DOCUMENT RESUME

ED 419 77S SO 029 332

AUTHOR Patrick, Jdohn J., Ed.; Weakland, John E., Ed.

TITLE International Partnerships for Civic Education and
Democracy.

INSTITUTION Adjunct ERIC Clearinghouse for International Civic

SPONS AGENCY

Education, Bloomington, IN.; ERIC Clearinghouse for Social
Studies/Social Science Education, Bloomington, IN.; Indiana
Council for the Social Studies, Bloomington.

Office of Educational Research and Improvement (ED),
Washington, DC.; Center for Civic Education, Calabasas, CA.

ISSN ISSN-0889-0292
PUB DATE 1997-00-00
NOTE 157p.

CONTRACT RRY3002014

AVAILABLE FROM

PUB TYPE
JOURNAIL CIT

Professor John E. Weakland, Department of History, Ball
State University, Muncie, IN 47306,

Collected Works - Serials (022) -- ERIC Publications {071}
International Journal of Social Education; vi12 n2 Spr-Sum

1997

EDRS PRICE MFO1/PC0O7 Plus Postage.

DESCRIPTORS Capitalism; *Citizenship Education; *Civics; Civil
Liberties; Civil Rights; Communism; Democracy; Foreign
Countries; Freedom; Global Education; Law Related Education;
Self Determination; *Sccial Studies

IDENTIFIERS CIVITAS; Czech Republic; Hungary; Latvia; Poland; Russia

ABSTRACT

This theme issuc of "The Iaternational Journal of Social
Educaticn® conk. ins 11 zrticles all concerned wath efforts to promote civic
educarion in po: - -commu.iist countries, i viiculessly former Sovict-Blcee
nations, including Latvia, Poland, Hungary, the Czech Republic, and Russia.
Described are international partnerships for civic education and democratic
citizenship that have developed. One prominent example is Civitas: An
International Civic Education Exchange Program, which is funded by the Office
of Educational Research and Improvement of the United States Department of
Education. Among the major articles are: (1) "Civic Education and the
Advancement of Democracy in Latvia" (John J. Patrick; Valts Sarmad; (2)
u“Civitas: An International Civic Education Exchange Program" {Charles N,
Quigley; John N. Hoar); (3) "Education for Democratic Citizenship in Poland”
(Richard C. Remy; Jacek Strzemieczny); (4) "Implementing New Civic Education
Programs in Indiana and Post-Communist Countries®" (Robert S§. Leming; Thomas
S. Vontz). This collection of articles expresses a global mission, shared by
the U.S. contributors with their partners abroad, to act together to spread
commonly desired blessings of liberty as extensively as possible among the
diverse peoples of the world. {RJC)

IR - e R R R I R R E R I RS 2SS R RS R

* Reproductions supplied by JRS are the best that can be made *

* from the original document. *
XS s X R R R R R P R E R R L R R T R TSR SR L RS R RS R R RS SR RS A S RS EE SRR ERS R R AR R AR R R R RS RS




OFFICALJOURNAL OF FHIE INDHANA COUNCHL FORTTHE SOC1IAL STUDIeS

The International Journal of

SOCIAL EDUCATION

Ball State Universite, Muncie, Indiana Volume 12, Number 2, Spring/Summer 1997

ED 419 773

TR 8.3 2 39
HH i

ur 5270 P
R s

International
Partnerships
for
Civic Education
and Democracy

I

U S DEVARY 1.'(-_;'21' OF FOUCANIO
PR
EDUCATIOMNAL BT SOUIV ES FOBRATIT
CENTERGER .
{, | N R T e
E T LI ST R .
ragr ghe g

TV R - rargr Qo R Dages va et
et at Pept sdus e 1ty

SO 029 332

¢ fryenge, of
A

. TR IT OISR ¥ L R LU
S Erl A e b e we Vg HOCTeRe

g
PEERTR #18 IUF TIPS PR PLE SRV




INTERNATIONAL JOURNAL OF SOCIAL EDUCATION

Val Arwdorf
Universny of Delaware
e Arbeunan
National Insutuee for Crren
Fducavon in Law,
Washingion, 1). .
Virginma Avwood
Lnivensity of Kentucky
James [ Barth
Purdue U miversity. Indianz
Fdward Reauchamp
Univenity of Hawan
Robzrt Nicholas Bérard
Dzlhoune Universiry,
Nova Motia
Roger Berg
University of Nebraska ar Chmaba
Charles Bermyman
Universny of Georpa
Joyce Rickerszafl
Vascar College, New Yok
1l Bohannan
University of Southern € aliforsg
Vemon Burnton
Univeruy of Hhinon
] K. T.Chae
Ninonaf Chengehr Umiversty.
Nationalist Repubhic of China
Tawrence ] Chase
Fastern Kenwcky Univeruy
Clea H. Chetryhofme
Michigan Sute Universny
John] Cogan
Cnverity of Minnew
Pavid R Contoata
Chesingt 1hine 'ol!r.h‘c.
Pennsyivaniz
Wilkis ) Copeland
University of Califurpia ar vanu
Barbin
Cathenne Carnbleth
Unevenity of Pishurgh,
Pennsylama
Ben Cax
U'niversity of Ulineis
Louise Crane
University of Llliruis
Bruce R Dalgaard
Lniversuy of Minneats
OF Pavs
Uroversny of Texas
Karl Lhichopd
| sding-Klettham, Weat Germany
Wayne Numas
Unnvemary ol Muswoun
Row I Dunn
San Blego due Univery
Chardes [Vl
Indaam Universey
loverr Flangn
Univeraggy of Y amnde.
Carncman

ADVISORY BOARD

Fdward | Farmer
Univenrnty of Minnsota
Carol Bondhus burgenld
City University of New York
Din B Fleming
Virginia Palyrechnic insuiute and
Suae Univenity
Charles Cnizner
Sauth Dakow Sute Univenaty
Alonro Hamby
Ohia University
lames A llodge
Coliege of Woaster. (Yhin
Jame O Hodgo
Virgina Commonwealth Uneversy
Richird A Kaschau
Univermty of Houston, Texas
Hnes §adiny:
Cniﬂ'l’\.lv wlf Fournomae
Budapet. Hungarv
Thomas fadenburg,
Brockline Hiph S hood.
Masachuetn
Steve lamy
Universy of Southern Californr
FHoward Llngﬂ
Anu Defamansn beague of B'on
Hrah, New York
David | fevenng
Calforna Sane Pofyrechme
Crniverury
Tinda 1 ik
Univeraty of Kentucky
james Title
North Caralina Schoal of
Sienieand Math
Wil 3 lonpaucer
LUniversity of New tlrieans,
luulsiinl
Michael A Macllowell
Hariwick College. New Yok
tlenry ¢ Macinwsh
L miversity of Surrey, Crutddtord,
Surrey, Unied Kingdom
fohn T Millan
Syrcuwe Universiiy, New Yark
Geurge L. Mariy
Western Washington Univeraty
Gierald Marker
Indiana Uinnenny
Mibel McKinnev Browning
Amencan DBar Asocanon,
Cheeage, Hhnes
Joha & Meyer
LUnversity of Windeor, Clngarus
Jack W Maller
George Peabady College of
Vandesbit, Tennewee
Patnck €0 Maullins
Supervisor of Sl Stadim,
Manatee Coungy. Hhanda
Shucht Nakayama
hirshima Univeran, fapan

David Nicholk

Manchester Polptechnic,

LUnned Kingdom
Danld Nugern

Universicy of Kenucky
Bolarinde (thebe

Universny of Lagos, Nigerz
Anna {choa

Induara Univensty
Rubert (ison

Universny of Kentucky
Geoilrey Parunguon

Flinders U'niversuy at South

Australia
Wilhiwn A Pacy

Unnerity of Massachusetis ay

Bastun
Murray '

U niversity of Sydnes, draiaba
Rarbar Radnet

DePaul Univeraty, s
Kevin Reslly

Rznan Villey £ ommani

Coltege. New Jercer
€ Fredenck Rusinget

indiana Unversny
I Wayne Row

stzte Unvensny of New Yask a1

Birﬂhlmluﬂ
Dvonald Schneder

L miversity of Crearga
James Shaver

Luh Mate Unoeeans
Namuel Shermas

Purdue L'nwveraty, Indana
Brza ) Siher

Michgan swuee Unnveraey
Bichaed W' Slaica

Nerth Carolina Sate Unsverary
Rohert Skl

Arrona Mate Uninesaty
Wilhasm Sanlor

Univesiy of Plelaware
Raymond St

San Dego vate Unaery.

Calbfarnia
Juseph Stoliman

Westarn Muhipan Uaneraun
1 hzabesh Talbxnt

Cnineray of Lilinae
Suntey Warmen

Dreltauw Unevenity . Ioadiang
Michael W Wates

Putdue Universny. indana
I homas Weibie

Umvernsiy of Marvland
Phudip Weries

Univenay of Rochester ™o York
Angene Wilwin

Utiserity of Kentucks
Niginaa Walv n

Noreh Carn g bt of

Sarnce and Madk




il

1

Ll

OFFICIAL JOURNAL OF THE INDIANA COUNCIL FOR THE SOCIAL STUDIES

The International Journal of

§ SOCIAL EDUCATION

Ball State University, Muncie, Indisna Volume 12, Number 2, Spring/Summer 1997

Fditor
John 17 Weakland
Lditorial Board

John L. Weakland Glenda Riley

Chatrman Alexander M. Bracken
John R_ Barber Distinguished Profesor of History

Ilepartment of Rosanne |, Marck .

History Sadial Seienee Education
Marie |.. Aquila Joan E. Schreiber

University Relations Social Suence Felueation

Husiness Manager: Chrysiing Shearer

- INTERNATIONAL PARTNERMUPS TOR
CIVIC EDUCATION ANDY DEMOCRACY

Acknowledgments i
Conrnbutors v
Foreword John b Weakland i
Guese Editor's Forewnrd John ). Pacrick v
Edueation and Democratic Ciurenship: Albert Shanker 1

Where We Stand

Civitas: An International Crac Ldueatian Chares N Quigley 1
Fxchange Program and Jack N Toar

Civie Education and the Advanceniea John ). Parrick -
of Demuocracy in 1 avia and Vil Sarma

Fducation for Democtatic Crtizenshap Richard C. Remy ki
in Poland and Jacek Serzemicosny

Civie Fducaton for Democray Helen S, Ridley, 2
in Hungary Balass hdvephs,

and Anncite e

A
X




Civie [ducation for Democracy Pavia Pelechova,
in the Crech Republic Jana Valkova,
Radmilz Dastalova,
Charles F. Bahmuclier,
and Beth Farnbach

Civic Fducation and the Future Pyotr Polorhevets,
of Democracy in Russia Stephen | Schedhier,
andd Rimma Perelmurer

A Framework for Teaching Democrat Charles |- Bahmaeller
Citvenship: An Daternatiensl Progece

Camparatve | essons for Democracy. Dawn M. Shinew
An International Corriculum and Joha M. Fischer
Development Projea

Implementing New Civie 1ducation Roheet 8. Leming
Programs an Indiana and and Thomas S, Vanuy
Post-Communist Counzric

nternstional Perspoooves in T RIC Thomes S Y ont
on Mcethods and Marerals for

Civie Pducaton

& 1997, Rall Siaie Univeraty

Fhe Mtermatiens! fournal of Socaa? Dawcanen (NSNS uas U1, w andoxad by
ERICICRESS 10 Curvent Index 10 Jowemaly w1 Educanion, and both « mmcrobilm edivion of
the journal and eeprinty of artclec are available from Unversm Mucrofilms Inteenational.
300 Nowth Zeeh Raad. Ann Arbor, Muligan 48105,

Send all correvpondence concerming the eduoral and bavness aaies of the Mternanonal
Jourmal of Soc1ai Fdieeatrans 1o the following address: Prafessor John | W cakland. Depare-
ment of History, Ball State Universiy, Mundie, Ind ana 7306,

Annual subweriptions are availeble ac the rate of S10 (U8 3 domesoe and 13 (1.5
lorcipn pospaid and ace accepted For multyear penunds. The calendar and solume yodrs
coinade. Make all chedks pavable o Ball State Universny ar the Mitemiaivingd foreneal af

Soczal §ducation and wad them w the editor 2 the addre o chat apprars above,

Endividual copies or extended runs of previows sues of the butamationa foural of Sncial
Fducation and the Indana Soceal Studies Quarterly may be purchased whenever wnck
supphies permit. Phe price for @ single copy is 85 domesac and $6.50 foreign postpad:
make all checks payable to Ball Seare Univeraty. Informaion on avalabiliny and prie tor
orders of muluple copies of any 1sue ar for orders of previous voluimes of the onenal wall

s cupplied by the editonal olfice upon reques

)




ACKNOWLEDGMENTS

This publication was developed in 1998 ar the ERIC Clearinghouse for
Social Studies/Social Science Education (ERIC/ChESS) and irs Adjuncr
ERIC Clearinghouse for International Civic Education at the Social
Studies  Development  Center (SSDC)  of Indiana  University.
ERICIChESS is supported with funds from the Office of Fducadional
Research and Improvement (OQERD, U.S. Department of Education
(ED}, under contraci RR93002014. Support was also provided for the
printing and distribution of this publication with a subgrant to the $SDC
from the Center for Civic Education (CCE) through Civitas: An Interna-
tional Civie Fducation Exchange Program, which is administered by the
CCE in Calabasas, California, with funding from the OERI of the U.S.
Department of Education under contract R304A7003. The opinions
expressed in this publication do not necessanily reflect the positions or
policies of the Center for €7 “ducation or the U.S. Department of
Education.

Civitas: An Internation.. - 7ic Education Exchange Toogram is a
consortium of lecading organizations in ¢ivi- education in the United
States and other nations. The Center for Civie Education, directed by
Charles N. Quigley, Exceutive Director, coordinates and adminisiers the
Civitas program. "T'he United States Department of Education supparis
the program, which is conducted in cooperation with the United States
Information Agency (USTA) and s affiliated offices in participating
nations in Cenwral and Fastern Furope and Russia. Civitas enables civie
educators from the United Scates of America and cooperating countries

o learn front and help cach odher in improving civie education for
democracy.




CONTRIBUTORS

Charles E Bahmucller is direcror of special projects at the Center for Civic
Education in Calabasas, California.

Radmila Dostalova is a civie edueation specialist, Faculty of Education, at
Charles University in Prague, Czech Republic.

Beth Farnbach is the associate director of International Programs at the
Center for Civie Fducanion in Calabasas, California,

John M. Fischer, a social studies education consultant, is with the Ohio
Department of Fducartion.

Balazs Hidveghi, the executive director of Civitas International at the
Civitas Secretariat in Strasbourg, France, has been Executive Secretary
of the Civitas Association for Teaching Civie Knowledge and Skills in
Budapest, Hungarv.

Jack N. Hoar is the director of Tnternational Programs at the Center for
Civic Education in Calabasas, California.

Robert 8. Leming is the national director of the We the People .. Program
at the Center for Civie Fducation in Calabasas, California. He was
the director of the Indiana Program for Law-Related Education of
Indiana Universieys Social Studies Development Center.

John J. Patrick is dircctor of the Sucial Studics Development Center,
direcror of the FRIC Clearinghouse for Soctal Studies/Social Science
Fducation, and professor of education at Indiana University.

{Gmma Perelmuter s an international affairs associare at the American
Federation of Teachers and program officer for the AF S ¢ivie educa-
tion and trade union training programs in Russia.

Annctie s s the executive director of the Florida Laws-Related Fduca-
tHon Association.

Pavla Polechova is an assistant professor at the Center for Research and
fnnovation of Corricula, Institute Tor Research and Development of
Education, Charles Uiniversity in Prague, Crech Republic.

Pyotr Polozhevets 1y president of the Association for Civie Fducawors in
Russia and editor-in-chict of {ehielibaye Cazen.

Charles N. Quigley is the executive director of the Center for Civie Fdu-

catinn in alabasas. Calilormia.



Richard C. Remy, assaciate professor of cducation at The Ohio State Uni-
versity, is the director of the Citizenship Development Pragram ac
Ohio State University's Mershon Center.

Helen 8. Ridiey, a professor of political science at Kennesaw Stare Univer-
sity, also serves as chairperson of the Department of Political Science
and International Affairs and director of the Office of Conflict
Management.

Valts Sarma is the directe r of the Democracy Advancement Center in
Riga, Latvia, and the principal of Sala Primary School.

Stephen L. Schechter is a professor of political science at Russell Sage
Callege and directar of the Council for Citizenship Fducation.

Albere Shanker was president of the American Federation of Teachers
from 1974 unul his death wn 1997,

Dawn M. Shinew is the assoctate director of the Citizenship Develop-
ment Progrant at the Mershon Center of The Ohio Stare University.

facele Stzemicezny is the director of the Center for Citizenship Fducation
in Warsaw, Poland.

Jana Valkova is a junior rescarcher at the Institute for the Rescarch and
Development of Fducation at Charles University in Prague. Crech
Republic.

Thamas 8. Vonry s a stadl associate in civic education at the Soctal Studies
Development Center of Indiana University,




FOREWORD

[ wish to express my gratitude to Professor John J. Patrick of Indiana Uni-
versity, whose efforts made this issue on international partnerships for
civic education and democracy possible.! In the Guest Editor’s Foreword,
he provides an excellent summary of the articles. This important issue
should be of special significanee 1o those interested in the developments
in civic education in the former communist countries of central and
castern Europe. Included in the study are Lawvia, Polapd, the Cuzech
Republic, Hungary, and Russia.’?

The next issuc of the uternational fournal of Social Education will
focus on two key themes, i.e., the development of historical thinking and
curriculum standards in the social studies. During the next several years,
issues of the journal will deal with such topics as civic education in the
Pacific Rim, re-envisioning the social studies, rethinking world history,
thematic soctal studies for the next century, teacher education, law-related
education, universal significance and local relevance in teaching about
societies, and teaching psychology. Manuscripts concerning any of these
topics would he especially welcomed and forwarded o the appropriate
gucest editors to be refereed. Manuseripts dealing with other opics as well
as suggestions for additianal themes also would be welcomed. Finally, a
cumulative index for volumes 6- 10 is forthcoming,

John F. Weakland
Leditor

NOTES

1. See the tollowing waes of the Ircernational fowrnal af Soctal Flueation for
citizenship and democratic education: 3 {autumn 1988}, 11 (spring/summer
1994), and 11 (Fall/winter 1996--97). Sce abo Thomas M. McGowan, ed.,
“Special Section: Telling the Story of Citizenship,” Secia! Fdrucarion 6
{April/May 1996):203-15; and the entire vsuce of Sovial Flucation 60 (October
1996) on votes, ivsues, and ctzenship.

2. Sce Wayne Dumas, Alevia Dumas, and William B, Lee, “Restructuring
Schaals for Democracy in the Former Bast Germany,” International fournal of
Social Fducarion 11 (Fdliwiner 1996 97): 98- 107; Ron Wheeier, " Post-Cold
War Sodial Studies: Some fdeas for Changing the Wy Students Phink about the
World,” Social Fducation 58, no. S (Seprember 1994): 284-89: John . Cogan,
“The Pain of Change.” Ibid. 58, no. 6 (October 1994): 335-38; Gar Alperavits
and Kai Bird, "A Theory of Cold War Dynamism: Uniced States Policy,
Germany. and the Bomb.,™ 7he Hivmy Peacher 29, no. 3 (Mag 1990): 281- 300
and Grepory Wegner. “In the Center ot the Cold War: The American Occupa-
ton of Berlin and Fducation Reforma, 1945 19527 Joswrnal of Curracdiom
Sn[w'vimm 11 s 1 Eall 19959) 39-060.
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GUEST EDITOR™S FOREWQORD

Democracy is on the march throughout the world, From Central and
South America to Central and Eastern Europe and beyond, diverse
peoples express common aspirations for constitutional government by
consent of the governed. And with this gle.al interest in democracy has
come a corresponding concern about the education of citizens. [f there

would be "government of the people, by the peaple, and for the people,”

then there must be civie education of the people about the principles and
practices of democracy and the skills and dispositions of democratic
citizenship,

In response to the worldwide surge of desire for democracy, interna-
tional partnerships for civic education and democratic citizenship have
been developed. One prominent example is Civitas: An International
Civic Education Exchange Program, which is funded by the Office of
Educational Research and Improvement (OFR1) of the United States
Department of Fducation. Civitas, inigated in the spring of 1995, iy athil-
lted with Civitas Iinternational, a consortium begun in June 1995 ar the
Civitas@ Prague conference, sponsored by the United States Informadion
Ageney, which brought together representatives from more than fifty
countries. They affirmed the glohal resurgence of democracy and the
concomitant need for demaocratic civic education.

Albert Shanker, the late president of the American Federation of
Teachers, was 1 prominent speaker at the Civitase? Praguie conference. He
addressed the need 1o promote education for dermocratic citizenship
throughout the world. Shanker’s speech, included in this collection of
articles, is an emphatic endarsement ol universal human aspirations for
libeety and the rule of faw. the compelling concepts at the core of consi-
tutional democracy. It also urges effective education for democratic ciii-
zenship to sustain democracy in nations where it is established and o
bring it about in nations hoping to achieve democracy. The originators of
Civitas: An International Civie Education Exchange Program were among
the many listeners to Albert Shankers speech ar Prague, the capival of the
Crech Republic

The desipn and organizational structure of Civitas is discunssed by
Charles N. Quigley and Jack N. Hoar in the article following Shanker’s
picce. Subsequent articles report on partnerships between American civic
educators and their counterparts in five post-communist countries of
Civitas: Latvia, Poland, Hungary, the Caech Republic, and Russia The
five articles were developed cuoperatively by Americans and their

colleagues in cach of the post-communist comries represented here,




reflecting the spirit of partnership in cach compenent of Civitas. These
five articles report on civic education projects and trends in the post-
comntunist countries and the international partnerships of Civiras.

'T'he next two articles in this collection, one by Charles F Bahmuelle
and the other by Dawn M. Shinew and John M. Fischer, discuss special
projects associated with Civitas. Bahmueler discusses the Center for Civie
Education’s project to develop an international framework about educa-
tion for democratic citizenship. In this picce, he distinguishes “liberal
democracy” from “illiberal democracy” and argues that only the liberal
model is worthy of our suppor: because it alone involves constitutional
Jimits on majority rule in order to secure the rights of individuals. By con-
trast, illiberal democracy stresses majority rule to the point of jeopardizing
the rights of individuals who arce at odds with the majority. In their article,
Shinew and Fischer deseribe a project to develop and publish lessons for
high school students that compare institutions and processes of constitu-
tional democracy in the United States and the five post-communist coun-
tries of Civitas: Latvia, Poland, the Crech Republic, Hungary, and Russia.
By using these lessons, students have the oppariunity o learn how
common principles of constitutional demacracy can be practiced vari-
ously through the different institutions of diverse countrics.

The concluding articles of this collection offer practical examples of
materials for teaching democratic citizonship, Rohert S, Leming and
Thomas S. Voniz discuss pedagogical applications of Center for Civic
Education publications in Indiana and in post-communist countries, such
as Hungary, Russia, and the Czech Republic. Finally, Vonw presents a
select annotated bibliography of civic education materials in the database
of ERIC, the Educational Resources Information Center, that includes
various international perspectives.

This collection of articles treats a single theme: international partner-
ships for civic education and democracy. This theme frames every aspeat
of Civitas: An International Civic Education Exchange Prograni, and it
expresses a global mission, shared by Americans with their partners
abroad, te act wogether to spread the commonly desired blessings of
liberty as extensively as possible among the diverse peoples of our world.

John J. Patrick
Indiana University
Bloomington, Indiana
June 1998
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EDUCATION AND DEMOCRATIC CITIZENSHIP:
WHERE WE STAND

ALBERT SHANKER

The late Albert Shanker, president of the American Federation of leachers
(AFT), AFL-CILO, from 1974 to 1997, devoted his professional life 1o the
wnions motte “Demacracy in Fducation and Education for Democr--y.”
Under his leadership, the AFT championed the cause of civic education in
America. In 1987, the AFT joined political, civie, religious, and cducational
leaders in publishing “Education for Democracy: A Statemens of Principles,”
a pamphlet that provided guidelines Sfor strengthening the teaching of
democratic values. The union created its own Education for Democracy
project in order 1o promote the principles embaodied in the document. After the
fall of communism in 1989, educators frorn emerging democracies increds-
ingly requesied the support of the AT us they introduced programs ta teach
democracy. This interest vesilted in the creatian of the unions Fducation for
f)fnmnﬂcy/fm.fnmrimml prroject. As ciric edwcation initiatives toak hold
around the world, M. Shanker continued to lend suppare 1o civic cellication

In 1995, he delivered the following speech 1o a group of more thaw 150 civic
educators from around the world wha had gathered in Prague to piaugurate
the Civitas international civic education movement. This paper 1s published
here with the permission of the AFT, AFL-CIO.

June 3, 1995
Prague, Crech Republic

We live at a time of triumph and peril.

Some of vou live in countries recently liberated from the tyranny of
communism o some ather farm of dictatarship. Others come from coun-
tries where democracy is now well established. However, we Al face a
common question: What role can education play in building, and
strengthening democracy?

Why this is a time of triumph is clear to everyone.

We meet here taday, citizens from the Eastand West, to frecly discuss
how best to assure that our children inherit a common future, a demo-
cratic future. Before the events of 1989, this mecting wonld have been
inconceivable. And even a few vears aga, the time for this mecting would




not have been opportunc. Then, many of you were busy taking the first
steps on the road to demacracy. A mecting at «~-- time might have
seemed to be a onc-sided affair, with the Westtell ¢ Easi what it had
to do in order to build stable demaocracy.

This mecting is very different. We meet here as equals, 10 share ideas
and experiences as we confront challenges that have much in common.

We meet at a time of peril as well.

The carly euphoria of the “revolutions of 1989” have given way to
serious questions about the ability of some of the nations of what was
once termed the “Soviet Bloc” to achieve democracy. Questions con-
cerning demacracy’s health are also being raised in America and Western
Europe. Consider the following events: war in the Balkans, the bombing
of a government building in America, xenophaobia in Germany, the rise of
Zhirinovsky in Russia. Or consider the almost universal trend, East and
West, of decreasing voter participation and increasing cynicism about
government expressed by citizens of democracics.

There is much to worry about.

"The end of the Cold War has revealed not anly the widespread and
decp-rooted appeal of democracy bucalse its fragility. The nineteenth
century observer of America, Alexis de Tocqueville, once noted that,
among democratic nations, each new generation is a new people.

As cducators, this observarion forces us to the conclusion that if we
are going to build or strengthen democracy, we must weach democracy.

Itis ironic that. at a time when democracy is in ascendance around
the world, it is shawing signs of weakness and potendial decay in socicties
where it has been thought to be well established. Building democracy in
newly free societies and preserving it in established democrcies, although
different challenges, have much in common.

One of our Polish colleagues always poses the challenge faced by new
demacracies as a rhetorical question: “What does democracy mean to an
inhabitant of a small town or village in my country?” His answer is,
“Schwarzenegger movies, pornography, unemployment, and not much
else.” These are the first and most visible changes wking place in his
country as a result of newly won freedoms. Convincing people of the
importance of democracy will be difficult il this is all it means to them.

The challenges faced by established democracies have more to do
with reinvigorating democracy and ensuring the transmission of s ideals
as well as a cense of its rights and respansibilities to a new gencration. For
proof of the concern for the health of democracy in the United States, one
need only look at the titles of books published on the subjeet in recent
years: The Disuniting of America, The Credture of Complaine, Democracy on
Triad, The Twilight of Demaocracy, and, ominously, Before the “S'{-nmiug
Regins.

Sa, we in America have a problem.




The American Federation ot Teachers has long recognized that part of
the solution to this problem is the development of effective school-based
programs that teach democracy. In fact, the AFT's motto is "Democracy
in Education, Education for Plemocracy”—a motto created by one of our
founding members, John Dewey, onc of this century's greatest democratic
philosophers and educators,

Now, I know that when | espouse the importance of civic education
to the building of demaocracy, 1 am preaching to the converted. Those of
us gathered here are already commitied to education for demacracy.
Hawever, the AF™s experience in promoting civic education in the
United States has shown us that developing programs that teach
demacracy well can often be a struggle in ieself.

By focusing on the formal educational process, I do not mean to
cllghl the many worthy cfforts being undertaken by other groups in
socicty to educaie citizens—yvoung and old alike——about the principles
and practices of democracy. Indeed, the trade union that | represent helps
educate its 875,000 members about demecracy by tnvolving them in the
runniig of the organization at the local, state, and national levels. Trade
unions throughout the world hetp perform this function. In the same
way, other organizations, by involving their members in the betterment of
society and through the management of their own affairs. help to foster
the skills and knowledge necessary to build aivil socieny.

I will, however, limit my comments to the role that formal education
can play in building and maintaining democracy. It is something our
organization has been involved in for many years. Therefore, | would like
to share some of the experiences the AF1 has had in promaoting education
for democracy in the United States, in the hopes that i will help othens 1o
dentify and overcome some of the challenges that vou are likely to face—
or may alrcady be facing—-as vou champion these types of programs.

[ will focus on three chatlenges that the AFT has faced that [ think
apply bevond the United States and nay, therefore, already be familiar o
many of vou.

The first of these is the accusation that education for democracy is
not education ar all but really a form of indoctrination. It scems to me
that there are two ways to answer this charge. The first is 1o say, “So
what?” Lven if it is indoctrination, itis a different form than one prac-
ticed by authoritarun and toulitrian svsiems. That i “democratic
indoctrination” differs in such a significant way from other forms of
indoctrinadon that the bad odor associated with the word is removed.
The second way is to deny that education for democracy iva tormy of
indoctrination at all. Leds start with the second in the hopes that this
argument will sutfice.

We may begin with the simple observation that ald societies have
some muh.mnmx in place, tormal and informal, for mukang sure that the




young in society inherit what is most valued by adults in that sociery.
Rightfully labeled, this is not indoctrination, but enculturation.

fet’s take the example of an advanced 1echnological society. These
socicties value the development of the skills and knowledge associated
with the fields of mathematics and science. Parents, therefore, encourage
children to become interested in these arcas by a variety of means: by
taking kids to science museums, engaging them in simple experiments,
going hiking in the woods and describing flora and fauna, buying them
jigsaw puzzles, etc. They are introducing their children into the culiure of
science and math. And no one sces the harm in 16, Quite the contrary,
these parents are praised for caring about their children’s education.

Now, democratic societies presumably highly value democracy and
would definitely want their children to grow up to be informed and com-
ntirted citizens. Thus, it scems natural thar they would want to promore
programs that introduce their children to the practices and culrurz of
democracy.

Even if you think that education for democracy programs are indoc-
trinarion, they may still be distinguished from other forms, thus making
them immune from rejection because of the charge. The American
philosopher Sidney Hok made a number of observations about this issue
that are worth repeating at length.

He begins by making the distinction between open democratic soci-
eties and closed non-democratic ones. According 1o Hook, the difference
hetweeid them “lies not in the presence or absence of indoctrination, but
i the presence or absence of the critical, questioning spirit.™ He adds that
indoctrination is the “process by which assent to beliefis induced by non-
rational means, and af/f education in 2/ socicties at home and in the
school fn the tender years is based on ic.” This changes over time however.
Because, “In a free society, . . . such methods are, and always should be,
accompanied by, and gradually become subordinate 1o, the metheds of
reflective, eritical thought at every appropriate level ™

In ending this discussion of indoctrinarion, I will quote a well- known
passage by Hook on the subject

in a closed sociery, indoctrinauon induces assent by irtational ac well as non-
ratranal means heyond the carly years. and throughouc the eatire cosme of study in
all except certain technical areas. . . The unfree socrery separds e subjects o a pet -
nunent state of poalitical <hildhoad . Fhe free socety can Ine wonh honesr doula
and wich faith i anedf shor of cortune. .- Incontost with [the! dosed socey. st
can live warly the truth abour (2

'he second challenge to sound edvcanion for democracy programs is
posed by the contention that whar matters in teaching democratic citizen-
ship is the teaching of "critical thinking” skills and litde else. Closely
related to this is the attitude that considers all curricular content 1o be
equal and chumpions the proposition that all thav is required of strdents
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to be good citizens is that they “lecarn how to learn.” Proponents of this
position often argue that since the pace of knowledge is expanding so
rapidly, it quickly becomes “obsolete,” and by extension, not worth
learning.

We have argued

on the contrary, . . . the central ideas, events, people, and works that have shaped
our world, for goad and ill, are not at all obsolere. lnstead, the quicker the pace of
change. the more eritical it will be for us o remember them and understand them
well. We tnsist that, absent this knowledge, citizens remain helpless to make . . .
wite judpments.’

Unfortunarely, the proponcnts of teaching skills and hittle else offer a
false dichotomy between “content™ and “process.” [ do not wish to fall
into the same trap, so let me be clear; both are impertant. Of course,
developing thinking skills is a imajor goal of educarion in a democracy.
How else can one make a wise choice between alternatives—whether it ve
taking a position on a political issuc, deciding whom to vote for in an
clection, or avoiding the manipulative techniques used by some palitical
figures—if one has not been equipped with and had practice in this area?

Nevertheless, content matters.

The impulse to teach skills aver cantent, at least in the American case,
can be traced back to the efforts of the Progressive Movement in educa-
tion, which sought to reform what was at the time a very formal content-
based approach. Similarly, some civic educators in Fastern Eurape and
newly independent states seem to be neglecting the teaching of important
material as a reaction to the overly rigid and content-heavy approach that
existed in the communist era.

T here are some fundamentals that must be Jearned. At the AFT, we
arguc that at the very least, the content of American civie education
should focus on three arcas. | list them here in adapted form, because they
may have relevance to your own needs.

What must citizens of a demaocracy know?

Fiest, eitirens must know the fundamental ideas ceneral wthe politival vision of the
cighteenth century [Enlightenment thinkersd—the visien tof democracy and
hurman tghts that mspires] people of many diverse ongins and culiues,

Second, crtizens must know how democratic ideas have been terned ineo
institutinns and pracices-—the history of the ongins and growith and advcutaes of
demodratic sodieties on carth, past and present. . e is indispensable o know
the facts of modern history, daving back ac beast 1o the fnglish Rovolunon and
forward to our own century’s taral werss to e Falure of the nav ent Iiberal repimes
of Rusai, Fualy, Goemany, Spain and Japan: to the wrdhariansm, approsion, and
mdss Cx‘(‘f“]l“d[i(’n‘ f'r‘nl' ‘.i["(.'

Think about this enly, for many of you the memaries of the major
crimes and peity humiliations inflicted by communism are still very fresh.
The imprisonments, fears of speaking freely, even the long lines for food
and other goods are sall remembered by you. But haw about your

d g




i

Ll

children? Who will remind them of the past and helg them learn to love
freedom?

Finally, and related 1o this point, “citizens . . . need to understand the
current conditions of the world and how it got that way and to be
prepared to act upon the challenges to democracy in our own day.™

‘The tast challenge that education for democracy programs face is
posed by what in America goes by the name of “multiculturalism.” |
should be clear about what I mean when ! use the term. As practiced by
some, “multiculturalism” kes the shape of something approximating a
new ideology of scparatism. It challenges the idea of a common identity
and rejects the possibility of 2 common ser of values, The groups
espousing “multiculturalism™ claim “group rights” that conflice with the
notion of living in “a nation based on a firm core of commonly held
values.”

In multicthnic sacicties aLtempting to create or maintain democracy,
this is especially troubling, as it encourages people to think of themsclves
not as individuals, but primarily in terms of their membership in groups.
Excessive promotion of allegiance to groups, instead of to ideals such as
democracy, human rights, and justice, encourages the breakdown of civil
society. Signs of this breakdown are evident and range from the troubled
race relations in the United States to fighting in the Balkans.

[n arguing against the type of multiculturalism I have described
above, | do not want to imply that groups in American and other socictics
have not been treated badly nor that the historical record needs to be cor-
rected to more accurately reflect the contributions of minerities 1o our
societies. | also wish 1o make clear that 1 am in no way criticizing the type
of multiculturat education pursued by many European civie educators.
These programs are aimed at creating increased tolerance, as apposed to
the programs that I have discussed, which often promate increased intol-
crance, by focusing on differences instead of commonalitics.

One last related point des :rves mention.

