society. I am grateful for the inspiration and hope they bring during this

tumultuous time. I had the honor of working with some of the authors

as students, and now I have the even greater honor of working with them as
colleagues to create a more socially just education system.

Dr. Laura Flores Shaw

Professor

Director of Education Doctoral Programs

Johns Hopkins University



PREFACE AND ACKNOWLEDGMENTS

While we took the initiative in proposing and assembling this book, obviously
many others played key roles. Not the least of these are Stacey Campo and Di-
ana Jahnsen, who took leadership as key authors with us as we went through
the process. Authors of the research sections of the chapters are doctoral grad-
uates from the School of Education, Johns Hopkins University. Two others
who assisted in chapters, Stacey Campo and Sharon Hardy, are PhD gradu-
ates from the CUNY graduate center. Nick was fortunate to have all of them
as his advisees, and all finished their doctorates successfully. We had no idea
how they would respond to doing more writing, but all were very willing.

Each of the chapters focuses on social justice. The first are introductions
and the last a summary. The others focus on specific elements of social jus-
tice. To write a book on social justice required that we have a shared vision
of the meaning of social justice—which is what Ellis called an “essentially
contested concept”. The meaning of social justice varies among groups of
individuals. So, it was necessary for us to reach a shared vision of social
justice for this book. That vision and meaning can be easily stated. Social
justice is present when there is no discrimination and no repression. By
implication individuals living in a condition where social justice is present
are in a position to pursue their lives without being discriminated against or
repressed. Each of the dissertations at Johns Hopkins used here has a theme
of social justice, although not necessarily by design, and not all our students
have such a theme. In our last chapter we draw conclusions and offer advice
for all who seek to move forward to enhance social justice.

How did it happen that there existed a group of strong students whose
work clearly related to social justice or its absence? That is indeed a question
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we have pondered. We believe there are a number of factors in play. First,
we consider the context of the times. As we wrote this, there was war in
Ukraine; Donald Trump fought to keep his position of president; Mike
Pence was asked to change the electoral votes; and when Biden reached his
third year, he lost the majority in the House. There is potential for signifi-
cant differences and resistance on the part of the majority party, which led
by one vote. That created an atmosphere of concern and doubt for many.
Could compromise and agreement be reached on the issues we face, espe-
cially as they relate to democracy and social justice? At the same time there
was a serious rise in inflation and a loss of jobs. And the Congress, or at
least the party in control of the House where financial bills originate, were
saying they were against raising the debt limit, which meant possible de-
fault on the government loans, including bonds. Social agencies designed to
guarantee what was needed by the elderly, in particular, were under attack,
with threats to eliminate Social Security and Medicare. At the same time
there was a high level of gun violence: with little control over who could
own a gun, this resulted in mass shootings in supermarkets, dance clubs,
and schools. Then there were shootings by police which raised concerns and
led to charges against police officers and their removal from work. Some in
Congress refused to consider stronger gun control, seeing it as a violation
of the right to bear arms guaranteed by the Constitution.

What a time to decide to write a book about education and social justice!
One of our students suggested that Education and Social Injustice might be
a better title. We think it was the context of the times that led to the topics
of research that related to social justice. Of course, all these concerns made
it a perfect time to look at the issues we did and draw on the expertise of
our doctoral graduates. Education and educators cannot stand aside when
problems arise, and they need to be aware of these problems. By the way,
we extend this responsibility to all with leadership roles, whether in schools
or other contexts. We sincerely hope you find this work of use and find a
way to face social justice problems as you encounter students or others with
whom you work.

Finally, we want to acknowledge the support of Dr. Laura Flores Shaw,
who is Professor and Director of the Doctor of Education Program at Johns
Hopkins and wrote the Foreword for this book. Thank you, Laura, for tak-
ing the time to support our effort, including, of course, the effort of the
wonderful Johns Hopkins students. We acknowledge the kind encourage-
ment provided by Dean Christopher Morphew, Dean of the School of Edu-
cation at Johns Hopkins University. And we thank Professor Emeritus Ana
Maria Villegas for her long history of support as one of the leading scholars
in the area of social justice.

Nicholas M. Michelli and Tina J. Jacobowitz
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EDUCATION FOR SOCIAL JUSTICE

Nicholas M. Michelli, Tina |. Jacobowitz, Stacey
Campo, and Diana Jahnsen

“Essentially contested concepts” (ECCs), which we identify in this chapter
to include democracy, social justice, and others, are a key basis used for
analysis in this book. The basic idea was first identified by the philosopher
Gallie, and the idea is under continued study.

These ECCs, if they are to be discussed in a productive manner, require a
shared vision of what they mean.

A shared vision is not necessarily full agreement on meaning, which is al-
ways difficult with ECCs. There must be enough agreement to allow
discussion for further understanding and use of the concept.

These ideas can be examined from a linguistic perspective, as suggested by
George Lakoft.

From an educational perspective, seeking a shared vision is a valuable learn-
ing opportunity for any group working together. The process requires
the use of critical thinking as we have defined it—the process of making
a “good” judgment about complicated issues with the use of appropriate
criteria for supporting positions, which is the definition of critical think-
ing we use.

The discussion is an opportunity to practice using empathy in examining
the positions of others, engaging in careful listening, giving reasons
for positions, and referring back to those discussions of the issue under
consideration.

DOI: 10.4324/9781003361770-1
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Democracy and Social Justice as Contested Concepts

This opening chapter sets the stage for understanding the various mean-
ings of social justice and democracy as well as the interrelationship of the
two concepts, both essentially contested concepts. Dealing with ideas with
contested concepts is difficult, but not uncommon. Think about how our
political parties differ in their views of the right to vote, non-discrimination,
the right to choose, and funding of education and infrastructure and allow-
ing abortion. When dealing with concepts that are themselves difficult to
define, the pressure to reach a common sense of meaning increases. Having
a common meaning in mind allows for more useful discussion—a group
must discuss the same issue or agree on a meaning of the issue. Reaching a
common meaning does not mean a definition that is shared in every respect.
There will always be some variation of meaning for difficult concepts.

The British philosopher W. B. Gallie (1956) suggested the idea of “con-
tested concepts”. For Gallie, such concepts are inherently subject to multi-
ple interpretations depending on your values, concerns, experiences, goals,
and beliefs. Among these concepts are democracy and social justice, as well
as freedom, education, and others. The concepts are listed later in this chap-
ter in the section labeled “Creating a Shared Vision of Democracy and So-
cial Justice”. If one were asking a random group what their definition is of
concepts like democracy and social justice, or any of the others, there will
be significant differences. This gives the educator or anyone working with
a group on a contested concept the responsbility to work towards a shared
vision.

Linguistics provides another vehicle for understanding differences. In
particular, George Lakoff (2002), an eminent linguist, studied political
metaphors. He has examined how conservatives and liberals view the world
differently. Often, especially in politics, the tendency is to see things as right
or wrong in part because that is how they are presented by political parties.
Increasingly critical ideas are held as absolute—for example, the position on
abortion. When critical ideas are consistent with our own views, they are
seen as right, and they are seen as wrong it we disagree with them. Lakoft
helps us understand that there is sometimes legitimacy in the alternative
views of these difficult, contested concepts: that is there is no one definition.
Working towards a shared vision of contested concepts requires the need
to look at the different perspectives and zot impose a single meaning from
the outset. The goal should be a consensus within the group, a classroom
group, a group at a workplace, or some other context, if the group is to
work towards change. Knowing and acknowledging that consensus cannot
be reached is important as well.

An important goal in education is to show how every teacher can extend
the ability of students to listen, show empathy, argue for positions, give
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valid reasons for their positions, and be open to compromise. This means
that everyone can act as a member of a democratic society regardless of their
citizenship status, and it means all should learn how to work with contested
concepts. It is worth quoting directly from Dewey:

A democracy is more than a form of government; it is primarily a mode of
associated living of conjoint communicated experience. The extension in
space of the number of individuals who participate in an interest so that
cach has to refer his own action to that of others, and to consider the ac-
tion of others to give point and direction to his own, is equivalent to the
breaking down of those barriers of class, race and national territory which
kept men from perceiving the full import of their activity.

(1966, p. 87)

Removing barriers of race, class, and national origins is explicit in how
Dewey defines democracy. Working assiduously to address discrimination
and repression requires learning about the sources of bias across a broad
spectrum—racism, xenophobia, sexism, antisemitism, Islamophobia, hom-
ophobia, climate denial, ableism, ageism, and more. Educators must be
equipped to respond to bias when they see it and become upstanders rather
than bystanders. Educators tend to find it inspiring and attractive to engage
in efforts to combat all forms of discrimination.

For the contested issues, we need to keep in touch with our own values,
but we must also be open to change. Lakoff (2002) leads us to understand
various “worldviews” and the fact that the world is seen differently among
people. This is not easy work. For example, imagine trying to find consen-
sus among conservatives and liberals given their positions on various issues,
such as education, abortion, and welfare. In the 21st century, climate change
should be added to the list of contested concepts. People must not assume
that those with whom they disagree are “stupid” and those with whom they
agree are “smart”. The process of examining different positions is essential
to building rationales for positions as part of critical thinking, which we have
examined in depth in another book (Greenblatt & Michelli, 2020). Simply
stated, critical thinking is a process of making a judgment about an issue using
appropriate criteria. It is open to discussion with others, with a goal of reach-
ing a “good judgment”. A good judgment means it is carefully considered
and tested to the best of our ability against explicit criteria, but that does not
guarantee a good outcome. Among the best work on critical thinking is the
research undertaken by Matthew Lipman and the work he did as part of the
Institute for Philosophy for Children and our own work in the Institute for
Ciritical Thinking (Michelli et al.). This is an essential for all education and of
course for civic education to encourage voters to develop good judgments
that they can explain and that grow from criteria they know.
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Like other contested concepts, democracy is a concept that is ever chang-
ing and evolving. Those committed to educating for a socially just democ-
racy must realize it “must be continually debated and transformed to shape
and respond to changing social and environmental conditions” (Stitzlein,
2017, p. 447). In The Public and Its Problems, Dewey (1946) went so far
as to claim that democracy is always in the making and therefore can never
be settled.

