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Students learn on their own, and from a variety of other sources:
texthooks, peers, parents, teachers, and media. But they also learn from the

social contexts of schools. This paper - 11 examine research perspectives on

ED180852

such learning.

Several authors have referred to a "hidden curriculum" in schools.

. Giroux and Penna (1979) contrast this latent curriculum with the manifest

schoolucurriculum. whicﬁ is the "...explicit cognitive and affective goals of
formal instruction'" (p. 22). They describe.the hidden c;rriculum és the
"...unstated norms, values and beliefs that are transmitted to students through
the urderlying stricture of meaning in both the formal content as well as the
social relations of schools and ciassroom life" (p. 22). For purpéses”of

) .

the present analysis, the second part of the description--socijl relations

of school and classroom life~-is of central interest.

Thewretisal Aspects of the Social Organizational Perspective

Researchers investigating this perspective use much different theories
than those concerned with other aspects of school learning. The variables
studied are also quite different, fhe vdrirbles and theories of social
organizational learning rescarch will be duscribed in this section.

Qchomo Qﬁiﬂhléﬁ' Rather than being concerned with factual learning

or intellectual skill acquisition, this perspective focuses on beliefs and
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actions_as learning outcomes, Beliefs might be convictions about the truth
of particular ideas; or attitudes, which are more generalized and enduring
predispositions toward objects or ideas. Examples of relevant attitudes

are trust in political organization, and confidence in one's ability to v

influence decision-making.” The beliefs can also be labelled ag-values, especially,

when they are central to the "coreJ of a person's belief structure, and refer .
to valuable mcans to or endAsga;eé of existance, such as justice; love, or

peace. Actions studied in such research refer mainl& to social activiﬁy which
characterizes how students relate to one another, to adults, and ts parts of

the social structures within which they exist. Examples include cooperation,

competition; compliance, and use of influence in decisionemaking.

Soqial.Context Variables. What kind of variables are taken fo influence
these social beliefs and actions? They will be referred to as school social
contexf'variables, and inclﬁde two levels--the classroom and the. school aé a
whole. Classroom climate is a construct used to denote the degree to which
the classroom sitﬁation allows students freedom of expression and the ability
‘to have a say in the way that the classrooﬁ is structured.A This climate,
in'turn, is influenced both by the teacher aﬁd by the school's administrgtive
rules and personnel, especially the principal and his or her expectations for
teachers. What this boils down to are these questions: What is the basis for
authority in the classroom; who wields and/or éhares the authority; and how
is the nuthor{ty Qscd?

The classroom is a very salient orgnnization setting upon which to focus'
rescarch because students spend most df their school time in classés. However,
the school organizational c¢limate and structure is élso o1 nterést to the

re searchers. Because of its mainly burcaucratic nature, it is a potentially

»




P

RN
Lt

oy
.

vl

W

..

Ry

_Theories of Legrning_fromﬁSchoolASocial.Coﬁtexts%-‘
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important hierarchical model from which students can learn about some aspects .

+ .. of authority,” participation, and decision-making. The degree.to which students

are free to participate in small groups and in school decision~making is
one feature of school climate that is studied as an influencing variable. : f

Similarly, the extent to which students can make and change school rules and

administrative patterns can affect students' social learning,

v

. . o d .
How does learning and change in social beliefs and behavior occur as

k]

a function of school social contexts? Two theories explain this connection:

The generalization theory and the congruence Eheory.

- [ C . : ) . ‘ . o ) .
The generalization theory is based on the .simple idea that students view

PRy 4

the school as a small version :of éociefy as a whole. Tﬁey develop beliefs and

practice behavior patterns.in school that are generalized to their baliefs

-

and actions outside of school. For example, if they believe that it is S

beneficial to. obey rules in school, and they actually « conform to school o

A

rq}eé; they might also believe :n and obey society's.laws “in.general. ‘Or;

Y
B

students might find that it is not possible to -influence a school rule, and

this conclusion might be generalized so that the students believe’ that ‘they

1 ) °

also cannot influence political decisions in the wider society.