Often, the chims of multiculturalists and other separatists reflect the
actitude that no one group may make a judgment on any other, since all
“depends on your point of view.” This extremely relativistic viewpoint
conflicts with the need that all socicties have of establishing some basic
values, guidclines, and heliefs, When | think about the people who hold
this viewpoint [ am reminded of the American poact Robert Frost's obser-
vation that “a liberal is someone who can't take his own side in an argu-
ment.” And, it should be pointed out that these who reject this ¢laim are
ironically making an wbsofute value of olerance, for in #s name they are
unwilling to make any other value judgments.

This unwillingness to make value judgments about practices in our
own sacicties or about those of others iy 2 mistake. It can also make us
seem foolish, As the AFT pointed out several years ago.
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Some states that deny freedom of religion, speech, and conscicnce nonetheless
define themselves as free. Bur we need nat aceept their Orwellian seif-definitions as
if wards had no meaning. Were we to use (some peaple’s) definition of freedom—
government provision of 2 job, medical care, and ample food—many of history's
slaves and today’s prisoncrs would have o be called *free.™

Fear of promoting jingoism in the United States prevents many edu-
cators from saying that they arc proud that America does stand for some-
thing. It has stood for many things in its history, bur at its best, it has
staod for a vision of human dignity, equality, fair play, and liberty thac are
all cncapsulated by the term democracy. Democracy doces stand for some-
thing, both in the United States and around the world. And undervaluing
it is harmful and puts us in jeopardy.

Not everyone in America agreed with us in 1987 when we joined
with others to issuc a pamphlet, Fducarion for Democracy: A Statement of
Principles.” 1t outlined our position that American society was suffering
because the history, principles, and practices of democracy were not being
well taught in the schools. 'The statement was signed by more than 150
Americans from diverse backgrounds, including former United States
Presidents Carter and Ford, Republican Congressman Willlam Goodling,
and Democratic Senator Claiborne Pell, as well as a number of prominent
United States civic educators who are in this audience today—among
them Todd Clark, Chuck Quigley, and Diane Ravitch.

While many praised the document, it also had its strong critics.

Despite this eriticism, we continued to believe and feel justified in
our efforts to promote education for democracy. When the statement was
issured, we expressed 2 series of concerns. The statement pointed 1o dis-
turbing evidence that far oo many students are ighorant of the important
people, ideas, and events that have made our country what it is. In an
article written in support of the pamphlet, | pointed out that if a young-
ster has to take a wild guess that Stalin is either an Olympic athlete ora
Renaissance painter, he can’t have much of a grasp of the terrors of a rotal -
itarian society as a basis for comparison to his own life. At the time there
were also disturbing signs that the challenges facing America were
straining our ability to maintain a democratic socicty.

Almost ten years later, these concerns have not diminished. In many
ways, they have increased. Jean Bethke Elshuain, in her recent book,
Democracy on Irial, writes that in America,

A major concern for all who care about democracy is the everyday actions and spirit
of a peeple. Democracy requires laws, constitutions, and authoritative institutions,
but ir also depends on what might be called the desrucraric dispositions. These
include a preparedaess to work with sthers different from oneself roward hared
cndsi 2 combination of strang convictions with a readiness to ompramise in the
rl;u:gniuun that ene can’t d‘way\ 2] C\'crything one wants: and 2 sense of indwidu.
aliy and 4 commiunent te civie goexls that are ot the povession of one peron or
of ane somall group alone. But, what do we see when we ook araund? We tind
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deepening (pnicismy the growth of corrosive forme of nolation, baredom. and
despain the weakening, in other words, of that world known 2y demaciati civil
socicry, a world of groups and associations and ties tha bind !

And, as Elshtain adds larer in the book,

A number of contemporary ubservers . .. see such signs of civic and social touble
even in the Jang-cstabhished democracies of Western Lurope and Scandimavia. It i,
alas. the now familiar wory: the lonehness of the aged. the apathy of the young, the
withering away af communal arganirations, the disentangling of family ties, and
the loss of famdy rtuals and thydhins?

And returning to my thesis, part—a very important part—of the
solution to the problems posed by Elshtain, is the improvement of school-
based programs that educate for democratic citizenship. Benjamin Barber,
in An Aristocracy of Everyvone: The Politics of Fducation and the Future of
America, makes the point well. Borrowing an observation from Alexis de
Tocqueville, he argues that *. . the fundamental task of education in a
democracy is the apprenticeship of fiberty—learning to be free.™ He goes
on to explain why this is so:

Do racy 15 not 3 natural form of asocaton: w n an extraordiary and e won-
trivance of cultivated imsgenation. Lmpower the merdly ignorant and endow the
uneducated with 4 right w0 make callecove decivons and what rewalis is nor demo -
racy but, au bose, ek rule: the povernment of private prejudue and dhe tyrenny of
apinwin- all those perversions that liberty s enemies bke to precend (and ie frends
fear) comtitute democracy. For true democracy to flourisde, however, there must be
citizens. Citirens are women and men educated (or excellence —~by which tetm
I mean the knowledpe and comprtence o govern in cormmon their own lives.
The demacratic faeth @ rooted an the beliek thae all humans are capable of sech
oxeelience and have not just the right bat the capadity w hecome duosens.

What should we teach vur youngsters about living in a demo racy?
Adapung the points that we made for the United States in 1987, 1 would
argue that what we teach should be based on three convictions:

First, "democracy is the worthiest form of human governance ever
conceived.”

Second, “that we cannot take its survival or its spread  or its perfee-

tion in practice-—for granted. . .. Indeed, . L. the great central drama of
madern history has been and continues to be the struggle 1o establish,
preserve, and extend democracy. L7

Third, “that democracy’s survival depends upon our transmiting to
cach new generation the political vision of liberty and equality thar unites
idemocraciest and a1 deep lovalty to the political institutions . .. put
together to fulfill that vision ™ And that the patrietism icsecks 1o inculeate
not be based on “blood and soil.” but rather on aset of shared values tha
are liberad and bumane.™”

In closing. | would like to call vour attention 1o the anniversary of an
event that serves ta remind us all of what a difficult struggie i to gain
democracy, in the hopes that we will cherish it even more.
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This is the eve of the sixth anniversary of the Tiananmen Square mas-
sacre. On June 4, 1989, the Chinese government crushed the country's
emerging democratic mavement. By now, corporations from my country,
and perhaps yours as well, have comforeably returned to doing business
and making profits from the labor of Chinese workers who are daily
denied the kinds of rights that we too casily forget are ours.

Apparently, some Chinese have not given up, since the demacracy
maovemoent continucs.

On May 16th, a group of forty-five prominent Chinese intellectuals
called on the Communist Party to release all political prisoners. In their
own words, they expressed a hope that “the authorities will handle dif-
ferent views on ideology, palitical thinking, and religious beliefs with col-
erance.” Predictably, the government responded by beginning to arrest the
prominent democracy activists in the country. With this move, the Com-
munist Party hopes to avoid the embarrassment of any public demonstra-
tions on the anniversary of the massacre.

Six years ago, the world was very different. When events occurred in
China, many of vou still lived nnder Communist dictatonships. In the
West, what took place in China stirred strong cmotions of outrage and
sympathy. And so did the evenus in Hungary in 1956. the Czech Republic
in 1968, and in Poland in the 1980s. In the Fast, the elfects must have
also been profound. 1 know that in Bucharest, at a spot where the
Romanian Communist Party fought its citizenry n Late 1989 one can still
see a large, spray-painted sign declaring the square “Tananmen 117

Clearly, Romanians hungering for freedom and democracy had made
the connection --the Chinese struggle is the Romanian seruggle.

And L would add. ieis an Amernican sraggle o welll one that we have
in common with the more than fifty countries represented in this halk
Fstablishing and sustaining demaocracy is now recognized as 2 aniversal
desire and a universal struggle. This point was perhaps most cloquently
made by Fang Lizhe. a Chinese scientist who escaped the Tiananmen
massacre by taking refuge in the United States embasay Tn 1989 he spoke
the following words, reproduced 1 the Democraey Reader, a collection of
readings on democracy edited by Diane Ravitdh and Abigail Thernsirom.

Chinese peaple are no dillerent trom any other, ke sl imemborcal the buman
race, the Chinese are horn with ¢ bady and a brain. with passwons and with a4 wul.
Theselore, they can and must engoy the seme malenable mghes, dipgniey, aed Fheoy
as other human beinge. . ..

Recent propaganda w the etleds thar "Ching has s eson siandandys fer human
nghts™ beare dn uncanny smnlatry 1o proncuncements made by oue cighreenth

cenwury maders shen they dedared that "China has stv ovn astroneny ™ L They
refined o sckpnowledpe the universal appheabiliy of medern asrronomy. . L Vhe
revan . was that the laws of avronoms whidch periain everywitore, ntade it

dlear thae the "divme nghow role” daimed by these peaple was 2 Boaen,
liy the wame woken. the prinaples af hutnan nghes, vhich also perenn coory -
where, make it dear thae the “rpht o rele” dammed by ome tadav s ot as
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baseless. Thae is why rulers from every era. wich their special privileges, have
oppused the cquality inherent in such universal ideas. . . .

In the ficld of modern cosmology, the fint principle is called the “Cosmolog-
iczl Principle.” [t says that the univ -s¢ has no center, that it has the same proper-
tics throughout. Every place in the universe has, in this sense, cqual righes. How
an the human race, which has evolved in a2 universe of such fundaienteal equality,
fail to strive for a sociery without vielence and terrar?

How can we fail to build 2 world in which the righes duc to cvery human
being from hirth are respecred?

In arder to build this world, “in which rights due to every human
being from birth are respected,” we must build a democratic world.

And in order to do so, we must teach democracy.

Thank you.

Notes

1. Sidacy Hook, “Lducation in Defense of a Free Sodiery,” Conmyentary 78
(July 1984): 22.

2. Ibid.

3. Education for Democracy Project, Fducation for Democracy: A Statement
of Principles (Washingron. [7.C.: American Federation of Teachers Educational
Foundation, 1987), 15.

4. Tbid, 15-16.

5. Ibid, 16.

6. Ibid, 11.

7. Ibid.

8. Jean Bethke Elhtain, Demiacracy on Trial (New York: Basic Books), 2.

9. Ibid, 19.

10. Benjamin Barber, An Aricocracy af Everyone: The Politics of Fducation
and the Furure af America (New York: Ballantine Books. 19492), a.

11. Ibid, 5.

12. Education for Democracy Project, 5.

13. Fang Lizhe, "Human Rights in China,” in Diane Ravitch and Abigail
Thernstrom, eds., The Demorcracy Reader (New York: HarperCollins Publishers,
1992), 276-78.




CIVITAS: AN INTERNATIONAL CIVIC EDUCATION
EXCHANGE PROGRAM

CHARLES N. QUIGLEY AND JACK N. HOAR

At the time of democracy’s apparent triumph in the war of ideas, itis
increasingly clear how vulnerable democracy is, not only in the post-com-
munist states but also in established nations such as the United States. In
order to strengthen democracy in the United States and in recently totali-
rarian sfates, a cooperative group of leading organizations in civic educa-
tion developed Civitas: An International Civic Fducation Exchange
Program.

Civitas Exchange Program Backgronnd

Civitas: An International Civie Education Exchange Program is
administered by the Center for Civic Education, funded by the Office of
Educational Rescarch and [mprovement (OLERI) of the United States

Department of Education, and conducted with the cooperation of the
United States Information Agency (USIA), its affiliated offices in Fastern
Europe, and the newly independent states of the former Soviet Union.
The program pr- -ides for a series of exchanges among leaders in civic
education in the L aired States and natons of the former Soviet bloc.

Civitas s affifiated with Civitas International, a consortium inittared
in June 1995 at the Civitas@Prague conference sponsored by the United
States Information Agency. At the close of that conference, participants
rc-prcscntwb more than fifty nations signed a declaration plcclg,mg 1o

“create and maintain 2 worldwide network that will make civic education
a higher priority on the international agenda.” Members of Civitas Inter-
national include leading civic education organizations from throughout
the world dedicated to strengthening civie education and constitutional
democracy.

Civic education is understood to play an imporeant role in the devel-
opment of the political culture required for the establishment, main-
tenance, and improvement of democratic institutions. Civitas gives civic
education feaders oppartunities to learn from and assist cach other in
improving ed scation for demacracy in their respective nations.




The National and International Significance of and Need for the Program

Democracy has trivmphed in many paris of the world, only to
display its vulnerability in others. In the East, new demacrars struggle
against grear odds o build a culture of cidzenship on the rubblz of totali-
tartanism. In the West, demaocracy sirains under cthnic and religious con-
flict, irresponsibility, crime, and apathy. In worlds so different, the
challenges to civie development have much in comman.

Much concern has, understandably, been given 1o the objective con-
ditions in which constitutional democracy takes ront—rthe cconomic
circumstances, the social and political institutions, and the formal
processes through which democracy becomes securely established. Much
attention is also now bheing paid to what diplomats deseribe as a new
architecture of relations amaong the demacratic and demacratizing nations
of Europe and North America.

But what about the spirit of demaocracy that most animate these insd-
futions and processes: the wwbjective conditions, the knowledge, the
understandings —what Tocguevitle called the “habire of the heart™ As
much as anything, democracy is a culture - 2 culture sometimes taken
for granted. What are we doing 1ogether to strengthen this culture of
democracy?

In fact, in both the East and West, weachers, community workers, and
others committed to the future of demuocracy are 1oday engaged, in many
different ways and without great fanfare, in reviving and surengthening
the skills and values of democratic life—the civie colture. Those involved
in this work are now reaching out to one another across nationat borders
to learn, to gain strength, and to win wider recognition of the need for
education for effecdive and responsible citizenshap,

But since the “fall of the wall” educatars and government officials
from the former Soviet bloc countries have increasingly sought the assis-
tance of American civie education organizations in creating educational
programs conducive to the development of responsible and effective cid-
zens in free societies. Educaiors in these countries—many working in
new, non-governmental organizations (NGOs)—-have wrned to the
United Srates for curricular madels, texts, and training models that they
could translate and adapt for use in their schoals.

During the course of the past seven years, American organizations
have consulted with educational ministrics and new civic organizations on
curricolum developmient and teacher training in nearly all of the Kastern
European and newly independent states {FEN/NISY of the former Soviet
Unien. Not oaly have selecied American matenials been translated and
adapted- in nearly every aise with funding from United States non-gov-
ernmental and government agencies-- but Amencan curricular frame-
works have heen put ro direct use. The Civitas model civic educatian
curriculum framework, published by the Center for Civie Fducation in
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1991, has been widely distribured by the USIA and private foundations
and translated for use by educators in new democracies.! The USIA
printed and is distributing throughout the wotld five thousand free copies
of, as well as unlimited Inrernet access vo, the National Standards for
Civies and Governmment,’ which was also developed by the center. In
addition, American organizations have helped colleagues in EEN/NIS
countries develop their own texts specifically addressed 1o their needs.

In the course of this work the American organizations have well
understooed that such interactions are not one-sided, and that what they
have learned about the history and government of other nations has great
value in the development of civic education programs for the United
States. Particularly in times of declining attachnient o the institutions
and values of government within estabhshed democracies, the insights
ulfered by work with EEN/NIS cducators have been deeply instructive.

Certain agencies of the United States government, such as the USIA
and its United States Information Service posts in EEN/NIS, have been
invaluable in facilitating these activities. And, Tor the past two years, the
United States Depaniment of Education has been, through this exchanee
program, at the center of internations} civie education reform.

Yet for all the mutual benefits to Luropeans and Americans and
despite the pressing need to strengthen the culuure of demacracy in estab-
lished and new democracies, the lack of systematic support before 1995
for civic education exchanges hampered these enterprises. Funding was
piccemedl, the flow of information was haphazard, and coordination

across organizations and continents was meager. Given the former Soviet
bloc’s need to buttress new democratic institutions amd the United Stares’
need to support demoaiatic principles and practices, coordinared action
and sustained support were urgently required. Fortunately, Cavitas was
imstitated in 1995, allowing a great deal of cxcellent work i the ficld of
international civic education.

Civitas {inals

The goals of the program are 1o acquaint educators from EEN/NIS
with exemplary curricular and reacher training programs in civie educa-
tion developed in the Untted States: assist educators from FEN/NIS in
adapting and implenenting cffective civic education programs in their
own countries; create mnstructional marerials for siudents in the United
States that will help them better undentand emerging constitutional
democracies; facilitate the exchange of ideas and experiences in civic
education among political, educational, and private secror leaders of
participating countries; and encaurage research to determine the effects
ol civic education on the development of the knowledge, skitls, and trans
of public and private character essential for the presersation nd
"“pl’(l\r'(.n'l(.'n[ l)l LU"“" '“Unh d( ['l““.r‘(("
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These goals wiil be accomplished through seminars for civie educa-
tors on the basic valugs and principles of constitutional democracy and its
institutions; visits by civic educarors to school systems, institurions of
higher learning, and nonprofit organizations that have exemplary pro-
grams in civics and government education; translations of basic docu-
ments of constitutional government and significant works on political
theory, constitutional law, and government; adaptations or development
of exemplary curricular and teacher education programs; joint rescarch
projects in the areas of curricular development and teacher education; and
evaluation to determine the cffects of civic education programs.

At the mast fundamental level, this program is devored 1o the
accomplishment of the many tasks in participating nartions that will con-
tribute-—step by step—to the establishment and/or improvement of con-
stitutional democraey and the realization of its ideals, and the consequent
benefits 1o be gained not only by the peoples of participating nations, but
by those of all nations as a result of the contributions democratization has
the capacity to bring to world order, peace, and justice.

Flements of Systematic Implewentation of Civic Education

"The goals of Civitas are set in the cantext of the identified “Elements
of Systemic Implementaiion of Civie Education™ outlined below. The
overarching goals are to improve teaching, to improve students’ mastery
of advanced knowiedge and skills in civics and government, and to estab-
lish a reasoned commitment to the fundamental values and principles of
constitutional democracy.

Introduction to the " Flements of Systematic Implementation of Civie Fduca-
tign.” "I'he following describes tasks to be accomplished that will institu-
tionalize effective programs in civics and government in public or private
schools. Alsa presented are steps necessary to fulfill cach sk, The
purpasc of this outline is to provide a guide for activities under the Civitas
project and a means of evaluating progress.

The full achievement of all of the tasks specified is not expected or
possible under this program in any of the nations invelved including the
United States. Tasks are undertaken that pertain to the assessed needs of
EEN/NIS partners and based on the circumstances in cach nation and the
resources and time available under this project. Depending on the cir-
cumstances in a nation it might he reasonable, for example, to focus
attention solely on a single task such as the development of standards or a
curriculum framework or a teacher education program. In other circum-
stances, a set of tasks might be addressed such as the implementation of a
pilot program including development of curricular materials, teacher
training, classroom instruction, and evaluation. Finally, stnce programs in
a number of participating nations are also being supported by other
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sources, it should be uscful to use this outline to insure that civic educa-
i tion improvement efforts are well-coordinated and form a comprehensive
- and rational approach to the improvement and institutionalization of
effective programs in civics and government in each nation.

Tasks and Indicators of Achievement. Fight tasks and their indicarors of
achievement arc listed below. These tasks and indicators constitute the
“Elements of Systematic implementation of Civic Education.”

- lask 1. Standards: Development and establishment of content and per-
formance standards in civics and government. Indicators of achicve-
ment are:

¢ Development, distribution, and promulgation of standards
-, -participation of gatekeepers and others influential in the devel-
- OpMEnt process
-presentations of standards to educational policy makers
» Institutional adoption of standards

Task 2, Crrriculum Framework: Development and adoption of a K-12
curriculum framework in civic education. Indicators of achicvement
arc:
X » Development, distribution. and promulgaiion of curriculum
- framework
-participation of gatekeepers and others influendal in the devel-
-~ opment process
' -presentations of curriculum framework to educational policy
makers
+ Institutional adoprion of curriculum framework
. Task 3. Reguired Conrses: Formal requirement for imtruction i civies
‘ and government in the school curriculum, Indicators of achievement
- arc:
* Development, distnbution. and promulgation of courne outline
frameworks
-participation of gatckeepers and others influential in the devel-
- OpmMent process
- -presentations of course cutlines to educational policy makers
-pilot programs of courses {with supportive teacher training,
= programs and curricular marerials) accompanied by cvalua-
fons
. -demonstrations of courses
* Institutional adoption of course outlines

- Task A, Instructional Materials: Provision of instructional materials
aligned with the standards and curriculum framework. Indicatons of
achievement are:

* Development, distribution, and promulgation ol instructienal
materials
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-participation of gatckeepers and others influendal in the devel-

OPMENt process

-presentations of instructional materials to educational policy

makers

-pilot programs using instructional materials (with supportive

teacher training programs and materials) accompaniced by eval-

uations (as noted above)

-demonstrations of the use of instructional materials (as above)
¢ Institutional adoption of instructional materials

Task 5. Teacher Education: Establishment of preservice and inservice
educarion programs to devclop teachers” abilitics 1o provide high
quality instruction in the use of the instructional materials in order o
promote attainment of the standards. Tndicators of achievement are:
* Development, distribution, and promulgation of teacher educa-
tion programs
-participation of gatckeepers and others influential in the devel-
Oplﬂcnl Pr()CCSS
-presentations of informarion on teacher education programs
to educational policy makers
-pilot teacher education programs accompanied by evaluations
(as noted above)
-demonstrations of teacher education pragrams (as above)
* [nstitutional adoption of weacher education programs

lask 6. Leadership and Network Training:. Establishment of training
programs to cnhance the capacities of leaders of civic education pro-
grams in program planning, budgeting, nerworking, administration,
implementation, curriculum development, evaluation, and tasks
related to systemic implementation of civic education. Indicators of
achievement are:
* Development, distribution, and pramulgation of leadership and
network training programs
-participation of gatckeepers and others influential in the devel-
OpMEnt process
-presentations of information on training programs to educa-
tional policy makers
-pilot leadership and network training programs accompanied
by evaluations (as noted above)
-demomsirations of feadership and network training programs
{as above)
¢ Institntional adoption of leadership and network rraining pro-
grams

lask 7. Assesoment: Eatablishment of assessment programs to determine
studeni attainment of standards. Indicators of achievement are:
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* Development of assessment programs, procedures, and instru-
ments
-implementation of assessments of the existing stare of student
- k nowledge, skills, and attitudes in civics and government, of
’ pilot programs, etc.
-promulgation of results of assessments
+ Institutionalization of assessment programs
fask 8. Credentialing: Establishment of licensure to insure thar all
. teachers develop the subject matter and pedagogical expertise needed
_ to preparce all students 1o meet the standards. Indicators of achievement
arc:
- + Development of credentialing requirements in civics and govern-
N ment
* Promulgation of requirements
» Adoption of requirements
s Institutionalization of supportive educational programs for
- teachers

Civitas Organization

- Civitas has established primary and secondary sites in the United -
A Srates and international sites in EEN/NIS. A list of these sites follows.
. {Zufted Staces. Principal civie education organizations
L American Federation of Teachers (AF])
Amecrican Political Science Assaciation (APSA]
Center for Civie Fducation (CCE)
Mershon Center and College of Fdueation of The Ohio State
Umiversity
Sacial Studies Development Center of Indiana University (SSDC)
Affiliared civic education organizations of state and local levels
Council for Citizenship Education at Sage College (New York)
Florida Law-Related bducation Association
Classroom Law Project at Lewis and Clark 1aw School (Oregon)
Center for Civie Fducation through Law {Michigan)

i We the Peaple . . . Project of Georgia and Northwestern Georgia
We the People . . . Project of Washington State
We the People . .. Projeet of Hlinois

Boston University (Massachusetis)

Anchorage School District (Alaska)

Pariners in Fducation, Tnc. (Nevada)

Center for Law-Related Fducation, Arizona Bar Foundation




EENINIS. Affiliated civic education organizations at the international
level
Civitas@Bosnia-Herzegovina
Civitas@Croatia !
Crzech Republic: Institute for the Dcvclnph]cnr of Education,
Charles University
Hungary: Civitas-Association for Teaching Civic Knowledge and
Skills
Latvia: Democracy Advancement Center
Paland: Cenicr for Cirizenship Education
Civitas@Republika Srpska i
Russia (East): Sakhalinsk Department of Educaton, Culware, and :
Sport
Russia (West): Association for Civic Education

In addition to the above organizations, Civitas: An International
Civic Education Exchange Program enjoys the active assistance of the
United States Department of Education, the United States Information
Agency, and other Unired States federal agencies.

Products Resulting from the Civitas Program and their Potcntial
for Effective Use

The accomplishments of Civitas are many and diverse in nature.
Civitas has increased the available knowledge about successful educational
exchanges between civie educators in the United States and EEN/NIS
countrics. The array of publications produced to date includes scholarly
analyses and curricula developed for teachers and students. Knowledge
about and skill in curriculum development, teacher education, and
rescarch and evaluation processes in American civic education has been
shared with civic cducators from the EEN/NIS, [nformation on the most
innovative and cffective civic education methadologies and pedagagical
techniques has been exchanged.

Given that Civitas has a history of nearly two years of achicvements,
it seems reasonable to review some of these accomplishments and o
extrapolate from them the nature of the products likely to result from the
continuation of Civitas.

Civic education feaders are being exposed 1o content and teaching
strategies central to high-quality civic education programs. Particularly for
the EEN/NIS participants, exposure to these high-quality civic education
programs is essential to stimulate development of similar programs in
their countrics. American participants have also had their perspectives
deeply enriched by the exchange, as they encounter extremely capable
teachers and scholars, many of whom acred heraically in the recent pastin
the advancement of demacracy in their countries.




Civitas: An International Civie Education Exchange Program
Organizational Chart Yy

Administration

Center for Civic Education

Steering Commitice Internationat Steering Committee
AFT, A .., CCE Directors of alf participating
Mershon, S5DC 7/__\ LS. and FEN/NIS omganizatons

Specialized Task/
Service Providers Allfinked by

AFT, APSA, CCE CIVNETY
Mewshon, SSDDC

bt mmlh

LLS. PrimaryfSecondary Sites EEN/NIS Sites
= CaliforniafQcepan - Parmers  » Crech Republic
= New York!District of
Columbia/Massachusetts - Dartners  w Russia (West)
_;‘ Alaska/Washington ~  Parines - Russia {Fas)
OhiofMichigan ~  [artners - Paland
h IndiznafIlincis - Puartners farvia
- FloridafGeorgia ~«  [ariners we Hungary
CaaliformalAnzona/Nevada -~ furtners e |takwationof onia & |Heepovina
’ Republika $rpska, Croana
EEN/NIS Mini-grant Sites
Belarus, Estonia, [ ithvania, Macedoniz, Romania, Slovakia

Although it is not possible to judge the long-term effects of this stim-
ulation immediately, clearly the civic education programs that have been
developed in all of the participating countries have borne the hallmarks of

- the exchange experience. Not only will the teaching of these participants
be affected for the remainder of their working lives, but their teacher edu-
cation activities and the curricula they develop have been permanently
cnhanced.




Civic education curricula and instructional marerials have been de-
vetoped and are being refined. In every participating country—including
the United States——these materials have the potential to improve civic
education significantly.

Nurmerous reseurce documenis for scholars and teachers have been
published and distributed through the ERIC Clearinghouse for Social
Studies/Sacial Science Education and its Adjunct ERIC Clearinghouse
for International Civic Education. These alfiliated clearinghouses are
located ar the Social Studies Development Ceater of Indiana University,
which is a primary Civitas site. Their publications include Resonrees on
Civic Education for Demacrac y: International Pm;pectnw. Yearbook
Number I and 2. Others include FRIC D: ‘gest: Civic Fducation for Consti-
tutional Democracy: An Duernational Perspective; ERIC Digest: Civie Felu-
cation for Demacracy in latvia: The Pragram of the Demacracy
Advancement Center; ERIC Dige«t: Internet Resources for Civic ducatars;
ERIC Digest: Glabal Trends in Civie Fdweation for Democracy: and ERIC
News Bulletrn an International Creic Edveation. Vhese documents have the
potential to improve social studies and civie education not only in the
entire United States, but clsewhere in the world through the ERIC
system,*

In a unique collaboration, cducators from the Czech Republic,
Hungary, Latvia, Poland, and Russia drafted a comprehensive ser of
lessons for American middle and high school teachers to use. This exeen-
sive dociiment, Camparative 1essons for Demacraey, s being distribuced by
the Center for Civie Fducation and United States and FEN/NIS parters
to teachers throughout their respectis e nations.* Again, the effect of both
the collaborative development madel and the actnal complered marenials
will be extensive.

Further reinforcing the extraordinary potential effect of the program,
articles have been published in professional journals and newsletters
reaching large target audiences. Civic education teaders and 1eachers in
cvery state in the United Stares and in every participating FEN/NIS
have been informed of the program through both regufar and spedial
publications of the participating organizations.

Hlustrarive Fxamples of Clvitas Acervities

All United States and EFN/NIS sites have participatad ina wide
range ol experiences and activities. The kindy ol experiences are histed
below with illustrative examples.

Seminars on }'u'ﬂm)' aned govertiment and site UIsits to _qm'r’rmm'nm/ ittt
tions and public or private sector agencies and organieations nvolved i the
political process. All delegations have panticipated in weminars on the
history, government. and educational svaeme ot thair partner nations.
The tist ol seminars conducted is extensive, and indudes such topies as
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‘T'he History of American Demaocracy

Cooperative Learning and Civic Education

Authentic Assessment and Civic Education

Teaching Civiesand a Constitutional Culuure through Literature

Building Non-Governmental Organizations

Concepts, Principles, and Resources of Civic Education

Russian Government and Politics, with Comparisons with other
MNIS Countries

Constitutional Principles. A Framework

Constitutionalism

The Role of Civic Education in a Democratic Society

Iraining in Evaluaton and Assessment

Internet Training for Civic Educators

|esson and Unit Planning

Law-Related Education

Introduction 1o Teacher Education Reform

Elementary Pducation: Multiculural Influence

Teaching Civie Education: Decision rees

Rescarch on Effective Teaching and Schooling

Teaching Controversial Subjects in Civie Fdueation

Hypermedia Presentation on Models of Civie Fducaton

Demaocracy and Feonomies

in every case, the FEN/NIS delegations visited not only Amencan
federal institutions in Washingron, D.C., including the Congrress and the
Department of Fducation, but also state and local tegislarares and. 1
most cases, state executive and judicial officials. For mstance. the
Funganan delegruion met with the speaker of the Georgia House of Rep-
resentatives. And the Lavian defegation was ivolved ina program with
justices of the Indiana Supreme Court.

Similarly, American delegations have mat with FEN/NLS public offi-
crals. The Hungarian president, the lord mayor of Budapest, the deputy
head of the Constitutional (Supreme) Court, numerous members of par-
liament, including the head of the Constitutional Committee, and many
ather elected ofticials have become patrons of the activities initated
during the exchange program and have met the Florida and Georgla dele-
gates. The Polish parliament has issued an oflicial proclamation endarsing,
the Center for Citizenship Fdudation’s work in Poland and the Ohio and
Michigan delegations have met with parlamentary representatives.,

As a general note on the delegation’s visits, almost Al of the detega-
Gons have induded more than the originally planned number of five par-
ticipants per visit. For instance, one American delegation o Hungary
included sixteen participants and was partiatly wipported by private
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Viisiss to school systems, institutions of higher learn i ng. and erganizations con-
ducting exemplary programs in civics and goverriment education. In every
case, American and EEN/NIS delegacions hawve visited school systems,
institutions of higher learning, and non-govern mental organizations con-
ducting exemplary civies and government programs-—many of which rep-
resent impressive associations of educators. Th ¢ Russian Association for
Civic Education, for instance, is a professional association and an
umbrella organization of member NGOs and i ncludes more than 9,800
members,

The senoul visits are always among the highlights of the trips, as they
permit interactions with students, teachers, and administrators ar various
levels and in various circumstances.

Observation and participation in teacher sraini» g programs and acsivities
involving elementary and secondary students. Almost all of the delegations’
visits have included observation and participation in teacher training pro-
grams. Indeed, the American delegations usua lly were sclected wich an
uaderstanding that workshops and presentat ions would be a central
feature of their visit. The last two and one-half days of the American dele-
gation’s visit 1o the Czech Republic, for instance, were wholly given over
to a “trainer-of-trainers” workshap for educators from throughout the
country. This workshop was so successful that more extensive warkshops
have been scheduled.

The presentations and discussions with elementary and secondary
students have permitted programs and curricula to be viewed under “rel
world” conditions. Even when interpreters are reecessary, these first-hand
observations yield a remarkable amount of informartion and insight.

In the fickl of preservice education, new university-level courses for
civies teachers were developed and included in the curricula of three
Latvian pedagogical universitics. And the Russ ian partnership is devel-
oping similar prescrvice courses of studies for Ru ssian universities.

On-site demonstrations of curricula and pedagog y for educational leaders.
Such demonstrations have been conducted not only in the “laboratorics”
of pedagagical institutions but have also been the foci of the schol visits,
These occur in every case. Increasingly, the Anqerican delegations have
been involved as  presenters  and participants in  tntensive
curricular and pedagogical warkshops of several clays” duration.

Numerous workshops have raken place 1nvolving thousands of
teachers in the EEN/NIS and the United States. In Poland alone, 1,200
teachers have been trained. In Russia, four national workshops have
trained 1,000 teachers. In addition, the Russian partners are, with Amer-
ican assistance, developing a regional inservice training capacity within
Russia for the recertification of teachers that is required every five years.
[n Latvia, more than 2,000 teachers have been trained in divic education
workshaps in regions throughout the country,




Participation in presentations and discussions with public and private sector
community graups. Such community groups are included in nearly every
EEN/NIS visit. They include Junior Achievement; Arizona, Florida, and
Indiana Bar Foundations; Florida State University’s Center for Civic Edu-
cation and Public Service; Rotary Club of Milledgeville (Georgia);
Georgia Council on Economics; Henry County (Indiana) Youth Scrvices
Ceunter; DuPage County (IHlinois) Head Start Program; and Lancaster
(Pennsylvania) Newspapers, Inc. Similar meetings were held by United
States delegations with, for instance, private cultural organizations repre-
senting Bosnian Muslims, Bosnian Croats, and Bosnian Serbs in the
Federation of Bosnia and Herzegovina.

Warking to develop curricular materials in civics and government for use in
their own nations and in the United States. Curriculum development has
occurred in all EEN/NIS delegations in cooperation with American par-
ticipants. For instance, lessons have been developed by the EEN/NIS par-
ticipants for use in schools in both the United States and their own
countries and have been compiled in the volume Comparative Lessons far
Democracy. Ninth grade civics curricula have been developed and dissemi-
nated to every school in Latvia—and both Estenian and Lithuanian civic
educators now wish to join the exchange and te employ the Lawvian cur-
ricular model! for ninth grade civic education curriculum development in
their countries, Civic Education for Demacracy in Latvia: Principles, Prac-
tices, and Resources for Teachers has been published.’

The Crech delegation drafted a preliminary framework for Czech
national standards for civics and government and is adapting and imple-
menting the Project Citizen program on public policy development for
Crech students.®

The Polish Center for Citizenship Education is developing a Nartional
Core Curriculum for Civic Education adopted by the Ministry of Educa-
tion. Their center has also developed more than 100 lesson plans for
clementary schools, with distribution to 6,000 teachers, and more than
140 lesson plans for secondary schools, with 3,000 copies o be distrib-
uted later this year. Thus far more than 55,000 students have received
instruction based on their marerials.

The Hungarian Civitas Association for Teaching Civic Knowledge
and Skills has adapted the We the Peaple . . . The Citizen and the Consti-
rution program and just completed holding a national academic competi-
tion for Hungarian students from throughout the nation hosted by the
president of Hungary.”

Uehitelskaya Gazeta, the teacher’s newspaper published by the Russian
partners that reaches every school in Russia and has a circulation of more
than 200,000 copies, has run at least ten articles and a Civies Supplement
based on the delegation’s American experience. A scope and sequence doc-
ument and an elementary textbook has been developed by Cruzhdanin. In
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addition, Russian and American partners arc collaborating on a 250-page
methods book on teaching civics entitled The Active Classroom.®

Perhaps the most exceptional curricular document being developed
under Civitas is Education for Democratic Citizenship: A Framework
modecled upon the National Standards for Civies and Government hut
intended to be useful in civic education programs in all emerging and
developed democracics. Both the development process and the final
product should be of great benefit to civic educators not only in
EEN/NIS bur also in other parts of the world?