Ways That Democracy Is Conceptualized

Democracy can be conceptualized in a variety of ways. The most common
definition of democracy is that it is a system of government where the citizens
of a state exercise power to rule the state, either directly (pure democracy)
or through electing representatives (representative democracy). Dewey saw
it as much more than a system of government. He also viewed it as one of
interpersonal relations, which is often referred to as social democracy. Social
democracy focuses on the well-being of its citizens. The United States is both
a representative and a social democracy. While some confuse social democracy
with socialism, they are two very different concepts. A social democracy is a
“political ideology that supports economic and social interventions to pro-
mote social justice within a capitalist economy [emphasis added]” (“Social
Democracy”, 2019). Socialism, on the other hand, is defined by the Oxford
Dictionary as a “political and economic theory of social organization which
advocates that the means of production, distribution, and exchange should be
owned or regulated by the community as @ whole [emphasis added]” (Lexico
Dictionaries, 2019).

It should be noted that in the United States, not all states require civic
education as a course or require a test. Democracy is often taught in social
studies outside the context of civic education, and it is usually taught as a
“form of political governance involving the consent of the governed and
equality of opportunity” (Apple & Bean, 2007). What happens when teach-
ers are asked how their classrooms are democratic? They are likely to say that
they allow their students to elect the class officers. In effect, most people
define democracy in its political sense, seeing democracy as the right to vote,
with the “winner” determined by the majority. This conception of democ-
racy is limited and should be expanded to include explicit teaching of the
conditions on which a democracy depends, that is, “the democratic way of
life” (Beane, 1990). In Democratic Schools, Apple and Bean (2007) argue for
the following conditions as “the central concerns of democratic schools”:

¢ The open flow of ideas, regardless of their popularity, that enables people
to be as fully informed as possible.
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¢ Faith in the individual and collective capacity of people to create pos-
sibilities for resolving problems.

e The use of critical reflection and analysis to evaluate ideas, problems, and
policies.

e Concern for the welfare of others and “the common good”.

* Concern for the dignity and rights of individuals and minorities.

* An understanding that democracy is not so much an “ideal” to be pur-
sued as an “idealized set of values that must be lived and that must guide
our life as a people™.

¢ The organization of social institutions to promote and extend the demo-
cratic way of life.

At the present time, several of these conditions are, in the view of many,
clearly being violated in the United States. Examples include consistently
referring to news as “fake news” when it does not report our point of view.
At our southern border, immigrant children whose families are legitimately
seeking asylum are being separated from their parents, many of whom may
never be reunited. And, again, we add climate change as a contentious area.

As can be seen from these examples, our democracy is under threat. It is
imperative that along with setting the conditions for democracy (as well as
teaching students the cognitive and social skills discussed later in this chap-
ter and in other chapters), students must study the benefits of democracy
and their rights within it. It is only through this understanding the benefits
of, and conditions for, democracy that students will be more open to fight-
ing to protect it. In On Democracy, Robert Dahl (1998) delineates a com-
pelling list of reasons this fight is worthwhile:

* Democracy helps prevent government by cruel and vicious autocrats.

* Democracy guarantees its citizens a number of fundamental rights that
nondemocratic systems do not, and cannot, grant.

* Democracy ensures its citizens a broader range of personal freedom than
any feasible alternative to it.

* Democracy helps people understand their own fundamental freedom.

Crafting a Shared Vision of Democracy and Social Justice

Through cultivation of a shared vision, an organization will be guided by a
set of shared principles, ones that lead its members to reimagining what is
possible for educational renewal. Educators must engage in a careful con-
sideration of what democracy and social justice can mean for our society
in general, as well as the role of education in achieving a fully democratic
and socially just society. As explored more fully in later chapters, both are
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essentially contentious concepts. There are additional related contested
concepts such as “education”, “freedom, critical thinking”, “knowledge”,
and “citizenship”. These questions will help us to consider their meanings

as they are addressed throughout the book (Michelli, 2012):

Democracy: Is it a system of government? Or is it the nature of personal
interactions among members of a society? Is democracy about civics—
participation in the governmental process? Is democracy about civility;
treating others with respect; and civil, nonviolent behavior?

Freedom: Is personal freedom unlimited? If not, what are the limits and who
decides them? What happens if individuals overstep the perceived limits
of freedom? Does freedom extend to speech, the press, and religion?

Social justice: Is it primarily about the distribution of wealth? Is it seeking
equity between the rich and the poor, the majority and the minority?
Where do the issues of discrimination and repression come in? Are there
other ways to conceive of it?

Knowledge: What does access to knowledge mean? Is it too limited a con-
cept? What counts as knowledge? Whose knowledge counts? Is knowl-
edge equally distributed in our society? Who creates knowledge?

Critical thinking: Is teaching for critical thinking a matter of teaching
skills? What do judgments have to do with critical thinking? Does critical
thinking lead to good outcomes? Can critical thinking be taught? Where
is it most important in a democracy—personal life or political decision
making?

Education: Do the other questions have to be answered before education
can be defined?

Citizenship: Is citizenship a particular legal status or more? Is the behavior
of citizens the same as expected of any societal participant? Is any civically
committed individual a citizen? Is limiting citizenship a matter of social
justice?

It could be argued that democracy is a mix of all these complex ideas.
Therefore, if we are to work within a group, be it an activist organization,
a non-profit organization, the faculty of a school, or a community group,
it is essential that a “shared vision” of what complex ideas mean be reached
within a group working on contested concepts. Peter M. Senge (2006)
gives strong and appropriate power to a shared vision:

At its simplest level, a shared vision is the answer to the question, “What
do we want to create?” Just as personal visions are pictures or images
people carry in their heads and hearts, so too are shared visions pictures
that people throughout an organization carry. They create a sense of



Education for Social Justice 7

commonality that permeates the organization and gives coherence to di-
verse activities.

(p. 246)

Clearly, working with one of these concepts requires an understanding of
our meaning and understanding what others mean. One of the authors,
while working in China, asked someone why there were not hundreds or
thousands of Chinese in Tiananmen Square on the anniversary of the con-
flict. The Chinese colleague responded, “Because we won”. When pressed,
he added, “Now we have homes, jobs, money, the ability to own a business,
so we have democracy”. Of course, he was talking more about capitalism
than democracy. Another Chinese colleague said, “A democracy is where
the majority gets what it wants, and the others get nothing”. He anticipated
the idea of the “tyranny of the majority” (Lani Guinier) One of the earliest
individuals to describe democracy was Alexis de Tocqueville (1972), who
is largely credited with first introducing the idea of the omnipotence of the
majority. In Democracy in America, his major work, he wrote, “The people
rule the American political world as God rules the universe. They are the
cause and the end of all things; everything arises from them, and everything
is absorbed by them” (pt. 1, Ch. 4).

James Madison, one of the writers of the Constitution, wrote about the
idea as well in The Federalist 10: The Union as Safeguard against Domestic
Faction and Insurvection (first published in the Independent Journal). In
Madison’s case, he was writing more about controlling the minority than ex-
tending its rights. This is because he writes about “domestic factions” rather
than minorities as they might be defined (Madison, 1787). The connection
between Madison and de Tocqueville’s ideas have been reviewed by histo-
rians (Engels, 2010). There were significant differences of interpretation
among the “founding fathers” that emerged, including differences about
the appropriate strength of the federal government and the nature of po-
litical parties. Thomas Jefferson was the author of the Declaration of Inde-
pendence, but some of his original writing was changed before and during
the debate on its approval. One change, for example, came from Benjamin
Franklin, who objected to the original phrasing of what is probably the
most-quoted phrase, and this is how it appears in the copy held by the Na-
tional Archives: “We hold these truths to be self-evident, that all men are
created equal, that they are endowed, by their Creator, with certain unalien-
able rights, that among these are life, liberty, and the pursuit of happiness”
(Declaration of Independence, original language and punctuation). Perhaps
most notable to those of us examining social justice is the fact that Jefferson
clearly meant all men—in fact, he meant all White men. Not women, not
Blacks, just White men, and perhaps just White male property owners. Also,
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in the original, Jefferson wrote, “We hold these truths to be sacred and
undeniable”. Franklin slashed thorough the “sacred and undeniable” phrase
and proposed “certain unalienable rights”, which is in the Declaration as
most widely known. The change may appear to be a religious objection
(the word “sacred”), but historians think it is more a change in Jefferson’s
commitment to John Locke’s philosophy. (Isaacson, 2003). Ellis’s work on
Jefferson shows us that he was a slaveholder—with some 300 slaves—and
that he had children with one of his slaves, Sally Jennings (Ellis, 1998).
In an earlier version of his work, The American Sphinx: The Character of
Thomas Jefferson, Ellis expressed doubt that Jefferson was the father of Jen-
nings’s children. In 1998, an article in Nature confirmed that a comparison
of the DNA chromosome of Jefferson with one of Jennings’s children was
a match. One would have to do further analyses of the other children, but
Ellis concludes that is likely that Jefferson fathered them all. And Jefferson
did not free Hemmings or his children by her. So, there is this contradic-
tion between “men” being created equal and the reality of Jefferson’s life. It
is the case that efforts to assign citizenship and the right to vote to former
slaves in the Bill of Rights has been challenged in recent years by efforts of
many states to restrict voting and, at least as of March 2022, the failure of
Congress to enact a new national voting rights act that would settle the
issue. This clearly is an issue of our sense of democracy and social justice.
Also, in early 2022, there was strong opposition in some states to the use
of the idea of critical race theory (CRT). This theory suggests that there is
deep ingrained racial prejudice in this society, both in legal institutions and
among the public. Currently, some states prohibit schools from using the
concept, although few have been. CRT was and is primarily being addressed
in graduate-level courses. At the same time, censorship and the removal of
books from school libraries was also seen as a violation of both democracy
and social justice. For example, books on the rights of the LGBTQ popula-
tion were removed, denying understanding of the nature of sexual orienta-
tion to those who might read them. These ideas are considered further in
subsequent chapters.