The congruence theory can also explain connections between school social-

». l‘r: * [] ! . [] [} [
context Vurtableﬁggﬁd_student social learning. With this theory, the important
' oo
feature is the relationship between overt messages being communicated to

students about such phenomena as the nature of participation in decision~

1)

ﬁaking and authority/power*relationships, and the perceptions by the students.

of what role they actually have in the school environment. Let us suppose

N
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that students are told by school authorities that they can influence such -

school rules as those governing smoking, off campus privileges, or how school

concession money is spent. At the same time the students, when they attempt

to exert influence in these matters, find that the principal or school board

4

ignores their ideas and activities, and make the decisions .independent of

‘student input. This would be an incongruent situation, and according to the

o’

congruence theory, students would "learn" negative attitudes such as dis=

interest in decision-making, distruct of authorities, and lack of confidence
. N . . C‘:’

I R : >

in their own politiéal influende. Congruent situations would "geach" pos;tive
versions of -the corresponding attitudes.

.It isvintereéting to note that tﬁe:congruence phenéﬁgﬂon,.if it is valid,
is a link in.a more complex chain. Social and politiéal forces outside the

school certainly attempt to determine how schools contribute to the political

socialization prébess. State legislatures, for example, enact statutes

. , . I, : . . . )
requiring .the study of history and government in hopes that citizen support

of the political syspem will result. But the way in which schools are strucfuped

~

and operated, also influenced by the same outside forces, might undermine the
goals of future citizen support, if the good citizen messages of the nandated L C

curriculum conflict with the examples provided by the school's hidden curriculum.
% The two’theorics are not competing as much as they are complementary.
Suppose students dre taught in government or civics class that citizen

AN

.. participation in politics can have an influence in the political decisions and

/

policies that are formulated by leaders. They learn that voting, communication

with representatives, and participation in interest group activities are way$

a3

in which this influence can be used. 8o far we are referring to the manifest

curriculum, and theories discussed :fore--psychological learning theories, for

o
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example-~can explain Ehg acquisition of this knowledge. But now let us suppose

further that a group of students mobilizes wide support for the purchase, with

s
1

§tuaent council funds, of. two vending machines which dispense ice. for
drinks.in thefCaféteria; They vote for student council representativeé who
stport this idea, and they communicate with student couﬁcil_mémbers, teachers,
the principal and school board members. Reaction-i; uniformly positive, until °
the idea is vetoea‘py the school board. Although the money has bu2n raised,
the idea is stopped. (This example is'a real 6ne.)

_ Several éutcomes,can resulg; First, although students are.taught in
clasg Ehét éoliti;al decisions are made in a péfticipatbry ;ystem, they discover.
. that some of these decisions ar; actually made in an authofifarian and arbi;r;ry
way, and &ithin a hierarchical, bgreaucratic structuée which tends not to
fespond to bottom-to-top. communication and influence. The generalization
theory would predict that it is the lattqrvpicture of politics -that students

would tend to learn and use, not the former one "learned" in class. The

congruence theory would predict that the students would have more negative

S .
"

‘political attitudes as a -esult of the incongruence between the - two political
‘"pictures" that are presented in school.

" La a very real sense, we. are talking about social education by example.

t

"Believe as I say, not as 1.do," is the message. ' In school situations

cha}aétefized by mary examples of‘incongrueﬁcies, it is not likely tﬁ;t
.stﬁdénts will hecd that message. 1Instead, they will generalize their resulting
egative»ﬁglidfs to the wider political and social sphere. The impotent |
student council becomes the city council or the state legislaturél Their
frustration and disinte;est iq %chool affairs becomes later voter apathy,

a lack of .awareness, and perhaps political cynicism and alienation.

Gt
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. These theories ape.based on a notion of leafning by example, but are not
thé.same és social learniﬁg theoriés in the séhse that Bandura (1977) describes
éhem. Social learning theory depends upon identi}ication with or imitatibn
of indivi‘ual role models. The present thebries depend upon "examples' in
‘the sensé that s{tuations"and processes are examples, A pargicipant school

system, in which students do have influence in decision-making, or a-.classroom

in which students can freely express their opinions on controversial matters,

are positive "examples" which students heed in the present theories.