Translations and adaptations regarding American civics and government edu-
cation curricular programs. Although it is recognized that ultimarely each
country's educators must develop their own curricula, translations and
adaptations of American curricular materials can be completed relatively
quickly, implemented in classrooms immediately, and can serve as
resottrees for future curriculum developient. Thus, in almast every case
the EEN/NIS partners have translated and adapted United Stares texts
and programs. For instance, Uchitelskaya (razeta has translated into
Russian and sertalized-——without adaptadion 1o Russian culture—not only
the National Standards for Civics and Government but also the center's We

the People . . . "The Citizen and the Constitution.
The center’s We the Peaple . . . Project Citizen and selections from We
the Peaple . . "The Citizen and the Constitution and Feundarions of

Demacracy: Authority, Privacy. Responsibility, and fustice curricula have
been translated and adapted into Bosnian, Croat, and Serbian versions and
used by more than 12,000 students thus far in Bosnia and Herzeg vina.

As noted above, the Hungarian Civitas Asseciation for Teaching Civic
Knowledge and Skitls has translated and adapred the We the Prople . .
The Citizen and the Constitution text and academic program for Hun-
garian students.

The Crechs have translated the Project Citizen student book and
teacher’s guidce as well as the Nutional Standards for Civies and Gorern-
rment.

The Poles have started a Young Peaple Vore program with 32,000
participants, mock trial competitions, and other law-related education
programs.

The Latvians are starting to develop dieir own adaptation of Project
Clitizen.

Plamiing research and evaluation programs to desermine the cffects of cnvic
education. Fach of the EFN/NIS delegations has engaged in seminars or
extensive discussions regarding civic education research and evaluation.
These are areas of significant interest 1o the international participants, as
there have been few resources devated to them in the pastand there is
much for Americans to share.
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The American partners have assisted EEN/NIS partners in the devel-
opment and implementation of their own evaluation programs. For
example, in Bosnia and Herzegovina, the Pedagogical Institute of Sarajevo
has been assisted by the center in the evaluation of the program being
conducted in the Federation.

[n the evaluations of the National Standurds for Civics and Govern-
ment and the center’'s We the People . . . "I'he Chiizen and the Constitution
conducted by the Russian Association for Civic Education, the teachers
asserted that these publications were very valuable even without adapta-
tion, despite their having been written for an American audience.

Home stays. Nearly every delegation has participated in visits to homes
and home stays that have deepened understandings of the host
cultures.

‘This very abbreviated list shows that Civitas has already produced
extraordinary results, results that huve reached many students, weachers,
scholars, and representatives of governmental and non-governmental
organizations.

Civitas: An International Civie Education Exchange Program is a
very successful collaborative effort that deserves o be supported and
expanded. This continuing exchange program has the potential to create
and maintain a worldwide network that will strengthen education tor
democratic citizenship.”
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CIVIC EDUCATION AND THE ADVANCEMENT
OF DEMOCRACY IN LATVIA

JOHN J. PATRICK AND VALTS SARMA

In 1991, after more thaa fifty-one years of foreign domination and
cxploitation, the Latvian people effectively restored their independent
nation-state. They declared that their sovercign republic was neither a
Saviet-successor state nor a newly independent country. Rather, the -
Republic of Latvia (Latvijus Republika) was free 1o restore the Sarversmne,
the democratic Constitution of 1922, and continue its national develop-
ment, which had been cruelly interrupted in June 1940 by Lawvia's
forcible incorporation into Stalin’s Soviet Union. Latvia’s Parliament
(Sueima) cffectively reasserted its sovereignty, reestablished traditional
national symbols, and restored the Latvian language to primacy instead of
Russian. By September 1991, Lawvia’s sovereignty was recognized by most
countries, and it had been admirtted to the United Nations.

During the 1990s, Latvia has been in transition to democracy in its
government, socicty, and culture, From the outset, Liatvians recognized
that <ivic education for democracy in schools would be a eritical factor in
maximizing opportunities and overcoming obstacles in their long-rerm
cfforts to develop democratic institutions and competencies in a country
emerging from the grip of totalitarian domination. What is the context of
Lawvia’s transition to democracy? How has civic education in schools been
developed to promote Lawvias transition to democracy? And how have
Latvians and Americans cooperated to develop civie education for
democracy in Lavia?

The Context of Latvias Transition to Demeocracy

Larvia is located at the eastern end of the Baltie Sea. in the north-
wastern part of Eurepe. lts neighbor directly o the north is Estonia, and
directly to the south is Lithuania. Belarus and Russia lic w the southeas
and northeast of Latvia. The capital of Larvia is Riga. located at the
Daugava River, where it flows into the Gull of Riga and the Balric Sea
beyond.

The territory of Latvia is small, an area of 64,610 square kilometers
about the size of West Virginia). The population is about 2,500,000 bu




only 1,422,395 (56.6 percent) are Latvians,' Maore than 850,000 people
live in Riga, the capital, but less than 40 percent are Latvians in their
primary language and ethnic identity.? Since 1991, the proportion of
Latvians in Jatvia has jucreased slowly and slightly.

Nearly 4G pereent of the population of Latvia consists of Slavie
peoples (Russians. Belorussians, Ukeainians, and Poles). About 30 percent
are Russians. Thus, Latvians are barely a majority in their centuries-old
homeland, in which they had constituted more than 27 percent of the
population m 19357

T'he existence of Latvia and its culture have been ar risk in maodern
times, especially since World War {1 Between 1940 and the 19805, more
than 150,000 Latvians were expelled from their hameland or killed by
authorities of the Soviet Union; there were mass deporiations to various
paris of Russia and Soviet territories in Central Asia. From June 1940 to
June 1941, tor example, the Soviets execured and deported more than
35,000 people. Immediately after World War 11, from 1945-46, Sovict
autharities deported or killed about 60,000 people.” Further, from March
24 1o March 30, 1949, about 50,000 Larvians were deported and resettled
in various parts of the Seviet Uinten, induding forced labor camps in
Siberia®

Soviet authorities replaced the murdered and depored Latvians with
Russian, Belorussian, and Ukrainian setders. In addition, ihey subordi-
nated or repressed the language and heritage of Latvians, who were foreed
to conform to the Russian culture, Thus, policies of an alien regime based
in Moscow, the government of the LSS R, [‘ll’()fﬂlll‘l(“}' ch.mgcd the
demographic and cultnal composition of Tatvia and produced the
vorrent sivtadion wherein Lanvians are aslim majority in their homeland.
According to political scientisi Juris Dreifelds, "The Latvian nation was
moving inexorably toward that peint where nattonal dissolution could
become irreversible.™

Since 1991, Lavians have joylully and emphatically acted o revene
the fifty-vear Sovict led assault on their culture and nationhoed. They
have restored long-suppressed symbals of sovereignoy, such as their
national flag, anthem, insignia, and constitution. Adopted Febiaary 15,
1922, the restored Satrerome proclaiimed in Section 1, “Lawvia shall be an
independent and demaocratic Republic.™ Further. this opening part of the
1922 constitution declares, *'The sovercign power of the Latvian State
shall betong to the People (Tarera) of Lawvia® (the Tatvian folk).* Govern-
ment by consent of the governed (popular sovereignty] and democratic
republicanism are proclaimed principles of the basic law of the land, as is
a commitment to preserve the Tatvian heritage, the cubture of the Tauta,
in response 1o the ever-present threat of Russian cultural and political
influence. Latvias Declaration of Sovercignty in 1989 asseited that the
territory of the Latvian Republic is the "only place on cardy where the




Latvian nation can fully exercise its right to statchood and develop
without hindrance the Latvian language, national culture, and economy.™

The restored 1922 constitution provides a parliamentary system of
representative government that is accountable directly ta the cirizens.
Central characteristics of the government, rooted in the Satversme and
recently enacted legistation, are listed below.

A onc-house legislature (Szefma) with onc-hundred members
clecied by the citirens for a three-year term of office

A state president clected by the legislature for a three-year term of
office

A prime minister nominated by the state president and approved by
a ragjority of the legislature

A cabinet, consisting; of the heads of tvelve government ministrics,
selected by the prime minister and approved by a majority of the
fegistature (neither the prime minister nor the other minisiers of the
cabinet are required 10 be members of the legislature}

+ A judiciary. consisting of a three-tier court system (district courts,
rc‘ginn.ll courts, and the Supreme Court), with judges apprm‘cd by
the legislature and not subject to dismissal against thair will until
reaching 4 retirement age set by laws in 1996 the Saeimd enacted
legislation to establish a Constitutional Cours with authority to
review the fegality of governmental actions

« An clectorate consisting, of all Latvian citizens v ho have reached
cighteen vears of age™

The Sattersme distributes the powers of government among execi-
give. legidative, and judicial branches. Bt the Saeoma. the legishaive
branch or Darliament, s definitely supreme. The [egistature selects the
state president and members of the judiciary, And wapproves or rejects
nominations to key exceutive offices, such as the offices of prime minister
and the ministers of the cabinet.”

The primary check upon the wer of Parliament comes from the -
izens. In their roles as voters an iiioners, the dtizens of Tatvia can
determine the compasition and E;L‘Elk‘l'-ll direction of lmlir_\' lll.lkillg in
their Parliament. So the tegular tiennial parliamentary dection is a
defining event of Lavian conditutional democracy.

Patliamentaty clections must take place on the lirt Sunday of
October and the preceding Saturday Citizens vote for Tists ol candidates
prc-;cnn:d by the compeiing, pnlitic:ll paTiics, and candidates are elected
on the basis of proportional representation. An clectoral it must recene
at feast 5 pereent of all votes cast to gain representation in the Parliament.
In this system, the deputies do not representa specific terntory and their
acconntabiling is only 1o the members of therr pany. Thus, dinizens vote
for a party list, not for a spedilic doputy.”
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Since the fall of the Saviet Union and the cffective restoration of
Latvian independence in 1991, the implementation of the constitution of
1922 has yielded genuine, if incomplete, democratic governance. The first
criterion by which political theorists determine the authentic practice of
demacracy is the conduct of free, fair, open, and contested elections of the
people’s representatives in government. A second criterion, closely related
to the first, is that freedom of expression, assembly, and association are
constitutionally guaranteed and genuinely practiced. A third criterion is
that suffrage should be broadly inclusive of the country’s population, so
thar virwally all the aduli population is cligible 10 vote in public elections
of governmental representatives. '

By the threc criteria stated above, which constitute 2 minimal defini-
tion of demozratic government, Latvia has performed satisfactorily if not
perfectly. Since 1991, there have been two pardiamentary clections (1993
and 1995} followed by two presidential clections (1993 and 1996). In
cach case, the election was free, fair, and competitive. fnformation was
frecly communicated through an independent mass media. Several polit-
ical partics competed for clection to the Parliament; for example, twenty-
three party lists competed in the 1993 clection and nincteen in the 1995
clection. Further, large majorities of eligible voters participated in the two
parliamentary clections of the 1990s, 89 percent in 1993 and 72 percent
in 1995." Finally, a group of international observers of the QOrganization
for Sccurity and Cooperation in Furope <ertified that the election of 1995
was “free and fair."'* However, the election observers also noted critically
that many adults residing in Latvia are nor cligible 1o vote hecause they do
not qualify to be citizens.

Latvia has passed an acid test of democratic development. This test
requires that in order to be an authentic democracy, a country must make
two consecutive peaceful, lawful, and orderly changes of government by
frec, fair, and contested public elections.” Another parliamentary clection
is scheduled to occur in the autumn of 1998,

"The 1990s parliamentary and presidential clections in Latvia indica.e
thar the prospects for demncracy are good. There is robust rivalry among
several political parties, which compete frecly and fairly for public
support. There is sufficient, if not exemplary, political interest and partic-
ipation among citizens. And there is an emerging civil socicty that offers
opportunities for citizens to acquire the skills and dispositions of demoe-
ratic behavior through participation in non-governmental organizations
that “seck to defend human rights, promote cconomic initiative and
development, prevent environmental degradation, and provide social
ass.stance to some of Latvia’s most vulnemble groups, such as children.™
According to political scientist Juris Dreifelds, “In Laivia the key indiea-
tors of a democratic state have been put in place.™




Ohbstacles and challenges to democracy remain, however, stemming
from the totalitarian legacy of Soviet rule. Many Latvians have had listle
opportunity to develop the resources necessary for effective democratic
participation. A few years of freedom have not provided sufficient time to
undo the damage of fifty years of totalitarian tyranny. Further, there is the
problem of how to justly and practically include or otherwise deal wich
the sizable Slavic cthnic groups that came to Latvia by command of Soviet
authc ities. Most of these people are not citizens and thereby are unable
to vate or otherwise participate fully in the political and civic life of
{atvia.

At present, the total number of registered aliens and stateless persons
in Latvia is approximately 720,000, nearly 30 percent of the population.
‘The number of citizens is approximately 1,770,000 of which 79 percent
are Latvians in their primary language and cthnic identity. The remaining
21 percent are members of more than ten minority cthnic groups,
including Russians (288,217), Belorussians (20,765), and Poles (8,390)."

Any cthnically non-lLatvian person who is descended from people
living in Lawvia before 1940 automatically is a citizen of Latvia today. And
non-fatvian residents of Latvia may become nawralized citizens if they
satisfy certain reasonable requirements, such as learning the [atvian lan-
guage and history and pledging allqjmncc to the constitution and the
Republic.” However, the continued existence in Fatvia of a pmpnrnnn.nlly
large population of non-Latvians, who do not become citizens cither by
choice or exclusion, 15 a political problem that could threaten or impede
the consalidarion of Latvian democracy in the twenty-first century.

The possibilities for democracy in Latvia appear to be greater than the
abstacles. Latvians increasingly desire to become part of the West and to
seck security and prosperity through membership in European transna-
tional institutions. To achieve this objective, Latvia must continuc its
transition to democracy, which involves accommodating non-lLatvian
ethnic groups in their desires to enjoy equality in the rights and responsi-
bilities of citizenship. If Latvia cannot satisfactorily integrate or otherwise
accommodate its Slavic minority groups, then it will not meet the stan-
dards of liheral or civic democracy required for membership in Furopean
institutions and full acceprance among the constitutional democracies of

the West,

Civde Lelucation in Latvids Transition to Demacracy

Throughout the 1990s, Latvians have used civie education in their
schools to advance their country’s transition to democracy and strengthen
its links to Burope and the West. The Democracy Advancement Center
(DAC)Y 1s Latvias IL.uhn{_, civic education organization. Located at the
Ministry of Education in Riga, it is a non-governmental organization




dedicated to developing materials and methods for teaching democratic
citizenship and governance. Since 1995, the center has been a pantner of
the Social Studies Development Center of Indiana University in Civitas:
An International Civic Education Exchange Program. What were the
arigins of the Demacracy Advancement Center, and what has it achieved?

Recognizing the close connection hetween well-educated citizens and
democraric well being, many Lamvians have decided that reform of the
curricula and teaching methaods of their schools is at least as important as
restoring their constitution of 1922 and reconstructing their political
systeni. As a result, they have acted quickly to replace Soviet-era courses
on citizenship with new reaching materials and methods apprapriate for
citizenship in a genuine constitutional democracy. They looked to the
West for help, which came initially from the World Federation of Free
Latvians, an international organization that nurtured the spirit of national
independence and liberry during the long and harsh Saviet occupation of
their homeland.

The Demuocracy Advancement Center was founded in 1993 with
suppore from the American {awvian Association, a component of the
World Federation of Free Latvians, Rusins Albertins, a retired Amoco
chemical rescarch engineer living in Napervitle, lihnois, was the catalyst.
e lefit Tatvia in 1944, when his f.unily sotght (reedom and opportunmiy
in the West, After the restoration of Lavvtan independence in the 1990,
Alberting vonved to return 1o his former homeland in the cause of educa-
ton for democratic citizenship. Albertins organized DAC and recruited a
dynamic, indigenons staft led by Guntars Calaks, a teacher at Draudzina
Gymnasia in Riga. Funds to support DAC were granted by the National
Fndowment for Democracy, an apeney of the [ederal government of the
United States. Catlaks served as dirccror of DAC from 1994 unail
November 1997, when he took a position at the Soros Foundation Office
in Riga. The current PAC direcror is Vahts Sarma, who assisted Catlaks
while also serving as principal of the Sala Primary School in jurmala.

Since 1994, the Democracy Advancement Center has designed and
developed materials tor 4 new course in civie education at the cighth and
ninth grades. Keyv ideas about the subject mattern teaching methods, and
intended tarners of the new ¢vic education program are discussed below.

The course’s content cmph.v«i!cs the interactions between ctizens and
their constitutional government. Theee are lessons on the Lanvian consu-

tution, hnstitutions of government. and rights and responsibilities of cid-
rens. But civic education also involves the seciety in which government
functions; thus there are lessons on the family, cducational institutions,
soctal groups, and the cconomy. In particular, the relationship ol ¢ivil
sociciy to democratic governance is stressed, because there can be no
democratic governance if the sodiety in general is not democratic. Finally,
there are lessons on international relations so that D accian adzens will




understand how they are connected to various regions and peoples of the
world.

The method of teaching used in this new curriculum emphasizes
active learning instead of the passive reception of information. Lessons
require students ro acquire and apply information and ideas rather than
merely receive and repeat them. They are challenged to use higher-level
cognitive operations nvolved in the organization, interpretation, and
evaluation of subject matter. Various kinds of group work, such as role
playing exercises, simulations, and pelitical problem-solving tasks, are
used to teach skills of democratic participation and decision making.
These active teaching methods are most comparible with the educational
goal of developing knowledge and skills necessary for effective and
responstble citizenship in a constitutional demacracy. In the development
of curricula and instructonal materials, DDAC recognizes that intellectual
and participatory skills and processes are inseparable from particular
knowledge and that some ideas and facts are more signilicant o valuable
than others. Thus, their classroom lessans conjoin basic content on prm-
ciples and practices of democracy with fundamental cognitive and partici-
patory processes and kills to enable students to Tearn content and
processes simultancously.

[tis fundamentally important to emphasize civic education in the
primary schools, Ideally, teaching and learning civies begins in the carliest
grades so that «Lildren acquire a firm toundation of knowledge about
democracy and ciizenship, DAC stafl is actively involved in promoting
democratic civie education in the fower-primary grades. Given limited
resources, however, DAC decided that the greatese eifect conld be
achicved by concentrating s effores at the upper-primare kevel grades
ctght and nine. At this poing 2 formal course i dvice education conld be
required of Jl Nifteen- and sixteen-vear-old students, therehy exposing
them 1o the knowledge and <kills of democratic catizcenship before they
finish compulory schooling.

The educational ideas deseribed above hase guided the develapmen
of all curriculas macerials published by DAC T hese materials indude a
teacher handbook on dvies, a student warkbook on civies, o textbook for
ninth-grade students of avics, and a4 book on democratic teaching
methode Theve marertals are used shronghou Latviain reachar educanian
workshops and dlasstooms, [n 1996, the civies textbook was muade avail-
able to all ninth grade studenis iy Lanvia, Developers of this divies seni-
book indude Gunars Catlaks, Valis Sarma, Alja Tuoa, Gine Apals. and
Vija Rudina. Materials developed by DAC are publishad in Fanvan and
ussian to reach the masimam nomber of teachers and audents in
Lavia

Fron the begtnning, DAC st members comsidered the aducation of

teachers o cotical component of thar wark. Unlos taachon andorsand




the content and pedagogy of civic education for democracy, PDAC
mission will be unfulfilled. Thus, since 1994, DAC has conducted more
than two hundred seminars and workshops for teachers in schools
throughout Latvia. More than two thousand teachers have participated in
these programs, which are based on the lessons and tecaching methods of
the teacher handbook and student workbook published by DAC.

A complementary component of teacher training for civic educarion
has been directed 1o preservice education at colleges and universities. In
1994, a special one-semester course in civics was developed by a member
of DAC, Professor Arijs Orlovskis, for st Zents at Licpaja Pedagogical
University. In 1995, Professor Liesma Lapina of the Riga Academy of
Pedagogy instituted a one-semester course in civics for students preparing
1o be treachers. In 1996, this course in civies for the education of teachers
was offered for the first time at Daugavpils Pedagogical College under the
dircction of Professor Irena Salenicce. Thus, as of 1996, civic education
had become part of teacher education ar three major pedagogical institu-
tons in Latvia. DAC will attempt to influence other teacher education
institutions in Latvia to include civic education in their curricula.

In its short life, since 1993, DAC has been very productive in pro-
moting civic education for democracy in Latvia. lts mission, though well
begun, is far from finished. Present and future challenges include further
promotion and development throughout Latvian sacicty of the knowl-
edge, skills, and atritudes that are necessary for effective and responsible
citizenship in the constitutional democracy of the Republic of Tawvia.

DACT buernational Partnerships: Cross-Cultwal Achierements and Lessons

From its inception, the Democracy Advancement Center has been
involved in international and cross-cultural relationships, especially with
agencies and colleagues from dhe United States. DAC staff and associaies
have traveled 1o the United States to work with civic educators at the
Social Studies Development Center of Indiana University, directed by
John J. Patrick; the Center for Civie Education in Calabasas, California,
directed by Charles M. Quigley: and the Coundil for Citizenship Educa-
tion of Russell Sage College, direcred by Stephen Schechter. The civie
education experiences of Latvians in the United States have been wup-
ported by the United States Information Agency (USIAY and the Uniied
States Department of Edacation.

DAC is a member of Civitas: An International Civie Educatan
Fxchange Program coordinated by the Center for Civie Education and
funded by the United States Department of Education with support from
the USTA and its United States Information Service (USES) offices in
former communist countries of Central and Fastern Europe. In particular
the USIS personnel in Riga, Latvia, have been very supportive of DAC
and have aided its work in many ways, They have been especially helpful
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in cnabling scholars and educators from the United States ta conducr
activities practically and effectively in partnership with DAC and other
Latvian colleagues. The USIS personnel have provided simultancous
bilingual wranslations to enable meaningful discussions of ideas between
Americans and Latvians, guidance in avoiding cultural insensitivity and
confliet, books and documents on Latvian history and government, and
the use of mecting rooms ar the American Center in Riga to conduct
various kinds of civic cducation meetings and workshops.

‘The USIS personnel in Riga have greatly assisted the Social Studies
Development Center (SSDC) of [ndiana University in its collaboration
with the DAC. This partnership of Latvias DAC and Indiana University's
SSDC is a component of Civitas: An International Civie Education
Exchange Program. SSDC, led by John Patrick and Robert Leming, is the
primary American site in the Civitas program partnership with DAC. The
secondary American site is the We the Peaple . . . program of Hlinois led by
Parton Feichter and Alice Horsuman. The American primary and sec-
ondary site feaders have organized exchange programs involving visits by
Latvian civic educators to lndiana and Hlinois and visits by their Amer-
ican counterparts to Lavia. Americans and Latvians have enhanced one
another’s capacities as <ivic educators through jeint participation in semi-
nars, workshops, classroom observations and demonstrations, curniculum
development activities, and cobtural enrichment activities. Further, since
1995, John Patrick fas been a consultant for DAC in s curriculum
development and teacher training activities.

In 1997, DAC and SSDC j()lnll" developed and published a book for
civies teachers in Lawvia: Pilsoniska leglitiba Desnocratijar Lagvija: Pamat-
jedzieni, Prakse. Uczinue Materiali Skolotajiens (Civie Fueation for Democ-
racy in Latvia: Prinerples, Practices. and Resources for leachers). The book's
developers were Guartars Cadaks, formerty head of DAC, Daina Bara,
professor of palitical science at the University of Lania, and John J.

Yatrick. Published in the Lawvian language. this book includes key docu-
ments on governiment, law, and citizenship plus guides to resources in
fihraries, archives, and on the World Wide Web or Internet, 1t also con-
tains short essays by Catlaks, Bara, Patrick and others on principles and
practices of civie education and democracy. This book is designed for use
in professional development workshops and preservice teacher education
programs in Lanvia.

The Latvian participants in Civitas have collaborated with ies Amer-
tcan partner, SSDC, to develop lessons an dhe constitution and parlia-
mentary demacracy of Latvia. These lessons have been made available o
Amecrican high school studentcand wachers of government. They enable
Americans to compare their democratic institutions with those ot another
country.
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In addition to its American partnerships, DAC has caoperated since
1995 with various European organizations, such as the Institute of Cur-
riculum Development at Enschede, Netherlands. Using Dutch examples,
teaching materials in social studics have been developed and tried our in
twenty schools. Civie educators from other European countries such as
Poland, Estonia, the United Kingdom, Lithuania, and Russia have also
cooperated with DAC, Finally, DAC has participated in the PHARE
Democracy Program of the Council of Europe.

DAC’s international partnerships have taught participants important
cross-cultural lessons about reciprocity, murual understanding, cultural
diversity, and human commonality. Both Latvians and Americans in
Civitas: An International Civic Education Exchange Program have
leatned the benefits of a two-way flow of knowledge and opinions about
democracy and civic cducation. Latvian participants in Civitas, for
example, have learned the American perspective on constittional limits
in democracy that protect rights of individuals and minority groups
against the threat of the tyranny of the (democratic) majority. By contrase,
Americans have learned the Lawian perspeciive on parliamentary democ-
racy, which strongly emphasizes participation by citizens to hold the gov-
ernment accountable to the country’s civic standards. This kind of
exchange enrichs understanding of viable cultural variations on the
principles and practices of demacracy. The exchange of knowledge and
opinions has also generated classroom lessons that reach Latvian students
the principle of constitutionalism in democratic governance more effee-
tively and that illuminate for American students parliamentary and
participatory alternatives to their own democratic traditions.

Civitas, through its emphasis on cross-cubtaral reciprocity. enhances
mutual understanding and respect for polideal and civic diversity among
American and Latvian participants. But it also increases their appreciation
of human commonality. Both Americans and Latwvians in Civitas have
become more aware of their common need across culiures for government
by consent of the governed as the surest means o their common desire for
liberty.
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EDUC+TION FOR
DEMOCRATIC CITIZENSHIP
IN POLAND

RICHA (13 C. REMY AND JACEK STRZENMIECZNY

Poland presents an imporrant. complex, and rapidly changing serting for
building civic education for democracy. With 38,600,000 people, it is the
largest nation in Central Furope. Geographically, it stands at a crossroads
of Europe, and at the same time it has strong historical and contemporary
tics to Western Europe and North America. Feonomically. the nation has
quickly embraced market economics and boasts ane of the fastest growing
cconomics in Europe. Politically, since 1989 Poland has managed to hold
successive rounds of free elections at national and local levels, and in May
1997 Polish citizens approved 0 modern, Tiberal constitution through
popular referendum. At the same rime, the legacies of communism and
Poland’s more distant history remain and continue to pose significant
challenges for civic education and demaocratic consolidation.

Since the Roundrable talks and subseq. oot June 1989 clections that
signaled the end of communist rule in Poland, a number of ¢ivie educa-
tion reform projects have been making contributions o the democratiza-
tion process. For example, the Fducation for Democracy Foundation was
created as the result of long-term cooperation between the American Fed-
cration of Teachers and the Solidarity-sponsored Independent Education
Group, an underground organization of the 1980s. The loundation con-
ducts training for teacher trade unionists as well as other teachers and
students and has published dosens of booklets written by both Polish and
American authors on such topics as decision making. negotiation, conflict
resolution, and group orpanization.

This article analyzes the largest, most comprehensive civie education
project undertiken 1o date, Fducation for Democratic Citizenship in
Poland (EDCE). EDCP was created in carly 1991 at the request of the
Polish Ministry of Fducation as a cooperative effori of the Mershon
Center, The Ohio Stawe University, and the minisory In May 1994 the
Center for Citizenship Education in Waraw—an independent, non-par-
tisant NGO (non-governmental organization) - was created to sneceed
the ministry as the major Polish actor and motivating torcs of FDCPE In




1995 EDCP became a participant in Civitas: An International Civic Edu-
cation txchange Program. The co-authors of this article initiated EDCP
and serve as co-dircctors.! Descriptions of EDCP’s creation and key
assumptions, summaries of its major activities, and briefassessments of its
cffect on civic education in Poland follow.

The Conrext of Civic Fducation Reform

The contexi for building civic education mn Poland today is defined
by the turbulent history of Poland in the nineteenth and twentieth cen-
turies, the structure of the Polish educational system inherited from the
communist cra, and new issues resulting from the country’s rapidly
changing circumstances following the collapse of communism in 1989.

The historical legacy. Between 1772 and 1795 Poland was erased from the
map of Europce as Austria, Russia, and Prussia partitioned the country
among themsclves, This situation continued until 1918. Although the
experience in cach of these partitions differed, the “majority of contempo-
rary Poles are the descendants of {Poles whe were] Russian subjects.” The
Russians enforced passivity; “under the Russian rule Poles had no chance
whatseaver of palitical self-organization and very limited opportunity for
economic activity.”™ Andrzej Janowski, the Deputy Minister of Education
in Peiand’s first noncommunist government in antumn 1989, recently
concluded that these ninereenth-century influences have "proved o be
very persistent.”™

After a bricf period of independence during the interwar years
{1919-1939), Poland suffered from six years of Nazi brutality followed by
nearly half a century of Sovier supported communist domination.®
Andrzej Korbofiski aiplains “that Peland in the 19705 and 1980s was
characterized by the predeminance of private values and virtues at the
expense of public ones . . . this was a reaction 1o Stalinism . . . which two
decades carlier had managed cffectively 1o destroy and atomize the public
sphere.™ A key legacy of communist rule in Poland remains widespread
alienation towards public life and serious underdevelopment of “public
virtues”—that constellation of attitudes and values related to people’s
ability to work together and participate effectively in the political system
and civil society.

Reficcting on his efforts 1o initiate civie education reform since 1989,
former Minister Janowski concludes,

Nearly half 2 century of rotahicanian nle, wopether with the complex expenence of
the last few centuries. have marked Palish socicry |with the tollowing Jiaraceris
tics: the pereeption that socety i divided] into “we-ordinary, decent people” and
“they-in power,” la] poor awarencas of the need for Iepal oeder Land the beliet dha
the legal sysiem o foe ‘thens,” whereas “ardinary people’ shauld fearn o bypas
the Liw, Lind ang snsilhingness . o welf-organize i the e ol sharcdl proap
interests accompanied by a bick of organizanonat kall
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1he Polish educational system. Under communism the main features of the
Polish school system were uniformity and centralization through the
national ministry. Educational goals were uniform across all schools,
aimed at “creating a good, socially minded member of a ‘classless, egali-
tarian, and collective’ society,” and were to be achieved through a uniform
curriculum for all schools of a given type.” T'here were uniform texthooks
for every subject at every grade level, and students across Poland were to
master the same knowledge. In theory, parents and lacal authorities were
1o have almost no influence over the schoals and the education of their
children.

As for daily classroom practice, Barbara Malak-Minkiewicz notes,
“The model of communist pedagogy, with slogans of progressivism
notwithstanding, had much in common with the traditional, authori-
tarian model of the Eastern European school of the past.™ Thus, students
were expected to be obedient ta the teacher, not ask challenging ques-
tions. and memaorize as much factual informacion as possible. Survey data
from the time clearly show that students and parents tmore than 80
percent in most surveys) perceived schoni as a closed, hostile environment
where interesting subjects were not discussed and the well-being of the
student depended totally on the whims of the teacher.”

During the communist years, teacher education became toally
dependent upon Soviet pedagogy and was used at the univensities, teacher
colleges, and other teacher training institutions “as an instrument of
indoctrination and a tool of political selection by the communia
regime.”" This teacher education agenda was combined with the wide-
spread appointment of school administrators based on political grounds.
Thus, in 1989 educational reformers inherited a system with no class-
room instructional materials on democracy and market cconomics,
teachers with little or no understanding of democracy and no training in
appropriate pedagogical technigues, teacher educators who themselves
were ill-equipped to teach about self-government, and educational
administrators with no professional training and litde understanding of
the implications of democracy for the operation of schoals.,

Reform efforts, however, were given some impetus by fegislation
drafted by the first non-communist government and passed by Parliament
in 1997 as the Educational System Act.” The act coded the state
monaepoly on education and emvisioned 2 major decentralizaton of deci-
sion-making and educational activities that has now been implemented.
Further, the act emphasized student rights and gave local authorities the
right to control their own schools, parents access to their sehools through
participation in school councils, and students the chance 1o participate in
authentic student self-government.




New civic education challenges. As Poland moves toward democratic con-
soltdation several new challenges for civie education have arisen alongside
those inherited from the past. First is the need for intensive attention to
cducation on constitutionalism and Yoland's new constitution. The new
constitution was marrowly approved by a low wirnout of voters in 1997.9
Constitutional scholar Tomasz Merta notes that the referendum process
was highly politicized and missed a significant opportunity 1o educate the
public about the fundamental importance of such a document for consti-
rutional government.™ There is a pressing need to teach young people not
only abaut the new document itself but also about the eritical importance
of constitutionalism and citiven participation in the rule of faw for the
future of Polish democracy.

Sccond, educational reform started by the Education System Act in
1991 has moved ahead in a very piccemeal fashion. Local government
officials are eager 1o assert their new authority to govern schools, but they
have little understanding of the key rale schools can play in education for
demaocracy and fittle experience regarding whart they can do as edecational
policy-makers to promote this role. Civic education presents an opportti-
nity to give educational reform in Poland significant new impetus. Civie
education curricuta presendy being developed and disseminated embody
democratic content, skills, and pedagogical techniques chat can open
classreom and school climates and empower both teachers and students
with participatory competencies. The newly empowered local govern-
ments are in an ideal position to support the use of these new programs in
their schools, and they have already demonstrated considerable interest in
doing so.

Finally, Poland’s invitation to join NATO, eventual membership in
the European Community, and growing participation in the global
cconomy means educators need to address thoughtfully difficult concep-
tual questions regarding the central focus and purpose of Folish civic edu-
cation, To what extent, for example, should Pohish civie education be
synchronized with l-'umpc;m ar other western standards? Tow much
cmphasis should he gien to "universal” as uppnud to "mational” values
and traditions? Can civic education programs in a country that was state-
less for more than a century find ways te rekindle national ide 'ntity and
patriotism while simaltancously preparing studenss for the global future?
[n a nation starting with @ near el e in modern cvic
education, these are not merely academic questions.

1he Praject: Education for Democratic Citizenship in Poland (FDCP)

EDCP exemplifies a cooperative method for promoeting civic educa-
tion for democracy in post-communist socicties. 1t is based upon devel-
oping partnerships between organizations fram both donor and recipient




countries in order to achieve clearly specified goals." This approach stands
ir contrast to top down, “institutionalist” approaches where United States
government or foundation moncy is given to American organizations to
carry out projects overseas or philanthropic, “localist”™ approaches that
give moncy directly 1o pessonnel and organizations in the post-commu-
nist socicty. The cooperative model “assumes that, as the oldest constitu-
tional democracy, the United States has more to contribute to
post-communist socicties than just dollars.™* This approach requires a
long-term relationship that is built on commitment, trus, and mutial
effort ta make cooperation a real priosity in plinning and fund-raising.

Praject aviging and goals, FEDCP began in February 1991 when Richard
Remy visited Poland at the request of Jacek Strzemicezny, then director of
teacher training for the Ministry of Education, to consult with offictals on
the possibilities for dvie education in Poland. At the time, the minisiry
had identified civie education as onc of the top educational priorities in
Paland. By spring 1991, a long term plan for FDCP had been devised by
Lemy in ddose callaboration with Palish colleagues, and efforts to secure
funds to implement the plan were underway.” In August 1991, D E.
Gardon Gee, then president of The Ohia State Universtty, visited Poland
and formally initated EDCP when he prcscnud A proclamation to the
Minister of Fducation piedging the university’s commitment 1o the effore.
‘The original plan set furth the following fong-term guals, which sull
define the major purpose of our collaborative work:

* 1o enhance the capacity of Polish educators to develop thair own
civic education proprams in the future;

to use Amencan expertise and resources in civic education o help
Polish educators meet immediare necds they have identified;

¢ to cortribute to a natiomal dialogue among Polish weachers, educa-
tional Teaders, and university scholars on democratic citizenship and
civie education;

to build strong and continuing linkages between leading civie edu-
cators in the United States and Polands and

to mstitutionalize dvic education in all schools in Poland during the
next decade.”