Others, including Lani Guinier, a civil rights activist and professor, have
written specifically about the idea in The Tyranny of the Majority: Funda-
mental Fairness and Representative Democracy (Guinier & Carter, 1994).
It raises the important question of the standing of the minority in a democ-
racy, a still-unresolved issue. A website, Fairvote.org, promotes her ideas,
which focus on fair representation voting through ranked-choice voting.
In ranked-choice voting, voters rank the candidates for office—as many as
they support. Where there are several candidates, such as for a city council,
this provides a fairer representation of the voters. In fact, a bill supporting
such an approach has been introduced in Congress as recently as 2017 but
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did not pass. Some states are considering the idea of ranked-choice voting
in their elections.

The United Nations Sustainable Development Goals can be an impor-
tant guide for what knowledge might be included in a curriculum as well as
a source of criteria for what critical thinking is. They run counter to many
current practices, show what quality of life might look like, and can be used
to frame curriculum. They include working toward eliminating poverty and
hunger and working toward good health, peace, and justice (United Na-
tions General Assembly, 2015). Rizvi (2017) posits that the United Nations
Sustainable Development Goals lead to a new kind of globalization that can
be used to work toward the common good. The goals, listed in the follow-
ing, were adopted by every United Nations member country in 2015, with
a target of achievement by 2030.

—

. End poverty in all its forms everywhere.
2. End hunger, achieve food security and improved nutrition, and pro-
mote sustainable agriculture.
3. Ensure healthy lives and promote well-being for all at all ages.
4. Ensure inclusive and quality education for all and promote lifelong
learning.
. Achieve gender equality and empower all women and girls.
. Ensure access to water and sanitation for all.
7. Ensure access to affordable, reliable, sustainable, and modern energy
for all.
8. Promote inclusive and sustainable economic growth, employment, and
decent work for all.
9. Build resilient infrastructure, promote sustainable industrialization, and
foster innovation.
10. Reduce inequality within and among countries.
11. Make cities inclusive, safe, resilient, and sustainable.
12. Ensure sustainable consumption and production patterns.
13. Take urgent action to combat climate change and its impacts.
14. Conserve and sustainably use the oceans, seas, and marine resources.
15. Sustainably manage forests, combat desertification, halt and reverse
land degradation, halt biodiversity loss.
16. Promote just, peaceful, and inclusive societies.
17. Revitalize the global partnership for sustainable development.
(United Nations, 2019)

A

This book takes a position in supporting these goals as the essence of cur-
riculum or even as a statement of why we should educate in a democracy.
No doubt this will be a controversial position. And even though all UN
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members adopted them in 2015, you can imagine that there is not a unified
view of what they mean. Another way to say this is to argue that there is not
a shared vision of the meaning of the goals, and it is suggested that every
school that adopts them work toward a shared vision of meaning.

What About Social Justice?

Thus far, much more has been written about democracy than social justice,
although clearly there is overlap. For example, the United Nations Sustain-
able Development Goals have more elements of social justice than democ-
racy. Look through them again and see if you agree.

Any group considering this critical contested concept needs to work to-
wards a shared vision. Ours is reflected in this book. Notice that when con-
sidering suggested meanings for the critical and contentious concepts, the
following emerged for social justice:

Is it primarily about the distribution of wealth? Is it seeking equity be-
tween the rich and the poor, the majority, and the minority? Where do
the issues of discrimination, repression come in? Are there other ways to
conceive of it?

Write your conception of what social justice is and what it means. If you
said it could mean any of these ideas, you are probably right, and that is the
problem before us. Let’s examine each.

The distribution of wealth is something that often comes to mind, and
many wealthy individuals worry that this is what it means. A concrete ex-
ample is that the board of trustees of a large university were considering
whether to refer to social justice and decided not to. When asked if faculty
could refer to equity, to seeking access to life’s chances for all, and eliminat-
ing discrimination, they said, “Of course you can”. The faculty then asked,
why can’t social justice be used? The response was, “It means taking other
people’s money and redistributing it—taking money from the wealthy and
giving it to the poor”. It appears that it was their money that they were
concerned about.

Is seeking equity between the rich and poor the same thing? It does not
have to be. Certainly, distributing wealth would be very difficult. However,
thinking of equity in terms of access to “life’s chances” is a different matter,
and it is an important idea. The concept of life’s chances can be traced to
the German sociologist Max Weber, although it is used differently than he
did in one important way. Weber saw the concept as a basis for examining
the likelihood of turning out in a certain way given certain factors, with
socioeconomic status as the most important for his thinking (1920). Weber
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seems less than optimistic that change in outcome is likely. What do we mean
by “life’s chances”, and why is it important? Having access to life’s chances
available to all is a way of conceiving of social justice. For example, these
include access to quality education, access to higher education, access to
careers one decides to pursue, opportunities to learn about possible careers,
and other “chances” so pursuit is possible. Look once again at the United
Nations list and see how many of these are there. Discussion of how educa-
tion can achieve these would be a useful exercise. One example that would
be a good start is being certain that students in urban and rural settings
visit college campuses to get a sense of what college might mean in their
lives. In our last book, Reimagining American Education to Serve All Our
Children: Why Should we Educate in o Democracy? (Greenblatt & Michelli,
2020), there was a careful examination the idea of developing imagination,
and the exposition was based on ideas put forth by the Lincoln Center In-
stitute and Maxine Greene—a well-known philosopher who focused on this
area. One of the things Greene said carries considerable weight for us. She
said, “we cannot become what we cannot imagine” (Personal communica-
tion, 1994). Students must be able to imagine themselves in college and
becoming professionals. If students cannot imagine themselves in college or
becoming teachers, lawyers, or doctors, for example, primarily because they
don’t know anyone personally who pursued that particular “life’s chance”,
it is unlikely that they will pursue a profession. So, part of what education
must do to enhance access to life’s chances is to engage students in imagin-
ing all of the possibilities they might pursue.

The Lincoln Center Institute is a leader in this field. In particular, the
former director of the Institute, Scott Noppe Brandon, is an innovator in
the field who has written on imagination (Brandon & Liu, 2009). It is not
surprising that imagination came out of a center which began with aesthetic
ideas—art, music, dance, and the like depend directly on imagination. But
the authors extend the need for imagination to fields such as science, medi-
cine, and invention. His work led to “imagination conversations” in states
across the nation. Work on imagination is described in (Michelli et al., 2011)
Learning to Imaygine, published by the Lincoln Center Institute and avail-
able on their website. So, fostering imagination in all, especially students
in urban and rural schools where this is not often emphasized or even ad-
dressed, is an important step in the right direction. It is seldom the case
that imagination comes to the forefront when social justice is considered;
however, it is a necessary component of it. See further discussion of imagi-
nation in Chapter 4.

One important conception of social justice comes in the work of Amy
Gutmann (1999). In her discussion of democracy, Gutman suggests an idea
that is also central to social justice, and that is working towards nonrepression
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and nondiscrimination of others in our lives. Sometimes it isn’t clear when
discrimination or repression are present—they are hidden unless you know
what to look for. Often, those who are the objects of discrimination are
unaware of its presence, and in that sense, it is hidden discrimination. One
goal should be to make all students aware of discrimination. Many examples
of hidden discrimination and repression will become clear as the elements
of social justice are considered in the chapters that follow and the research
that has been undertaken on each by graduates of Johns Hopkins Univer-
sity, our co-authors. Each chapter begins with an overview of the element
by Michelli and Jacobowitz with Campo and Jahnsen. This is followed by a
review of current research on the element extracted from the dissertations
the authors completed. Following are short descriptions of these elements.

Chapter 2. Civic education. How should those living in a society be pre-
pared to play a positive role? Lori Bush

Chapter 3. In examining segregation, superintendents were not prepared to
deal with segregation to overcome its negative effects. Kenita Williams

Chapter 4. In examining why Black and Latino students have a lower rate of
attending college than their White and Asian counterparts, research has
discovered that many did not have access to advanced placement classes,
which is one of the most widely used means of promoting college-going.
Kortne Edogun

Chapter 5. In considering gender equity, we found that it was seldom the
case that teachers learned how to differentiate instruction for boys and
girls or the possible outcomes of doing so. Gender change and homo-
phobia are also considered. Blanca Moon and Sharon Hardy

Chapter 6. Integrated student support systems are essential when working
with diverse populations. Diana Jahnsen and Stacey Campo are the au-
thors of the overview of the element and the research.