Research Examples of the Social Organizational Learning Perspective

. At the school level, there have been several studies which have investigated
the relationship between school political climate and student attitudes and

behavi--. All such studies are obviously correlational, not experimental,

.~

and ca. - *1%ms cannot be made., WNevertheless, some fairly consigtent findings

‘do emerge t. support the hypothesis that such a relationship--causal or not--does

exist.

Ehman and Gillespie (1975), studying thirteen schools, Siegei (1977),
studying five schools, ‘and Metzger and Barr (1978), who studied two schools,

classified schools into four organizational categories-~elite, bureaucratic,

'

coalitional, and participant, They found positive relationships, so that the

more participant the school, the higher tle students' political efficacy,

o

—~—

\‘\
(1978) criticize the organizational categories used in these studies.) Wittes

#'trust, and social integration. (Tt should be noted.that Lamperes and Penna

(1972) analyzed ten schools according to four different power categories~=diffuse,
local control, centralized, and differentiated. He Pound that the more dif~
ferentiated the power in schools, the higher the sense of personal control,

This relationsiip is mediated by students' integration with their peer group,’

however,

7




Several have studied the school authority'structure without categorizing it

into types, but rather characterizing it as authoritarian (or closed, or

- custodial) and democratic (or open, or humanistic). This general "scheol

Q

climate" construct has been related to student'bolitical orientations by
Rafaledes and Hoy (1971) and Hoy (1971), (45 schools), who found less

alienation in open schools,'by Wa;ing (1974), (28 schoéls)”who found fhat‘“”/
teacﬁers support of student involvement in school affairs and school cllmate

is related to political efficacy, and by Jennings (1974) and Levenson (1972)

(97 schools), who found higher eff1cacy, trust, civic tolerance and participatory
orientation for various indipators of school climate. Merelman (1971),

(two schobls),‘found that school input variables, which iﬁcluded student
decision-making, were related to support for democratic norms on a number of

¢

dimensions and to political information, but are not related to political
participation. Davis (1974), (two schools), found that in authoritarian
schools, activist students used confrontational tactics to effect changes,

while in permissive schools activist students used negotiation tactics in carryimg.

out the1r political act1ons. Thus, school climate might be related\ér political

behavior as well as political attltudes.

There is some contrary e;idenéé however. Grossman (1974), .(nine schools)
found that in closed" aChOOl c11matcs, stﬁdents were mote likely to tolerate
dissgnt. Arkley (1973), (14 schools), asserted that éiementary school
orgénizational climate.is not related to attachment to the political coﬁmunity,
political efficacy, or other beliefs about phe éeaning of democracy, permanance
of law and appropriate responses to wfong police actions. |

It is a general weakness- across all ‘of these studies that no explicit

theoretical approach is used. Neither the generalization theory nor the
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congruence theory~-hor.any other well-devn10ped theory*wéupports tﬁe-intérpretation
of findings inxthese_séﬁﬂies. Before we can.proceed further into such
inquiry theoretical development is ¢rucial,
Overall, however, the evidencehis'fairly convincing that tﬁere may be

- rFelationships between school organizational and governance climate and
student politi;al attitudes and behavior. " If students éttend carefully to
school governance patterns as cues to what the larger political world holds
for them, then it is reasonagle to expect some effecté.on studeﬁts' attitudes
depending on.whaE they see going on around them in school. |

S

The classroom level also seems to provide "examples" for student social

<

learaing. ‘The construct "classroom climate" i; oft;;.;;éa in reséérch on this
ﬁoint. Classroom climate refers to how teaching is carried out. When students
have an opportunity to engage freely in making suggestions for structuring

the classroom environment, and when they have opportunities to discuss all
sides of controversial topics, the classrooqulimate is deemed to be "open."
When these conditions do not prevail, and when the teacher uses authoritarian
classroom tacﬁics, it is considergd "closed."