FDCP institutional partners. he Ohio State University's Mershon Center
and College of Fducation are the American partners in FDCR The
Mershon Center is an interdisciplinary organization concerned wuh
research and education on national securtty, construed broadly 1o include
such problems as democratization, cconomic development, political
culture, and conflict recolution. Since 1994 the Polish partner has heen
the Center far Citizenship Fducation (CCF)Y in Warsaw, COF was created
Js an inﬁlc;wndcnt hon governmental organization i 1999 by Jacek
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Strzemieczny when he left the Ministry of Education to continue the
work started by EDCP and 1o initiate new civic education proiects.?
CCE has its central office in Warsaw and works closely with a network of
teachers across Poland and affiliated centers in Krakow, Wroclaw, and
Olsztyn.”? Recently, CCE has been responding to requests to apply the
expertise it has developed through EDCP to assist with civic education
initiatives in other Eastern European countries such as Lithuania,
Romania, and Bulgaria.

The relationship between the Polish and American partners in EDCP
is synergistic and complementary. The partners work together to plan,
raisc money, and canduct EDCP projects that promote their five
common goals. Concurrently, both partners engage in separate educa-
tional activities while maintaining close contact as they look for new
oppartunities to promote their common EDCP agenda. The most recent
opportunity came with the chance to participare in Civias: An Interna-
tional Civic Education Exchange Program. In 1995 the EDCP partners
were able to bring hard-earned expertise to the new Civitas program while
henefiting enormously from Civitas funding for exchange activities as well
as from the chance to work with the other American and European
Civitas partners.

Funding for EDCP prajects. At the start of FDCP the Polish Ministry of
Education covered in-country expenses far Polish and American paruci-
pants. For its part, the Mershon Ceuter pledged 1o secure American (inan-
cial support for EDCP No agency was able or willing to provide the funds
needed to undertake simultancously all the projects proposed in EDCPs
original plan. Hence, we sought funding from different sources for cach
project and proceeded as bese we could with the resources available 1o us
atany piven time.,

‘The United States Information Agency, the Nationat Endowment for
Democracy, and the Pew Charitable Trusts have been the major American
sources of financial support for EDCP projects. In addition, the Mershon
Center has provided financial support through graduare research assis-
tants, secretarial staff, computer word processing, travel expenses, and
office and conference facilitics.

The Stefan Batory Foundation in Poland, the Furapean Community.
and most recently Polish local government authorities have also con-
tributed financial support for EDCP projecis. In addition, the Narional
Inservice Teacher Training Center, an independent agency within the
Palish system of teacher education overscen by the Ministry of Education,
has provided invaluable technical support in Poland including assistance
with the publication of EDCP instructional products.
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Curricultem Development Activities

EDCP assumes that the preparation of conceprually sophisticated,
casy-to-use instructional materials with interactive strategies is an
absolutely necessary, if not totally sufficient, condition for building civic
cducation ir Poland. Further, the instructional materials arc likely to help
students learn democratic ideas and skills and increase the knowledge and
skills of the teachers using the materials. Elliot Eisner, a notable cur-
riculum theorist, calls this process amplificatior. He explains, “The major
function of creative curriculum materials is to amplify the teacher’s skills,
not to canstrain them. ... Amplification contains the idea that good cur-
riculum development not only teaches studems, it helps the teachers learn
as well."?

Creating instructional materials to achieve amplification has been
especially important in Poland where teachers are untrained and inexperi-
enced with civic education and lack support services for civic education in
their schools. With this assumption in mind, our strategy was not ro wait
for the next generation of teachers who might or might noer bhe betier
cquipped to teach about democracy, but rather 1o cducaie the teachers
already in place through the materials we created for their studenis and
through inservice professional development workshops.

A complex array of classroom lessons and suppordng marerials for
teachers and students have been developed by EDCP and by CCE alone
to complement the EDCP products. At the heart of these curriculum
praducts are a primary school course, Citizenship Fducation: fesson
Seenarios, and a secondary school course, {aw and Civic Education: {esson
Scenavios for Secondary Schools.

Currienlum guide for civic education. EDCP's first project was the develop-
ment of a curriculum guide package for civic education in primary and
sccondary schools.® The guide was developed by a group of Polish
teachers working in Poland with the assistance of American and Polish
consultanis and was published in September 1993

In Poland, the road from developing a schaol curriculum to ity imple-
mentation faces three barriers: a legal barrier; only curricula officially
aceepted by appropriate educational authorities may be used in schools; a
financial barriers teachers must be paid for waching additional courses;
and a professional barricr: teachers need o be trained in the content and
pedagogy of new matenals. Of course, the developient of new materiaky
and subsequent teacher training costs additional money.

The plan for civic education as set forth in the EDCP curricutum
guide was accepred by the Ministry of Education as an aliernative cur-
riculum for the pre-1989 course of study in Polish schools called "Knowl-
edge about Society.” This approval, however, did not require the ministry
or local education authatities to provide funds for implementing the new




curriculum plan. The approval only previded formal grounds for incorpo-
rating sclected parts of the new curriculum into the existing social science
courses or, if sufficient funds were found, for introducing a new course in
its entirety. ‘The official acceptance, however, did enable us to begin talks
with authorities, passible sponsars, teachers, and other educators about
the actual introduction of civic education into schoals. The curriculum
guide aiso stimulated interest among the more ambitious and active
teachers of social sciences and served to alert them thar 2 project to create
new materials was underway.

Primmary school civies course. Eight Polish educarors in residence at the
Mershon Center from Seprember 1992 1o February 1992 devcluped dralt
lessons for Civie Education: { eson Scenarios, for primary schools (grades
seven and eight).™ Field-tesiing, eritical review, editing, and some addi-
tional lesson development was then completed in Poland. The fin
edition of the course published in 1993 conmined cighty-two lessons. In
1995 a secend edition of the course containing one hundred lessons was
published and further refinements were made 1na 1997 editon. Fach
lesson in the course contains detated, step-by-step imsiructions for the
teacher and materials for students such as primary sources, case studies,
maps. charis, or clection data. Every lesson alsa embodies one or more
active teaching strategics such as decision trees, role plavs, simulations,

discussion and debate, and the fike. The fessons are organized into eight

units: Basie Citizenship Competencies, Local Government. Basie Princt-
ples of Demaocracy. Human Rights and Freedoms, Instinutions of the
Demos ratie State, Citizen Participation and Public Opinion. the Free
Market Feonomy. and Challenges for Poland and the Workd The coune
has been approved by the Minisery of Fducanon as aicplacement For pre-
vious courses at both the primary (grades wven and cielad and secondary
schaol (grades nine through twelve) levels.

The step-by-step fesson formai accompanied by contem ik studens
materials is espeeially valuable when teachers are insutiicientdy trained in
the new subject marter and totally unfamiliar with active eaching and
learning mcthads. Fewer than 50 pereent of the civic eduvation or sociad
seierce courses i Polish primary schoels are taught by teachers wio have
the requisite formal qualifications required by the educational aathorities.
Thove with training wsoally hase backgrounds in history and.insome
cases, political science. The remaining courses are saught by teachers com-
pletely untrained in g relevant subiectarea, These teachers posess sonie
sort of general training. o 1 in physical education, orare “head teachens”
filling out their required number of teaching hours. This unfortunate
practice is a relic of the davs when a recommendaion from the Communist
arty was a basic qualification for eaching a socal science conse




Civic Education: Lesson Scenavios was a truly pioncering work in
Poland. Polish curriculum materials are often presented in the form of a
list of subject matter topics to be covered during the instructional process.
Thus, no similar publications with detailed methodological suggestions
for teachers of civics or other subjects existed in Poland before the devel-
opment of this course. As a result the lessons have proven 1o be hugely
popular with Polish teachers and in great demand.

Secondary school conrse. Five Polish educators in residence at the Mershon
Center for three months in 1996 developed the core draft lessons for Law
and Ctvie Fducation: Lesson Scenarios for Secarnrdary Schonl, a comprehen-
sive, two-year course focusing on the essential elements of constitutional
democracy and the rule of law.?” This course was then developed and
completed by CCE in Poland working with the Polish educators who had
been at Mershon as well as other Polish teachers and constitutional
scholars who are parr of the CCE network. The first edition of this
course, published in late 1997 in two volumes, contains 130 original
lessons organized into 12 units on these topics:

Fundamental Citizenship Competencies
The Individual, Society, Nation, State
Introduction to Constitutionalism

The Path to Constitutional Demaocracy
Models of Democracy

Constitutions without Constitutionalism
Rights, Freedoms, and Duties

Civie Saciety

L.ocat Government

The Political System ol the Polish chulllit
The L.cgal System of the Polish Republic
Free Marker Economy

Threats 1o Democracy

Constitutionalism in International Relaions

The Tessuns in this course follow the same formar used in the primary
school civics course and emlmdy a wide range of active tc;u‘hing and
learning strategices.

The curriculum seminar pracess. Creation of the two courses deseribed
above invalved resolution of an apparent dilemma: Polish educators were
not ready to develop such new courses by themiselves, the Americans were
nat able 1o do it for them, and the Poles did not want them o do so. We
created the curriculum seminar process 1o deal with this consindrum?* A
curriculum seminar places a group of participants in an enriched environ-
ment that brings together, over an extended perind of time, the resources
necessary to help the participants develop a new cducational product
designed to improve instruction in schools.
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As part of EDCP we have conducted three curriculum seminars at the
Mershon Center, one for cach of the courses described above and one to
create the course plan “The School in a Democratic Society.” In addition,
in 1996 a curriculum seminar modeled after the Mershon Center process
was used successfully by Gregory Hamot at the University of lowa with a
group of cducators fiom the Crech Republic o develop a new secondary
school civics course for that country.”

Five steps constitute a curriculum seminar. The first is on-site training
in the target country to insure seminar participants fully understand their
task and collecr as many materials as possible to bring with them. The
next three steps occur at the host site in the United Stares. These steps are
in-depth professional development for participants on the subject matter
of the marerials to be developed and on interactive pedagogical wech-
niques; writing instructional materials by the seminar participants in their
language: and weekly meetings of the participants with the seminar
dircctor and consultants for feedback and reflection upon progress in
accomplishing the wask. The fifth step is completed when the participants
return home and ficld-test, critically review, revise, and edit the materials
before publication.

Additional supporting material. CCE has also developed five supplemen-
tary books for teachers and students (totaling 1.750 pages) to enrich the
iwo books of original classroom lessons, Civic Education: Lesson Scenarios
and Law and Civic Fdueation: Lesson Scenarios for Secondary School, that
form che core of the primary and secondary school courses.” These sup-
plementary books contain a wide array of materials including primary
sources, extensive readings from scholars and journalists, social scicnce
data as well as addivoenal classroom lessons, and other teaching supges-
tons. In addition, a sixth book for usc by history teachers has recently
been prepared.” This back contains classroom lessons, background mate-
rials on constitutionalisme, and suggestions for using interactive teaching
stracegics . history ~ducation.

Dissemination of New Courses

Widely disseminating new instructional materials in a country the
size of Poland has been a major challenge, particularly when the Minisary
of Education was not available to publish new materials and distribute
them to the schoals. In addition, we wanted to avoid using a top down
model that had as its driving force a central ministry issuing orders on
cvic education to those in the schook. Further, we hoped to find ways o
dissennnate the new courses that would not be forever dependent upon
funds from external agencies.

Creating a netieork of centers. In carly 1993 we established five Centers for
Civic and Feonamice Education in Warsaw, Gdansk, [ abilin, Wrodaw,
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and Krakow 1o serve as a continuing support nctwork for the teachers and
schools that would be asked 10 ry civic education innovations.” These
centers were later followed by rwo more located in Olsziyn and Krosno.
Upon reflection we were correct in assumning that it was essential to creare
a network of Tocal organizations across Poland to disseminate and support
national implementation of wnovations in civic education. Further, the
American model of economic and law-related education centers has
proven useful as a guide 1o the kinds of organizations we needed 1o create.
At the same time, we underestimated the difficulty of mainaining such
centers with the very limited financial resources and numbers of qualified
personnel that have been available to us for this kind of activity. The
Warsaw Center developed at the fastest pace and, in addition 1o working
with Warsaw teachers, began running extensive inservice programs on a
national scale.” In 1996 the Warsaw Center, with significant support
from the Eutopean Comunission, became the European Center for Civic
Education and Informarion.

As it has turned out, the creation of the Center for Citizenship Edu-
cation in May 1994, an event we could not have foreseen in 1992, has
helped sustain the conters. Three of the original Centers (in Krakow,
Wrocaw and Olsziyn) continue to operate and work closely with CCE as
part of a network of local organizations that help conduct inservice work-
shops. seminars, courses, and other professional development activities for
teachers and schools across Poland.

Dissemination through local goversnents. The decentralization of educa-
ton in Poland created 2 great opportenity for CCE 1o enlist the support
of lacal governments across the country in disseminating the EDCP
primary school course to the schools and eachers in theie jurisdictions.
Thus, in the spring of 1994, CCE initiated a major new project called
“Civic Education in Local Governmient Schouls.™ Through this project
CCE enters into contracts with local governments to introduce EDCPs
primary school civics course, Ciric Fducation: [esson Scenavios, into grades
seven and cight of their schoals. The local governments pay teachers to
teach the additional hours required for the course and cover part {and in
some cases all) of the costs for inservice training,. In return CCE, working
in cooperation with its network of centers and trainers, instructs the
icachers on how to use the course and provides course materials.

The program was successfully pilot-tested in filty-one schools ran by
nincteen local governments during the 1994-93 schaool vear. Morcover,
the center received applications from an additional 250 local governments
tor the 1995-96 schaol year. Currenty, nearly 70,000 students in more
than 3,000 primary school classrooms in 600 schools are participating, in
the FDCP primary schoob divies course. A similar program involving the
secondary school course ic being initated as the course materials become
avatlable.
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In the long-term, the involvement of local governments in civie edu-
cation reform in Poland is especially important for two reasons. First, it
provides one answer to a serious prablem facing national implementation
of civic education reform gencrally and the primary school civics course
specifically—finding a sponsor who will pay for the extra hours of
teaching required to implement the new course. Second, local govern-
ments can provide independent support for civic education reform in
Poland, thereby lessening financial dependence on international assistance.

Taacher Education Activities

Unlike other great revolurtions of the past, for instance France in 1789
or Russia in 1917, the largely peaceful revolu-ions of 1989 that marked
the collapse of communism in Central and Eastern Europe have required
policy makers in those countries to build new societies on top of, rather
than in place of, the old.® Nowherz are the impitcations of this fact more
evident than in the need for teacher education and professional develop-
ment in Poland as weil as the other nations of the region. As for Poland,
Malak-Minkicwicz observes, "A majority of teachers simply do not see
any need for change at the school or in their behavior. . . . There 1s wide-
spread lack of understanding among teachers concerning the foundations
of a democratic system.™ This obstacle is compounded in civic
cducation, where the subject matter and appropriate pedagogy is entirely
new for teachers and for most teacher educators. Thus, in addition to the
dissemination activities described above, EDCP and CCE have con-
ducted additional teacher education activities as opportunities have
become available.

Inservice courses and warkshopi an constitutiondlion. In 1993, CCL began a
major three-vear inservice teacher education and curriculum development
project on teaching about constitutionalism in secondary schools.*” The
inservice educarion component, undertaken in collaboration with the
American Council of Learned Societies, is conducting a detailed, one-year
course, as well as sharter seminars and workshops for secondary school
teachers of civies, history, and Polish language, on such topics as the
meaning of constitutional democracy, the application of democratic prin-
ciples to school life, and interactis -+ pedagogical strategies. Fach year more
than five hundred teachers participate in these professional development
activities. This praject is also sponsoring local, regional, and national
student debates on constitutional issues.

The curriculum development compaonent of this project, undertaken
in part through EDCE has produced the two-year secondary school
course, Law and Civic Fducation: Lesson Scenarios for Secondary Schoal,
described carlier. The two components of the project reinforce cach other
as the counes and workshops not ondy develop teachers” undenstanding of
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constitutionalism but also prepare them to use the new course materials

being produced.

Preservice teacher education course plan. From the beginning we have
believed it was important to work not only on inservice teacher education
but also on preservice teacher education, especially since the
curriculum is even less well developed and methodologically impover-
ished in Polish higher education institutions than in the case of primary
and secondary schools. In addition, preservice teacher education provides
an invaluable opportunity to institutionalize civic education by influ-
encing successive generations of teachers who will be in the schools for
decades 1o come.

The first chance to address this problem came in 1992 when funding
from the Pew Charitable Trusts allowed us ta bring five Polish teacher
educators and university professors to the Mershon Center in September
1992 for a four-month curriculum seminar to prepare a detailed syllabus
for a twao-semester preservice teacher education course, “The School in a
Demacratic Society.™ The course examines how principles of democracy
apply to the organization and operation of schools. ‘T'he course plan is
organized around seven topics including Student Rights and Responsibil-
ities, Schools and the Local Community, and The Role of Scheols in a
Democratie Society. The plan includes goals, background information,
suggested readings, and sample teaching strategics for cach topic.

Widespread dissemination of the course plan to teacher training insti-
tutions in Poland will depend upon professional development programs
as well as other kinds of support for the teacher educators who could
implement the course plan. Unfortunately, the grant that funded this
project contained no support for dissemination activities. In 1998,
however, the Soros Foundation will tanslate portions of the course plan
into Russian for inclusion in a forthcoming boak that will be used for
teacher training and distributed within their network of National Foun-
dations in twenty-four countries.

Prafessional development schaols (PDS). Our most recent and successtul
efforts at preservice teacher education have been initiated as a result of
EDCP’s participation in Civitas: An International Civic Education
Exchange Program. Since 1995, we have focused our annual exchange
activities on strengthening preservice teacher education. This initiative
draws upan two streams of work by the EDCP partners. In the United
States, The Ohio State University’s College of Education has pioncered
new approachcs to preservice teacher education based on school-univer-
sity collaboration. This approach, called the professional development
schoaol (PDS), involves master classroom teachers as true partners with
university faculty in the preparation of future teachers.




One outcome of the collaboration between university professors and
classroom teachers through professional development scheels has been an
emphasis on the integration of theory and practice in preparing future
civic education teachers. This focus offers an interesting model for Polish
teacher education as well. The exchanges completed to date have involved
teams of Polish teachers and teacher educators working with American
counterparts from The Ohio State University to plan projects that would,
for the first rime in Poland, have master teachers working with university
educators on teacher education. As part of this effort, exchange partici-
pants have also planned and conducted in Poland two international con-
ferences on “leacher Education for Democracy” in which teacher
educarors from the major universities and pedagogical institutes acrass
Poland convened with Polish teachers and American colleagues to hear
reports on fificen Polish school-university partnership projects. Examples
included university preservice teachers interacting with primary school
students in one of the first ever "ficld-cxperience”™ methods courses in
Potand and a ream that used partfolio assessment for both their primary
school and university level students.

For EDCIs 1997-98 Civira< exchange, Polish and American master
teachers are working collaboratively to develop Polish and Foglish ver-
sions of the [andbook for Teaching Methods for Democratic Classroams.
The handbook will center around “how-to-do-it” chaprers that address
specific active teaching methaods including role-plays, simulations. discus-
sion and debates, cooperative learning, and civie participation.

Civie Partivipation Projects

A growing literature in social studies education on service learning s
calling renewed attention to the time-honored notion that students can
derive great benefits from direct participation in ¢ivic activities. EDCP
and CCE have established three projects that involve students direetdy in
civic participation activities.

Civis Polonus: A close-up loak at Polish politics and government. Several
members of the Polish team whao developed EDCPS primary school civies
course have worked with Polish educators and politicians to create a
program that brings students and their teachers fram across Poland to
Warsaw annually o meet government leaders and ohserve political activi-
ties first-hand. " A first for Poland, Civis Polonus (Polishy Citizen) s
modcled on programs like thuse conducted by the Close-Up Foundation
in the United States. The first program took place in july 1994 with stu-
dents engaging in discussions with policy-makers, visiting key institutions
ol national government, and participating in a simulation on the role of
the Polish Senare.®



Young People Vote. CCE established this program to get students more
involved in the nation’s clections and to express their views on crucial
public issues. “Young People Vote” was inspired by the American Program
“Kids Voting.”* The CCE program has two components: educational and
practical. Before actual clections, the program reaches lessons that empha-
size voter participation and the citizen'’s role in prcsidcnti:l], parliamcntary.
and local elections. It also organizes national, regional, and local youth
committecs that conduct parallel ciccroral activities for students at cle-
mentary and sccondary schools on the candidates in staie elections. The
students administer the clection, tally the votes, and report the results to
the National Youth Elecroral Commiuee. The resulis of the student elec-
tions are reported in the national press with the results from the actual
state clections.

In the Polish presidential clection of 1995, CCE involved 32,000 stu-
dents from approximately 300 schools in nationally recognized mock
clections. In conjunction with Poland’s September 1997 parliamentary
elections, more than 200 schools with 40.000 students participated in
mock parliamentary clections. [n addition, during Poland’s 1997 consti-
tutional referendum, CCE organtzed a series of three constitutional
debates in secondary schools across the nation culminating in a national
referendum for youth on “Should the new constitution be adopted?”

Mock trial program. In cooperation with the Polish Ministry of Justice,
CCE is develaping a mock trial competition designed to increase stu-
dents’ knowledge of the law and legal procedures. The program is
patterned afrer similar programs in the United States with competitions
occurring at the local school, regional, and national levels. The 1997 com-
petition involved thirty schools and three hundred students widh the
regtonal and national finals taking place in courthouses with Polish judges

presiding.

“The River Speaks” project. As part of EDCP participation in Civiras, we
are pilot-testing in 1998 a project in which middte school and secondary
school students collect and analyze dawa on the history, environmental
condition, and future of a river in their community and communicate the
results of their work to policy makers in public forums. This interdiscipli-
nary project links teachers to social studies, science, the arts (for example,
through botanical drawings and photography), and writing in order 1o
develop students” environmental fiteracy and ability to analyze and 1ake
action with respect to a complex public issue. Teachers and their students
in sixteen Polish and seven Lichuanian schools will collaborate with two
Columbus, Ohio, schools 1o develop plans for their research and share
information about results throngh e-mail and a project websire.




Training for local government officials. The decentralization of educartion in
Poland is creating new relationships between local governments, parents,
and their schools as well as a significant opportunity to promote civic
education and school reform. There are 2,500 local governments in
Poland and cach is governed by a council composed of locally clected offi-
cials. Each council, in turn, has an Education Commission composed of
selected council members. The Education Commission prepares school
budgets for approval by the council. The executive arm of the local gov-
craments consists of a mayor or president (in large cities) or an exeeutive
in villages. These officials are appointed by the council.

EDCP is conducting a project to design, ficld-test, and conduct
several workshops on “"Governing Schools in a Democratic Society” for
lacal government officials across Poland.* These workshops will test
training matcrials developed by CCE staff working closely with local gov-
ernment officials from several test sites as well as with Polish experts on
local government. The workshops aim 1o teach local officials how to
develop new education policies that apply demacratic principles to orga-
nizing and operating the schools in their ju risdiction. The Ohio State
University is providing access to the American experience with school
governance through technical assistance in project design, American con-
sultants for key events in Poland, and training activities in the United
States for the Polish leaders of the praject. We hope this project will lead
to 2 continuing, self-supporting training program that will insure local
resources are committed to the implementation of the primary and

secondary school civies courses and simultancously promote a climate
hospitable to civic education for democracy in Polish schools.

Assessment of Project Effectiveness and lmpact

Assessing the impact of long-term, cross-cultural civic education
development projects is a complex task involving a wide range of
, proi p g

qucslums.“

* lo what extent docs the program promote the national interests (to
the degree they can be identified) of the countries involved?

o Has the program attained the goals of the funders?

* Has the program achicved its own stated goals and objectives (which
may or may not be coterminous with those of funders)?

+ How has the program allected the lives and careers of the partict-
pants, including those conducting the program?

« Whart kind of positive or negative unintended consequences has the
progrant had?

+ 1o what extent do the program’s curriculum and professional devel-
opment components mect criteria for effective teaching and
learming established in cducational research?

-
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* To what extent has the program affecied outcomes defined as impor-
tant by civic educators?

* To what degre has the program affected variables identified as
important by social scientists doing research on poiitical attitudes,
participation, and socialization?

Useful and fair assessments will define clearly which questions they are
addressing, will employ appropriate measurement strategics, and will be
carcful not to draw conclusions about pragram effectiveness bevond the
questions identified or examined.*

Assessment also costs money. To date, we have been unable to iden-
tify a funder willing or able to provide support for systematic, continuing
assessment of program effectiveness. However, all EDCP projects include,
to the extent funds allow (and sometimes beyond). various evaluations of
specific project activities such as workshops and seminars. In addition,
EDCP leaders, staff, and consultants regularly consider the programs evo-
lution in terms of quesiions such as those noted above, We cond ude with
some bricf observations on the effect of EDCP in terms of s previously
noted goals,

Impact an political socialization. We have been able 1o make 1 modest
arremnpt to examine the effect of EDCP activities, particularly che primary
schoal course, on variables of interest 1o political socialization
rescarchers.” Activities have included an analysis of existing Polish data
sets on political socialization in conjunction with a survey of a sample of
teachers and students using the EDCP primary school civies course. The
results of this work indicate that

Mudents” eagagement in demao rani pames and merkee somulatons, g well ae
ntensve discusaon of demecrac, and marker prnaples, produced more moderate

support of these principles than did much less acive particapaton characternne of
the tradstional curriculum @

Network af civic edwcation leaders. One goal of EDCP is to enhance the
capacity of Polish educators o develop their own civie education pro-
grams in the future. Intraducing civic education for democracy into
schools depends. in part, on whether there are peaple within the educa-
tional system who possess the requisite Knowledge, skills, and attitudes—
including a strang personal commitment to educational reform. As
different EDCP projects were successfully completed, an informal but
extensive national nctwork of Poiish “civic education Jeaders™ has been
developed. These have been ypically reachers and teacher educators who
have acquired new knowledge and skills as a result of taking on signifi-
cang, often leadership, rles in EDCP projects. Basic comperencies
acquired by these individuals include knowledge and understanding of
civic education. the ability to design educational materials and prepare

54

Lo



lessons, and the ability to organize and run professional development
workshops for teachers, teacher cducation, and focal government officials.
In addition, although management training has not been an explicit goal
of EDCP, developing such skills has occurred naturally through experi-
ence and in the course of close collaboration with American colleagues.
Polish participants have become familiar with the organizational proce-
durcs introduced by the Americans and gradually learned to use similar
procedures themselves. The process has allowed them to learn a great deal
about international cooperation, draft project proposals for potentiai
sponsors, generate budgets, and account for project funds.

Over time the growing number of EDCP projects and the many tasks
associated with completing cach project led to the establishment of 2
variety of formal relationships berween participants, consultants, project
coordinators, and CCE staff. At the same time, informal relationships
were formed, binding the new Polish civic education leaders to cach other
and to other teachers. This synergistic process of creating networks of
people connected with civic education and the continuing acquisition of
new skills by the members of this group may be one of EDCIP's most
important achievements.

Trwst amang international partners. Another long-term goal of EDCP is to
build strong linkages between American and Polish civic educators. The
indispensable foundation for such linkages is trust. The successful com-
pletion of EDCP’s original projects promoted the development of deep,

very strong levels of mutual trust between the Americans and Poles
involved. Such trust docs not come automatically in cross-cultural civie
education projects.

[n post-1989 Poland, for instance, the view prevailed that, despite
real appreciation for foreign aid, much of the expert advice and consulta-
tions offered by Western speciatists were of dubious value. Ina fow cases,
in fact, reports developed by Western experts were overly simplistic, and
time-consuming contacts with such specialists failed to produce valuable
results for Poland. According to the stercotype that soon developed, it was
the intention of the forcign “helpers” 1o make money on “naive” and
“incompetent” Pales.

A key reason for the development of trust in EDXCP has been apen
communication that allowed Poles and Americans to identify those arcas
in which the Poles were competent to act independently, and thosc areas
in which they wanted suggestions or training from foreign advisers,
Receptivity by American participants to the Poles judgments in this
regard proved very important, as did EDCPs strategy wherein the Poles
created the principal materials of the project and the Americans assumed
consulting and collegial roles.




Acceprance from Polish educators. EDCP projects have gained approval in
teacher and academic circles in Poland. All of EDCP's instructional mare-
riafs have been teacher-oriented and have been develaped by teachers with
assistance from scholars and other civic cducation specialists, This focus is
based on the assumption that any real changes in Polish education must
start with teachers and, ultimarely, only teachers can insure new ideas are
used in the classroom.

The practical nature of the instructional materials developed by their
peers and the widespread use of interactive teaching strategics in those
materials have been of particular importance wo Polish teachers. Alchough
some have found it difficult to adjust ta interactive methods, for Polish
teachers such marerials have numerous advaniages over the curricula tra-
ditionally developed by academics. For example, a survey of three
hundred rteachers using the primary school civies course recently
conducted for the Ministry of Education found,

The main featurels} of {the] . .. lessons’ papulasity are the methods o which they
arc conducted which are different frany other traditional methads, Abour 40
pereent of teachers have suressed that the new methods have 3 particatarly wam-
lating ¢ffect an weak students whese participaton in cradioonal dases v asualiy
poor.

Eliciting a positive reaction from certain members of the Polish acad-
emic circles imtially proved much more difficult. Although most seholars
expressed their unswerving support for the project, contributing o it in
numerous ways, some [elt slighted and threatened by the fact that the
effort was oriented more towards teachers rather than towards them. Most
academics regarded the process of curriculum design as falling within
their domain. Some were also critical of the panticipation by American
experts instead of Polish specialists. Getting Polish academics involved in
EDCP as consultants to professional development workshops and semi-
nars and as reviewers of instructional materials has proved very successful
i nsuring their voice is part af the civic education process. Ultimately,
the quality of the materials produced and the Polish perspective reflected
in those materials have gained the support of academics. Widespread
acceptance of the new marerials by scholars and teachers has contributed
significantly to EDCP' goal of fostering a continuing dialogue among
Polish teachers, cducational leaders, and scholars on democratic civic
edulcation.

Impact on National Fducation Policy. EDCP's most ambitious goal is 1o
institutionalize civic education in all schools in Poland. Given the decen-
tralization of education noted carlier, EDCPs work with local govern-
ments across Poland represents a major step towards reaching thar goal.
T ais inittarive has been reinforced by CCES efforts to simultancously
promote civic edncation through new national level policies. These effarts
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culminated on May 15, 1997, when the Minisiry of Education adopted a
new core eurriculum plan for general education in primary and sccondary
schools. This plan includes, for the first time, civic education as a required
academic sehject at all grade levels equal to other academic subjects such
as math and science. While maintaining their newly won autonomy, all
Polish schaols must insure their local curriculum fits within the ministry's
new core curriculum guidelines by the year 2000,

In Ocrober 1996 the Commitiee on Fducation, Science, and Tech-
nical Guidance of the Polish Parliament held special hearings on civic
education. Because of the wark of EDCP and CCE in civic education
since 1991, Jacek Strzemicezny was asked by the commitree to testify and
to draft an opinien that would form the basis of the hearings. As a result,
on November 5, 1996, the committee published a formal "Opinion”
calling for the inclusion of civic education at all grade levels in the core
curriculum. The committee states in part:

After hearings and discussions of} the opinens of the Minnter of Narona] B

tion and Center for Citizenship Iducation experes., the Commitice aprees that ane
of the main gu.a[s of the whool cducanon shonld be the (R LA of vouth fur
participation 1n procedures and institotions of 4 demaoctatic siare and For Gtwen-
ship acdivity. In the Committee’™s opinion, accomplishment ol such gosly cabls fer

changes in the hithero existing educational policy. . T ihe Commirtee i om
mends . L - arpanizing appropriate traming for teachens i the fickd of cvn aduca-
tion . incduding i the core currculum for each schoal bevel the know ledge.,

skills, and edicanomal expenences whech suedenes should acquie dunng thow o
education ar schoal.”

The Ministry of Educarion then asked CCE to estabiish 1 small
working committee to develep the divie education curriculann require-

ments for the new core curriculum. The civie education companent of

the core curriculum set forch by the minisury in May 1997 was prepared
by this working commitiee and is based on materials develaped by
CCE and EDCP, especially the gaals, objectives, lessoms, and teaching
strategics embodied i the primary and secondary school divies courses
described earlier. Writing in carly 1998 about progress to ¢ivic education
reform, frena Dierzgowska, Deputy Minister of Fducation. referred o
these materials and their impact:

Lo is precisely the face ol sudh it ube Chali nges that the resoles of I ducation ror
Democratic Cuvenvdup in Poband . aee «omportant - Phis collabossese chfon
produced ex. dlent i cducation programs and eaenave educationa maonak
which have been very well-received by educators. Yo addiowon, elecine framing
seminars have been conduceed as an ineepral part uf cuerolum and el
developmeat. Al of these achevements ar patt of the moch ncaded revponse w
the challenpes faced by Polish woaety amd ws educanonal svdern

Thus, the efforts and achievenments of the project on Fducation for
Democratic Citizenship in Poland have been recognized.
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CIVIC EDUCATION FOR DEMOCRACY IN HUNGARY

HELEN S, RIDLEY, BALAZS HIDVEGH!,
AND ANNETTE PITTS

Civie education is important to the development and mainterance of all
governments, but in democratic systems it is critical that citizens under-
stand and believe in the process, for they are the decision makers. In
democratic systems, civic education represents a constant challenge to
both established and emerging systems. In established democracics, cach
generation must be “re-infected” with the spirit and the understanding of
the relationship between nights and responsibilities, freedom and license
the critical role of the cttizen; the role of tolerance; the duty of participa-
tion; the meaning of limited government: the role of a free press, free
speech, and freedom of religion, petition and assembly; and the require-
ments of due process. In established democeracies such as the United
Stares, democracy is a continuing process—never a “done deal”—it is an
evolving process. "Can a people rule themselves and remain Frec?” This
question is asked every day in many ways, and the answer has not always
been “yes.”

For newly emerging democratic nations, the question is no less
complex. The magnitude of the problem for a nation such as Hungary is
articulated by Gandal and Finn,

Children in emerging demactacies, having previondy attended schools dedwatad
ensuring that democratic ideas did not teke roat, can be expected to undentand
and prize demox racy only iF their cducation sysiem e rapidly and tharouphly cans.
formed. Yot where tcachers and principals have not themaelves lved in democracy,
nor even been allowed to study it and where texebaoks and other instrucnionad
materials have been designed to suppress and undermine demon rane sdeas, swach a
ransfarmation is an immense urnde ruk:n[_;,

This “immense undertaking™ is underway in Hungary. Contributing
to the cftort is the Hungary-Florida-Georgia Partnership in Civic Educa-
tion—participants in Civitas: An International Civie Education Exchange
Program. The partmership represents a commitment by citizens and
organizations in twoe nations who beiieve that, working together, their
cffores will strengthen democracy in both Hungary and the United States
of America. The context of civic education, the challenges acd the prin-
cipal approaches o civic education in Hungary, and the roles of the divic
cducation partners are the topics of this asticle.
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Historical Perspective

The end of communism in Hungary. Before 1956, because of the willing-
ness of the Saviet leadership to interfere using military force, there was
little opportunity for reform in any of the satellite natiens. The revolution
of 1956 in Hungary, however, brought about a softening of the dictatorial
rule of that country. The ruling communist elite realized they had to case
the controls in order to restrain a populace that so strongly expressed its
discontent with the Soviet-type political and economic systems, Modest
cconomic reform began; a limired private sector re-emerged. Within the
Warsaw Fact nations, Hungary began to be referred to by both fellow
communists and Westerners as the “merriest barrack”—a term denoting
the relatively liberal nature of Hungarian Communism.

Even so, central control was retained by the government. Politically,
Hungary was, by all measures, a Soviet satellite. Ideology, hov ever, gradu-
ally lost significance in the real life and operation of the Hungarian state.
Citizens who were obliged in the 19505 to attend communist seminars at
their workplaces and present short, written assignmicnts {often about the
latest party directive) were no longer harassed as they had been in the
1970s and 1980s. Although it was still an advantage to be a member of
the Communist Party, those who chose not to join were not formally
punished. However, there were repercussions: for example, advancement
and promotion at the workplaces remained tightly linked to party mem-
bership. The diminishing power of ideology, of course, influenced the
educational system. and it was especially noticeable 1n the arts and in
social studies.