Chapter 7. The role of parents in promoting learning is often underesti-
mated. And we know that learning can occur in formal settings such as
schools but also in informal setting such as museums, art galleries, and
others. Cases emerged where there was no faith in informal learning by
parents and others, and children were not encouraged to participate in
it, so they were deprived of access to science and the arts in museums.
Deprivation of access to museums and other forms of informal learning
are examples of a lack of social justice. Ni Zhang

Chapter 8. Summary and conclusions.

Again, it is argued that the one of the most important concepts we can bring
to bear in education is learning to recognize discrimination and repression
and learning to live a life of nondiscrimination and nonrepression. Along
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with this, learning to think critically as described is essential to lead a strong

p

ublic life in a democracy. The ideas, of course, have political aspects and

would be rejected in some settings, but they are examined carefully, and it
is argued that they lead to good judgments.

Chapter 1 Summary

1.

2.

3.

This book deals with “essentially contested concepts” (ECCs), which we

identify in this chapter to include democracy, social justice, and others.

The basic idea was first identified by the philosopher Gallie, and the idea

is under continued study.

These ECCs, if they are to be discussed in a productive manner, require

a shared vision of what they mean.

A shared vision is not necessarily full agreement on meaning, which is

always difficult with ECCs. There must be enough agreement to allow

discussion for further understanding and use of the concept.

. These ideas can be examined from a linguistic perspective, as suggested
by George Lakoft.

. From an educational perspective, secking a shared vision is a valuable
learning opportunity for any group working together. The process re-
quires the use of critical thinking as we have defined it—the process of
making a “good” judgement about complicated issues with the use of
appropriate criteria for supporting positions.

. The discussion is an opportunity to practice using empathy in examining the

positions of others, engaging in careful listening, giving reasons for positions,

and referring back to those discussions of the issue under consideration.

Questions for Thought and Discussion

1. How would you define “contested concepts”? How does this make dis-
cussion about them difficult? How should the discussion of contested
concepts be handled?

2. What is a “shared vision”? Why is it important for discussing contested
concepts? Does a “shared vision” mean agreement on the meaning of a
contested concept?

3. How is Dewey’s view of democracy different from other views? He
refers to it as more than a form of government and primarily a mode
of associated living of conjoint communicated experience. Primarily? He
goes on to define by arguing that everyone must refer their own action
to that of others and consider the action of others to give point and di-
rection to their own. What do you think that means? Try to write down
some examples and discuss them with a friend.
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4. How should the discussion of contested concepts be handled?

5. Lakoft draws distinctions between different “worldviews”. What does
that mean? He goes on to argue that having differences does not make
one person stupid and the other smart—do you agree?

6. Do you understand the elements involved in critical thinking as de-
fined? In effect, it is an essentially contested concept, and meaning is
found using the work of the philosopher Matthew Lipman.

7. It is also argued that democracy is ever changing and evolving. Is this
true of other contested concepts? Dewey says democracy is always in
the making and therefore can never be settled. Is that what makes them
contested?

. Are most classrooms “democratic”? Why do you think that?

9. What are the key conditions that a democracy requires? Can these be
adapted to make schools “democratic schools”? How do the ideas in
the following questions relate to democratic classrooms and schools?

10. Can people work collectively and individually to create possibilities of
solving problems? Are the possibilities considered in schools? Why or
why not?

11. What does the idea of fake news mean? Do you think blaming the news
is overdone?

12. Democracy helps prevent government by cruel and vicious autocrats.
Is this true? Are there any counter-examples? Democracy ensures its
citizens a broader range of personal freedom than any feasible alterna-
tive. Do you agree? Churchill once said, “Democracy is not a perfect
government, but it is better than the alternatives”. Why isn’t it perfect?

13. Critical thinking is another often-used pedagogy. What does it mean
to you? Further consideration can be found in the chapter on civic
education.

[e]
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CIVIC EDUCATION

Nicholas M. Michelli, Stacey Campo, Tina J.
Jacobowitz, and Diana Jahnsen

RESEARCH SUMMARY BY LORI BUSH

Civic education is essential for the survival of a democracy—particular
kinds of civic education that are explored further in this chapter. As with
other additions to curriculum, the hard question is where in the already
crowded school curriculum should we expect students to learn about their
necessary roles as participants in a democratic society, as well as to consider
the place of social justice and equity within that democracy? It is essential
that students receive civic education. Educators will have to decide where
to place it.

Certainly, one obvious answer is in social studies classes, which would
be a logical place for it, but not the only place. In addition to social stud-
ies classes or civics classes, we argue that social justice and equity issues
and behaviors should be incorporated in all classrooms, and teachers should
demonstrate social justice and equity in their actions. Furthermore, we must
adjust for those who did not have civic education in schools and find a way
to reach them. We will explore this further in this chapter. You will see in
our research section that Dr. Lori Bush has proposed a specific curriculum,
which is being adopted in some districts.

Another question is whether it is known if civic participation, let alone
promoting social justice, is in fact being taught, and, if it is, is the instruction
effective? These are a few of the questions to be examined in this chapter.

So, if civic education is being taught and if it is effective. In the jour-
nal of the American Federation of Teachers, in an article published in
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2019, the authors open with a stunning and scary conclusion for our
democracy:

Civic knowledge and public engagement are at an all-time low. As shown by
a survey by the Annenberg Public Policy Center

Only 26% of Americans can name the three branches of government, which
was a decline from previous years.

Not surprisingly trust in government is only 18% and voter participation has
reached its lowest point since 1966.

Without an understanding of the structure of government, our rights and
responsibilities, and the different methods of public engagement, civic
literacy and voter apathy will continue to plague American Democracy . . .
only 23% of eighth graders performed at or above the proficient level on
the National Assessment of Educational Progress (NAEP) and have vir-
tually stagnated since 1998. [The article notes that the data is excerpted
from Shapiro and Brown, The State of Civics Education, published by the
Center for American Progress. |

To be clear, NAEP does not address civic behaviors directly, but the intel-
lectual abilities measured by NAEP are important for understanding civic
behaviors and decisions.

Educators understand the problem that introducing or expanding civics
instruction in an already crowded curriculum. What would such instruction
replace? This is always a problem with innovations, as will be seen again in
the context of critical thinking. What have schools done to be certain that
they fulfill their responsibility to prepare all to live in a democratic society,
whether or not they are citizens? Seventeen states moved to require that
high school students pass the US citizenship test before graduation. This
met with objection to requiring another test, which might delay graduation.
Other states have adopted civics as a requirement for graduation. Teachers
in these schools have detailed curricula along with the availability of ad-
vanced placement for college standing.

What Should Civic Education Be?

To examine what civic education is and could be, we will turn again to several
experts in the field, including, as noted, Dr. Lori Bush in our research sec-
tion for this chapter. One expert on civic education is John Dewey, although
he did not refer it to it as such. If you look at his definition of democracy in
our first chapter, you will see his commitment to what democracy should be.
Clearly it is about more than government. All the qualities of participants in
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democracy that Dewey proposes are difficult to ensure, and it is no surprise
that he saw the role of education as the means to develop them. In fact, as re-
ported to us by his colleague and our former colleague, the late John Good-
lad, Dewey said to him “democracy has to be reborn with every generation,
and education is its midwife” (J. Goodlad, Personal communication, August
1997). That is a very significant statement from the philosopher and educa-
tor who has played a key role in the academic consideration of democracy
and what it means. Clearly democracy is complicated, and it cannot fall to
family or friends to develop the knowledge, skills, and dispositions necessary
for students to actively participate in a socially just democratic society.

Dr. James Banks, whose 2017 article in Educational Researcher, the Jour-
nal of The American Educational Research Association (AERA) examined
the failure of citizenship and what he calls transformative civic education
(Banks, 2017). Several factors have complicated the matter in an already
complex nation such as the United States. The United States is a nation
of immigrants, and with each wave of new immigrants, those from south-
ern Europe (Italians), from eastern Europe (Poles, Hungarians, Ukrainians,
among many), acceptance of these immigrants is important. The increase
in migration in the United States has enhanced the problem, as it has in
European nations as citizens try to flee from oppressive economic, political,
and social circumstances. Some nations have been more willing than oth-
ers to open their doors. When they have, they face a growing population
whose language is not the official language of the nation. Over time, if these
immigrants are to be successful, they learn the language, and some nations
establish means for this to happen. The presence of xenophobia, fear of
foreigners, escalates the problem. The United States is not free from this
problem. But the efforts to limit the immigration of Mexicans across the
southern border of the United States, leading to walls, detention areas, and
even the separation of children from their parents, is an important example.
Given the discussion of social justice up to now, what do you think of these
circumstances? Of course, the treatment of foreigners that is not welcoming
anywhere is a form of discrimination and repression—a violation of social
justice by our definition and probably most definitions of that contentious
concept. One of our Asian colleagues from China has children who want
to attend school in the United States, but they have read of the treatment
of Asians. There have been changes at times to mediate the problems, es-
pecially the separation of children from parents, but these efforts have not
been fully satisfactory. Much of the action has characterized the presidency
of Donald J. Trump. Have practices changed in subsequent administrations?

Citizenship in the United States is not automatic. One is a citizen if they
or their parents were born here or if they complete a legal process called
naturalization. Naturalization includes instruction that resembles civic
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education, followed by a test to determine if adequate knowledge is pre-
sent. The absence of citizenship means one cannot vote or hold office. One
can hold a job and make a living, so the motivation to seek naturalization is
focused on citizenship. So, another question is: How does our government
conceptualize the process of becoming a citizen? Immigrant students can
enter school and experience civic education if it is offered.