Open ¢lassroom climqte has been found to foster a range of positive )
political attitudes, and a closed climate is associated with negative
attitudes. Torney, et al. (1975) analyzed their national sample of 9,-13
--and 17 year olds to determiné the effects of specific civic education practices

on political attitudes and beliefs. Several conclusions result from tﬁis
analysis. Tirst,
The ‘use of printed dri11 in class, the stress on factual

aspects of the subject matter, and the éngagement of the

students in various patriotic rituals (such as flag raising

q




-

.ce;emouies) have, if anything, a counter-productive
.effeét in.civic édugafiong (?. 19)
But they gd on to assert tgat
On -the whole, the results showed that specific classroom
‘practices were less impbrtant than what is often called.f'
" the ?élassroom clim;te”; more gnowlédgeable,‘less
auEhoritarian, éﬁd'more interestgd'studenté came from
schools where they were eﬁcouragéd to have.free discus~
éion gnd to express their bpinion in’class. But students
who have reported havfﬁg fré;uent political dikcussioﬁs
_with teachers were not necessarily more democratic
in their attitudes; (p. 18)
Some specific factogs appearing to be related to low authoritarianism

were 1) encouragement of independence of opinion expression; -2) infrequent

participation in patriotic rituals; 3) emphasis on Non-Western cultures in

oy
LA .

social studies classes; 4) infrequent use'd%‘prinfg&'arill; and 5) will-
ingﬁesé-of teachers to discuss sensitive issues in class. These same féctoré
appear to §e related to student participation in political discussions, both
in and out of school. It was only clgSSroom clim;te,'howeyer, that appeared
related in a positive way to all of the desired civic outcomes under study.

Grossman (1974) reports results both confirming and csnfiicting with
ttiese generalizations. He studied nine San Franciscé area high schools, and
of the school factors that were related to tolerance‘of dissent, the most
important were 1) perception of student freedém to express views in clags;
25 élosed school environment; 3) strict school rules; aﬁd L) numger of

[] . ' ’ . [ : . ‘
courses taken in which controversial issues were often discussed.

10




It has also been found that classroom climate has differential effects

"on black as compared to White-high school students. Black students appear
!
to have pos1t1ve attitude changes with more exposure to controver31a1 issues

classes with an open, rather than a closed, claasroom climate (Ehman, 1969).
' &

:Etman (1970, * 1972) reported a tWO-year 10ng1tud1na1 study of 14 h1gh
school soc1a1 studies teachers and 100 students. He observed that a very
low.ﬁ}oportion of classroom verbal interaction is.spent in a "normative"
mode euring lessons ievolving éispussions ef controyersial'issues. (This

"normative' mode refers to teachers and students expressing opinions and

~

judgments, rather than factual statements.) But for those classrooms in

~

which above average proportions of time are spent in the normative mode, =~ ~ -

_ students are likely to have lower political cynicism but. not higher political

. ‘ . el o . v
efficacy. 1In another report of this study (Ehman, 1972), it was found that

the number of semesters of social studies classes taken was positively related

L4 L4 L4 * * L4 ' . L4 ’ . L4 .
to increases in political efficacy, as was exposuire to discussion of controversial

_ issuee, These findings, then, Suppert those of Grossman and, to a certain
extent, those of Terney, et al.

‘In.a differentﬁkhinteen-school two year longitudinal study of classroom
climage effects, Ehman (forthcoming) found very‘con31stent p081t1ve effects
of open class climate variables on political trust, secial integratjon, and
political interest; and negative effects on politieal efficacy. The three
climate indicators in th{s stuey were 1) frequeniy of controversial issues

exposure; 2) range of viewpoints encouraged by teacher; and 3) openness of

-
.

student opinion expression.
on pur
Other recent evidence supporting this idea has emerged from a secondary

analysis of the 1976 National Assessment social studies and citizenship data.

11
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Mullig (1979) performed a regresslon analysis in which it was shown that school
W
effects were substantlal pred1ctors of both pol1t1ca1 knowledge and agtltudes N
(valulng const1tutrona1 rights, respect for others op1n1ons, and w1111ngness

to part1c1pate pol1t1ca11y) of seventeen year old atudents. A classroom

o

“climate 1nd1catpr-~the frequency of student centered dlscusslons--1s one

such predictor of these political attitudes.