Crvie education during communism. Whereas communists tried 1o force-
fully educate people about ideology in the carly 19505, they ook the
opposite approach after 1956; they purposely 1g,nnrcd a5 many ulmlunlc.ll
matters as possible in an efforc o avoid confrontational issues, The under-
lying attitude of the Kadar Administration {1956-1988) was to leave
peaple alone and not interfere with their affairs as long as they did not
question publicly the legitimacy of the communist system and did not
stand up openly against the regime. This tacit agreement between the
people and the government became the fundamental characteristic of
post-1956 Hungary, and indeed was the cornerstone of the "merriest
barrack” phenomenon.

Consequently, civic education during s period played an insignifi-
cant role at all levels of Hungaran education. Although teaching abour
liberal democratic principles was not wllowed, weaching about commu-
nism was no longer a priority. University students continued to attend dry
lectures about Marxism and Leninism- - bur these lectures were increas-
inply detached from the reality existing outside the auditoriums. These
courses eventnally were abandoned and instruction about itizenship in
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higher education ended. At the primary schools and high schools there
was a subject called "Social and Citizenship Knowledge” (one lesson per
week in grades cight and then twelve) taught by history teachers. A stan-
dard textbook for the entire country was available. Needless to say, these
classes, with few exceptions, ended up as an extra history class every week.
Although people in Communist Hungary were relieved that they
were spared rigorous political indoctrinarion, the price they paid was the
development of a pattern of non-parricipation and non-interest in public
and state affairs. The legacy of non-invoivement is one of the most diffi-
cult challenges democratic Hungary faces today, and it plays a role in the
serious debate about the content and impiementation of civic education.

The Transition in Hungary: 1989 to the Present

Following the first democratic parliamentary elections in the spring
of 1990, the modernization of the educational system began. This paper
cannot give a thorough analysis of this underraking, but can discuss some
aspeers directly related to civic education.

The National Core Crerriculim. Widespread consensus emerged after 1990
about the need for a new National Care Curricalum (NCC); there was
less agreement, however, regarding its contents. The new political parties
and their educational advisors debated the issue for severaf years. As Fva
Foldes [ravers notes:

The face thas a new Public Educstion Act was nar passed for three years after the
first demux radic clections, afrer numerous amendiments had been suggested o1,
and that a praposed Natonal Core Curncalum, in its fifth draft sinee 1990, s sail}
awaiting official approval of the Padliament. reficet the politicad discord that has
aftected the refurm of the educanional svsens dunng the carly vears of the Jeme-
wratic rransinon.?

The prolonged political debate about the NCC was not necessarily a bad
thing. It did delay educational reform, but teachers and schools have used
the time to adjust and react to the pew frameworks. Although not always
productive, the debate provided an eppoertunity for sophisticated aca-
demic dialogue about long-term components of Hungarian education,
The new NCC is an innovative document. In a country with a fong-
standing tradition of detailed and discipline-oriented education, it intro-
duced a completely new academic approach. The document gives much
mere freedom and leaves important academic decisions to the schools and
the individual teachers. Instead of tatking about mathematics, history, or
fiterature, it introduces the category of “cultural domains.” These
domains {ten in the fast version of NCC) cover all important subjects that
are recognized today, but do not specifically prescribe how each of these
academic areas should be raaghcin schools. Also, the approach s multi-
disciplinary The ten domains are foosely defined arcas thar all include




more than onc existing subject. The NCC specifies basic content goals,
developmental standards, and minimal levels of performance at certain
age levels. However, how the ten domains should be translated into a spe-
cific school program or timetable is not stated. The NCC constitutes
abour one-half of the program of a school; the remaining fifty percenc is
to be determined and specified by the individual school and its teachers.
As reported by Travers, “The goal [of the NCC] was to specify basic
knowledge goals in broad domains at the national level and give authori-
ties at the local level the power to determine specific school programs and
choose curricular materials.”™ According to one ohserver, the thrust of the

NCC is thoroughty democratic.

The most imporrant characteristic of the National Core Curricalum is cha it
breaks with the former one-sided ideological approach and allows the functioning
of schools with different ideologies within the constitutional framework. . . .
[S)pecial importance is atcributed to «ducation for respecting fundamental human
rights, to preparation for a democratic individual and public life, and o the devel-
opment ul sensitiveness to the viral problems of humankind.*

Man and society. Civic education is included in the domain Man and
Society as a sub-field labeled Societal and Civic Knowledge. ‘This sub-field
contains knowledge goals specific to civic education: understanding the
democratic governmental systems, the clection system, local government,
Parliament, rights and responsibilities of citizens, human rights, and social
problems. The inclusion of civic education in the NCC is significant
because it assures that schools will have to find a way to include it in their
programs, as required by law.

Challenges for the Emergence of Civic Education

Place in the curricufion. Pethaps the greatest difficulty related to civic edu-
cation is that it has no long-established place in the curriculum. Conse-
quently, it is difficult for advocates to add it to whar are already crowded
school programs. Teachers and principals commirted to civic education
often report that their efforts fail because of the strong opposition of their
own colleagues in staff meetings where school curricula are developed.
‘This reluctance has litde to do with any political consideration: in fact,
ideological opposition to the idea is so insignificant that it plays next to
no role in these discussions. What matters, however, is the share of the
curriculum cach subject gets, and that is precisely why it is so difficult to
realize any significam change, let alone introduce a new subject.

feacher praining. A significant obstacle to civic education, in addition to
the lack of an cstablished place in the curriculum, is the inadequacy of
teacher training. (The two are, of course, interrelated.) Naw that the old
history curriculum has undergone drastic revision, the nced for systemic
teacher training in the field of ¢ivie education is dearly apparent, Indeed,
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during the last two years, an increasing number of educators and educa-
tional managers recognized this need and spoke out in favor of it. Several
inservice training courses for teachers were organized in the last few years
to supply the necessary information, skills, and methodology for effective
civic education teaching. Usually taught as weckend courses and seminars,
these courses are playing an important role in facilitating the evolution of
civic education programs in various schools. They, however, cannot sub-
stitute for the lack of substantive teacher training in civic education at the
undergraduare level.

The new role of the teacher. Teaching civics and democracy clearly is a
special task even for a well-qualified teacher. To do 5o in a newly estab-
lished democracy. such as Hungary in the 1990s, with no clear cur-
riculum and few if any resources or texthooks, is a challenging task.
Consequently, onc of the key issues civic educators must address is the
training of the teacher.

‘Traditionally the Hungarian education system has been highly aca-
demic and discipline-oriented. This orientation is reflected in the very
high academic requirements in grades nine through wwelve (high school),
and increasingly in grades seven and cight. This is a general phenomenon
all across the countries of Europe, probably most visibly in Central
Europe, and it partly explains the many Central European students
among the winners of international academic competitions.

Given this environment and background, lecturing, correcting, and,
in most cases conveying a scientifically correct and irrefutable answer has
been, and remains, the norm for many teachers. With a prodigious
amount of material 1o be covered, no significantly different methodolo-
gics have developed. lntroducing fundamentally new and differcnn infor-
mation, conceprs, and techniques into teacher training and tcaching
practice is an immensc task. Especially in civic education, new techniques
such as facilitating a debare, discussing polirical issucs without indicating
a subjective apinion, and indeed ending a class ar times without a
“correct” answer require skills and attitudes many tcachers lack, having
had no previous need 1o develap these skills. Fortunartely, for the develop-
ment of civic education, there are teachers who recognize a need for
change and who look for ways to become better informed and trained.
The success of inservice training initiatives over the past few yearsis a
clear indication that many reachers are interested in learning both new
content and pedagogy and in taking advantage of the opportunitics that
do exist.

The accessibility of higher edwcation, Related 1o the rigorous academic
requirements in high schoals is the highly competitive nature of Hun-
garian higher education. About two-thirds of higher education applicants
are rejected cach year. Consequently, the last years of the public cducation
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system are really about who will qualify for a university or college. Obvi-
ously, in such an environment, it is difficult to raise the prestige of
subjects that are not required at the final exams (maturity examination ar
the end of high school) or at the entrance exams of higher education
institutions; and civic education has not been required on these exams.

Three Models for Civic Education in Hungary

Three relatively autonomous projects have emerged since 1989 that
indicate the dircction civic education appears to be taking.

The Jo Polgar appraacb (1993). The fo Palgzzr (Good Citizen) approach
was the first serious project aimed at creating both an academic source
book and a pool of commitnted educators and educational experts
(rescarchers, academics, educational managers} with the exclusive goal to
promote civic education in Hungary. With the help of several Hungarian
cducational researchers, a Fulbright fellow set up a center, the Joint
Eastern Europe Center for Democratic Education and Governance. A
series of warkshops for teachers introduced and promoted the cause of
education {or democracy. A source book funded by the USIA entitled A4
Jo Polgar was published in 1994, The book was modeled on Civiras: A
Eramework for Civic Educatiosn, a publication of the Center for Civie Edu-
cation of the United States.® It is a collection of essays written by leading
Hungarian academics and rescarchers, and in it various aspects of civil
society are explained. Coverage of civie education in the source book is
comprehensive. It includes an historical perspective, descriprive civic
information, and a completely new component, civie skills and attitudes.
The approach and structure of the book are atso important as this publi-
cation served as the basic academic example for the creation of a Hun-
garian NGO (non-governmental organization), the fo Polgar. The Joim
Eastern European Center for [Democratic Educarion and Governance
continues to be active in Hungary today, mainly producing handbooks on
topics related to education for democracy.

Key players in the activities of the center and in the creation of the
Good Citizen source book decided at the end of 1994 1o establish a NGO,
the Civitas Association. in Hungary, it was the Civitas Association that
won support for its project proposal from the American Council for
Learned Socicties, funded from The Pew Charitable Trusts, for three years
for teacher-training activities in Central Europe. This formal organization
provides an oppottunity to further coordinate efforts in the field. i is
essential to emphasize, in relation to this and other activities of the associ-
ation, that the leaders of Civitas have always emphasized the need 1o build
on the existing structures of the educational system, natably with teacher
training,. In line with this philosaphy, the Civiras Assaciation approached
the five leading universities in the country (Budapest, Debrecen, Miskole,
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Pecs, and Szeged) and, following painstaking negotiations and detailed
arrangements, established programs at the teacher-training institures of
these universities. Funding for the programs is expected to be renewed.
Several newly graduated teachets are now swarting their carcers with the
joint certificate of their university and the Civitas Association, certifying
thar they have completed a specialized course in civic knowledge and
skills, The long-term success of the teacher-training project will depend,
to a great extent, on the willingness of the teacher-training institutes and
their affiliated universities to adopt civic education as a permanent part of
their programs,

Originally, a one-project arganization, the Civitas Association has
expanded its focus. Jt is a key participant in the evolition of Civitas Inter-
national, a new international consortium for civic education. In that
context, the association has become involved in an international exchange
program and has sent and welcomed teachers and curriculum developers
to and from the United States,

Modeled on the We The Peaple. . . competition in the United States,
the Civitas Assaciation launched a national high school competition in
Hungary in 1996, “Citizen in a Democracy,” funded by the USIA and the
United States Deparement of Education. [t is important to note that the
competition is uniquely Hungarian, both in terms of its developers and its
contents. Now in its sccond year, with a steadily growing number of
schools and students involved, the “Citizen in a Democracy” competition
is an overwhelming success. Regarding the long-term survival of these and
other projects, it is essential for Hungarian NGOs, like the two men-
tioned above, to secure domestic funding. Unfortunately, corporate phil-
anthropy in Hungary is not comparable o American standards, bui it is a
traif NGOs must blaze in order 1o ensure their suceess.

The Sranticska Project (1993). The purpose of this program was “to
involve students in socio-political and moral studies”™ not a part of their
regular curriculum. It involved students in the history and redevelopment
of a village that had been abandoned during the period of collectivization
in Hungary. ltis a type of service learning and also a response to people
wha believe that “authoritative textbook-centered teaching methods™ are
too prevalent. The project was not continued after the first class graduaied
but is seen as a possible mudel for future participatory invalvement by
students.®

The [suknlupugnr (School Citizen) Project. Ihe School Citizen initiative
represents a particular aspect of civic education. 1he goal of the program
is to increase demaocracy in schools and 1o promote students’ rights, So-
called "Days of Truth” are organized at schools where internal conflicts
and dicagreements are brought before a hady of the school communigy
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and some kind of a resolution is reached. The project has also included
the translation of various children’s rights documents.”

The lack of a clear definition. Different approaches to civic education
enrich the subject both from a methodological and substantive point of
view. However, the existence of numerous and diveise approaches poses
problems, Withourt a clear and commonly accepted definition of whar
constitutes civic education, its integration into school curricula and uni-
versity programs remains problematic especially when difficult decisions
and compromises have to be reached at a faculty meeting of a high school,
for cxample, about the allotted number of hours to which each subject is
entitled.

Academic debate about che definition is most likely to continue. The
fact that civic education docs include clements of several scholarly fields
{c.g., constitutionalism, history, communication skills), often in a com-
parative manner, is generally undisputed. The conclusions regarding the
best way 1o teach it, however, vary considerably. Since the teaching of
civic education in Hungarian schools will soon be mandated by law, the
resolution of the issues of content and implementarion is a high priority
for proponents of civic education in the school curriculum.

The Partnership: Husgary-Foridu-Genrgia

A rectprocal relationship. Since 1995, a reciprocal relationship has evoived
between Hungary's Civitas Association, the Florida Law-Related Educa-
tion Association, Inc., Kennesaw State University, and We the Peaple . . .
Georgia. Florida is the primary site and Georgla the secondary site in
Civitas: An International Civie Fducation Exchange Program. Making
partners of these organizations led o an innovative exchange of civie edu-
cation ideas, models, materials, and feaders. Gatekeepers of democracy
from both the United States and Hungary have been actively engaged in
the implementation of the program since its inception.

Although the institutional mechanisms for democracy were in place
in Hungary before Civitas: An International Civie Education Exchange
Program, the partnership contributes to the development of a strong civic
infrastrucrure through civic education initiatives that focus on teachers
and students. One of the tangible and more visible resulis of the partner-
ship is the “Citizen in a Democracy” competitian. Other activities of the
partnership include teacher-training exchanges and seminars in core
demacratic valnes and human rights. Lessons for Hungarian and Amer-
ican classrooms exploring a variety of issucs in the areas of constitution-
alism, politics, and human rights, as well as core democratic values and
cconamics, have been written. Collaboration between umiversity faculty,
education officials. and government leaders, as well as comulhiations




between NGOs, provide numerous opportunities for serengthening civic
education in hoth nations.

The focus in 1998 extends to preservice education as delegates from
Florida and Georgia will explore pedagogy and content in constitution-
alism, politics, and human rights. A delegarion of Civitas preservice
teachers from Hungary will join university methods professors, constitu-
tional law and political science faculty, and master teachers in this year’s
recipracal program. Translation of curriculum marerials, teacher training
opportunities, assessment, and expansion of the “Citizen in a Democracy”
program are also included in the current priorities for the third year of the
partnership.

An example of partnership: Citizen in a Democracy—Polgar A Demokra-
ciaban Academnic Competition. A unique component of the Hungary-
Florida-Georgia partnership has been the emphasis on student
involvement in academic endeavors.

Civitas-Hungary officials, in the first year of the partnership,
attended the Florida We the Peaple . . . the Citizen and the Constitution
Program as well as the program’s national finals in Washington, D.C. A
decision to create a simulation for Hungarian students was made by the
Civitas dclegares. In less than twelve months, a pilot “Citizen in a
Democracy” was established. More than three hundred students partici-
pated in the regional programs. Required readings of five hundred plus
pages were assigned including The Good Citizen. The performance-based
model included readings, pre-clection campaign speeches, written cvalua-
tions, parliamentary speeches, debates on canstitutional issucs, and a
game modeled after Jeopardy.

Polgor A Demokraciaban (Citizen in a Democracy) brought together
high school students from six regions throughout the country including
teams from Szeged, Pecs, Budapest, and Debrecen, among others. Partici-
pating students represented both academic and vocational schools.

A highlight of the competition was a meeting of the delegates with
president of the Republic, Arpad Goner, at the Upper House of the Hun-
garian Parliament. Each team introduced their members and told about
their participation in the program. The students thanked Civitas in their
presentations for furnishing them with a forum to develop and express
their views on democracy and constitutionat issues. When somcone
brought the president a glass of water, he asked the students, “Do you
think this is democracy that only I get a glass of water?”

In closing, a student from one of the teams told the president,
“Hungary can count on us.” The president responded that he hoped
Civitas would move all over the country and involve more youth. “Parlia-
ment is for the people,” he said. “Learn to express yourself.”
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Training. Another unique element of the partnership is the opportunity
for the Florida and Georgia participants to interact in the university-based
Civitas regional trining centers. Civitas-Hungary developed a series of
civic education courses for preservice teachers. More than 150 preservice
and inservice teachers were combined in classes at these centers. Prac-
ticing teachers (master civics teachers) are now becoming mentors to the
preservice teachers. Civitas standards have been developed as a framework
for university training programs in civic knowledge and skills. American
teachers also presented lessons in conjunction with the Civitas Teachers
Club workshops.

A host of training and related experiences are offered throughaut
Florida and Georgia including sessions at major universities on the Amer-
ican cducation systems, preservice education, distance learning, and class-
room methodology. Direct classroom experiences or on-the-job training
provides the most beneficial expasure to civic education in Florida,

Georgia, and Hungary.

Conclusion

The student competition in Hungary illustrates how a successful
partnership should work. [nidal interest in an interactive national student
contest for Hungarian students was sparked by observation of the Amer-
ican We the People. .. program. The idea rook root in the fertile civie edu-
cation climate in Hungary and produced, not an American clone, bura
program that meets the needs of Hungarian students and teachers, a
program that is distinctly Hungarian. Hungarian educators are justly
proud of their creation; and Americans have learned that there are many
paths to the same end and appreciate the opportunitics for collaboration
with Hungary in developing relevant civic education programs.

Building a democracy is a complex process for countries that develop
democratic practices and traditions over time and for countries that are
just beginning the task. Concerns voiced by Hungarian educators carly in
the democratic transicion in their country should be heeded in all
democracics, no matter their stage of development:

If we ler democracic political socialization processes take their own spantancous
counse, we may not be sure of the results, for chis re..on we must chink thoroughly
through how a democratic political educrion is w be implemented. This is not an
impuossible task. In democratic countries political education is pare of the <«chaal
curriculum.*

It is, however, necessary to remind ourselves that there is a difference
between political education and political indoctrination—political indoc-
trination is the tool of a totalitarian swate; political education is the tool of
a democratic nation.
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CIVIC EDUCATION FOR DEMOCRACY
INTHE CZECH REPUBLIC

PAVLA POLECHOVA, JANA VALKOVA,
RADMILA DOSTALOVA,
CHARLES F. BAHMUELLER, AND BETH FARNBACH

Since its inauguration in 1995, Civitas: An International Civic Education
Exchange Program has involved a vigorous partnership vi ¢ivic education
programs that h = benefited both the Crech Republic and the states of
their American horators. In this article we discuss some of the
camplex backgro.... ‘actors to this partnership in the Czech Republic,
some of the civic edu~—‘on projects underway in the country, and a
program successf 1 duced into Czech civie education as a result of
the American par. sers. .p. Finally, we discuss the effects of American
involvement with civic education in the Crech Repubiic.

The Context of Civic Education Reform in the Czech Republic

Geagraphical facra: ;. The context of civie sducation reform in the Crech
Republic includes several geographical factors such as location of the
Crech Republic at the heart of Europe and its relatively small weiritory
and population compared with its larger neighbors (e.g. Germany and
Peland).

Throughout its history the Czech nation has been at the intersection
of the imposing ambitions of powerfut states of the Fast {Ruseia/USSR)
and West (Germany). As a result of foreign threats, invasion, and occupa-
tion, especially in the twentieth century, the sclf-confidence of the Ciech
nation suffered. For example, at Munich in 1938 the aation was hetrayed
by the two mast important powers of Western Europe when Britain,
supported by France, agreed to the takeover of Crech territary by Nan
Germany. Just thirty years later, in 1968, Sovict tanks roihod into Prague
while NATO stood by and did nothing.

As a result of victimization by the inwernational pelitics of larger
nations, Czech political attitudes have sometimes revealed an inferiority
complex, which has a negative influence on civic behavior, At the same
time, however, the Crechs, having from ancient times been situated along
the East-West trade routes of Furope, take pride in the rich cultural tradi-
tions develaped as a consequtence of their central geographical position.




Crech writers and composers have received accelades from the West;
Antonin Dvorak’s New World Symphesny reached the moon via American
astronauts. The historic center of the Crech capital, Prague, is the envy of
Europe for having preserved centuries of superb architectural monu-
ments. Thus, Czechs can, with reason, assert that if they are numerically

small and geographically vulnerable, their cultural heritage is decp and
rich.

Historical facrors. In 1918 the democratic Czechoslovak Republic was
established in the wake of World War I. Before this momentous time, she
Czech and Slovak peoples were ruled by the Austro-lHungarian Empire of
the Habsburgs. During its twenty years of existence, the first Czechaslova-
kian republic exemplified ideas of government and civie education that
were very similar to those in the United States. Here it is relevant to recall
the refationship to the United States 2and to American ideas ¢f democracy
of the first Crechoslovak president, Tomas Garrigue Masarvk, who held
office from 1918 until 1933, and his successor Fdward Benes.

The formal institutions ot democracy arrived in the Crech nation
after World War 1, when Crechoslovakia was formed. The political
alliance of the Crech and Slovak peaples followed Masaryk’s trip to the
United States, where he gained the support of Czech and Slovak leaders as
expressed in the Pitsburgh Conventon of May 1918 calling for the polit-
ical union of the two peoples. Later that year Masaryk and Benes issued
jointly frorm Washington, DD.C. and Paris a “declaration of independence”
from the Habsburg monarchy. A new constitution drafted in 1920,
despite apposition by the German-speaking minority, placed the new
Czechoslovakian state on a firmer footing and guaranteed democratic
rights for all cinizens.

Before the establishment of the new republic, traditional education
included moral education, but not ¢ivic education per se, as beficted a
non-democratic political order. In 1920, however, the new Crechoslova-
kian Republic introduced civic education as a school subject, viewing it as
especially Signiﬁcallt. the cqui\'.llcnt of religion. Sull, by 1938, when it
was interrupted by Nazi occupation followed by five decades of com-
munism, civic education had not yer received the strong sopport of
experts and the public. Given this background, it is not surprising that
civic education currently has weak public support.

Civic cducation today is also affected by emphasis in the past on
mordf education. A civie education curriculuny written shortdy after the
Velvet Revolution states that *[e]thics is not a special component of civie
education as it forms an innate part of the whole subject.™ Although
ethical considerations have deep relevance to dtizenship, an insight as old
as Anistatie, educational traditionalism, especially in methods, may be a
force against salutary innovation. The influence of tradition nevertheless
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remains strong and true in Czech education, where civie education is
defined as an integrative subject but is not taught in an integrative way,
and new projects and changes that are arguably progressive are resisted as
contrary to Crech tradition.

A further, and far-reaching, historical influence on Ceech civic educa-
tion today is the inheritance from the totalitarian regimes of the recent
past. The post-World War 1 victory of communism in 1948 meant the
forcible interruprion of the free, democratic development of Czech
socicty. The inheritance from the communist era is manifested in a wide
range of behaviors and attitudes such as work habits, lack of initiative on
the job in the absence of detailed instruction “from above,” a fecling that
the individual cannot contribute to change, a lack of "nterest in public
life, public passivity, and, of particular relevance to the subject of this
article, outdated teaching content and methads. Of course, these prob-
lems were not universal among Crechs. Many intellectuals, such as those
in the Charter 77 movement, overtly rejected communist ideology and
practices. And although the sacial sciences were polluted by Marxist-
Leninist ideology, the “hard sciences” were free from indoctrination into
the ideelogy and became a silently and broadiy recognized zone of free
thought. Morcover, by using certain metaphors in the arts, many Crech
artists expressed dissident ideas.

Among the public there is general agreement on the excellence of the
educational system in the Czech Republic. This perception is backed by
the favorable resulis of Czech students’ performances as measured in
international studies and in foreign high schools and universities. Conse-
quently, there s resistance to change; for example, there is reluctance to
alter the emphasis in Czech education on authoritative transmission of
knowledge (as opposed to critical thinking and inquiry). and polls indi-
cate that Czechs do not consider education an urgent issue on the public
agenda.’

Moreover, many fear a return of civic eduzation as a form of thdoctri-
nation, as occurred continvously under communism: others fearinroads
of ethical relativism from fashionable Western educational trends. At the
same time, education is thought to be in a transitional period from a
directed, vertical model of curricalar policy to a liberal and participatory
maolel.

The curriculum of the tomlitarian past was uniform tor all subjects.
Moreover, the whole curriculum, but especially history and civics, was
geared to the ideological aims of @ communist sociery. After 1989, the
svstem centrally dirceted mandatory curricula and texibooks, and
schooling was maodified in curricolar matters. Thus, three basic programs
are approved at present by the Ministry of Fducadon: schools are ta
choose one program and may change up to 30 pereent of the content.




Another feature of the recent past that continues to influence the
present is the schools’ task to prepare students to be subordinated, manip-
ulated, and, in the socialist way, disciplined citizens. The demands of the
new situation are inner discipline and commitments, not imposed ones;
but most teachers are not educated for the new situation. Nevertheless, it
is true that under communism nany teachers attempred to teach
according to their convictions and did not dogmatically fulfill curriculum
objectives. This fact is a positive influence on the present. Finally, civic
cducation cannot help but be affected by the break-up of Czechoslovakia
in 1993 into scparate Crech and Slovak states and the change in “national
identity” that necessarily followed.

Sociocultural factors. A variety of saciocultural factors influence educarion
in the Crech Republic today. First, there is the relative homogeneity of the
Crech population. T'his means that the public has little experience with
finding and implementing solutions to problems of minorities or with
xenophobia and racism. Long apparent to the discerning citizen, warning
clouds are now clearly on the horizon, and instances of nationalist
extremistn-—most of them assaults on Romanis ("Gypsies™)—are now
more frequent and visible than was the case under communist
autoCracy.

Second, low unemployment means that there is often scant pressure
for changing communist work habics, policies to increase productivity,
and s on. Czech teachers have often fallen into this mold. Czech
observers believe that too many teachers de not work very hard and are
not interested in their professional development; low unemployment
means that tcachers are not under pressure to improve themselves. There
are, however, many innovative teachers. Others believe that weachers arc
interested in high quality teaching but are handicapped by an education
oriented to facts and their transmission and lacking in leadership training,
Moreover, no cconomic incentives are offered for the considerable effort
needed for continuing professional development, no promorion afier
inservice training and no reward for exera effort. Morcover, with salaries
relatively low, the best teachers leave the profession for other more
lucrative positions.

Third, decenualization in the management of the education svarem
has resulted in the delegation of decision-making powers to municipali-
tics, schaols, and their dircctors. But if there is a distrust of cemralization,
theie is also tack of cxperience in self-direction amang regions, lack of
leading personalities, and a lack ol interest in civie life. Schools wish to be
morc independent of the ministry bue find it difficult 1o tike advaneage of
independence to increase edutational quality.

Pelitical factors. Vhere iy a lack of public interost in education. As already
nated, the Czech population is satistied winh the nation’s education
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system and therefore sees no urgent need to reform it. Morcover, the
public lacks an understanding of the necessity of civic education, espe-
cially in light of a general discrediting of the very idea of civic educartion
by the experience of communism. Under communism, “civic education”
meant indoctrination of state propaganda; this stigma weighs heavily on
civic education today. A recent survey of public opinton found that only
18 percent of a nationally representative sample of Crech respondents
think that civics is an essential school subject.’ Added to a general distrust
of civic education among the public is a distrust of the influence of
foreigners, however well meaning, including Americans. This distrust
often entails the rejection of forcign educational models, including civic
education models and new pedagogical methods of foreign origin.

Forces For and Against Demaocratic Civie Fdueation Reform

‘The situation s complex in the Czech Republic with regard to the
possibility of rcform. One factor is that Czech political culture is highly
fegalistic. Only what exists through law, or is backed by law. is recognized.
Hence the crucial importance of the legislative framework for almost any
important education reform. At the same time, any lags or gaps in legisla-
tion aften make reforms and change impossible.

Against this background, negative and positive forces for reform can
be discussed. One significant fact is that Czech public opinion believes
that the Czech education system is quite good and requires no overall
reform. Morcover, the public does not understand the importance of civie
cducation. Parents expect schools to equip their children with knowledge
and most ask schools o develop disciplined individuals. They do not sk
schools to make citizens of their children. Most parents expect the schoal
to concentrate on its cognitive tasks and have hule understanding for
teachers who opt for a broader approach aimed at the full development of
the child’s personality. Finally, parents tend not to he tnvolved in the
school life of their children.

As a result of these circumstances, dvic education is pat a high pri-
arity item 04 the agenda of Crech paolicical parties, nos is the subjecr of
interest (o the communications medir. Civie educaton projects are
seldom part of a real and comprehensine educational program. Instead.
they often reduce the potential richness of dvic educaton o orly one

dimension-- the purely political one, ignoring the wider range of ¢ivil
\nti(‘i}'.

Since the formal qualitication for teaching avics bivtore 989 s no
Inngcr valid, and since teadhing this subject s not panticularly pupul.tr.
dvics teachers are missing Fony many Crech basie (grades ene thiough
nined schools, Therefore, Gvies ivesualty tght by homesoom eachers
rather than by spedially trained teachers, This Lt is evidence that «chool




principals do not sce civic education as an important subject. Estimates
report that at least 40 percent of civics classes are taught in this manner.
Morcover, cfforts to retrain teachers in civic education face grave
obstacles. Continuing cducation programs are deplorable; they lack
co-ordination, direction, and quality controi.

Orther negative factors are that teachers are not well-prepared for the
new challenges faced by schools in the democratic, pluralistic, advanced
market-cconemy their country is becoming in the wake of the political
changes of 1989. To make matters worse, a majority of schools have been
unable to produce significant curricular innovation, and they lack an
information system about innovative projects and trends, external
resources, and outside guidance.

Balanced against this bleak picture are positive factors. There is a
strong movement for innevation among teachers and there are a growing
number of innovative schools. Such innovation has been facilitated by a
political decision, made after 1989, 10 end the former centralized, unitary,
and mandatory curricila and textbooks. Instead, schools have been
granted a degree of freedom, large by Crech standards, in curricular
matters. Under the present sharing of responsibilizies, the Education Min-
istry in Prague decides on 90 percent of the school subjeces (civie educa-
tion being one) and the schools decide on the other 10 percent. Within
subjects, the mimstry specifies 70 percent of the subject martter and the
schools 30 percent. This degree of decentralization in the management of
the education system has been achieved mainly by delegating decision-
making power to municipalitics. schools, and their directors.

Further, teachers in the Crzech Republic have substantial preparation
in certain subjects, though nor in civies.* Many new civic education
texthooks have been published since 1989, and there has been a de-politi-
cization of education and training, as compared with the old communist
regime, in which political doctrine was omnipresent and inescapable.
Indeed, one powerful force for change is that the saciety rejects totally the
curricula influenced by Marxism-Leninism and the dogmas of
communisn.

Still, changed practices and innovadive appreaches alone are not
enough to profoundly transform Crech education. New value systems
must be developed that embody the principles of a4 new society in the
making. Schools still have a long way to go before rewching these goals.
Values are absent from their programs, and there is no place for them in
the philosophy of most teachers. On the contrary, in the wake of the
rejection of communisr, there is a widespread reluctance to engage in a
fundanmental everhaul of ideals and principles. Mistrust of the past
undoubicedly plays a role in this rejection of anything resembling indoctri-
nation, but perhaps the ahsence of values in schools is also due 1o the lack
of a “socictal project” commanding consensus.®
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Key Civic Fducation Projects and Trends in the Czech Republic

After the fall of communism in 1989, the content and quality of civic
education had to be changed considerably in all Czech schools. This
change has brought new projects to all types of schools. The most impor-
tant projects involve

* the democratization of the teaching process (the idea that democ-
racy should not be taught by non-democratic means);

* civic education curricular frameworks and standards for teaching
and learning;

+ procedures for evaluating results achieved and the creation of evalu-
ation standards;

+ the democratization of the school environment;

* new textbooks and workbooks for students in various types of

schools;

inservice teacher training on general weaching methods, school man-

agement, and particular elements of civic education, such as conflict

resolution, decision-making processes, and roles of citizens; and

* the gencral education of civies teachers in content and methodology,
since civics is now taught by tcachers who graduated in various
social sciences rather chan specifically in civics.

The PHARE Program. Vhe project implemented by the Institute for
Research and Development in Education of Charles University in Praguc,
within the PHARE Program, was of great overall importance. t is esti-
mated that three hundred o four hundred teachers from threughout the
Czech Republic were engaged in this project. As a result of the project,
teachers’ manuals and student textbooks for grades six to nine (middle
school) were written, and seminars and workshops on the application of
these written materials for the teachers were organized stimultancously.
This project also included seminars and workshops for school directors
and schoo! boards that informed them about the changes occurring in
civic education so that they were able and willing 1o support these
changes. The project concluded with a national co ference attended by
nearly three hundred teachers as well as by notable mdividuals from the
public and political life of the Czech Republic and guests from the
Council of Furope.

Project on Civic Fducation for the Czech Reprublic (CECR). he Civie Edu-
cation for the Crech Republic project, funded by the United States Infor-
mation Agency, is jointly conducted by the Institute for Rescareh and
Development in Education, Charles University, Prague, and the Univer-
sity of lowa College of Education. This project developed a teacher’s
manual and instructional materials (e sons and activitics) for students
(ages seventeen and eighteen) in the third form of secondary schools.




These materials provide systematic civic education for various types of
secondary schools. This project concluded with the publication of
instructional marerials, workshops for teachers, a final conference, and
dissemination of the project publications.”

The Cititas } “artnership

The Civitas@Prague conference in June 19935, sponsored by the
United States Information Agency, launched a partnership or consortium
called Civitas: An International Civie Fducation Exchange Program,
funded by the Unired States Department of Education in cooperation
with the United States Information Agency. Civitas gives civic education
leaders apportunities to learn from and assist each other in improving
education for democracy in their respective nations. One of the partner-
ships developed through Civitas is between the [nstitute for Research and
Development of Education at Charles University in Prague, the Center
for Civic Education in Calabasas, Califarnia, and the Classroom Law
Project in Portand, Oregon. Projects widhin this exchange include semi-
nars for civic educators on the basic prindiples of constitutional democ-
racy and its institutions: reciprocal visits by civic educators from the
Crech Republic and the United States 1o schools, institutions of higher
learning, and nonprofic organizations to abscrve exemplary programs in
civics and government education; translations of American materials tnto
Crechs contributions by Czech educators to a collection of lessans for
American wachers; and development of cursicular and weacker education
pmgr.m]h.

A major curricolum and teacher training project launched in the
Crech Republic in 1997 was We the Peaple . . . Project Citizen. This
program was translated and adapied tor use in the Caech Republic from a
program developed by the Center for Civie Bducation. Targeted at middle
school Children, 10is a civie education program designed to fosezr the
development of student interest in and ability to panicipate competently
and responsibly in local and <iate government® By the end of 1997,
teacher training had been condacted, field testing had begun in schools,
and approximately 1400 capics of the Czedh version of the materials
were disseminated. Indicative of the project’s success s that the most
progressive schools hase adopred this progranm.

Praject Citiven exemplifies the icaching strategies and methods
gencrally recognized by Crechs as innovative and demodratic. Project
Citizen is structured so thar teachers are the guaranion of the project’s
methed, not of the truth of s findings, which lic in the hands of vu-
dents who ke responsibility for achieving objectives they authentically
can caim as their own projectst teachers undervand and acknowledge
that neither they nor the texthooks are exclinive sources of information
For students, who go into the commuity to rescarch issues and weachers



must rely on pupils’ initiative to inquire, couperate, and respond success-
fully to a publicly prominent civic problem in the community outside the
classroom.

Several other salient features of Project Citizen are worth noting.
First, students must use cooperative strategics, both within and among
teams, in order to accomplish their aims. A positive attitude of interde-
pendence is especially required within student teams. If the teams that
compose a classroom compete among themselves, class performance as a
whole suffees. The same is true on a smaller scale for individuals within
cach tecam. Second, students are both personally and collectively account-
able in Project Citizen; the program's structure requires them to use and
improve interpersonal and team skills. Third, Project Citizen fosters
reflection by students and teachers on both the process of accomplishing
goals and project results. Thus, both the students and the teacher improve
understanding of essential components of cooperative behavior by prac-
ticing therm. Finally, and most important, Project Citiven teaches children
to becamie responsible and effective participants in civic Tifes 1t teaches
themt that their involvement is beneficial both to society as a whole and 1o
themsclves.