What Should Be Included in a Civic Education Program?

Again, returning to Dewey and his conception of democracy, he made it
clear that it is about more than government, although that is clearly impor-
tant. Once again, he said,

A democracy is more than a form of government; it is primarily a mode of
associated living of conjoint communicated experience. The extension in
space of the number of individuals who participate in an interest so that
each has to refer his own action to that of others, and to consider the ac-
tion of others to give point and direction to his own, is equivalent to the
breaking down of those barriers of class, race and national territory which
kept men from perceiving the full import of their activity.

(1966, p. 87)

There is no doubt that it should be the case that in a democracy, one must
consider their actions in terms of how they affect others, and the actions of
others should give “point and direction” to their own. So civic education must
prepare students for their interaction with others, including their classmates,
teachers, parents, and other members of society. This must, we believe, be a
central purpose of civic education, and the implications will be clearer later.

One of the best sources for understanding civic education is the Stanford
Encyclopedia of Philosophy and its treatment of civic education. Here is
one example of an important point that does not appear in other discussions
of civic education:

As far back as evidence can be found—and virtually without exception—
young adults seem to have been less attached to civic life than their par-
ents and grandparents.[2] That is not evidence of decline—although it
is often read as such—but rather indicates that becoming a citizen is a
developmental process. It must be taught and learned. Most if not all
societies recognize a need to educate youth to be “civic-minded”; that
is, to think and care about the welfare of the community (the common-
weal or civitas) and not simply about their own individual well-being.
Sometimes, civic education is also intended to make all citizens, or at
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least prospective leaders, effective as citizens or to reduce disparities in
political power by giving everyone the knowledge, confidence, and skills
they need to participate.

(citation)

So, it is not surprising that “young adults are less attached to civic life than
their parents and grandparents. As an element of education, it takes time—but
it must be developed, learned, and planned for. Not all societies recognize the
need to prepare youth to be civic minded and care about the welfare of the
community, as Dewey said should be the case. Also, note that civic education
is sometimes intended to make all citizens effective in reducing the disparity in
political power by “giving everyone the knowledge, confidence and skills they
need to participate”. Of course, that cannot always be said of the United States.
In your view and experience, is it intended to reduce disparity in political
power as you read this? Disparity, in fact, can be within the same nation. One
important and interesting examination of this is Robert Putnam’s Civic Tradi-
tion in Modern Italy (1993). What he found was that in northern Italy, there
was a reliance on newspapers to prepare citizens to influence government. In
contrast, in southern Italy, it was the perception of whom you knew to influ-
ence government. This idea of differences probably exists in most countries.

As noted, our colleague, Dr. Lori Bush, has laid out a curriculum for civic
education in some detail. We will review our thoughts from our study over
the years and review each element of what we think should be there. You
can think about these recommendations and hers. To be clear, we are not
suggesting that ours are right and hers are not! That kind of thinking is a
frequent problem in politics, as George Lakoft has noted.

The areas recommended to be a part of civic education, and will explain
why, are these:

—

. What are the meanings of democracy and social justice?

2. How do we define citizenship, and how can it be attained? What is the
status of non-citizens?

3. What are the elements of government, and how do they work, including
the Constitution, the legislature, the executive branch, and the role of
the Tenth Amendment?

4. What are the major issues related to in our government today, includ-
ing the filibuster, judicial appointments, overcoming stalemate, and
succession?

5. How do we prepare to make good judgements? Good judgement is obvi-

ously important in voting. As you will see, we use critical thinking as the

means to reach a good judgement. You will understand what a good judge-
ment is and find that it is possible to have more than one good judgement.
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6. What is the role of essentially contested concepts in the judgement pro-
cess? The reverse is equally important: what is the role of good judge-
ment in reaching a shared vision of an essentially contested concept?

7. How do we extend the sense of self-worth in influencing society in citi-
zens and other participants?

What Are the Meanings of Democracy and Social Justice?

Of course, you should look back at Chapter 1 for the discussion of the
meaning of these two elements, which are intertwined. You cannot have
democracy as we define it without social justice. For the meaning of de-
mocracy, is easy to side with John Dewey. Dewey believed that democracy is
more than a system of government. It is as much a way of interacting with
others in our society. There are a number of others whose ideas are relevant
and help us understand the meaning of democracy, including Benjamin Bar-
ber, George Putnam, George Lakoft, Michael Apple, Lanie Guinier, and our
founders in The Federalist Papers. Students should understand that there
are different conceptions of both democracy and social justice and what the
idea of an essentially contested concept is. In a civic education class, one
goal should be to reach a shared vision of the meaning of both democracy
and social justice, a process that will no doubt run throughout the time en-
gaged in civic education. Coming back to it periodically is important to see
changes in and progress toward some agreement on meaning.

How Is Citizenship to Be Defined, and How Can It Be Attained?
What Do Citizens Need to Know? What Is the Process of Voting?
What Is the Status of Non-Citizens?

Citizenship is a legal status for a person who is entitled to vote in elections.
It can be attained through birth in the United States or by having parents
who are citizens. In addition, citizenship can be attained through the natu-
ralization process by which a person studies the government of the United
States and obligations and takes and passes an examination on the major
issues.

To exercise the right to vote, a citizen must register through a process
established by a local (county or state level) board of elections. It usually re-
quires going to a place designated for registration and providing evidence of
your citizenship (a birth certificate or naturalization document). The dates
for registration are fixed by law. After a certain date for a given election, one
cannot register for that election. There is an optional choice of registering
for a particular political party. Doing so allows one to vote in the primary
election, which determines who will be the candidates in a given election
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and usually occurs months before the actual election. The date of an elec-
tion is set by the state legislature, except in the case of the election of a
president. Elections occur in a designated place called a polling place. Also,
there are sometimes opportunities for early voting, not always in the usual
place for an election. This information is online and can be found by search-
ing for election dates, polling places, and registration for a particular county.

It is possible to vote “absentee”, with the rules differing by state or dis-
trict. Absentee voting allows a person to submit a ballot by mail rather than
going to a poll. Absentee voting is possible for individuals too ill to go to a
polling place or individuals who will be away from their usual home during
an election. Typically, one must apply for an absentee ballot and submit it
by a certain date. Again, information is available online.

In many elections, in addition to voting for candidates for office, vot-
ers are asked to vote for propositions put forth by the legislature. Prior to
every election, a sample ballot showing all the candidates and questions is
provided and should be secured and studied by any voter.

In addition to voting in elections for political office and questions put
forth, citizens are often called to vote on a budget for a city or for an institu-
tion within a city, such as a library, as well as for education. This is another
important obligation.

There are ongoing efforts to change the rules for voting, often to limit
voting of some people depending on their likelihood of voting for a par-
ticular party. This is another complicated and contentious issue, and citizens
should, in the pursuit of social justice, be wary of any effort to change vot-
ing rules. In addition, parties sometimes seek to change the boundaries of
districts in their own interests. Through the process of gerrymandering,
district lines can be drawn to benefit one party over another. In the primary
election of 2022, for example, two long-standing Democratic representa-
tives in separate districts found themselves is the same district and had to
seek nomination. As you can imagine, it was quite emotional.

Non-citizens are entitled to all the protections guaranteed by the Bill of
Rights regarding freedom of speech, religion, assembly, and so on. Some
cities with large immigrant populations, including New York, have moved
to allow non-citizen resident aliens to vote in some elections. It is not clear
how far this will go.

What Are the Elements of Government and How Do They Work,
Including the Constitution, the Legislature, the Executive Branch,
and the Role of the Tenth Amendment?

Certainly, you have studied the government of the United States, the work-
ing document of the democracy, the Constitution, which should focus a
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part of civic education. The process of government is complicated, and our
government has changed over time. The Constitution was developed as a
successor to the Articles of Confederation, which were seen as weak, with
inadequate definition of power and responsibility. A Constitutional Con-
vention in Philadelphia was the place where the Constitution was written
from May to September 1787, with 12 of the colonies represented. One
great conflict in the development of the Constitution was the role of the
federal government and how strong it should be, as well as the roles of the
states. There was, to be sure, worry that something akin to royalty would
emerge after moving away from England through the Revolutionary War.

Several alternative plans emerged during the writing—the Virginia Plan,
which was called the “federalist plan”, advocated proportional representa-
tion among the states based on population. Another plan proposed the
Anti-Federalists was known as the New Jersey Plan which was purely federal
giving each state equal representation. A third plan, the Connecticut Com-
promise, had both plans working together. Of course, there were other is-
sues, including slavery and a statement of rights, but these serious issues had
less to do with the structure of government than the others.

The states were asked to ratify the constitution, and in this context the
Federalist Papers—written by Hamilton, Madison, and Jefferson and ap-
pearing in major newspapers—reviewed the major issues faced. The Con-
gress of the Confederation certified that ratification had occurred by 11
states and elections were to be held. In 1789, meeting in New York City,
the government established by the Articles of Confederation was dissolved.