[y

~Almond and Verba (1963) 1so found that remembered part1c1pat1on in’
school dlscuss1ons and debates is related to higher levels of civic

competence. Levenson (1972) found that in classrooms whose teachers reported

i

frequent political discugsions in class, students were more likely to definé

~good citizens in particioatory terms. Allman-Snyderret al. (1975), in study1ng
elementary cla°srooms, found that in open vs. closed classrooms students

were more likely"to find;democratic solutions to'conflict situations.-lGIenn
"(1972), also studying elementary school students, estab11shed that pos1t1ve
feelings about classroom patticipation were related to h1gher sense of political .
“efffiacy. ‘The highest correlations in this study were between efficacy and
students'’ "feellng free to say what'they want in class." Student classroom

. verbal 1n1t1at1ons have been correlated with increased political eff1tacy

and decreased cyn1clsm (Ponder and Button, 1975). Dillon and Grout (1976)

found decreased alienation with open classroom climate, as 1nd1cated by both e

teacher and observer data on"openness of students to initiate learning activities

and control classroom stlucture. Hawley (1976) and Hawley and Cunningham ' e

(1975), in their preliminary reports, also found a positive linkage between
- .e classroom climate variables and student political attitudes. '
- Long and Long (1975) cast .some doubt on this picture, however. in the1r

1971 study of 588 high school students in T'iinois, they found a low’ negatlve

relatlonsh1p between awmount of d1scuss1on of controversial issues and-political

'12_. | o

 »




...forward.the consistency theory asﬁhelping-tO»explaih»the~findingsmﬁromwhiswf-

eynicism, Valllanvourt (1972) qupports, in part, thy earlier ev1dence howevar,
by finding a positive relatlonship between efficacy and student perceptions of
teacher openmindedness, one ingredient of classroom climate.:‘She'faiIed to

fxnd a relat1onsn1p between amount of controver81a1 isgues dxscuss1on and

\. il _‘ip iy . Ny

p011'1ca1 efflcacv, however. Baughman (1975) and Meixel and Haller (1973)

.
4

walso have reported studies that find no effects of classroom climate indicators.

Although there are a few contradictory-studies, it ‘is impressive that

the evidence fiom a variety of studies lines up solidly in support of

“classroom climate as a potent corvelate of s.udent political attitudes., The

different studies use different indicators of this rather vague construct,
but the vrelationships shbw remarkéble Eonsistency. k‘Open classropm_climate
generéll)'is reiated to hiéhér polititai.efficacy and trust, and lower

polttlcal cyn1c1sm and alienation--to more‘ﬁbmocratlc attltudes. The néaf

uniformity of the'flndéggs, given the diversity in conceptualization and

measurement, points to'a very promising area for 'future:research, and

Lcertaiqu'suggests the need for confirmatory experimental work.

. The theoretical bases used to interpret the findings of these several

studies’ again scem either thin or non-existant. ' Ehman (forthcoming) does

14

longitudinal study, but it is admitted that this is mainly the use of post hoc -

theorizing, rather than basing the original conceptualization on an explicit.

i

theory.

Use of the Social Organizational Learning Perspectives in tﬁe"Study'of Social

Studies Education

This perspective is important for the study of social education. We must

be 4s sensitive to the unintended outcomes of school experiences as to those




- that we plan. 1In subjects such as maihematics and science, there is little

studies. 8o far we have used very gross measures of school climate in such

S

reason for concern that unplanned.schoof'experience8~wi11 somehow cohtradict.'

what is learned in those classrooms. But for social studies, quite the contrary

is true. Giroux and Penna (1979) warn social studies cgr;iculum developers -

that the hidden curriculum has "...capacity for ﬁndermining the geals of social

education" (p. 23). | .
Researchers need to do more work in describing the hidden curriculum,

and to use more sophistica;ed methods of‘testing hypothéées about the relation-

ships discussed above. At the school level, experimentation is not practically

possible, and correlational studies will have to be the rule. But better’

description of social organization attributes in schools can lead to better

understanding of -the ré}acionships,'even though we must depend. on expost facto.

o

studies, and better conceptualization”and measurement wiil cpnfriﬁufe signi}icantiy'
to our understandiné 6f"what scbbol cliﬁafe factozs are most important for
student socialllearniné;