Project Citizen meets student needs o encounter the real world: stu-
dents choose the topic that is interesting both to them and 1o the
public-.~the problem is topical and socially relevant. Moreover, the
program is interdisciplinary in chat it connects civies, Crech language,
and, almost always, mathemarices, plus the relevant subject according 1o
the problem selected. The project must be accomplished by teams, and
studeris are responsihle for the realization of the team object ivis their
project. Further, the program is oriented toward a concrete result. A par-
ticularly valuable camponent of this project is that no teatare of it is
imposed upon the Czechs by their American partiners. Quite the contrary,
the teachers and students have been consuntly challenged 1o suggest
improvements,

In the carly nineties the American projects in the Crech Republic
cauld be deseribed as attempts o implement American approaches, tradi-
tians, and expericnces in Central Furope. In these cireumstances, the pro-
jeuts zould not be very successful. During 1995, Crech civie educaton
found that their Amertcan partnens hegan to dhow greater respect [or
Crech cultural traditions and educational needs. American partners
seemed to have acquired o betier dhearenical backgraund o the problems
of civic education in the Creeh Republic. That is why recent projeas have
been much more successful.

Fffeets of Key Ceoch Civre Edducation Projectc on Amievicans Creie Felecators

Arserican ivic educators from Californi and Oregon invalved
Civitas An International Chie bducation Fachange Program have been
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cager to learn the perspectives of their Czech counterparts on the poliical
history of the Czech Republic and hew the Crechs are meeting the chal-
lenges of change. They benefit from learning about civic education in the
Czech model and particularly value the opportunity to visit Czech
schools.

One American educator pointed out that “it was very interesting as
well to discover that many of the challenges we face as educators are the
samne . . . insuflicient funding, the need 1o use different methods to reach
today’s students, land] the difficulty many teachers have with the changes
needed when adopting new methods or curriculum.” Another educator
believed that the exchange program “reaffirmed the commonality of
mankind.”

In California and Oregon cducators who participated in the exchange
program shared their experiences and impressions widely within their
school districts. They have written articles about what they learned by
hasting Crech educators. One elementary school class in Oregon has
written letters to students in a Crech village.

The willingness of Americans to form parterships with Crechs has
been one factor in recent effarts by Czechs to refashion education for
demaocracy after a decades-long hiatus under dictatorial rule. The aid of
Americans was not always effective, however, because they tended 10
ignore Czech traditions and ideas in favor of their own. In the last several
years, however, a willingness to achieve fuller partnership between Amer-
ican civic educators and their Czech counterparts has brought about the
introduction of innovative programs that have given Crechs greater
control of their implementation and ar the same time have had an effect
on their American partners. | he continuing story of the Urech and Amer-
ican alliance for innovation in civic education is onc of mutual learning
by cach about the cultural and historical experiences of the other. [t may
be an exacting process, but there are positive signs thar such an alliance
can be an effective foree for establishing richer, more productive education
for demaocratic citizenship in hoth countries.
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CIVIC EDUCATION AND
THE FUTURE OF DEMOCRACY IN RUSSIA

PYOTR POLOZHEVETS, STEPHEN L. SCHECHTER,
AND RIMMA PERELMUTER

The last presidential election vepresented an important watershed in
Russian bistory, and though the future is uncertain, one thing is clear. The
victory of Boris Yeltsin has proven to be a factor in the transition from the
realities of authoritarianism to the possibilities of democracy. In that elec-
tion, 40,000,000 citizens registered their vates for president and their
desire to realize how to live in a non-authoritarian society based on a
healthy respect for the rights of all members. Quite possibly, Russia has
reached a turning point in its transition to democracy. Certainly, the pref-
crence for democracy as a way of life has been strengthened in the civil
consciousness of the Russian people. I, 1o paraphrase Nabel prize winner
Octavio Paz, democracy is a system in which people do not kill onc
another over political disagreements, then the last election provides
further encouragement about Russias transition to a democratic society
The fact thar 30,000,000 votes were cast for Communist candidates,
however, poses a serious issue for future political and cconomic stability
that can complicate the process of democratic reform.

The Need for Civic Education Reform in Russia

Maost Communist voters are members of the older generation, and
their influence on the emerging democratic culture of young people wan
be substantial. Eighty percent of history and civies teachers are members
of the older generation, and only 20 percent of social studics teachers tike
inservice courses where they have an opportunity to acquire new content
and develop new teaching methads.

The school can become an ideal place for acquiring real experiences
in democracy through lessons on equality, respect, and tolerance as well as
exercises encouraging participation and the search for peaccful solutions
o contlict. However, civic education for democracy depends on the wijl-
ingness and capability of teachers to teach it The paucity of new teaching
methods ana the persistence of oid teaching principles and practices
impede the successful development and dissememadion of ¢ivic ducation
in Russia.
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Further, most adult citizens have had little or no experience living in
an open society. This lack of democratic experience makes it difficult for
parents to educat~ their children about life in their new society. It is,
therefore, increasingly important thar schools play a major role in pro-
vid’ 1g members of the new generation with what they need to function
effcetively in a democratic society. It is a task that goes beyond resources,
curriculum, and pedagogy. It requires helping Russia students to think in
a whole new way; it requires the same of its teachers of civics.

Last year, the Uchitelskaya Gazeta (Teachers’ Newspaper) interviewed
Russian teachers about civics and civic education. According to the results
of this survey, 73 percent of Russian teachers said that the teacher should
help students understand and analyze issues and events. Ninery-three
percent believe that students need to obreain information on civics and
government in schools, while 34 percent expect teachers themselves to be
well cducated on political issues. The majority of those interviewed,
however, believe it is possible for every teacher to give lessons in civics; the
only qualifications they belicve teachers need 1o teach civics are interest
and desire. There was no articulated concern about whether teachers are
qualified to teach civics. The majority of interviewed teachers believe
civics should be “taught in the carly grades and studied properly.”

Based on our analysis, one of the highest priorities facing the Russian
cducational system today is the need to recognize and develop civic edu-
cation as a professional field of teacher education and an academic subject
in the students” curriculum. This priority needs 10 be addressed in several
interrelated ways: the formation of support by all levels of government
from local 1o regional w federal; the development of civies standards; the
acceptance of civic education by fellow teachers; recognition by the higher
cducation community in the form of new preservice and inservice teacher
education courses and programs on civic education; and the preparation
of high-quality accessible teaching materials on civies and governnent.

International Cooperacion in Meeting 1he Need for Civic Educasion R{ﬁmz

To help meert their educational and professional needs, a group of
Russian and American partiers joined forees in 19995 to support the
development of a nongovernmental professional association named the
Russian Association for Civic Education {ACE). The formation of ACE is
based on sclf-government and the role of grassroots organizations in this
process; if we are to practice what we preach, the civic education commu-
nity must build a critical mass of educators who will address their prob-
fems through scif-help, Unless interested practitioners develop the tools
and build capacity, civic education will not develop or flourish in Russia.

At cach stage in its growth, and along cach dimension of its
development, ACE hay made prudent use of international resources and
partnerships.




Civitas@Russia is the American-Russian partnership in Civitas: An
International Civic Education Exchange Program, and it has six partners:

* the American Fedcration of Teachers Education Foundadon
(AFTEF) directed by David Darn with the assistance of Joe Davis
and Rimma Perelmuter in Washington, 13.C. and Zhenya Belyakov
in Moscow,

* the Council for Citizenship Education of Russell Sage College
dirccted by Stephen L. Schechier,

* the School of Education of Baston University, a partner ceater
directed by Robert Sperber with the assistance of Charles S. White,

* the Russian Association for Civic Education {ACE),

o the Grazhdanin (Citizen) Training Center directed by Jacov Sokolov
{described in the next section), and

s the Uchitelskaya Gazeta (leachers' Newspaper) with Pyorr Polozhevets
serving as editor in chief (described in the next section).

Learning Democracy, a Russian-Canadian project sponsored by the
Canadian government and the University of Western Ontario and co-
directed by Douglas Ray and Natalya Voskresenskaya, was one of the first
international partners in civic education in Russia and has worked closely
with many of the Russian educarors who later played a central role in
ACE.

Four non-Russian organizations have played a sustained role in this
process:

The Conneil of Europe has its own civic education initiative in Russia
under the direction of Ulrike Scholl and has undertaken projects both on
its own and in cooperation with Civitas, working through the seaff ac its
Strashourg office and drawing on civie educartion specialists from such
member countries as Austria, Belgium, and the United Kingdom.

The Maxwell School Project of Syracuse University directed by
Joseph Julian was another carly partier in civic education with Grach-
danin and regions such as Nizhny Novgorod and Bryansk.

The National Endowment for Demaocracy has played a significant
role in funding two important ACE initatives— Grazhdanevedenie (Civie
Fducation Supplement) and the Student Olympiad in Civies.

The United States Information Agency (USIA) has provided assis-
tance in the form of funding, expertise, and networking, to various civic
cducation programs in Russia including inttiatives by AFTER, the Sage
Council, and Maxwell School undertaken outside the Civitas partnership
yet in concert with it

It is a truism worth noting that Russia is a very farge and diverse
country, and it stands to reason that its internauonal partnerships must be
commensurace in size and diversiry yet somchow concerted if they are to
have a significant effect on educational developments in Russia. The pop-
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ulation of the Russian Federation is more than 148,000,000 pcople
(nearly four times more than in Poland) spread over 6,600,000 square
miles, which is nearly twice the size of the United States.

Russia today is 2n evolving federal system, and, as in most federal
systemns, education in general, and civic education in particular, are shared
functiens between the general government and ce istituent governments
and often involve local governments. This arrangement further compli-
cates the development of a new subject like civic education and a new
professional association like ACE, especially so in Russia, where there are
eighty-nine constituent member governments, including republics,
oblasts, federal citics, and various other designations.

Exchange resources and apportunitics most effectively used by the
Civitas partners in support of ACE purposes have included:

* study institutes in the United States for Russian educators on
themes mutually agreed upon by the partners for their future impor-
tance in the development of curriculum and teacher education pra-
jects;

a recent study tour on strategic planning, membership recruitment,
and organizational development for ACE staff;

repular visits to Russia by American partners for the purposes of
planning and participating in workshops and conferences:

targeted visits to Russia by American teachers and specialists who
have participated in curriculum development and teacher training
workshops:

collabarative projects in which a small American and Russian team
get together in the United Sutes or Russia to work intensively on a
particular project, such as the production of the civies methods
book, The Active Classroom:

translation of American civics materials including $he Nutianal
Standards for Civies and Goiernment, We the People. . . Project
Citizen,” and the American readings for The Active Classroons, and

¢ conferences and workshops in Russia that bring wogether civie edu-
cators [rom various regions in Russia with American participants.

The partners have maintained constant contact by e-mail, supple-
mented by face-to-face mectings and telephone conversations involving
bitingual stafl on both sides, 1o determine exacdy how a limired amount
of exchange resources and opportunities could be best applied 1o partic-
ular needs.

The Origin and Developiment of ACE

In bis The Lawes, on the founding of polities, Plato observes "Well
begun s half done.™ Politics chat begin with a strategic location, essential
resonrrces, pood Liws, and good leaders are more than haltway down the




road to a viable future. This rule certainly applies to non-governmental
organizations as well as politics, and there are few better examples in the
world of civic education than ACE.

The sceds of ACE were sown in November 1994 when the American
Federation of Teachers Educational Foundation and the Uchitelskaya
Gazesa held the first Russia-wide conference for Russian teachers of ¢ivics.
Although numecrous civic education initiatives were taking place
throughout Russia, a basic lack of information stymied cooperation
among them. The organizers of the conference felt it was crucial for
Russian groups and civics teachers ta fearn from cach others experiences,
as well as to gain exposure to Western models.

As participants began to share information and experience, a certain
momentum and consensus began to build. Several participants voiced the
need for a national organization that could coordinate the regional efforts
taking place throughout the country. Two of the major educacional orga-
nizations in Russia——the Grazbdanin and the Uchitelskaya Gazeta—
stepped forward to take the lead in turning this expressed need into
reality. In May 1995, these two organizations supported an independent
group of concerned citizens (mainly civic educators) in their establish-
ment of the Russian Association for Civie Education (ACE}L

The Ucbi:ebkaya Gazera, with a circulation of 200,000 individuals
and schools, is a highly respected, independent Russian-language weekly
ncwspaper devoted to the dissemination of information on education and
educational reform. It was a major vehicle and voice for educational
refoem in the 1980s. Under the direction of its current editor in chief,
Pyotr Polozhevets, the gazeta has continued that role in the 19905 as a
voice for educational reform and vehicle of educational dissemination. k
functions somewhat like the American weekly, Education Week. Every
school in the Russian Federation gets a copy; and in remotc areas, the
newspaper is the sole souice of informartion on new teaching techniques
and education for democraey. The newspaper already addresses issues of
democracy in socicty and within schools on a regular basis.

The Grazhdanin Iraining Center is a non-governmental organization
that emerged following the fall of the Communist regime. Grazhdanin
publishes textbooks and conducts inservice teacher training workshops
for civics courses taught in grades five through nine. 'lo date, Grazhdanin
has published five texthooks covering a wide range of civies topics,
including an introduction te human rights, free market cconomics, and
principles of democratic governance. Specific chapters address such social
issucs as the rights and responsibilities of youth under the law; the preven-
tion of drug, alcohol, and smoking abuse; and AIDS education.

[n 1997, the Russian Ministry of Education officially recognized and
recommended all five Grazbhdanin textbooks. At present, they are used in
sixty regions from Moscow to the Far East. Teachers have received



training in the use of these textbooks through 230 workshops. In all these
ways, Grazhdanin plays an important role in developing civic education
in Russia.

Over the past wwo years, the Uchitelskaya Gazeta has provided ACE
with alrcady established methods of dissemination—the newspaper iself,
a special civies supplement, and a web site discussed later in this article.
The gazeta also provided ACE with a base of operations including office
space and staff assistance. This continuing support has insured that ACE
could begin its existence as a credible educational arganization with a
built-in membership base and dissemination vehicles.

"Today, only two years after its creation, ACE has more than 9,800
members, including teachers, administrators, scholars, and journalists.
ACE provides teachers, students, and parents with Russian and interna-
tional information about civics through an extensive web site and a
weekly newspaper supplement. ACE is developing a publications program
of teaching matcrials including teacher guides, lesson plans, and a
tcaching methods book. ACE trains teachers and has conducted nearly
two dozen teacher seminars in all parts of the country since 1995. ACE
also invelves parents and children in civic education through an annual
Civies Olympiad for Students and other activities. ACE now has regional
offices in the Greater Volga, the Uirals, Tatarstan, Siberia, and the Russian
Far East.

ACIE Governance and Organization

ACE is governed by a board ot directors elected to two-vear terms.
Most board members are civies teachers representing different regions of
the country: however, the board also includes journalists and staff of
inservice teacher education instituies.® Many members from the regions
are ‘nvolved in developing repional branch offices of ACIE. Each
Seprember, the board meets to set its plans for the upeoming year,

In its two years of planning and organizational development, ACE
has worked with its Civitas partners and selectively utilized Civitas
resaurces. For example, ACE board members have received advanced
training as participants in the annual Civitas institotes in the Unired
States. Board members have returned 1o their home regions with ideas
and materials for the development of regional ACE branches and teacher
education workshops. They have also developed regional curricular and
co-curricular projects, which are discussed clsewhere in this article.

Toward the end of the second year, in the summcr of 1997, both
ACE and Civitas reassessed the organizational development of ACE and
their roles in the partnership. An important decivion was made to
dedicare Civitas resources to this process, which has resulted in significant
inttiagives.
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Civitas funds have been used to hire ACE staff. The new cxecutive
director, Irina Dimova, will continue to work as deputy cditor of the
Uchitelskaya Gazera; the new dircctor of research and publications is
Natalya Voskresenskaya, who also serves as vice president of ACE and
continues to work as director of comparative education at the Russian
Academy of Education.

In October 1997, Dimova and Voskresenskaya came to the United
States for a2 two-wecek study tour on strategic planning and organizational
development. They met counterpart staft at the Center for Civic Educa-
tion in Calabasas, California; the New York State Council for the Social
Studies and the Council for Citizenship Education in Albany, New York;
and the National Council for the Social Studies and the American Federa-
tion of Teachers in Washington, 1.C. The purpose of this tour was to
share ideas and experiences in the areas of: strategic planning, member-
ship recruitment, membership services, fund raising, public relations,
program development, and publications.

The Dissernination of Information en Civic Fduration

Two carly dissemination initiatives by the Uchitelskaya Gazeta have
proven to be essential in the development of ACE and ¢ivic education in
Russia. The first was the development of a specialized web site; the
second, a special civic education supplement to the gezera. Each is

discussed below.

REDLINE. The success of democratic change in Russia depends, in part,
on the development ol 4 tediinological capacity and culivre thar will
enable the free and open flow of information directly among individuals
and institutions without the need for government as the sole source of
that information. Nowhere is this more important than in the educational
system where teachers need to fearn new information technologics in
order to better organize educational processes: teach students 1o gather,
process, and apply information; and become part of the worldwide
network.

In 1994, the Uchitelkaya Gazeta and the Russtan Ministry of Fduca-
tion founded an educarional teleccommunications network, the Russian
Educational Line, known as REDLINE. This nenwork provides Russian
cducators with Internet services and resources (including e-mail, fax,
USENET, W\, povher, elnet, FIT, wlk, IRC, etc.). These services
have helped to create a nationwide information database, "All in Educa-
tion,” which includes information on Russian schoaols and educationat
organizations, biographies, bibliographies, an index of major educational
“journals, material on teaching methods, educational laws. and more.

Within REDLINE, ACE has its own web site. “The Civie Russia,”
which can be accessed av wwne redline sadciviener s site offers informa-




rion n the leading organizations and individuals involved in civic educa-
tion in Russia, an index of books and other educarional material on civics,
and news and other information concerning civics. The Civiener Russia
Home Page includes links to the Civaer Web Server, the National
Endowment for Democracy Web Server, and to other sites containing
information on civics.

Civie Education Supplement. In 1996, with the financial support of the
National Endowment for Democracy, the Uchitelskaya Gazeta began pub-
licavion of Grazhdanavedenie (Civic Educarion Supplement)—a weekly
supplement devored to civic education. Subscription to the supplement is
independent of the gazeta, and a supplement subscription entites the
subscriber to ACE membership. Today, the supplement has more than
9,800 individual subscribers who are concurrentdy members of ACE.

The purposc of the supplement is threefold: to acquaint teachers with
new civics curricula, textbooks, teaching methods, assessment practices,
and inservice training opportunities; to conduct opinion surveys of
teachers: and 1o provide a forum where civie education teachers and spe-
ciabists can share their ideas, best practices, and new resources, including
those gained from international exchange programs such as Civitas. In
this way, the supplement provides a wonderful opportunity for educators
participating in Civitas exchanges to share a wide range of information
from personal impressions to formal educational techniques. The Uchirel-
skaya Gazeta promotes the supplement in every issse with a content
summary of the next issue and instructions on how e subscribe. The
supplement is also available on the web site to Interner users and was dis-
seminated at forty-three seminars of civies teachers in Yekaterinburg.
Ryazan, Moscow City and Region, Alma-Aw, Astrakhan, and other
regions.

Examples of regular features in the supplement include practical
information about clections, legislation, human rights, and tolerance that
teachers can usc in their lessons; announcements and reviews of newly
published and forthcoming materials on civies: articles on teaching
methods such as simulation and role plaving: regional programs in civic
education; foreign material on civic education; supplementary materials
that can be used in extracurricular acrivitiess and reference information
including a listing of organizations that award educational grants in the
areas of civics, democracy, human rights, and tolerance education.

Letters from readers provide an opportunity for feedback including a
better understanding of which materials arouse special interest among
supplement readers. Far example, School 11 in Odintsovo, Maoscow
Region, is a federal experimental site for the teaching of humai righss.
Their teachers recently wraote:




Ciruzhdanorvedence helps us ro improve our existing curriculum and to develap new
courses connccted not oaly to human rights but alo ta relations heoween peaple.
The matenals published in the supplement . . . are very impartant since they
acquiint us with what is going on in civic education. M'e hope Grazhdanoredente
will remain as interesting and wseful as it is now.

‘Teachers and studeats from School 16 in Pavlev Posad, Moscow
Region, write that the supplement is very popular in their school. They
use articles, lesson plans, and other materials in courses in civic education,
history, lirerature, and geography. They conduct debates, discussions, and
roundtables based on articles in the supplement. They aiso reprint them
in their school newspaper.

Maria Komieva, the principal of Moscow School 199, offered this
evaluation of the practical need for the supplement:

In must schoals in e Russizn Federstton, civie education s 2 part or a whole

- . “ T e ag . b
course in such whjeces as “Man and Socicty,” “Foundations of Civilization,
"Law," "Civies,” "Human Rights.” or “The Constitution of the Russian Federa-
tion.” Schools deade themnelves which issues connecred with studying human
dphes, democracy, governimenr, e, should ke induded i the waching process e
differenc stages. Lacking a manonad definion of envie educavan, sundarnds, and
applic ations contributes w the dtficoly in wenkang m all regions.

Develapment of national standards. Mindful of the need for the develop-
ment of national standards in Russia, the Grazhdunovedenie editorial
board decided to publish the first Russian transtation of the American
National Standards for Civics and Governmens.* Russian readers enthusias-
tically reviewed these American civies standards and suggested that they
be pubilished as a separate book. Additionally, this translaion of Americar
civics standards is already part of a beginning national discussion on the
development of Ruswian standards © =vies. Farmer Minister of Fduca-
tion Eugeny Tkachenko saild 2t a mecting in the ministry, "American
Standards have become a good inpulse for the search of our own way.”
American civies standar s in Russian and in Eaglish can now be aceessed

through REDLINT.

Curriesdenm Develapment (o,d Jeacher Felucation Progects
!

The Flections Project. In June 1995, ACE and the Orhireldiaye Guzera—in
cooperation with the Coundil of Furope ad with the assistance of Civitas
partners (AFTEEF and the Sage Council) initiated their Frst curricutum
project for Russian secondary school educators. Mindful of the
impending Duma and presidential eleciions, the project focused on Flee-
tons in Democratic Societies inan clfort to prepare wachers w teach
about the forthceming dections.

The project involved three stages: development ol a draft teacher
puide: field testing, revising, and publishing the guide: and disseminating
the guide and providing training 1o teachers 1o use the ginde through a




s.ies of workshops. This multi-stage approach has served as one of several
models for future projects. Especially important is the commitment to
develep curricula that draw on the combined expertisc of an international
tcam composed of practicing teachers and curriculum specialists; expand
the circle of highly involved tcachers through ficld testing and indepen-
dent reviews, which also serve 1o improve the quality and accessibility of
the material; publish the material asa vehicle for professional develop-
ment as well as curriculum development through teacher workshops; and
view those workshops as a way to engage regional branches of ACE in
various parts of the countsy with programs that can be used to widen
their own membership bases.

The first stage of the clections project began in Augast 1995 with a
curriculum development wotkshop held in Mascow under the auspices of
the Uchitelskaya Gazeta. The participants included a team of ten Russian
educators with strong backgrounds in civic ceducation and curriculum
development. They were joined by five curriculum speciabists from
Canada, Furope, and the United States. The team reviewed internacional
matenials as well as Russian materials on teaching clections. At the work-
shop, participants blocked out a curriculum composed of four teaching
modules relared 1o various aspects of the electoral process in democratic
societics. Over the naxt two months, the Russian team produced a draft
curriculum for ficld testing in the form of a teacher guide,

In late October 1993, ACE began the field-test phase with a four-day
canference co-sponsored by the Ushiteldkaya Guzera, Civitas, and the
Council of Europe to prepare twenty teachers to test the project matcrial
in their dasstooms. Teachers who were trained duting ths stage formed
the core of a subsequent train-the-trainers program conducted in January
1996. 1essons were field tested during the Duma ciccrions in Drccember
1995,

After the clections. the field testers and curriculum writers gathered
toether to begin the third stage of the project. Twenty Russian cducators
were selected to revise the material and become teacher-trainers. Over the
next 1wo to three months, teacher trainers conducted veveral one-day,
weekend training workshops for teachers whao intended to use the nute-
rial in conjunction with the presidential dlections held in the summer of
1996, Since then, approximacely one thousand teachais have received
training in the naterial. Lesson modules with additional supplementary
materials were published in special supplements 1o the {'hitelikaya
Guazete and as a separate teacher guide.

T'he Elections Project is only one model of curricufuny development
and teacher edecation. I will be sephcated nextin the des clopment of a
curricutum [or teaching “The Constitution of Russiain Comparative Per-
spective.” This project will be campleted during the third vear of the
Clivitas p.lnncrship (1997--98). Octher particularly important muodels and
their results are briefly presented beiow.
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The Active Classroont Project. The team-based model ot curriculum devel-
opment has also been used successfully o prepare a methods textbook
that is intended for preservice and inservice teacher education in work-
shops and courses on teaching methods. Time after time, Civitas partners
heard teachers bemroan the lack of high-quality training material on
teaching methods. With the support of a USIA grant to AFTEF, supple-
mented by Civitas resources, Stephen 1. Schechter was commissioned to
edit a reader of American and Russian articles and lesson plans that intro-
duced a wide range of methads for using traditional teaching techniques
1 conjunction with nontraditional methods (such as cooperative learning
and simulation), primary source material, and alternative forms of assess-
ment intended 1o help reachers develop an active civics classroom in
which students have an opportunity 1o build higher-level thinking and
communications skills while widening and deepening their knowledge of
democracy.

Internattonal cooperation made possible the compledion of this
project. An international editorial advisory board was established: Natalya
Voskresenskaya joined the project as co-editor; and Charles White of
Boston University and Andret loffe (an ACE vice president as well as 2
teacher of history and law at Gyminasium 16 in Mytischis Moscow
Region) joined the ediorial team.®

The team communicated by fax, e-mail, and periodic short-term
visits until it became apparent that the only way o complete the baok
would be for the team to steal away for a week so that team miembers
could sit down together and dedicate themselves entiredy to the project.
Phis was accamplished in Aprif 1996 A draft was prepared for field
testing at the Tenth Annuad Grazhdanin Conlerence for Civies Teachers
held an the Black Sea in fuly. Three workshops were offered there by
Stephen and Stephanie Schechter, Charles White, and Ruosie HeflTernan (a
civics and history teacher at Our Lady of ourdes School i Miami,
Florida, whose ciass won the 1997 Nadonal We the People .. . Competi-
tion). Selected conference participants were also invited 1o review the
draft. These and other reviews, along with workshop evaluations and the
continuous feedback solicited from editorial wvisory board members,
were helpful in making the firal revisions o he book. The next phase
currently underway s thesebooula | olinserviee workshops and the iden-
tification and design of univee i Conrses where the book can be effec-
tively wsed in teacher education.

A regional cornucopia. The Flections Project, the Constitution Project,
and The Active Classropn are examples of teari-hased projecis that are pre-
determined and plinned as carefully as possible. At the same time, Civitas
partners agreed that intermational exchange opportunities should also be
provided for individual civics teachers, school administrators, and inser-
vice institute staft who are active ACE members and educational teaders




in their regions and who could bring hack ideas and resources for cur-
riculum development and teacher education in their regions. Each year,
beginning with Russia school vacation in late March, nine to ten regional
educational leaders are sclected through intense national competition 1o
participate in a Civitas institute in the United States.

As noted carlier in this article in the section on ACE governance and
organization, partners designed the institute programs and selected their
participants with two goals in mind—there should be participant-driven
organizational development of ACE regional branches and participant-
driven curriculum development and teacher education programs in those
regions. It is never clear in advance how effective participant-driven initia-
tives will be, but the partners were able to draw upon considerable shared
experience on how to maximize the potential for effectiveness, And based
on this experience, we focused on the selection of good participants, the
demonstration of replicable projects, the provision of adequate resources
for replication, the provision of opportunities for dissemination through
REDILINE and the Civic Education Supplement, an sustained follow-
through work with the participants on their return.

A full discussion of post-institute participant accomplishments in
their regions would be beyond the scope of this article, but the following
examples are illustrative: Natalya Kuzmina is currently writing a teachers’
manual for the sixth-grade civics course; Elena Popova worked with Ms.
Kuzmina in conducting a three-day training workshop for one hundred
teachers from the Moscow Regions Galina Romanova from the city of
Sizran in the Samara Region has been awarded a grant from the Furasia
Foundation to launch a local version of Project Citizen developed by the
Cenier for Civic Education; Andrei loffe has designed an inscrvice pro-
gram an civics for the Moscow Academy for Higher Qualifications, which
provides annual retraining to nearly 1,500; and Sergei Olenin is exploring
the possibility of developing a Youth Court in Tatarstan.

Greater Volga Praject. Over the last two years, a growing consensus among
Russia development experts has called for greater technical assistance
outside of Moescow that focuses upon regional capacity building in arcas
such as cconomic development, democratization, and educational reform.
In planning sessions with past Civitas@Russia participants, it became
clear that many of the cities and regions that have been represented in our
partnership are located along the Volga River. Three Civitas@Russia par-
ricipants who attended the spring of 1997 United States Institute raised
the possibility of an inter-regional Volga project as a way of gaining
understanding and support for the teaching of civies. In the summer of
1997, our United States parunership held a meeting with nearly thirty
participants from the Volga region to discus this prospect. After signifi-
cant discussions of possible collaboration with Volga-baced educators,
it became apparent that there was strong interest in developing a




concentrated regional apptoach to civie education reform, Several of the
cities in this Greater Volga region have been identified by both, American
forcign policy and cducational specialists as linchpins to socioeconomic
and palitical reform in Russia. In the education sphere, these regional
governments have united into two alliances called the Greater Volga Asso-
ciation of Governors and the Greater Volga Association of Education
Ministers. Together, they represent seventeen regions that contain 20
percent of Russias population.® A Civitas delegation of Rimma Perel-
muter (AFTEF), Stephen Schechier (Russell Sage), Gatina Smirnova
(ACE), and Jacov Sokolov (Crazhdanin) appeared before the Seprember
1997 meeting of the Greater Volga Association and reached agreement
with the ministers that a co-sponsored working conference would be con-
vened to bring together civie education specialists from member regions
and from Civitas partner organizations to assess regional needs and
opportunitics for international cooperation and exchange in the field of
civic education.

The Greater Volga Working Conference was held in November 1997
and brought together civic education specialists from nearly a dozen
member oblasts and republics along with three American specialists, The
conference identified dhree priorities for future collaboration. The first of
these will be the creation of a mg,lur cducaion p.mncnhlp to develop and
institutionalive model preservice programs in civic education at partici-
DANg state universities, px.d.t;_,n!,‘ul universities, and pedagogical calleges
in cooperation with regional inservice institutes and Civitas partners. The
parenership will begin in the Nizhny Novgorod and Samara regions,
which have both made significant progress in the development of such
programs. In a second phase, those models will be disseamimated 1o and
shared with other regions that will be part of the process from i
inception.

The second Greater Volga prienity conmers on the development ol
extracurnicular and co-curricular activities spedifically devigned 1o stem
the rising tide of drug abuse, school violence, and cvicism, which s one
of the most serious negative developiments in the transicon from authori-
tarianism to democracy in Russia: A third priority s the development of a
dvic edudation curricalum for students in vocational training programs.
As a next step, study tours are currently being organized for small teams of
Russian educational specialists who would vist the United Staves for the
purpose of gathering deas and resourees for the advancement of cadh of
the three agreed-upon prioritics.

The Student Olpmprae 11 Crvies

National student competitions can he an exditing wav 1o engage hoth
teachers and their students in subjects fike dvies and government. These
activities can alvo be highly sisible, which will draw public attention ro




subjects like civics and government. Importantly, such activities can be an
effective way to build higher-level thinking skills and improve communi-
cation skills. Equally imporrant, there is reason to believe that students
participating in such activities {¢especially those involving simulation and
role playing) are morc likely to retain what they have lcarned.’

With these goals in mind, ACE and the Uchitelskaya Gazeta decided
to hold Russia’s first Student Olympiad in civies. The evens was sponsored
by the National Endowmeni for Democracy and the Grazhdanin Training
Cenrer.

In the first round, students were invited 1o submit public policy
vssays addressing important social issues facing Russia today and recom-
mending creative ideas for dealing with those issues. The student responsc
was much greater than expected; 1,800 students submitied essays from
sixty-eight regions. The quality of the essays was also a pleasant surprise.
There was a high level of understanding of the ue of original sources and
historical examples and a convincingly articulate manner of presentation.
Forty-five finalists were selected to participate in the second round.

In the second round, finalists were invited to a three-day competition
ih an artractive conference center outside of Moscow. Students were
divided into three age groups. They first responded 1o a series of multiple
choice questions en essential prmcnplcs of democracy, fmmdmg, docu-
ments such as the Russian Constitution, and historical questions.

During the third round, students were arranged by age group o m ake
oral presentations on simulated or l‘l}'p()thctlc.ll situations. For example,
students were asked to prepare a three-minute presidential address to [hc
people of Russia. [n another situation, students were asked 1o formulate a
position in response to the slogan, *People need an iron hand.™ A third
situation was a legislative role-playing activity in which students were
asked what points would be emphasized in writing a law for youth.

All participants reccived diplomas, and winners were awarded a trip
to Artek, a children’s summer carp on the Black Sea. The firse-place
winner, an cleventh-grade student fram the city of Ufay, received an
exemption from entrance examinations and automatic admissien 1o the
prestigions Mascow Law Schoal.

The olympiad did indeed re-energize the efforts of teachers and siu-
dents while raising the visibility of civic education both ratienally and
regionaliy. As a sign of this, the Russian Ministry of Education has sinee
approached ACE with a proposal for cooperation in the next olympiad.

Observations on the Inpact of Civitas in the {1.5.4,

What has been the effect of Civitas on the American side of the parc-
nership? A classification of the effects follows,
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Professional development. For those wha have been pioncers in the field of
international education and civies, Civitas has provided a welcome oppor-
tunity to apply their craft 1o a positive and constructive goal that would
not have been possible ten years ago. Among the leaders of this effort has
been AFTEE Since 1989, AFTEF has actively recruited and trained class-
room teachers as overseas volunteer trainers, These relationships are sus-
taining and enduring; they have provided great momentum for the
project and inspiration for individual reachers. One social studies teacher,
Jeff Carroll, who received his undergraduate degree in Slavic and Russian
Studies at Yale University, served as an AFTEF Volunteer Trainer in this
project and has decided to pursue graduate work in this field. A second
AFTEF trainer, Ken Sigas of Shaker High School in Colonie, New York,
looks first to the humanistic benefits of the project, observing:

The lessons to be learned are 2lmost too many o be listed. First is humility. When
one sces the obstacles that our colleagucs face. * + cime we spesd on trivial matters is
embarrassing. Sccond 15 profesionalisn, Not the American teachers Tknow ace
anything hut very prafessional, but nonc of us has been forced o deselop onr pro-
fessional ethos in relative isolation {and pcl'lmpﬂ hostile crrcumsaancest while u:p]ng
with extremely trying socictal conditions. Third would be hope in that ane can't
wark with these dedicated and opumncic professionals without beny reawakened
to the potential within ourselves and our demacratic mstitutions

Curriculum development. This dimension has not yet been a high priority
in terms of reciprocal developments in the United States. However, like
other Civitas partners, we participated in a Mershon Center project to
develop a curriculum of lesson plans on Eastern Furapean and Ruasian
politics and government for use in American schools.

School exchanges. Partidipation in the ACE Civitas Flections Projec
brought together two veteran cducators: Stephanie Schechter who s a
social studics teacher at [roquois Middle Schoal in Niskayuna, New York:
and frina Ahkmerova, Vice Principal of School 199, a UNESCO-desig-
nated school in Moscow. Ourt of their professional friendship grew an
exchange program between their two schools. The first step in that
exchange was an [nternational Youth Conference on Comparative Conati-
tutional Change in Niskayuna, which brought a group of Russian stu-
dents to this small American town for a weck-long conference in March
1997. This event transtormed the Niskayuna school community inte an
intermatonal conference site. Participating American students formed an
exchange club in 1995 under Stephanie Schechier’s guidance pl.m and
study for this esvent, and they invelved their families, community, and
school in making plans and in hosting their visitor.