The Constitution was to be changed through amendments, and as of 2022
there were 27 amendments—not many considering how long the Constitu-
tion had been in place. The first ten of these, the Bill of Rights, established
the rights of citizens in the new government. Students, and all of us, should
read the first ten amendments as part of civic education and discuss their
meanings, which are not entirely clear. So far as individual rights are con-
cerned, the most important come in the third, fourth, fifth, sixth, seventh,
and eighth. Within these are found freedom of religion, speech, the press,
and the right to assemble and petition the government for a redress of griev-
ances. A well-regulated militia will be established, and the right of the people
to keep and bear arms shall not be infringed. There shall be no unreasonable
searches except with warrants. There is the right to a speedy and public trial
by an impartial jury of the state and district where the crime was committed.
Although the numbering has changed, we call attention to what is now the
Tenth Amendment, which we discuss in Chapter 2 dealing with Supreme
Court decisions related to education. This amendment says, “The powers not
delegated to the United States by the Constitution nor prohibited by it to the
states, are reserved to the States respectively or to the people”.
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In the third chapter, it is noted that the government has found ways to
intervene in cases not delegated to the United States, including abolishing
de jurve segregation. In this case it was found that certain other amendments
were violated by the action of segregation. One Supreme Court decision
that was reversed is Roe v. Wade, which allowed for abortion, with part of
the case being that abortion decisions are state decisions because there is
no mention in the constitution, and it is not prohibited to the states. So, in
some very controversial cases, the court has in fact acted in ways that some
think are prohibited by the Constitution in making a decision (Roe v. Wade)
or deciding to reverse a decision (again Roe v. Wade).

There are other amendments to the Constitution with clear social justice
and democratic implications, such as the thirteenth, which abolished slav-
ery; the fourteenth, which prohibited deprivation of life liberty or property
without due process of law for any person; the fifteenth, which guaranteed
the right to vote despite race, color, or previous condition of servitude; and
the nineteenth, which guaranteed no denial or abridgement of the right to
vote for citizens on account of sex.

The legislature is established by Article 1 of the Constitution. The Sen-
ate, with 100 members, has the sole power to conduct impeachments. The
vice president of the United States is president of the Senate, with no vote
except in cases of a tie. Senators serve for terms of six years. The House of
Representatives has members divided among the states by population. All
bills that raise revenue must originate in the House, but the Senate may
propose amendments to these bills. Member of the House are elected for
terms of two years. The legislature together may establish judicial entitles
inferior to the supreme court. The Congress is empowered to raise an army,
establish copyright protections, establish post offices, and make other laws
necessary to carry out government.

The executive branch is established by Article 2 of the Constitution. The
executive power is vested in a president. He or she holds office for four years
and, by a subsequent amendment, can serve no more than two terms. The
president must be a natural born citizen, except at the time of adoption of
the Constitution, because, obviously, no one old enough to be president
had been born in the new government. Subsequently, a natural born person
must have been a resident of the United States for 14 years and reached
the age of 35 years. Presidents are clected through the electoral college
system, which came into public view especially during the end of the Trump
administration and the certification of the election. This is one element of
the Constitution that is often up for debate because it does not allow for
direct election of a president or vice-president. In effect, voters cast bal-
lots for “electors” put forth by the state who are committed to a particular
candidate. This process came to the fore when the January 6, 2021, event
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occurred when the vice president was certifying the votes. What do you
think about the process?

The president is commander in chief of the armed forces and has the
power to grant reprieves and pardons for offenses except in cases of im-
peachment. With the advice and consent of the Senate, the president makes
treaties and appoints ambassadors, judges of the supreme courts, and other
officers of government. The Constitution requires that the president give
information on the state of the union, which has become an annual event
involving a joint session of Congress.

Aside from removal of the president by impeachment, in which he or she
is found guilty of treason, bribery, or other high crimes of misdemeanors,
the Constitution has been amended to allow for the removal of the presi-
dent when the Cabinet decides that the president can no longer carry out
the duties of the office. This has never been invoked up to the time of the
writing of this book.

What Are the Major Issues Facing the Government?

At this time, there remain several issues that are often raised and represent
areas of concern. One is the filibuster in the Senate, appointments to and
composition of the Supreme Court, overcoming stalemate, and succession
of the president.

Of these the seemingly most complex one is the filibuster, and many
citizens do not understand what it means and what its effect is. It should
be an important part of civic education at some point. Actually, the idea is
quite simple. Senate rules allow for it as a means, in effect, of blocking a vote
on a particular piece of legislation or confirmation. Once a bill is proposed
and approved by a Senate committee, it moves to the floor of the Senate for
debate. Once on the Senate floor, a simple majority of 51 is required for pas-
sage. However, here is the complication. The Senate established a rule for
what it takes to end debate, and originally it required 75 votes, and it now
stands at 60 votes. So, in effect, what is called a “supermajority” is required
to pass a Senate bill if one side continues debating. It takes 60 votes to end
debate and 51 to pass the legislation.

The filibuster began in response to proposed civil rights legislation, and
former President Barack Obama called it a “Jim Crow relic”, referring to the
period of reconstruction after the Civil War where efforts to sustain discrimi-
nation in law were undertaken in the south. In 1917 the Senate passed rule
XXII, or the cloture rule, requiring a two-thirds majority to end debate, later
reduced to 60 votes. In this modern form, the decision to formalize the rule
was intended to block President Wilson from fighting against German ships
and thus entering World War I. The rule did block the president’s intentions.
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The next major use of the filibuster occurred after the assassination of
President Kennedy and the intent of President Lyndon Johnson to act on
Kennedy’s civil rights bill, which had been held back by filibuster when he
was assassinated. Johnson picked up the cause, and this dramatic descrip-
tion gives a sense of how intense the filibuster can be. As reported by the
National Constitution Center in 2016:

In 1964, the Senate was involved in an epic fight over the Civil Right
Act, after a group of Southern senators started a record-setting filibuster
in March.

The Act was signed by President Lyndon Baines Johnson on July 2,
1964, but not before a lengthy, protracted fight in Washington. In fact,
no full-featured Civil Rights Act proposal had ever survived a filibuster
attempt on the Senate floor. Under the old Senate rules, two-thirds of
the Senate would need to vote for cloture or limiting debate time on the
floor. [ Today, the cloture barrier stands at 60 votes. |

The Act had been approved by the House of Representatives in Feb-
ruary 1964, and Senate majority leader Mike Mansfield made the unu-
sual move of bypassing the Judiciary Committee [which was chaired by
an anti-bill senator] and placing the Act directly on the Senate’s main
calendar.

But when Mansfield made the first motion about the bill in the Senate,
the well-organized filibuster attempt started. And had it been successful,
the Civil Rights Act would have been finished for that Senate session.

A year earlier, President John F. Kennedy told a nationwide audience
that the Act was a necessity. A prior bill, the Civil Rights Act of 1957,
was important but it had a limited impact, and it was difficult to enforce.
It also had survived a 24-hour filibuster from Senator Strom Thurmond.

As Senate Majority Leader, Lyndon Johnson has been involved heav-
ily in the fight for the Civil Rights Act of 1957, and as President, he was
committed to honoring his own values and Kennedy’s legacy in the fight
for the much-more comprehensive 1964 act.

Committed to the filibuster effort were the powerful Senators Rich-
ard Russell, Thurmond, Robert Byrd, William Fulbright and Sam Ervin.
Russell started the filibuster in late March 1964, and it would last for 60
working days in the Senate.

Behind the scenes, two opposing leaders were working to find a way
to get 67 votes: the Democratic Senate whip, Hubert Humphrey and the
Senate Minority Leader, Everett Dirksen of Illinois.

At first, Dirksen opposed the House version of the bill because of
certain passages, even though he was a long-time civil rights supporter.
Humphrey, a Democrat, worked together with his Republican colleague
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to make the bill more acceptable to Republicans, while not weakening
its powers.

On June 10, 1964, Dirksen made a powerful speech that served to
bring more Republicans onto his side in the fight.

Dirksen made his case and then quoted the author Victor Hugo:
“Stronger than all the armies is an idea whose time has come”. The Sena-
tor then reminded his colleagues that the Republican Party stood for
equality since its founding in the years before the Civil War.

That same day, the Humphrey-Dirksen group got 71 votes to end
the filibuster, four more than needed, as 27 Republicans had decided to
support the Act.

Terminally ill Senator Engle was wheelchair. Unable to speak because
of a brain tumor, Engle pointed to his eye to signify his Yes vote.

President Johnson signed the bill on July 2 in a nationally televised
ceremony.

The new law prohibited discrimination in public places. It also pro-
vided for the integration of schools and other public facilities, and it
made employment discrimination illegal.

The filibuster is still present and affects important legislation. For example,
after school shootings, the filibuster was used to present requiring age limits
and checks for those purchasing weapons.

The Supreme Court, has come under scrutiny early in the 21st century.
Almost every nomination President Obama made was blocked by the Sen-
ate. President Trump was successful in putting what seems to be a major-
ity of conservatives on the court. Supreme Court justices are in office for
life, although no term is mentioned in the Constitution. In effect they can
chose to retire or be impeached. There is also no set number of justices, so
another way to balance the court would be to add members. This had not
been successful in previous efforts, in particular as undertaken by President
Franklin Roosevelt.

How Do We Prepare to Make Good Judgements?

Good judgement is obviously important in voting and of course in life.
As you will see, one way to conceptualize critical thinking is as the means
to reach a good judgement. You will understand what a good judgement
is and find that it is possible to have more than one good judgement for
a given issue. We must note again that critical thinking, like democracy,
social justice, knowledge, and other important ideas, is an “essentially con-
tested concept”, ideas that are complex and have different meanings to dif-
ferent individuals. Again, it is important to work toward a shared vision of
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the essentially contested concept we are considering. A shared vision does
not mean everyone had exactly the same definition of a contested concept.
More on this later in this chapter.