It is at the.classroom level that the'@Pst intefeafing new research can

’ %
take place. It appears that there are influential variables over which social

studipq'rpnvhexs“havenaontrol,mfmQW~they~eenducE~disehesion*e£wéentfeve¥siaﬂf¢;*¢~wf—-~———n

kY

. = L
issues at the secondary level, for example, seems to be one key to student

attitudes about politics. Invéstigating a wider rangé of potenfial variables
amenable to tézcher control, and replica?ing existing findings, should be Qf
priority'in research in this avea. Lcngitudinhl reoea;ch presents the‘greatest.~
challenge: To find effects over significant periods of time---especially inpo
adult years, is of major importance, and also of major difficulty. The Almond

and Verba '(1963) conclusion that remembered school experiences shaped adult

attitudes ig an intriguing one, but badly needs longitudinal verification.




Research in this area should also be aimed at a wider range of outcome
variables. Rather than political attitudes and behavior, a more comprehensive
‘understanding of the phenomena could be gained through- studying such social .

learning outcomes as the way students respond to rewards, to evaluations of _ -

L ad

their work, to cooperative and competitive task situations, and so forth.
Both the generalization and congruence theories could be used to analyze
reletionships_involving these social outcomes, and they would increase the
breadth of our knowledge about the hidden curriculum as a whole. Even though
these outcomes are more general than those usually thought of as obJects of

soc1a1 studies curriculum, nevertheless they seem very pertlnent for a general

“
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‘theory of social educatlon.m. _ . , ’
One neceded fearure of future research is the use of_a thecry"base: It

has already been p01nted o;t that nearly all studles in rhls arena laek such E

a'base. Untll some theoretlcal.gu1dance for research is used ﬁlndlngs w1}£

have little explanatory power,'and summing them‘gp into generaliza}ione is

difficult. The two theorie:s;raﬁﬁgea i tbis_paper may or may not . be used ie _ | .

‘this way. But theoretical development and use is an important research need.

. Of central methodological concern-are the issue of independent observation .

: -

and_the _proper unit of analysis+;_Up_to_this_point1pmost.cfndinc have relied S

upon student perceptions as the data source for measuring school or classroom

'climate. But it is also student data, in the form of beliefs “and behavior,
that is being related to ‘the climate variables. Because the data sources are

not independent, obviously, a "built in" correlation exists in such -data, and

some relationships "discovered" by researchers may be artifacts of that condition.

. N . (] i . § ) 4 ' ~
The obvious solution is to gather school and/or cldssroom climate data independently
) ‘ A ' T
from students, preferably through the use of trained and objective observers.

®
'
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The unit of analysis chosen in organizational climate studies provides a

f it is the school or classroom

[

perplexing analytic problem. Conceptually,

that is having an impact on student beliefs and actions, then the unif of
analysié-should be the. school or classroom, not the individual studentf ?hé
analogy.is in teacher effectivgness researéh, where researchers have agreed that
it is misieading to analyze data at the individual sfudent leQel.in correlationéil

studies. Instead, they aggregate data to the classroom level, and then anquze

~

,for teacher (or classroom) effects. It appears that this should also be§tﬁé

£ .
. a4’ 3
choice for the present kind of .esearch, even though needed sample sizes are -

] [ 3 ) ) [3 l(:
difficult to achieve for such analysis.

t

Conclusion _ . ~ . ‘

It might be as important how we teach as what we teach, when considering
! ng |

social beliefs ané~behéviof. This id;a is an important one, and:needs more .
, %nveé;igation. The theorié; uﬁderlying the idea need further development.

The two- theories deécribed'in this paper are not so much-exﬁlicit inventions

by!researcths as they. are obéeryatibns about how to ékplaip % variéty of

research findings already reported. Theoretical work will lead to better

description and measurement of phenomena, as well as explanation of pertinent

relationships. Compared to the other three approaches discussed in ‘this

{ : ' . - ¢
symposium, the social organizational approach appears to ‘have equal promise
in terms of importance for social eaupatioh, but also has the least developed

theoretical base and the thinnest smpirical findings. ' ) '
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