Coneluding Observations on Civic Flucation in Russia

One essential question has driven the work of < Civitas parinership
in Russia, and it is probably not unlike the question that other Civitas
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partnerships have faced. How can a small yet experienced group of Amer-
1can educatars with limited funding join forees most effectively with
Russian colleagues who are working for the long-term reform of their
cducational system and its civic education curriculum?

After much deliberation and cxperimentation, the partnership
decided to follow an organizational approach that focused on che develop-
ment of a viable professional association known as ACE. The future of
democracy in Russia and elsewhere rests on the strength of a people’s cul-
tural and institutional capacity for self-help through sclf-government.
And what better group than civic educators who teach democracy to
demonstrate this great democratic principle by virtue of their good
conduct and example?

When we began our cfforts it was apparent that Russian educators
were more inclined to address organizational challenges of process and
structure and pedagogical methods than to tackie content issues. Active
methods of instruction. from problem solving to decision making o role
playing and simulation, have been enthusiastically embraced by civie edu-
cation innovators in Russia, But the educational power of these methods
has yet to be realized because they have not been married to substantial
civics content. For most sacial studies teachers, civies is still probably
defined most comforrably as an attitude that cuts across disciplines.

For some, thiere is the long shadow of an authoritarian past thae sall
hampers most teachers” ability w rake ownership of their classrooms. Are
we —teachers and friends of liberty-—now 1o make those decisions for
everyone? Will the democratic content of our decisions somehow make
the difference between our educational standards and the educational
standards of the past? These questions haunt civic education reform in
Russia.

For athers, the current transitional situation is sl wo fluid o make
uniform content choices where there are so many different curricalum
advocates and so many new things to he fearned. Here, civies, much like
economics, is really quite different from other disciplines. Some have
made therr choices for their classes or schools or regions, and more often
than not that choice at the middle school level has been for materials that
are quite basic, relatively content free, and casily engage students in ani-
mated debare about their rights, their hodies, and their pockerthooks.
Orthers have sought other material, or they are developing their own, or
they are still searching for the right mix.

Within this environment, the development of @ membership-based
professional association—which happened to be supported by the largest
teacher's newspaper and civies textbook publisher in Russia—appeared 1o
be a sensible and constructive course of action that could be swifily sup-
ported with much potential benefit, listle opposition. and tew impedi-
menis. The next few vears will wll the tale whether or not we, the Civitas




partners, made the right choice for civic education and the future of
democracy in Russia,
NOTES
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A FRAMEWORK FOR TEACHING DEMOCRATIC
CITIZENSHIP: AN INTERNATIONAL PROJECT

CHARLES E BAHMUEILLER

Is it possible to develop an international cross-cultural consensus on the
central theanings and character of the ideas, values, and institutions of
democracy and which comnmon elements of these ideas, values, and insti-
tutions should constitute education for democratic citizenship? A new
project is attempting to answer this difficult and thorny question. Fduca-
tion for Democratic Citizenship: A Framework, administered by the
Center for Civie Education, is an internarional project with a global
reach—-with advisors and critics from every inhabited continent.

The Framework project, which began in 1996, is expected to con-
tinue well into 1999, when the last in a series of drafts will be published.
In the interim, teachers, educators, and other interested parties from
around the world are invited 10 participate by commenting on successive
versions.! Review of the Framework’s first draft began in autumn 1997; a
second draft was released during the winter of 1998.

Among those reviewing Framework drafts and advising the project’s
developers are individual scholars, NGOs (non-governmental organiza-
tions), and national ministries of education from more than three dozen
countries, including China (Hong Kong}), Mongolia, Thailand, "13jik-
istan, and Turkmenistan in Asia; Benin, Ethiopia, and Ghana in Africa;
Bulgaria, the Czech Republic, Poland, Serbia. Latvia, Croatia, Hungary,
Germany, and Russia in Europe; and Argentina, Brazil, Canada, Costa
Rica, Mexico, and the United States in the Americas.

Comments on the first draft were overwhelmingly favorable, For
example, “I believe this framework is a very good achievement” (Costa
Rica). “The document 1 thought was excellent” (Dominican Republic). “1
find the project an important one. It will be of much use for democraric
education in many parts of the world” (Hong Kong). *'This Framewark
meets out interest and will be very useful for all institutions dealing with
civic education” (Mongolia). “1 am very impressed by [your| careful and
thorough approach to the subject. This is a well-balanced outline”
{Serbia). “It is already obvious that the final variant of this document will
be very useful and widely used . . . in different countries™ (Tajikistan).




One Framework, Tive Versions

At this writing, the Framework is presented in two versions. One is
known as the Five-Part and the other as the Seven-Part Qutline. While
many of the reviewers favored the seven-part version, a significant
minority favored the five-part version (some strongly), and a number
favored both. Consequently, both will prabably be published. Giving
readers a choice rather than a single version carries its own message, 2
democratic, or hetter put, a "liberal™ message. The majority has not, as in
a liberal democracy nself, decimated the minority; a plurality of voices is
heard, not a monotone.

The roots of this liberal message are nearly as old as democracy iself.
In this presentation of plural voices some will hear an echo of Aristotle’s
famous criticisms of the notorious unity—-and consequent decimation of
hiberty—found in Plato's Republic. In Aristotle’s view, Plato erred in
searching for social harmony by driving out all dissident sounds from his
“closed society.” mistaking a single note for a chord. Real harmony con-
sists of more than one note. By the end of the twentieth century, we have
come o believe thag, like musical integrity, the fabric of fiheral democracy
is undiminished by dissonance. Be this av it may, the message of the
Framework is conveyed in part by it form, not by s contents alone.

The Five-Pare Outline. What is the substance of the Framewaork? The Five-
Part Outiine is a logically constructed whole that beginy with *The
World” and ends with “The Citiven™

[. The Warld: the transnational context of human righis, the open
socicty, and political order
L The People: the foundation of politeal community and govern-
ment
HI. The Polity: the ordering of civic life, polities, and political systems
V. The Government: the formal institutions and pracesses for public
affairs
V. The Citiven: the prindipal actor

This arrangement of topics forms a unity that plmws SQIME Teviewers,
but disturbs others, since any aiteration of the topics fatally distupis the
lowing logic of s structure.

The Seven-Part Outline. By contrast, the Seven Part Outdine is not a
closed whole nor an un.llu. rable process of reason. It is compased of a
series of questions and vpens with the germane query, " What i democ-
racy?” and closes, in its October 1997 version, with a question about the
roles of demacracies in waorld affairs:

I. What is demacracy?

Ho Why choose democracy?



1. What makes democracy work?
IV. How does democracy work?
V. What is citizenship in a democracy?
V1. How do societies become and remain democratic?
V1L What roles do democracies play in waorld affairs?

Since most topics covered under these headings are dealt with in cach
version, for brevity’s sake only the material covered by the Seven-Part
Outline, preferred by reviewers, will be examined in some detail.

Before proceeding it should be neted that the Framework is not
intended as a course or textbook outline, nor is it intended for students.
Rarher, it attempts to outline the common elements that any program of
civic education should include to prepare youth or adults for democratic
citizenship. How and when this material might be taught is beyond the
Framework’s scope.

The Structure and Cosrcent of the Framewaork

The Framework secks to lead the reader from the most elemental,
protean aspects of human sélf-government——from the question of why
there should be government at all and why politics is found in any human
group—to a knowledge and understanding not simply of any kind of
demaocracy but specifically of liberal democracy, the regime of choice of
the world’s most cconamically and socially developed countries from
Japan in Asia to Aastralia and New Zcaland in Australasia to many
nations in Europe, North America, and clsewhere.

‘The Framework first describes what liberal democracy is, carefully
distinguishing it from other kinds of democracy, thar is, fromilliberal ver-
sions (sec below). It seeks to articulate an international consensus on
democracy's values, principles, and essential characteristics. These include,
for example, such “liberal-constirutional™ elements as respect for and pro-
tection of individual freedoms, the rule of faw, the equality of citizens
before the law, limited (constitutional) government, an autonomous civil
society, and the maintenance of the open society, as well as such clements
of “demacracy,” narrowly conceived, as the conduct of frec, fair, and
regular clections: the secret ballot; and universal adult suffrage.

The Framewaork's concern with the ideology of liberal demuocracy, its
underlying philosophy and view of human nature. is apparent from the
outset. Inherent in this ideology is liberal democracy’s refusal o take a
stand on the ultimate human condition, man's destiny and salvation, con-
sidering them as matters outside its purview. Such questions must neces-
sarily be left to religion and speculative philosephy, excluded from the
inherently limited vision required by liberal freedoms. In this view, it is
not accidental that enlarged visions of the human condition are officially
held by theocracies, by twenticth-century communism, and by certain
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varictics of illiberal democracy. Such regimes sharply circumscribe reli-
gious liberty and attempt to dircet the inner world of the individual;
privacy, essential to liberties protected by liberal regimes, is curtailed or
abolished.

This is not to say that liberal demacracy has no public philosaphy.
Openly or implicitly, democracy requires an assumption of the possibility
of man's self-respansibility and matur’ y. * precondition of successful
liberal democracy was described by L=+ 7 Kant in 1784 as man's
“coming of age,” the autonomous thougls .« adult citizen, undirected
by the State. Other regimes, by con’ vop ~ dividual in child-like
submission to the authority of an clitz . -¢ understand sufficiently
to govern and direct the thinking of the . <1s.? Recent palitical phi-
losophy argues forcefully thar the liberal sua.. is not simply neutral among
all values and that certain ideas of human virtue are inherent in the public
philesophy of liberal democracy.*

Distinguishing {iberal from Iflibeval Democracy. The central focus of the
Framework is the moral and formal substance of democracy and the con-
ditions that alfow it to be established, ro be maintained, and w Hourish.
First, what is meant by “democracy™

The rerm democracy micans litle in itself other than free, fair, and
regular clections. In the recent past certain scholars and democratic
activists around the world were content 1o conflate democracy—a term
heavily freighied with moral legitimacy and uplift —-and free elections.
But experience has delivered this identification mortal wounds. In Sub-
Saharan Africa, clections, not necessarily free and fair, but sometimes
accounted “free enough” by abservers, often meant dictators assumed or
mainined power. To the nond in Allgeria, it was dear that planned clec-
tions would mean the death of democracy. Paradaxically, the elections
were scuttled in the name of democracy.

Itis now clear to those concerned with democracy in Africa, as well as
to others, that the equation of demaocracy and elections is unwarranted
insofar as democracy is assumed to bring to power a decent, humane
regime that respects what are regarded as the fundamental rights of citi-
zens. At the same time, prominent political scientists such as Professor
Samuel Huntington of Harvard University regard clections as the heart if
not the soul of democracy. “Elections, open, free, and fair,” Hu ntingron
writes, "are the essence of democracy, the inescapahle sive quda non.”
Huntington remarks that although the governments praduced by such
clections may be corrupt and irresponsible, their bad qualitics only make
them undesirable; "they do not make them undemocratic.™

Whether onc accepts this argument. however, depends on acceplance
of its premise that elections are the “essence of democracy.” This premise
1« & matter of phitosophical judgment, not.a matter of 1act, The problem
nere is that identifying regimies as “democratic™ in Huntingrons narrow
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sense does not tell us enongh;: in particular, it does not tell us whar kind of
democracy is in question. In the end, the implicit view of the Framework
is that discussing democracy in the narrow sense of multi-party clec-
toralism is not sufficient or even very interesting. Instead, varicties of
democracy must bz clearly distinguished. And whar kinds are there?

The term democracy is often intended, especially by those who are
not professional scholars, to mean morally decent governments that not
only hold free elections but also protect fundamental rights. “Undesirable
democracy” in this usage is 2 contradiction in terms. Thus, when the
California History-Social Science Framework recommends that students
ask themselves "Is our society democratic?™ it asks far more rthan whether
frec clections arc held; indeed, the context makes it clear that it would
consider the reduction of democracy to free clections alone 1o be absurd.

This dispute is reminiscent of the argument between positivists and
anti-positivists about what constitutes law. A centuries-old adage has it
that lex fnjustia non lex esr (unjust law is no law). In this view, what mighe
otherwise be a legitimate law loses its legitimacy if it is morally tainted.
Therefare, it need not be obeved. For some democrats, the same is true
for fairly clected governments: if thev tirn on those they rule, they lose
the right to be called democraric.

Opponents argue that the moral substance of a law and the obligation
to obey it are issucs separate from what can or cannot be called a law.
What a law is depends on certain ebjective criteria: was it passed by both
houses of parliament/congress and signed by the monarch/president? If
s0, however morally tainted, it is a law. Similarly, under the clections-as-
democratic-essence criterion, political systems with fairly elected iltiberal
governments are democracies,

The difference in these two positions can be effectively bridged by
admirting that in itself democracy means little, that it must always he
qualified. Taken literally, there is never simply democracy; rather, democ-
racy is always, as we have said, a dind of democracy. Those that limit the
ends and means of government and respect individual rights and that alse
hold free elections have for gencrations been called fiberal democracics.
Regimes based on free clections that neither practice limited government
nor consistently respect fundamental rights are best deseribed as iffiberalt

By adopting consistent descriptors for the varieties of regimes that are
clected through free elections, one preserves both Huntington's insistence
on clections as a characteristic of any demacracy, whether desirable or
undesirable, and ather democrats’ atributions of moral qualities to
demaocracy, to which the qualifying “liberal” must now be added. On the
question of elections, it can be said that free elections are common o aff
forme of democracy.”

A consequence of this discussion is that *liberal™ can he derached
from democracy; nat enly are all forms of demociacy not necessanly



liberal, but all constirutional-liberal governments are not necessarily
democracies. The Unit~2 States was not a democracy in 1789,% but it was
in most respects a liberal regime, with the glaring anomaly of chattel
slavery. Constitudional monarchy in Britain in the cighteenth and nine-
teenth centuries was also a liberal regime although not a democracy. It
riay be pointed out, however, that in today’s world it is difficult at best to
sustain liberal freedoms in the absence of demaocratic contrals on power.®

The fact that liberal and democracy can be separated both conceptu-
ally and actually is not unimportant. Some potential users of the Frame-
work may find full-fledged liberal democracy a utopian dream given their
country’s circumstances; but they can demand and may be able to imple-
ment progressive liberalization as a step toward liberal demacracy. And,
perhaps more important, citizens of countries where governments fail to
meet the standards of liberal democracy, but which hold free and fair clec-
tions, can use the electoral pracess to demand liberal freedoms. "

1he morphology and infrastructure of democracy. As the Framewaork pro-
ceeds from topic to topic, it is clear that its authors believe citizens should
be familiar with the morphology of democracy in its varying forms and pro-
cedures; the relationships of government with civil society, including reli-
gtous institutions; the function of mass media; the functions of a ¢ivil
service; and other matters {c.g., IV. How docs democracy work?). The
Framework is equally concerned with the fnufraseructure of democracy, its
soft underbelly of networked relationships and civic trust and of other
emotional ties, such as patriotism (as opposed to extreme nationalism or
xenophobia) and loyalty o constitutional values. These latter ties signify
adherence to a constitutional morality that places limits en the action of
both public officials and ordinary citizens. All of this and more compose
section 1. What makes democracy work?

Demacratic citizenship. Perhaps the climax of the Framework is its treat-
ment ofciti?.cnship {V. What is ciri:r,cnship in a democracy?). There can be
no dcln(}crﬂcy Wi[h()ll[ dcn'l()crats, \'r'i[h()l![ [I'I()SC ‘Nh() a7c SCIr—C()"SCi()US
members of a self-governing sovercign people. The Framework discusses
the meaning and significance of citizenship for liberal democracys the
kinds (:fopporm nities for participation that democracies offer citizens;
the roles, rights, and obligations of demaocratic citizens; and how they
differ from thaose of other forms of government.

To distinguish citizenship from the roles of individuals” under other
types of regimes, the Framework contrasts citizenship with communal
membership and the status of subjects. To sharpen its focus an the unique
character of democratic membership, the Framework examines how the
idea of democratic citizenship differs from other coneeprs of the relation-
ship between the individual and the political system, such as subservient
OF passive versus active, dcpcndcm versus independent, or chifdlike versus
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Finally, the Framework asks whar civic dispositions and traits of
public and private character, such as self-discipline, skepticism, compas-
sion, and civility, strengthen liberal democracy: and it treats at fength the
importance of citizens’ attitudes and dispositions to their civic relation-
ships. In sum, it may be said that if the Framework as a whole attempts to
articulate the core meanings of liberal democracy, the section on citizen-
ship forms the heart of edncation for democratic membership.

The viability of liberal democracy. It should be apparent even to casual
readers of the document that the Framework makes no assumption about
whether liberal democracy is viable in every part of the world. Thus,
section [I. Why choose democracy? discusses disadvantages as well as
advantages of democracy and the conditions under which other systems
might be preferred. The Framework asks if democracy is always desirable
and docs not assume a positive answer. [t would be casy to answer that
democracy is undesirable if it empowers certain illiberal governmenrs. It is
alsa true that when social disorder reaches a cerrain level, threats to sur-
vival may suggest the necessity of some form of illiberal regime. The
Framework is, therefore, far from an unrealistically upumnnc or
missionary document secking to indoctrinate nonbelievers into a new
dogmatic political faith that is applicable indiscriminately without regard
1o place and time.

Moreover, section six, which asks how socictics become and remain
democratic, speaks of srages of democratic development, suggesting thar
socicties do not become fiberal democracics overnight, but as a result of a
complex and sometimes Jengthy process. It also makes the important
cavcat that democracices are rarely black or white, that political systems
may cmbody a mixture of democratic and nondemocratic features. And it
discusses at length the social, cconomie, and political conditions thar
threaten the democratic order.

In its last section, the Framework examines the roles that democracies
play in world affairs. It does so since, to make responsible judgments,
democratic citizens need some knowledge of international politics and the
place of their nation within the international order. ‘To be knowledgeable
and effective, citizens should be aware of how the world is organized
politically, how natians influence cach other, the role of international
institutions and transnational civil society, and more.

Dewnocracy as Western “lmperialism”

The spread of democratic practices by the West has been attacked in
recent years as a new form of "imperialism.” The idea of imperialism nec-
cssarily includes some form of coercion. he Framewark project, however,
in no way forees itself on potential users. ft has no means of caercion. fts
only armics are its adherents, who are free to pick and choose among its




wares, selecting only what they approve, adopring and adapting what they
please, ignoring the rest. I, in its final form, the Framewark has any foree,
it will be solely because of the compelling force of its persuasive power, to
which no one can object.

The only “empire” here is a liberal empire of ideas or, beteer put, a
“republic of trecly chosen ideas.” This is a “republic” into which interested
persons anywhere may enter and leave at will. Morcover, participants in
the project know that the Framework’s pages, when published, will be
permanently incomplete, since the conversation of democracy, like the
search for justice, is by its nawurce forever unfinished.

The suggestion by skeptical voices that “Western” demaocracy is ourt of
place among other civilizations is an argument to which only history will
supply a definitive reply. [n the meantime, those from every inhabited
continent taking part in the development of this Framework spurn the
nation that it constitutes a form of “imperialism”—Western.or otherwise.
ftis an exercise of free men and women and nothing else.

Further, not only scholars and educators but statesmen as well reject
the notion that democracy can be legitimately considered culture-bound,
that it means whatever governments of the day say it means. That is wha
in 1997 Chilean President Edwarde Frei retorted to Fidel Castro, who
repeated the daim, made for more than half a century, that communists
have their own form of demacracy. Clearly, to Frei democracy means
{iberal democracy, since ta him the demacracy worthy of the name is the
kind that protects fundamental rights, not the ersatz charades practiced in
Cuba and clsewhere.

Thus. demaocracy does not mean whatever iy politically convenient. I
has an inner core of ideas and practices, however they may be adapred and
rcformulated in varying places and times. Democracy may lail—-erfl
fail-~in some places (but not necessarily permanently), though just as
surcly it wilt succeed in others. Although basic democratic ideas have long
stnee spread throughout the wordd, misunderstandings of their meanings
are not uncommon. Before the Framework project, no attempt had ever
been made to state these ideas in a systematic form through a process of
international consensus.

Skeptical Voices

There are other skeptical voices about the enterprise of a world-wide
democratic movemeni. After all, ideas, especiaily political ideas, are noto-
rious for the tendency to he culture-bound. Attempts to export political
valucs, such ideas as the freedom of the individual, undeniably an idea
invented by the West, have met stern opposition from prominent Asian
figures, such as Singapore’s senior strongman, Lee Kuan Yew, and
Mualaysia’s bitterly anti-Western prime minister, Mahathir Mohamad. Lee

is the ost articulute spokesman for “Asian values,” excoriating the West
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for attempting to apply Western standards to Asia, which, he argucs, has
its own standards." These standards place authority before liberty and
family before the individual. Lee argues, in effect, that the West should
mind its own business.

Responses to these arguments did not take leng in coming. Chris
Pauen, former British governor of Hong Kong, and others have pointedly
asked why anyone should take the strictures of authoriharians such as Lec
or Chinese communists to be the authentic voices of Asian values ratuer
than those of Burma’s Daw Aung San Suu Kyi, the Philippines’ Cory
Aquino, the thousands of Chinese students who raised the standard of a
universal “lady liberty,” or famed Chinese dissident Wei Jingsheng. These
arc only a few of the most outstanding exponents of rather different Asian
values than those espoused by the “benevolent despots™ of Southeast
Asia.?

Moreaover, India, indisputably an Asian country, has Tong been con-
sidered a democracy (though of the “fragile” or “frozen™ vartery), and
India’s political values are at odds with the authoritarian expressions cited
above. Althoughi India's values must surely count in the Asian values
debaie, litde is heard of them from lLee and his ilk. Finally. if 1.ce and his
successors are so confident that they represent the real values of their
peaple, why have they never been willing to test them in free elections,
rather than the sham events held in Singapore?

What is occurring in Asia, as well as clsewhere, is a political struggle
among those of opposing views, not the inexerable continuarion of iradi-
tion in the context of impenctrable cultural unity, Asian values differ both
within and among countries of the region: from the liheral democrats of
Japan, India, Taiwan, and Mongolia te the suppressed demaocrats of main
land China, the people of Hong Kong, and the opposition in Burma,
Indonesia, and elsewhere.

Opposed 1o this line of thinking is Samucl B Huntingion, who artic-
ulates the hotly contested view that the world’s major avilizations must
be scen as remaining separate in therr central values and institutions,
including polideal values and arrangements. He argues that as these civi-
lizations modernize it cannot be expected that they will adopt Western
values and institutions. The image of "an emerging homogencous, univer-
sally Western world™ is “misguided, arrogant, false, and dangerous.”

Ameong Huntington's arguments is that anly a relative handtul of
first-gencration leaders, e ecially in Asia, who were educated in the West
adhere to biberal democracy, Newer-generation leaders educated at home
with a few often badly transtated 1exts an democracy adhere to tradi-
tional, anti-liberal politics.” This may be true in various cases today, but it
strains credulity to believe that rejection of iiberal democracy will
continue indefinitely. Non-Western students still flack to Western univer-
sities: new generations rise to challenge the values and practices of parents
and paternal states.

L.




New generations need not abandon such key Asian values as family,
work, thrift, and social hirmony to embrace liberal freedoms and litseral
democracy itselt. Japan, the world’s sccond largest cconomy, stands as a
living refutation of the nation that fiberal democracy is incompatible with
Asian values,

Suill, the rise of a nember ol authoritarian Asian nations 1o economic
prominence is often cited as a challenge ro the relevance of liberal demac-
racy in developing countries. The degree 1o which the corporate menuality
of Asian nco-mercantilism, (summed up in the terms Japan, Inc. and
Asia, Inc.d, will be retained, abandoned, or transformed as the next mil-
lennium negins remains 1o be seen. ‘The financial and cconomic crisis of
1997-98 appears 1o be hasiening fundamental cconomic structural
change in much of the region.™ The political consequences have yet to
become apparent,

The cconomic suffering of Indonesia, whers, at the outhreak of the
crisis, the regime of aging patriarch Svharto was rife with corruprion,
nepatism, and cronyism, points out the dangers inherent v authoriari-
anism not only in Asia but evervwhere. Iralso points out the need for the
cleansing effears of the transparency preseribed by tiberal notions of the
open society. Rulers may claim 1o be wise, but are they?

The ancient question, “Who guards the guardians?” revarbeiates not
anly through centuries, but across cultuzes and civilizations as well. Thowe
attempting to cope with this question may find the wdeas ol fiberal
democracy fully germane o their situation, ever if they nunt be adapted
to noen-Western settings. 1 is dithoule to deny that the evils of unchecked
power are universal.

I this conteat, a view of Zhigniew Bivesindki should be comidered.
Brzezinski argues that contemporary accounts of Asian values express dhit-
ferences in the stage of socio cconomic development, not evidence of
unbridgeable cultural divides in 2 world of relative values Conaary 1o
Huntingron, he believes that economic development will lead o a conver-
genee of certain core political values, and that if and when countries in
Astat and elsewhere approach the level of development of the West, they,
ton, will abandon authoritarianism and demand fundamental liberal free-
doms. lronically for this debate, Lee Kuan Yew himself appears 1o hold
some variation on this view, since he foresees the future adoption ol
liberal frecdoms in Fast Asia - the only question seems w be whent’

Finally, as already stated, the Framework makes no claim thar the
nondemocratic world is now ready for liberal democracys icimplicidy
insists, however, that bastardized illiberal versions of demuocricy not be
confused with liberal-constitutional varietics, a confusion that can only be
avoided through a careful examination of the meaning of democracy,
which is precisely what the Framework atempes,




The jury is out regarding liberal demacracy as the end poing,™ as it
were, of the age-old human quest for dependably decent and effective
government. [t will remain out for a very long time, perhaps permanently.
As a precondition for choice, the world needs a shared understanding of
its core meaning. The Framework is a giant stride in making the meanings
of democracy the common intellectual property of everyone. As such, 1t
deserves the support and participation of demaocrats everywhere.
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COMPARATIVE LESSONS FOR DEMOCRACY:
AN INTERNATIONAL
CURRICULUM DEVELOPMENT PROJECT

DAWN M. SHINEW AND JOHN M. FISCHER

Civic educators throughout the world face a fundamental question: How
can we prepare students for active participation in democratic societies,
particularly in an interconnected world? This article describes the content
and development of a cross-national curriculum development project
designed to help educators in the United States respond to the need for
cffective civic education. Comparative Lesions for Democracy (CL.D) is the
culmination of a twenty-one month effort from educators and scholars in
the Czech Republic, Hungary, Latvia, Poland, Russia, and the United
States. CLD contains more than 560 pages of materials, including 35
original lesson plans, student handouts and readings: an instructional
guide for additional resources about the region; and the constitutions of
the six countrics involved in the book’s development. CLLI) was designed
for use by secondary social studics teachers in the United States to
supplement existing courses of study.!

The development of CLD offers one madel for international collabo-
ration on curriculum development. The process for developing this
teachers’ resource book highlights both the challenges of cross-cultural
cooperation and the advantages of such opportunjties—particularly in
developing curriculum materials for comparative analyses. In addirion,
the process poses interesting possibilities for future development of
similar cross-cultural curriculum development projects.

Major Features of Comparative Lessons far Democracy

Comparative Lessons for Democracy was developed for Civitas: An
International Civic Education Exchange Program with support from the
United States Department of Education in cooperation with the United
States Information Agency. Civitas offers civic education leaders from the
Crech Republic, Hungary, Latvia, Poland, Russia, and the United States
“opportunitics to learn from and assist cach other in improving education
for democracy in their respective nations.”? CL.ID was developed 1o mect
two gaals of Civitas: to “create instructional materials for students in
the United States that will help them better understand emerging




constitutional democracies,” and to “facilitate the exchange of ideas and
expericnce in civic education among . . . participating EEN/NIS [East
European Nations and Newly Independent Stacesj, the United States, and
other established democracies.™

The major features of CLD are original classroom lessons developed
through a process of international collaboration, a focus on Fastern
Europe and Russia, the use of active teaching and learning methods, and
an cmphasis on comparative analyscs.*

Lessons and supporting materials.'|'he structure of these lessons is intended
to provide teachers with as much information as possible, but recognizes
the importance of the teacher as the decision maker in his or her own
class.? These lessons are not intended 1o be of the “cookbook™ variety in
which climinating one step ruins the entire dish. Instead, teachers have
the option of picking and choosing those activities and/or materials that
are most useful for their students.

The lessons begin with one or more quotes that may be used as part
of the lesson, provide a writing prompt for an essay, or add another com-
mentary on the issues covered in the lesson, Fach lesson also gives teachers
a Summary of the Lesson in which key ideas and concepts are identified
so that teachers may easily note the subject matter and see connections
between various lessons. Objectives identify specific outcomes for cach
lesson.

In many cases. Background Martcerials for the Teacher are also
included. These materials are often longer or more sophisticated than
materials that might typically be used with students. The background
materials establish a foundation for understanding the subject marter,
which makes them appropriate for icachers as well as students who might
be interested in more breadth or depth related to the content in the
lesson.

The Lesson Plan follows a basic pattern of Opening. Developing, and
Concluding the Lesson. Designed to take from one to three periods wo
complete, teachers have the flexibility to decide what w include, how 10
include it, and in what order. Introductery activities are designed 1o set a
context for ssues that arise later in the lesson and to stimulate students’
interests. Although subsequent parts of the lesson build vn one another it
is also possible to use only one or two of the activities contained in each
lesson. Based on the needs of their students, teachers may pick and chome
the materials and activities most appropriate for their classrooms.

Finally, suggestions for Extending the Lesson are deseribed. This
section includes additional information that expands the focus of the
lesson {including references to other countrics or historical events for
comparative analyses) and activities that support, reinforce, or evaluate
the concepts presented in the lesson. Some of these suggestions may also
provide teachers with a basis for designing alternative forms of assessment.
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Each lesson includes copy-ready handouts for student readings and
activities. Student materials are designed to present conceptually sophisti-
cated ideas in interesting formarts full of rich content. For example,
student materials include excerpts from novels, a readers theater, primary
source documents, poetry, fables, and case studies. In addition, original
maps of the region are included at the beginning of the book indicating
the area’s historical, political, and social changes. A "Guide to Instruc-
tional Support Materials” provides teachers with hundreds of references
for additional literary, audio, and visual materials for use in supple-
menting and enhancing the lessons.® An appendix includes the constitu-
tions of the Czech Republic, Hungary, Latvia, Poland, Russia, and the
United States.

A focus on Eastern Europe and Russia. Comparative Lessons for Demaoc-
racy presents a rare opportunity to strengthen education for democracy in
the United States through the use of curricular marerials about the history
and government of severat Eastern European nations and Russia. The rev-
olutions of 1989 left American cducators in need of materials that could
help them teach about the historical events that laid the feundation for
the toppling of communist regimes. In addition, the difficult periods of
transition raised important issues about establishing and maintaining a
demacratic state.

Analyzing issures and events related to these emerging democracies
encourages American students to clarify some of the basic assumptions
and principles upon which democracies rest. The content of the lessons
contained in this resource book was designed 1o raise questions not only
about countrics in Fastern Furope and Russia but also about how these
same issues relate to American society and politics. In this manner, stu-
dents are able to identify the elements commaon to democracies every-
where and those dimensions that are unique to the United States.

Educators and scholars from the Crech Republic, Hungary, Lawvia,
Poland, and Russia contributed many of the materials included in these
Iessons, These materials proved to be essential in insuring accurate infor-
mation and the inclusion of multiple perspectives. Users of the resource
hook have the chance to analyze events not only from an American per-
spective but also from the viewpoint of those directly involved. This
analysis promotes a deeper understanding among students and provides a
strong foundation for building comparisons.

‘The materials are divided into four major seetions. The first section,
Historical Connections, contains lessons that emphasize the links
between the past and present. In order to begin to comprehend the cvents
from 1989 to the present, itis essential o consider key events in World
War 11, the rise of communist regimes, and the carlier protests that
planted the sceds for the changes in 1989, Periads of Transition, the
second section, includes Tessons that analyze the role of a free cconomy in
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promoting change, as well as the vehicles used to promote political trans-
formations. The third section contains lessons thart facus on Constitution-
alism and Democracy; for example, the role of a constitution in
establishing a state, comparing and contrasting the role of the executive in
various states, and how affirmative and negative rights might be addressed
in a democracy. The final section is entitled Citizens’ Rights and Civil
Socicty. These lessons encourage teachers and students to consider a
variety of relationships inherent in a democracy: minorities and the
majority, nation and state, military and civilian society. Several activitics
in these lesscus ask students 1o analyze the role of the individual in a
democracy, including the responsibilities of democratic citizenship.

Active teaching and learning methods. One important-way that 2ducators
can prepare students for participating in a democratic society is through
the use of active methods of teaching and learning. The challenge 1o every
teacher—American, Polish, Czech, Hungarian, Latvian, and Russian—is
1o create an environment in which students are encouraged to think criti-
cally and interact with subject-matter, peers, and teachers in ways that
promote democratic behaviors and attitudes as well as mastery of acad-
emic content. Students who are asked only to be passive recipients of
knowledge will not develop the skills necessary for engaging in the public
discourse so essential 10 a successful democracy.

The lessons contained in CLD use a variety of interactive teaching
strategies. The purpose of these strategies is to provide students with
opportunitics to be actively involved in the lesson and to increase stu-
dents’ interest in the lesson. Teachers in virtually all countries complain
that students are not prepared 1o participate in lessons that require active
involvement. Ava conference in May of 1996, a4 Polish teacher raised a
question that seems to plague all educators: “How can we expect students

to act in cooperative, democratic ways when all around them society is

wrought with examples of authoritarian policies and an apathetic public?”
The question reminds us thar, in addition w presenting the content nec-
essary for students to become critically minded citizens, educators must
also provide students with opportunities to develop the skills necessary for
active participation in a demacracy.

Comparative analyses. As indicated by the tide, the materials in Compuara-
tive Lessons for Democracy are designed to facilitate comparative anatyses
by students and teachers. Comparison provides students with a basis for
describing similarities and differences, analyzing and evaluaring the
nature of these characteristics, and making connections and distinctions
across units or within units over time.

Kermic Hall, @ prominent constitutional scholar, offers three
“virtues” of a comparative approach in civic education.® First, he suggests
that “comparison creates an awareness of altermatives, showing ithe signil-
icance of | developments _ . - that without a comparative analysis might
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not appear so.” The recognition of alternatives is particularly important
for students in the United States who often lack an adequate under-
standing of other systems of government. Second, Hall states that
comparison “serves as a primitive form of ‘experimentation’ . . . which
allows students to test the relative impact of various social, cconomic,
demographie, political, or intellectual factors {as represented by} different
nations’ civic cultures.”™ Finally, Hall posits that the comparative
approach allows students “to identify common patterns of action and
behavior.™ ITn addition to identifying ways in which the history and tra-
dirions of the United States contrast with those of emerging democracies,
it is important for American students and teachers ta consider issues that
are common to Al democratic societics.

To illustrate the power of comparative analyses, consider the issuc of
constitutional rights. As memberts of a long-standing, stable democracy,
students in the United States are often required to know the rights
included in the Constitution. American students are rarely asked to create
alternatives to the rights that exist in the American Constitution, nor do
they have many opportunitics to hypothesize about how our saciery may
have been shaped differently if ether rights had been included. Using the
comparative method, students might also be asked o identify which
rights appear in virtually all demacratic constitutions and which of these
might be universal rights.

A Process for Crase-Crltural Curricnlum Development

Any project that involves persons from different cultures presents
numerous challenges, as well as exciting possibilities. In developing (1.0,
we faced two potentially co -flicting issues. We needed 1o produce 2 book
that would be useful to American teachers and students, and we wanted
ta be sensitive to the perspectives and experiences of our Central and
Eastern European colleagues. To balance these two needs, we devised a
four-phase process for collecting, developing, reviewing, and revising the
materials incorporated into the text, allowing the opporunity for a
variety of perspectives ta be presented.

Phase I: Collecting Materiale from EENINIS Pariner Sites. Nany Americn
teachers recognize the serious shortage of materials about this region, due
in large part to the fifty-year reign of communist governments that
limited and censored information. The materials that have been available
in the past have often over-simplified the complexities of the region, In
order to more fully understand the impact of contemporary developments
in Central and Eastern Europe and Russia, American teachers need o
have access to materials that illustrate important cancepts and events.
This project rested on the assumption that such information should come
from educators and scholars i those countries.