Two rely on two important sources inform the understanding of critical
thinking in this book, John Dewey and Matthew Lipman. Let’s begin with
Dewey, whose book How We Think is a classic (1910) written for elemen-
tary school teachers. If you have a chance to look at it, you will probably
wonder if our elementary school teachers could understand it today. Dewey
was, of course, a philosopher and wrote about complicated ideas. He exam-
ines different kinds of thinking in the book, including, for example, stream
of consciousness thinking, believing (truth), and reflective thinking, which
is his term for critical thinking. Stream of consciousness is essentially uncon-
scious thinking that might be compared to daydreaming. By introducing
believing, he contrasts the overall nature of knowledge with truth. Knowl-
edge is not the same as truth. It was once believed that the Earth was flat—it
was knowledge of the times, and it was presumed to be true. Of course, it
was discovered that it was wrong. There are few pieces of knowledge dealt
with in schools that can count as “truth” Essentially, for the most part,
things believed in or believed to be true can change with new information.
Of course, science is one system designed to take on a belief and examine
it to determine if it “works”. Galileo was acting as a scientist when he sug-
gested that the Earth circles the Sun—when it was believed that everything
in the sky circled the Earth. He ran up against religious opposition to his
contention, of course. In fact, an exception is made for religion, where be-
liefs considered true are what religion is usually about. At least, they are true
for members of that religion. Think about it, but it won’t be pursued further
here at risk of challenging religious beliefs. Other examples of statements of
truth are “I believe democracy is the best form of government” or “I believe
our government is better than Canada’s”.

For Dewey, his conception of critical thinking is what he calls reflective
thinking, which is “Active, persistent, and careful consideration of any be-
lief or form of knowledge in the light of grounds that support it and the
further conclusions to which it tends”. Dewey goes further in his definition
by saying that when one engages in reflective, or what now is called critical,
thinking, it involves “a state of doubt, hesitation, perplexity, mental difficul-
ties in which thinking occurs, and an act of searching, hunting, inquiring to
find material that will resolve the doubt, settle, and dispose of the perplex-
ity” (Ibid.). This is a very important point. Thinking starts with doubt, an
incongruity among beliefs, and what is called “cognitive dissonance” by
cognitive scientists. Dewey gives examples in his How We Think. One in-
volves a man walking who notices that it is getting cooler and that there are
clouds in the sky. He concludes that it might rain based on the evidence he
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has. Another has a man walking in an unfamiliar area trying to get to a par-
ticular place who encounters a fork in the road. Here the man can inquire
into other facts from memory, observation, or both: he could climb a tree
to look, or he could walk on, looking for a signpost. (We cannot help but
point out what Yogi Berra once said, “If you come to a fork in the road, take
it!”) Dewey sees thinking as occurring when a problem is encountered that
needs to be solved. It is possible for teachers to take advantage of this by
“problematizing” content. Here is an example. A teacher reminds students
that fossil fuels are formed from buried carbon-based materials, including
trees, grass, animal carcasses, and the like. Having established this fact—at
least in current scientific thinking—they might ask, given this, how can it
be explained that a good deal of oil had been found under Arctic Circle ice?
What conclusions might a student draw with that information?

Before procceeding any further, it is important to think that teaching
critical thinking to all students is a matter of social justice. It is an important
life skill, and its use in carrying out our role as citizens gives us a means to
look at proposals and candidates through a lens of social justice. It is not
intended to suggest that it be used for all thought, such as deciding on what
to eat for dinner, although there are circumstances where that would be
useful.

Some of the authors have had direct experience with a more recent ap-
proached to critical thinking developed by Matthew Lipman and his col-
leagues at the Center for Teaching Philosophy for Children at Montclair
State University in New Jersey. “Philosophy for children” catches the eye of
most who first encounter the phrase. Lipman developed a series of novels
for children in elementary grades that included examples of philosophical
principles. In the course of this, a very complete sense of critical thinking
emerged. For Lipman and his associates, critical thinking is skillful, respon-
sible thinking that facilitates good judgment because it:

1. Relies upon appropriate criteria,
2. Is self-correcting, and
3. Is sensitive to context.

When teaching students to think critically by Lipman’s conception or by
Dewey’s, they must understand these three elements. Let’s talk about the
product. The student is facing a conflict in possible meanings to resolve,
such as how can there be oil under the ice in the Artic Circle? The product
is what Lipman calls a judgment. It is a proposed explanation to resolve
the conflict. In other terms, it is similar to a hypothesis. It is, in a sense,
an explanation. It seems easy to state a judgment—America has the best
government, democracy is safe in America, all of our presidents have been
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productive, I am not learning what I want to learn in school, I am going
to vote for candidate X. The issue is, are these good judgments? That can
only be answered by looking at how they were arrived at. What criteria were
used to reach them? Were they the correct criteria? Have they been open to
discussion and to correction? Are they appropriate for and sensitive to the
context they affect?

Here is an important point that is often confusing. A good judgment
does not guarantee a good outcome. OQutcomes cannot be guaranteed. Too
many factors intervene after making a judgment, and we don’t usually have
control over how it plays out. Suppose the process transpires in making
a judgment about a political candidate. Our criteria might be their posi-
tion on a series of issues important to us, such as immigration, abortion,
gun control, taxation, and so on. Suppose that by examining their stated
positions, it is clear why each issue is. The candidate’s positions seem to be
close to our conceptions, and they are elected. Think about all that can be
in the way of the outcome we wish. Suppose, in the federal government,
the party of the president loses the majority in one or both of the houses
of Congress, as was the case in 2023 and other times in history. Suppose a
bill on gun control is put forward, and the opposition begins a filibuster,
but the president’s party cannot manage the 60 votes needed to end the
filibuster. Despite our good judgment, the outcome is not a good one. In
this case, at least our candidate tries to pursue the outcome we wanted. Life
is complicated, and there are many forces that can intervene in the outcome
of a judgment made. These political conditions constitute the “context” for
some of the judgments of a citizen. Examples such as this make sense in the
process of civic education. When students are asked, “Why do you think the
person you would vote for would make a good president?” In the absence
of critical thinking, the student might say something like “because” or “my
father thinks he is a good candidate”, and the like. In critical thinking, the
answer would be a discussion of the criteria used to come to that judgment,
which can be examined closely and discussed with others who are making
the same judgment. Suppose in the discussion, students disagree strongly.
Is there a “right” answer? George Lakoft has written about disagreement
based on how we see the world—world views—and why conservatives and
liberals often think the other is wrong, or even stupid! You should examine
Lakoff’s positions as part of your preparation for civic education. His most
comprehensive book on this issue is Moral Politics (which some see as an
oxymoron) (2002).

Participants in civic education should understand that the idea of criti-
cal thinking and good judgments is not limited to political decisions. For
example, deciding to marry, deciding whether to use recreational drugs, or
deciding to buy a car are judgments that require critical thinking, and what



Civic Education 31

is a good judgement can turn out to be wrong in practice. Probably most
marriages that end in divorce seemed to be good judgments at the time of
marriage.

One area where critical thinking is important and appropriate is our in-
terpretation of the press. Freedom of the press is expected, but what if we
disagree? A stunning example, we think, was evident in the morning news
program Morning Joe on MSNBC broadcast on December 8, 2022. The
commentators were talking about a major conference on women scheduled
for Abu Dhabi in the United Arab Emirates. One of us worked there for a
while and was appalled that the discussants said things like: it is appropri-
ate that the conference on women take place there; Abu Dhabi has a large
international population; it is one of the most respected nations, so much so
that the recent exchange of prisoners between the United States and Russia
took place at Abu Dhabi’s airport, as a few examples. What do you think of
this list? In fact, here is our interpretation:

e [t is appropriate that the conference on women take place there—why?
Women do not have the same rights as men, including permissible dress
and access to jobs, and it is only recently that they can attend college in
Abu Dhabi.

e Abu Dhabi has a large international population. In fact, the majority of
the population consists of imported workers who do not have access to
health care or education. They must pass a test for AIDS upon arrival.
They may return home once a year and their passports are held by the
government. Families cannot visit.

¢ It is one of the most respected nations, so much so that the recent ex-
change of prisoners between the United States and Russia took place
at Abu Dhabi’s airport. We must assume that the exchange took place
there out of convenience. One could argue that because it is respected,
there is a branch of the Louvre in Abu Dhabi and a major auto racetrack.
Like many such things, this is because of the government’s budget, not
“respect”.

A good deal more about these issues can be found in Reimaging Amervican
Education to Serve All Our Children (Routledge, 2020).

What is the role of essentially contested concepts in the judgement pro-
cess? The reverse is equally important: what is the role of good judgement
in reaching a shared vision of an essentially contested concept?

The idea of essentially contested concepts is discussed in an earlier chap-
ter and in an appendix to this book. You will remember our list of these
concepts and possible meanings, including everything important to this
book—democracy, social justice, knowledge, citizenship, knowledge, and
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even education. In the simplest sense, an essentially contested concept is an
important idea for which there is no one clear meaning. So, any group con-
sidering an essentially contested concept should examine the concept with
the goal of reaching a shared vision of the meaning. Again, it is not expected
that there would be full agreement with a single meaning, but a shared vi-
sion gives enough agreement for meaningful discussion. As discussed in
this book, asking participants in a civic education program how they would
define such contested concepts as democracy, social justice, and education
is an important way for members of the group to understand these differ-
ences. From there they might reach a shared vision, making the discussion
meaningful.

One other important aspect of teaching for critical thinking is its applica-
tion to help students assess the news they receive by whatever mechanism
and to know how to defend against disinformation. The claim about dis-
information and “fake news” is a common part of politics in this country.
Students need to know how to make their own assessment. According to a
New York Times article, not preparing students for this could “unwittingly
feed rumors and lead to polarization” (Tsu, 2020) (NYT 9/8 /2022, p. 1
Sect B “Giving students the tools to spot misinformation”). Polarization is
a serious political problem, with parties failing to agree on many important
issues. Five states have changed education requirements, and Illinois specifi-
cally requires that students be taught to gain access to and analyze media
messages (Ibid.) Another further concern is stated by Peter Adams, head of
rescarch for the New Literacy Project. He argues

Some methods have become entrenched in schools that almost imply
that students should question everything they see with an equal amount
of skepticism. This can invite young people to conclude that all sources
of information are equally suspect . . . and are out to manipulate them
in some ways.

(1bid.)

Conclusion

Civic education is essential for democracy. Participants must understand
their role in a democracy, how to secure the information they need to make
a good judgment about a position they will hold, and how to engage in
meaningful discussions with others about important issues.

CURRENT RESEARCH BY DR. LORI BUSH

I have spent roughly 25 years as an educator, most often teaching high
school civics and AP US government and politics courses. The emphasis of
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my doctoral dissertation research was on youth civic engagement and how
to ensure that our youngest citizens are educated to become active, engaged
citizens who are both prepared and motivated to accept the responsibilities
of citizenship. What I found was that civic education is a much broader
construct than civic knowledge and therefore requires a paradigm shift in
how we educate developing citizens.

A New Conceptual Approach to Intervention

A paradigm shift is needed in citizen preparation for democratic participa-
tion. After addressing this paradigm shift, the conceptual framework will be
discussed, followed by a concept map and detailed explanation. To appro-
priately address civic engagement in a school setting, the literature suggests
that there are a few overarching and necessary changes to the fundamen-
tal paradigm of civic education. First, elementary and secondary schools
must see children as capable of much more meaningful participation in the
world around them (Coulter, 2018). Second, the model for civic education
must encompass the entire scope of pre-K through 12th-grade teaching and
learning to adequately address the developmental trajectory for civic en-
gagement (Keeter et al., 2002). Finally, civic education must challenge the
boundaries of established disciplinary knowledge to integrate the meaning-
ful but fragmented prior research across disciplines (Callon, 2009).

Youth Empowerment

At the age of 18, American youth are reclassified as adults. There is no
transition period that suddenly transforms them into capable, respon-
sible members of the community. Adolescents must develop an ethic
of growth that is both self-directed and focused on civic engagement
throughout their formative years to develop into active, engaged adult
citizens (Coulter, 2018). Adolescence (and beyond) is a time of endless
self-actualization. Referencing the educational philosophy of John Dewey,
Coulter (2018) suggests that there must be a new “framing of childhood”
(p- 48) that respects the capacity of children to meaningfully participate
in the world around them, participating in the construction of societal
norms and values. Coulter (2018) builds on Dewey’s core concerns of
growth and experience as necessary elements of education that allow
children to cultivate their own identity, suggesting that children must be
provided space, support, and recognition to engage them as citizens in
schools. While educators continue to nurture student growth, they must
simultaneously increase youth capacity for agentic self-determination and
contribution to the society at large (Coulter, 2018). Thompson (2014)
references this shift as a new youth empowerment movement, not unlike
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social movements working for the rights of groups of people whose opin-
ions and abilities were discounted by society.

Holistic Integration of Civic Education

Second, civic engagement needs to assume its rightful place at the heart of
American educational institutions. Musil (2003) notes that even on col-
lege and university campuses that are working to deepen opportunities for
students to connect to community issues, civic engagement is “marked by
a helter-skelter approach” (p. 3). This model, relying on happenstance and
impulse instead of a cohesive educational strategy, places civic engagement
outside of the essential priorities, relegating civic participation and identity
development to after-hours and offstage (Musil, 2003). An integrative, gen-
erative environment for educating for democratic participation is necessary
for students to become productive citizens with well-developed self-esteem
and confidence (Coulter, 2018; Musil, 2003, MacNeil, 2006). A holistic,
developmental model for citizenship preparation encourages schools to em-
phasize essential social and intellectual competencies in order to ensure a
foundation for future civic involvement (MacNeil, 2000).

Interdisciplinary Citizenship Education

Aristotle proposed three intellectual virtues that were essential for human
beings to achieve eudemonia, ultimate happiness (Walker & Walker, 2019).
Ideally, it is the work of schools to integrate these intellectual virtues, epis-
teme (the rational analysis of scientific knowledge), techne (measurable
technical knowledge), and phronesis (practical knowledge), throughout
disciplinary instruction (Walker & Walker, 2019; Coulter, 2018). Through
interdisciplinary work, these different types of knowledge support human
flourishing and enable citizens to “do good in the community, enabling
growth toward democratic citizenship” (Coulter, 2018, p. 11). In order to
develop capable, responsible citizens, it requires schools to develop civic and
societal knowledge, analytical perspectives, understanding about diversity
and inequality, democratic arts, thoughtful ethical and self-reflection, and
the ability to apply knowledge to solve complex social problems (Musil,
2003). Peter Levine (2014) explains that “philosophy, political theory, and
some other portions of humanities are rigidly separated from the disciplines
that deal with purported facts” (p. 6). While political science departments
teach the study of government, public policies, and political processes, no
department teaches strategies for citizens (Levine, 2014).

In the 1920s and 1930s, Harold Rugg advocated for integrated social
studies, one that crossed traditional disciplinary boundaries such as history,
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economics, and geography (Boyle-Baise & Goodman, 2009). In 2007, po-
litical theorists created a transdisciplinary field, “civic studies”, with an em-
phasis on agency and citizen actors and activism (Boyte & Finders, 2016).
The Kennedy School of Government at Harvard University offers an inter-
disciplinary course titled “Exercising Leadership” that is taken by gradu-
ate students seeking roles in politics, military, law, and medicine across the
public, nonprofit, and private sectors (Heifetz, 2003). The course material
is adapted from economics, political science, political philosophy, and soci-
ology (Heifetz, 2003). The research literature suggests that citizenship edu-
cation needs to follow this exercise in leadership, transcending the confines
of a typical single-semester political science course and instead integrating
active, engaged citizenship competencies into the core curriculum and mis-
sion of the school (Levine, 2014).

Proposed Intervention

A whole-school model is suggested by the research literature; therefore,
the proposed intervention will offer an interdisciplinary and wholistic ap-
proach to civic education. Education of citizens occurs across all disciplines
through formal and informal curricula, though it is often only the explicit
purpose of social studies curriculum (Obenchain et al., 2016). In the el-
ementary years, where social studies curricula may occasionally offer civic
education as an isolated unit, teachers must learn to integrate civic identity
as an essential developmental construct throughout the scope and sequence
of grade-level content. Obenchain et al. (2016) suggest that “an American
civic identity that fosters democratic-oriented civic dispositions is developed
through experiences and interactions in one’s communities” (p. 254). As the
foundational, developmental element of youth civic engagement, elemen-
tary educators must attain competence and facility with integrating these
meaningful experiences into their grade-level curriculum. Similarly, while
middle schools often offer service learning and community service oppor-
tunities, rarely are they intentionally focused on citizenship development,
building on themes of civic identity development in order to establish deep
connections to the geographic layers of community that are vital within
our democratic structure. Finally, when explicit civic education is offered
in the high school, it must expand well beyond civic knowledge in order to
develop active, engaged citizens. In addition to the traditional civic educa-
tion curriculum, high school students must engage in interdisciplinary civic
leadership opportunities both inside and outside of the traditional class-
room environment. They must build personal relationships with their local
community and engage meaningfully in the issues they care most about.
This proposed intervention, when administered through a dedicated center
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for democratic participation, expects to produce the outcomes necessary for
the maintained active participation that is vital for the American democracy.

Issues of Social Justice

Social justice lies at the heart of ethical decision-making and critical theory
as methods to analyze and improve educational leadership. Modeling ethical
leadership and utilizing critical theory to meaningfully facilitate community-
wide dialogue regarding a system of oppression that is inherently present
but often ignored within independent schools can positively impact youth
civic engagement. Therefore, intentionally utilizing practices of ethical lead-
ership and critical theory in addressing both the school community and the
school’s role in the greater community will establish a foundation for social
justice.

Research suggests that a democratic school environment that models
the capacity for youth to influence their educational and institutional set-
tings positively correlates with increased youth civic engagement (Carpini,
2000). Civic identity development matures when adolescents actively par-
ticipate in community decision making and reflection on democratic values
(Atkins & Hart, 2003; Youniss & Yates, 1997). Youth who are considered
active, engaged citizens show an increase in agency, empathy, and efficacy
(Zaff et al., 2010). However, by refusing to engage in this critical dialogue,
many schools suggest that the pervasive history of institutional racial and
economic bias cannot change. This practice limits student efficacy, hinders
motivation for civic engagement, and discourages risk-taking.

Dinh et al. (2014) categorize ethical decision making as a positive, hu-
manistic leadership theory based on honesty, trust, and integrity. Thiel et al.
(2012) suggest that leaders must move beyond recognition that an ethical
problem exists and should apply sensemaking to understand the problem as
situated in a complex environment. This includes an analysis of the interre-
lationships of potentially conflicting interests, including the intrinsic ethical
issues inherent in a given situation.

Critical theory offers an approach to decision making that is demo-
cratic, collaborative, and emancipating for all stakeholders. According to
Learmonth and Morrell (20