Consequently, instead of simply asking American participants in
Civitas to develop lesson plans for their peers in the United States, we
requested that materials and lesson plans be initiated by our colleagues
abroad. In order to facilitate this process, specifications about materials
and lesson plans were distributed to teams from cach of the participating
EEN/NIS countries. These specifications provided guidelines that educa-
tors and scholars in cach country could use to develop drafts of materials
for inclusion in the resource book. Materials were submitied in English,
though in many cases the original drafis were developed in the writer’s
native language and then translated.

The materials reccived from our colleagues abroad proved invaluable.
These contributions helped us understand more about the issues relevant
1o specific countries and thase issues that scem to transcend state bound-
arics. ‘The level of detwil and personalized nature of the information
simply could not have been accomplished without contributions from the
participating EEN/NIS countries.

Phase Il: Praducing the Initial Draft. During the next phase of the process,

we created a development weam comprised of five teachers from the
United States and wwo editors. The teachers, selected because of cheir
expertise in the classroom and their interest in the project, worked under
our supcrvision to edit, revise, and devclop lessons for inclusion in Com-
parative Lessans for Demacracy.”’ Vhroughout the winter and qprmg of
1996, this development team met with the editors and engaged in profes-
sional development experiences designed to deepen their understanding
of the histories and current events in the countries involved in the
exchange. The group gained a better understanding of the seismic changes
in Eastern Lurope and Russia by reading the works of Timothy Garton
Ash and scholars in the fields of constitutionalism and emerging democ-
racics. These seminars also encouraged the group to start to question what
are important things to reach American students, bath about this region
of the world and about demacratic principles.

In June 1996, the development team received draft lessons and mate-
rials from our Eastern European and Russian colleagues. Latvians sent
lessons on the parliament, the differences between the concepts of

nation” and “state,” and the struggle to define Lawian citizenship.
Czechs sent information rich in historical detail, including the important
roles played by individuals and groups: 10 G, Masaryk, Velav Havel, and
the reform-minded organizations in the Prague Spring of 1968. Hungar-
fans contributed powerful narraives about the battles over convol of the
media and freedom of the press in democratic societies. Educators from
Russia sent materials on the problems of federalism, presidential power,
and the right to an education. Polish lessons included information about
the principles of democracy, the concepis of patriotism and cquahity, and
a role-play about the challenges of establishing a stare.
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During the summer of 1996, the development team and editors
refined macerials, claborated on ideas, combined readings, investigated
additional sources, and revised lessons so they would be accessible 1o
American teachers and students. The team worked with the editors to
function as an “editorial group” that assumed responsibility for the first:
draft of the lessons. Several key issues emerged almost immediately in this
process.

First, and perhaps most disturbing to all involved in the process, were
the obvicus differences between what our Eastern European and Russian
colleagues knew about American history and government and what
American teachers and their students know about the histories and gov-
ernments of Fastern Europe. In many cases, it was apparent that contrib-
utors from EEN/NIS assumed that Americans possessed a much richer
knowledge of their countrics than was actually the case. This recognition,
while reinforcing the need for the resource book, posed a problem: how
could these materials be made useful for teachers and students wheo lacked
the necessary background information to understand the lesson? We were
unwilling to omit interesting and informative materials and, instead,
opted 10 develop, when necessary, a section in the lesson entitled “Back-
ground Materials for the Teacher.” This section included readings, suni-
maries, and references that provided teachers with the information most
necessary to understand and subsequently teach the lesson.

A sccond issue involved the concepts of objectivity and perspective.
Clearly, many of the materials that were submitted dealt with controver-
sial, emotional, and sometimes very personal issues for our Eastern Furo-
pean and Russian collecagues. The American tradition of promoting
fessons that are “objective” or-that include numerous perspectives on an
issuc made some of these materials problemade. Again, the editorial team
was reluctant te eliminate these picces—particularly because many pro-
vided valuable insights into perspectives not ofren presented in American
classrooms. To a great extent, this dilemma was climinated when the
group centered its attention on the resource hook’s emphasis on compara-
tive analyses. The original materials were reconsidered based on their
value in providing a basis of comparison for other perspectives. Materials
from both American and EEN/NIS contributors were integrated into
lessons, giving American teachers and students not one position or expeti-
cnce, but several. In many cases, lessons were revised numerous times
before being considered appropriate for the next phasé of devetapment.

Phase l1]: Reviewing the Draft Lessons, The unique cross-cultural nature of
CLD required a complex, formative review process. This process extended
over a period of seven months and entailed several steps. Beginning in the
fall of 1996, twenty-two classroom teachers agreed to review and pilot
teach the draft lessons: their reviews identified problemes with directions
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to the teachers and issucs related to our intended audience and students’
ability levels.”?

Next, we shared the materials with teachers from the United States
and other countries during a series of presentations at the national and
four regional annual conferences of the Council for the Social Studies.
Participants in cach scssion received draft copies of the resource book and
were invited to share their comments and suggestions; many of their
observations were integrated into the final edition of the book. In partic-
ular, teachers at these sessions identified new lessons that needed 1o be
added to the draft lessons already completed. As a result of this dialogue,
five additional lessons were developed and included in the final edition.

Concurrently, all lessons and materials related to a particular country
were sent to the paruer center in that country for review and comment.*
For example, all materials and lessons related o Latvia were sent to the
Democracy Advancement Center in Latvia, the center that organized the
submission of the original materials. Each center recruited an individual
to read, review, and comment on the lessons. Their comments identified a
few factual inaccuracies but were generally quite positive. In some cases,
these reviewers provided additional materials to enrich background infor-
mation for teachers and students, Improvements in lessons are, in many
cases, the result of their contributions.

Two additional groups were involved in the review process. Several
American law-related education centers identified teachers to review
lessons.' Most of these reviewers applauded the development of cur-
riculum. materials about this region and identificd ways in which the
lessons might be used to supplement curriculum mandates and courses of
study in their states. Many of these teachers also reminded us of the reali-
ties of American classrooms, which lead us wo question how to maintan
the complex nature of the issues without alienating students with overly
difficult materials.

This group of reviewers frequently commented on the sophisticared
nature of several picces identified in the lessons as “student™ readings.
Many expressed doubts about the abilities of their students to conpre-
hend the materials. One obvious aption was to rewrite these essays in
order to make them more understandable for the average American high
school student. However, we feared that in simplifying the language we
would lose the nuances and complexities of the situations described in the
essays. In addition, many of "ese pieces were original and had never been
nublished in the United States. Instead of rewriting the essays, we added
“Editor’s Notes” to the student readings in the final edition. These foot-
notes provide definitions and background informacion thar make the
readings more understandable and less intimidating.

Finally, we identified four scholars with expertise in the region. con-
stitutionalism, and history.™ In addition to insuring that the marerials




were teachable, we wanted to feel confident that the materials were factu-
ally and conceprually sound. Fach of these scholars provided extensive
camments that affected the lessons in critical ways, Scen in concert with
the comments from classroom teachers, these reviews directed the revision
process that followed.

Phase IV: Preparing the Final Product. Having collected critiques of the
lessons from a variety of sources, th- final revision process began. At this
point, we reduced our editorial t~am to four persons: two editors and two
staff members at Mershon Center.” As editors, we believed it was impor-
tant for the lessons to be consistent in format, quality, and content; the
smaller working group made it possible for cach of us to be familiar with
virtually every lesson.

All reviewer comments related to each lesson were compiled and syn-
thesized.™ These compilations allowed us to identify trends in the cri-
tiques. The editorial group discussed the reviews of each lesson in detail.
We did not attempt to address every comment on cach lesson. As experi-
enced teachers, we evaluated the comments on the basis of our abjectives
for CLI> and the consistency of issues identified as problems. One of the
most frequent comments, particularly from our scholar reviewers, was the
need for additional background marerials for the teacher. I the final revi-
sion we expanded and added materials to this section.

Another conclusion was obwious: the lessons varied considerably in
quality. Although many lessons reccived very high praise from all
reviewers, a few were deseribed as “average” or nor motivating for st dents
and teachers. Our goal from the beginning was not the quantity of icssons
included, but their quality. Consequently, six lessons were eventually
omitted from the final edition because of fundamemal flaws consistenly
identified in the revicews that could not be reconciled in a reasonable
period of time.

Once the review comments were synthesized and the final group of
lessons identified, we cstablished a process for the final revisions. Fach
lesson was assigned a “primary reviser” and a “second reader.” The
primary reviser was responsible for addressing the review comments and
making the final changes in the lesson. Once the lesson was considered
complete, the sccond reader evatuated the lessan for clarity, content, and
consistency with the identified farmat. The lesson was returped to the
primary reviser for necessary corrections and changes. This process was
initiated in late March and continued through the beginning of June
1997,

Finaily, as editors we assumed responsibility for insuring the overall
quality of all mareisals. o addition to conducting a final review on every
lesson, the guide to instructional support materials and constitutions
needed to be collected and reviewed ™ [n addition, we wanted to identify
as many connections between individual lessons and materials as possible.




By cross-referencing one lesson to others in the book with related topics
and/or concepts, we hoped to make it casier for teachers to combine two
or more lessons to meet their specitic needs,

[n this final phase it became obvious that, while dozens of people
nlayed important roles in developing the book, one or two individuals
ultimately assumed responsibility for making the ook a reality.” Our role
as editors encompassed virtually every dimeasion of the book’s develop-
ment, including revising and creating lessons, making concepiual deci-
sions about the content and format of the materials, identifying reviewers
and soliciting their comments, synthesizing all of the critiques, and copy-
editing. While the work was rewarding, the effort was considerable,

Conclusions and Prospects

The process for developing Comparative Lessons for Democracy was
complex and challenging, The task of collaborating with educators from
five Kuropean countries as well as with teachers in the United States
sometimes seemed overwhelming. Participants in this collaboration
shared the same purpose (the production of the resource book) but were
severely limited in terms of communication because of language barriers
and distance. However, throughout the process, the developers of the
book continued to be acutely aware of our Eastern Furopean and Russian
unlnltrp,iri\

Consequently, numerous issuces arose dunn;, the project. W hat are
the similarities and differences regarding the expectations of students
from among these different contributors? How do our various experiences
and histories aftect the ways we define such fundamental principles as
hirman rights, open society, and free press? How can we mainuin the
voices of the contributors from Eastern Europe and Russia while still
meeting the needs of American teachers and students? Many of the
answers 1o these qucs{imn remain 'mt.'umplclc However, the process
forced us at least to raise the issues, and sometimes the gredtest learning
takes place not in finding the answers butin 1\kmgﬁ the (1uulmn~.

The five American centers that served as primary sites for visits from
Crech, Hungarian, Latvian, Palish, and Russian civie educarors facilitated
the creation of the materials and ideas in this resource hook.” Partici-
pants’ experiences with the lesson development process varied widely.
However, educators from cach country communicated that which may be
the most difficult 1o convey.  their thoughts and beliefs about freedom,
demaocracy, and the relationship between the state and the individual.

For the American educators involved, this project forced us to analyze
our assumptions about life in a liberal constitutional democracy. Tn the
mitial stages, the editorial team was prepared 1o simply edicand cluborate
on the materials we were provided. Instead, this project encouraged us to
re-cxamine what it means 1o 1each democracy. Reading about the histories
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of this region, the courage of individuals striving to make a difference,
and the struggle of dealing with almost fifty years of communist rule
served to revitalize whar we wanted to teach in our classrooms. The power
of comparison does much to illuminate our awn existence and our future
in a world where thc struggle for justice, freedom, and an open society
continues.

Comparative Lessons for Democracy provides an example of how inter-
national networks might be used to develop curriculum materials,
Although Comparative Lessons for Democracy was intended for use in sec-
ondary schools {primarily high schools) in the United States, a similar
process may be used to develop both elementary and middle school
resource books. One key to creating materials developmentally appro-
priate for younger children is to make the intended audience clear from
the beginning and involve teachers at the targeted grade levels at various
stages of the review process.

In addition, the focus of such efforts could be widened 1o include
other parts of the world. Civitas: An Internarional Civic Fducation
Exchange Program focuses on Eastern Europe and Russia. However,
regional netwarks could be cultivated for similar curriculum developnient
projects in Africa, Southeast Asia, the Middle East, Western Europe,
Pacific Rim countries, or others, This process may be facilitated by
clectionic correspondence, making the exchange of ideas, reviews, and
materials more efficient and the process even mare collaborative.

The possibilitics for improving civic education through international
collaboration seem endless. The process described above offers just one
example of the ways in which such efforts entich our knowledge of one
another, as well as our lives as professional educators,

NOTES

V. Comiparative Lessons for Democracy is not intended 1o serve as 2 compre-
hensive coune of study. Instead. the lessons and materials are designed o supple-
ment existing curciculum materials. Teachers who review -ed che lessons deemed
them maost appropriate for high school current evenes, American government,
American and world bistory, and advanced placement comparative government
counes, With adaptations. some of the lessons might abo be used ar the middle
school level.

2. Center for Civie Fducadon. information pamphlec. Cledtas: An Interna-
tional Civic Felucarion Fxchange Program {Calabasas, Calitorma: Center tor Civie
Fducation, 1997), 2

3. Ihid.

4. There is considerable debate regarding the appropaare label for the region
chat includes the Crech Republic, Hungary, and Poland. For the purpose of this
artide, we refer 1o the countries induded in Civitas: An Internagonal Civie Fdu-
cation Ixchange Program as Eastern Furope and Russia. For 4 thorough discus-
ston of this issue, see Dadalus. forrnal of the Amerscan dvademy of Avis and
Seeencey 119 (winter 1990},
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5. The organization of thesc lessons follows thar successfully used by John
J. Parrick and Richard C. Remy, Lessons ot the Constitution (Boulder, Colorado:
Social Science Fducarion Consertium, Inc., 1986).

6. The “Guide to Instructional Support Materials for Russian and Fast
European Studies” was provided by the Russia and East Luropean Institute
(REEI) at Indiana University, REET offers an invaluable service to classroom
teachers by making materials listed in their guide available for the cost of postage
and insurance.

7. For a discussion on the ways in which schools cultivate civic habits, see
Walter Parker, “The Art of Deliberacion,” Educational Leadership 54 (February
1997): 18--22. For a case study 2nalysis of how to use curricular materials to
enhance the knowledge and skills young people need o be incorporated as citi-
zens, refer o Kathy Bickmore, “Leaming InclusionfInclusion in Learning: Ciu-
zenship Education for a Pluralistic Society,” Theary and Research in Social
Lducation 21 (fall 1993); 341-84.

8. Kermit Hall, “T'he Power of Comparison in Teaching abouc Democ-
racy” in Andrew Qldenquist, ed., Can Democracy Be Taught? (Bloomington,
Indiana: Phi Delta Kappa, 1996).

9. Ibid., 113.

10. Ibid.

1. Ihid.

12. The teachers in the initial group of “lesson developers™ included James
Reinker, Rudy Sever, Ben Troteer, and Doreen Uhas-Sauer.

13. The names of these owenry-two teachers are too numcrous to list here.
Howcever, their contributions were notable and their names are listed in Compar-
ative Lessons, iv,

14. International reviewers from the five partner sites include Radmila
Dostalova, Czech Republic; Guntars Catlaks, Latvia; Balazs Hidveghi, Hungary;
Pyotar Polozhevets, Russian Federation; and Tomasz Merta, Poland.

15. Identified in Comparative Lessans, iv,

16. Contenc reviewers for the book included Dr. Ewa Busza, College of
William and Mary; Dr. Katherine David-TFox, The Ohio State University; Dr.
Donald Lutz, University of Houston; and Dr. John J. Patrick, Indiana Univer-
sty

17. We would like to take this opportunirty o thank Lisa Cary and Shannon
Tuzzi-Palett, our colleagues ar Mershon Center, Their contributions during this
final phasc of development were essendial.

18. Fach lesson was subject to ac least four external reviews: an international
revicwer, a scholar reviewer, and two classroom teachers. In addition, a majority
of the lessons were reviewed internally before the initial dissemination of the
pilot lessons,

19. The Constitution of the Republic of Paland caused the editors a great
deal of consternation during the final review process. After considerable debate,
which lasted for more than a year, the Polish Constitution was passed by the
National Assembly on April 2, 1997, and by referendum on May 25, 1997 —just
one week before the deadline for our publication. An “uneftlcial” translation of
the newly ratified Polish Constitution is included in €702,

Ld0 124




20. Even after this extensive review process, the publication was not com-
plete. Theresa Richard and Michae! Connelly, from the Center for Civic Liduca-
tion, deserve special recognition for their work on the final publication.

21, During 1995-96, primary sites of Civitas included The Ceneer for Civic
i'ducation, Calabasas, Califernia; The Mershon Center, The Qhio State Univer-
sity; the Social Studies Bevelopment Center of Indiana University: the Florida
Law-Related Education Association; the Council for Citizenship Education,
Russell Sage College; and the American Federation of Teachers.
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IMPLEMENTING NEW CIVIC EDUCATION PROGRAMS
IN INDIANA AND POST-COMMUNIST COUNTRIES

ROBERT S. LEMING AND THOMAS S. VONTZ

Although democratic principles and institutions might manifest them-
selves variously throughout the world, commitment to fundamental
democratic concepts and our own humanity make possible the sharing of
cducational ideas that foster and support demacratic citizenship. An
understanding of individual liberty and the rule of law, for example, are
significant components of an education for democratic citizenship the
world over. However, the development of essential democratic conceprts,
:ll(hough important, represents only one fu ndamental component of 2
sound civic education program. An cffective civic educarion program
must also include instructional methods that allow students 1o learn prin-
ciples of democracy and skills of democrade citizenship concurrentdy in
the classroom and in the larger community.

Two innovative programs, We ¢he Pegple . .. The Citizen and the
Constitution and We the Peaple . . . Project Citizen, developed by the
Center for Civic Education, are examples of civic education materials that
emphasize key principles of democracy, skills of democratic citizenship,
and sound instructional methods that enable their adaptation and usc in
various socicties and educational systems.' This article briefly describes
these two programs and the current efforts to implement them in Indiana
and in many post-communist countries, such as Russia, Hungary, and the
Crech Republi-.

\We the People . . . The Citizen and the Constitusson

Developed in the United States and administered nationally by the
Center for Civic Education through a network of 50 state and 435 con-
gressional district coordinators, We he People . . . is a civic education
program that encourages clementary and secondary students to develop a
reasoned commitment to the principles integral to sustaining a demac-
ratic society. Stnee 1987 more than 20,000,000 students and 70,000
teachers have been involved with the program in the United States.
Leading scholars and educators helped to develop the We the Peaple . . .
curriculum at the upper elementary, middle, and high school levels. The
content aof the program parallels the essential questions guiding the
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National Standards for Civies and Government and is designed to comple-
ment and enhance teaching and learning in history and government class-
rooms.? Financially, the program is supported by appropriations from the
United States Congress as well as public and private funds from various
state and local agencics,

At all levels, students explore tne historical and philosophical devel-
opment of the United States Constitution, how constitutional principles
have been used through time, the relationship of those principles to
public and private institutions, and the contemporary refevance of the
Constitution and Bill of Rights. The high school textbook, similar in
content ta the elementary and middle school textbooks, contains the fol-
lowing unit titles:

1. What are the philosaphical and historical foundations of the Amer-
ican political system?
. How did the framers create the Constitution?
. How did the values and principles embodied in the Constitution
shape American institutions and practices?
. How have the protections of the Bill of Rights been developed and
expanded?
5. What rights does the Bill of Rights protece?

6. What are the roles of the citizen in American society?

Upon completion of the curriculum, students can demonstrate their
knowledge by taking a test on the histary and principles of the United
States Constitution and by participating in the program’s culminating
activity-—a simulated congressional hearing. Before the hearing, the class
is divided into six groups, one for cach unit of the text. During the
hearing, students testify before members of the community who act as
members of Congress and ask the students constitutional questions. Fach
three-judge pancl {one for cach of the six units) selects and asks questions
chosen from a pool of potential questions cach group of students receives
in advance of the hearing. The students have four minutes to deliver a
prepared response hefore the judges. At the conclusion of the prepared
statemnient, the judges engage the students in follow-up questions relating
to their unit and their prepared statements. They conclude the activity
with a systematic, standards-based evaluation of the students’ perfor-
mance. At the elementary and middle school levels, the congressional
hearings are non-competitive. At the high school level, congressional
hearings arc cither competitive or non-competitive and conducted at the
district, state, and national levels.

Research confirms positive effects of the We the People . .. program. [n 1994,
Stanford University political science professor Richard Brody found
high school students taking part in the We the Peaple . . . program develop
stronger attachments to political beliefs, attitudes, and values essential 1o
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living in a democracy than other students and most adults.® The Brody
study, based on 1,351 student responses, suggests that students partici-
pating in the We the People . . . program exhibit more political tolcrance.*
After participating in the program, students tend to place fewer restric-
tions on individual liberties (c.g., freedom of speech, press, and assembly
as well as due process rights) than students enrolled in traditional govern-
ment and civies classes.” In addition, the study revealed that students par-
ticipating in the competitive legislative hearings are mare interested in
politics, feel more palitically effective, and perceive fewer limits on their
own political freedom
A 1993 study sponsored by the Social Studies Development Center
of Indiana University compared 375 students enrolled in the We the
Peaple . . . program with 477 stidents attending traditional civies classes.”
Borth groups were given a sixty-item test on the history and principles of
the Bill of Righs. The results of the study indicate that 79 percent of the
students enrolled in the classes using the We the Peaple . . . program out-
performed students enrolled in the traditional government classes.® This
“suggests that students participating in the We the Peaple . . . program
gained knowledge and understanding of the Bill of Rights that is superior
to students in government classes using traditional texibooks.™
[n addition to studies that compare students’ civie knowledge or atti-

tudes, D Ruth Mitchell, an evaluation specialise, has analyzed the simu-
lated congressional hearings as a means of student assessment. After
examining tive materials and atiending a congressional hearing, Mitchell
WrItes:

“The competition and prepatston for it have Lisung effects onstudent’s learming,

Teachen awert that the knowledpe learned from the curnculum and compeooon

drawn on ali year. ... The competition has enormons petenal av a moded for the

evaluation of histary/social studics and government classes. [eiv the muost imaging.

vive and well-organized asseviment 1 kbaow of —more unpressive than corrent sde

at the state level Tt promotes students” responsibility for their own leasning, makes

teachers into puides rather than authenties, gives the subject a “real-like™ impor-

tance for stadents, and allovs the students 1o experience the stimulstion of healthy
rink. ?

We the People ... The Citizest and the Canstitution in Indtana. Participa-
tion in the We the Peaple . . . program is voluntary in Indiana and
throughout the United States. One challenge to implementing such a
program is in publicizing its existence and benefits to teachers, adminis-
trators, commugity members, and students, Through a network of com-
mitted people and organizations, the We the People . . . program has
auracied hroad participation throughout Indiana. Fach year thousands of
students and more than a hundred teachers participate in the program at
the elementary, middie, and high schoal levels. At the high school Tevel,
competitive simulated congressionat bearings are held in cach of Indianag’s
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ten congressional districts. The winners of each distrier competition meet
in Indianapolis at the state competition. The winner of that competition
represents [ndiana at the national competition held cach April in Wash-
ington, D.C. The 1997 Indiana representative, Castle High School (New-
burgh, Indiana}, placed fourth in the nation.

The success of the program in Indiana has developed gradually and
through the efforts of many organizations and people. The program is
administered centrally through the Indiana Program for Law-Related
Education ar the Social Studies Development Center of Indiana Univer-
sity. The program is also supporied by the Indiana Sware Bar Association,
Indiana Bar Foundation, and the Indiana State Department of Education.
These organizations help to ensure the success of the program in Indiana
through both financial and erganizational suppart. They are instrumental
in helping 1o locate and attract interested teachers to the program; provide
community members to serve as district coordinators, judges, or guest
speakers; and support the program administratively.

Another reason for the program’s success in Indiana is related o the
creation of the We the People . . . Summer Institute held cach year at the
School of Education of Indiana University and co.ducted by the Social
Studies Development Cenrer. Again, to offer the week-long Summer
Institute at no cost to teachers would not be possible without the assis-
tnce of the organizations mentioned previously, The Summer Institute
brings thirty-five interested clementary, middle, and high school wcachers
together with constitutional scholars from a variety of disciplines. The
scholars give lectures and fead discussions on constitutional themes
related to the curriculum units of the program. “T'he teachers are divided
into teams, each of which cooperaiively prepares answers to constitutional
questions that are a part of the program.

At the conclusion of the Summier Institute. teachers participare in 2
congressional hearing identical to the ones their students will participate
in during the school year. Teachers leave the institute with increased con-
stitutional knowledge, a wealth of resources related to the study of the
Constitution, and the ability o implement the W the Peaple . . . cur-
riculum in their own classrooms. '

We the People .. . in post-conmunist countries. Although developed in the
United States, the format and instructional methaods that are a part of the
e the People. . . program are being adapted for use in former communis
We the Peopl, g | fapred | nt [ COmMUIst
countrics of Europe and the Soviet Union. The support of Civitas: An
Internatonal Civie Fducation Fxchange Program, an organization whose
purpose is to strengthen cffective civie education in new and cstablished
democracies, has been critical to the adaptation and wanslation of
both the We the Peaple . .. and Project Citizen materials for use in civie
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Through the cfforts of Civitas, the formar of the We the Prople . . .
program is being used as a model for effective civic education in Russia.?
In 1997, a translation of the We the Pegple. . . texthook was published and
used in teacher scminars throughout Russia. Nearly 70 percent of Russian
teachers who reviewed the materials indicated “the text was a good basis
for creating a course of study of their own Constitution.” In 1998, the
Russian Association for Civic Education is publishing and distributing at
least 10,000 translated copies of the We the Peaple . . . texthook.

After visiting We the Pegple . . . competitions in the United States and
teachers who use the program in the United States, Hungarian educators
decided 1o create a simulation exercise, similar to the one used as the cul-
minating activity for the We the People . . . program, as a part of their own
civic education program.** In the first year of the program’s existence,
more than three hundred students participated in what Hungarian civic
educators call “Citizen in a Democracy,” and this program has cven
carned the suppart of Hungarian President Arpad Gonez. Additionally,
lessons from the We the People . . . texibook have been featured in teacher
workshops in Bosnia and the Crech Republic and are being adapred for
use in those countrics.

We the People . .. Project Citizen

Project Citizen, also developed in the United Stares and administered
by the Center for Civic Educadion, is a portfolio-based civic education
program that focuses on state and local governments and is designed for
upper etementary and middle school students. Emphasizing citizen inter-
action with local and state governments, the curriculum actively engages
students in learning how to monitor and influence public policy and
cncourages civic participation among students, their parents, and
members of the community. As a class project, students work together in
small groups 1o identify and study a public policy issue and eventually
develop an “action plan” for implementing a chosen policy. Divided into
four groups, the class produces a portfolio demonstrating their work on
the issuc,

Working in coaperative teams, students learn to interact with cach
other and their government through a five-step process that includes:

. identifying a public policy problem in their community,
. gathering and evaluating informartion on the problem,

. examining and evaluating solutions,

4. selecting or developing a proposed public, and

5. developing an action plan.

N P —

Each team’s work is displayed in a class portfolio containing a four-
part (one part for each group) exhibit and a documentation binder.
Similar to the culminading activity of the W the eople . . . program, sw-
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dents are encouraped to demonstrate their knowledge through a simu-
lated lcgislative heaving. During the bearing, each of the four portfolio
groups prepares and presents a statement on its scetion of the portfolio
before a panel of community representatives who ask questions and judge
the quality of cach team’s work. I'he format offers students an opportu-
nity to demonstrate their knowledge and undersianding of how public
policy is formulated while providing teachers with an excellent means of
assessing performance.

Profect Citizen in [ndiana. Lfforts to implement the Project Citizen
program in Indiana are in the carly stages of development. Using the
success of the We the Peaple. . . "[he Citizen and the Constitution program
as a model, the Indiana Program for Law-Related Educartion has clicited
the same netwark of organizations that support the We the People . . .
program to assist in prometing Project Citizen. Five classes participated in
the first state-level legislative hearings held in Lafayeue, Indiana, in May
1997. Some classes selected more general issues (e.g., juvenile delin-
quency) on which to develop their projects while others chose problems
speceific 1o their own circumstances {e.g.. keeping the schoaol courtyard
clean}. Their portfolios were judged by a team of community members
who engaped the students in conversations about their portfolios. The
portfolio of Franklin Township Middle School (Indianapolis, Indina)
represented Indiana at the fisst national-level Project Citi - n competition
and placed among the top five schools in the nation.

Like the We the People . . . "The Citizen and the Constitution program,
ane of the challenges 1o implementing the Project Citizen program is
informing teachers of its existence and of how to successfully incorporate
it into their classes. To assist i overcoming these difficulties, a series of
onc-day teacher workshops, set to hegin in the spring of 1998, will he
held throughout Indiana. During the workshops, teachers review Project
Citizen materials and explore possibilities for implementation in their
awn classrooms. [n addition, teachers have the opportunity 1o interact
with others who have successtully implemented the curriculum.

Project Citizen in posi-canomunist conntrics. | 'he adapration, transtation,
and use of Project Citizen materials in newly established democracies is
somewhat more natural than that of We the People . .. The Ciiizen and
the Constitution. Because of it focus on community problems and
student interaction with state and local government (as opposed to the
focus on the United States Constitution i the We the People
program), the program may be adapied with only slight modifications.
Some [orm of the Project Citizen program currentdy is being used in
Poland, Hungary, the Crech Republic, Russia, and Bosnia-Herzegovina.
Over the past twa years Bosiia-Herzegovina has devedoped a Protea
Chizen program involving hundreds of teachers and thousands ol




students. fn 1997 che first Federation-wide Project Citizen competition
was held and included eighteen classes, nineteen teachers, and more than
three hundred students. Although many of the public policy issucs
selected by students in Bosnia-Herzegovina were unique to their own situ-
ation (c.g., addressing the needs of refugees), many others were similar to
ones selected by students in other countries {e.g., environmental con-
cerns).

Tne Project Citizen program is a major part of the civic education
program in the Czech Republic as well.’ By the end of 1997, more than
1,400 copies of the Crech version of Project Citizen were distributed to
teachers. Contributing to the success of the program in the Crech
Republic is the widespread belief among educators and scholars that the

program supports important democratic ideals through creative teaching
methods.

Conclusion

Civic educators in the United States, Europe, and throughout the
world benefic from the exchange of ideas and materials that have been a
part of Civitas. Bath the We the Peaple . . . I'he Citizen and the Constitu-
tion and Project Citizen programs, although developed in the United
States, are examples of cffective civic education programs adapted and
welcomed in various countrics that value teaching and learning the princi-
ples and skills of democratic citizenship. In some instances major changes
in the content have been necessary for successful implementation, but in
others, mere translations of materials have been adequate to supplement
existing civic education programs. The exchange of ideas about teaching
methods and the development of curricular materials between educators
in the United States and post-communist countries have expanded the
opportunitizs for students around the world to learn more about govern-
ment, how ‘t works, and the responsibilities of citizens in a democratic
socicty.

The examples wr the We the People . . . The Citizen and the Constitu-
tion and Project Citizen programs suggest that good ideas about educa-
tion, demacracy, or indced any topic, can and should be shared
throughout the world. Countries, cultures, educational systems, palitical
systems, or, perhaps more accurately, human beings, have enough in
commaon to exchange and use principles and practices of democracy.
Schaols, teachers, stidents, and ultimately countries and the world will
reap the benefits of this process.

NOTES

b These instructional materiabs were published by the Center tor Civic Bdu-
cation in Calabasas, California.
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ment (Calabasas, California: Center for Civie Education, 1994), 87-88. For
grades nine through twelve, development of the standards was guided by the fol-
lowing organizing questions: What are civic life, politics, and government? What
are the foundations of the American political system? How docs the government
established by the Constitution embody the purposcs, values, and principles of
Amecrican democracy? What is the relationship of the United States to other
nations and to world affairs? Whar arc the roles of the citizen in American
democracy?

3. Richard A. Brody, Secondary Fducation and Political Attitudes: Fxam-
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{(Calabasas, California: Center for Civie Education, 1994), 10-12.
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8. Ikd., 8.
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10. Ruth Mitchell, Testing for Learning: How New Approacins 10 valuation
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1'1. See Charles N. Quigley and Jack N. Hoar, “Civitas: An International
Civic Fducaton Exchange Program” in this journal issue for a detailed account
of Civitas. .

12. Sce Pyotr Poloshevers, Stephen L. Schechter, and Rimma Perclmuter
“Clivic Education and the Future of Democracy in Russia” in this journal issue
for further information regarding civic education in Russia,

13. Center for Civie Education, “Cenrer Materialy Published in Russial”
Center Correspondent 10 (fall 1997): 11,

14. Sce Helen 3. Ridley, Balazs Hidveghi, and Annette Pins, "Civie Educa-
tion for Democracy in Hungary™ in this journal issue for further information
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15. In addition, cftorts to implement Progect Citizen in Lawvia are currentdy
in the planning stages.

16. Sce Pavla Palechova, Jana Valkova, Radmila Dostalova, Charles F. Bah-
mueller, and Beth Farnbach, “Civie FEducation in the Crech Republic™ in this
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INTERNATIONAL PERSPECTIVES IN ERIC
ON METHODS AND MATERIALS
FOR CIVIC EDUCATION

THOMAS 5. VONTZ

Although important throughout the history of demacracy, the relation-
ship of schooling, democracy, and citizenship recently has attracted
increased attention throughout the world. Entering a centuries-old and
conunuing discussion, newly formed or reinstated democracies join
others in attempting to formulate educational experiences that are consis-
tent with and supportive of demacratic principles. As the world's largest
educational database. the Educational Resources Informartion Center
(ERIC) provides a valuable resource for those interested in obtaining
information and marerials specifically related to education for democratic
citizenship. The ERIC database, ERIC documents an micrafiche, and
other ERIC system resources are aceessible in more than one thousand
msttutions in twenty-seven countrics. The following annotated bibliog-
raphy is a small sampling of the many materials on civie education avail-
able through ERIC and is representative of a varicty of international
p(‘l'ﬁpc(_‘f IVCs.

ERIC is an informadion system of the United States Department of
Education. Founded in 1966, ERIC consists of sixteen clearinghouses,
cach of which acquires current educational materials in specific subject
arcas {c.g., sacial studies/sacial science education). The ERIC Clearing-
house for Sacial Studies/Social Science Education is located at Indiana
University's Social Studies Development Center and is directed by John J.
Jatrick. ERIC provides access o educational documents through its
information storage and retrieval system. The ERIC system also maintains
monthly print publications corresponding o the database records that
publicize documents and periodical literature on education. Resorerces in
fducation (RIE) reports on docaments in education, including lfesson
plans, curriculum guides, and research papers. A RIE recard is denoted by
a number preceded by the leters “ED,” such as FI) 375 048. The
Current [ndex to Journals in Education (ClE) reports on periodical liter-
ature published in approximately 830 major education and education-
refated journals. Each CIJF record is denoted by a number preceded by
the letters “FJ" such as EJ 500 257 Both RIF and CHIE print records




pmvidc the author, title, publisher, and sponsoring organization as well as

a summuary of the thesis, purposc, and content of the document.

ERIC documents may be accessed in a number of ways. Unrestricted
public Internct access is available through the World Wide Web. (For
more information contact ACCESS ERIC toll-free at (800) 538-3742 or
use heep:liwww. aspensys.comleric 1o visit the 5)'stcn1—widc ERIC World
Wide Web site. [n addition, ERIC retrieval systeir.. are available at large
public and university libraries.

The full text of many of the international avic education RIE docu-
ments referenced in this bibliography may he aceessed through ERIC
microliche collections available at major librarics, purchased through the
World Wide Web (clectronic image formar copics of documents with
copyright clearance) through the ERIC Document Reproduction Service
(EDRS) webpage (heep:lledrs.comi), or ordered (paper copics) through
EDRS: ERIC Document Reproduction Service, 7420 Fullerton Road,
Suite 1140, Springﬁcid, Virginia 221 $3-2852, telephone: {800) 443-3742,

CIJE articles annotated in this bibliography can be found in major
library pcriz)dical collections or purch.\scd from article reprint services
such as at CARL UnCover, 3801 L Florida, Suite 300, Denver, Colorado
80210, telephone: (800) 187.7979. To obtain articles from journals that
do not permit reprints or ones ROt available in the library, write directly o
the pubiishcr. Addresses ofpuhlishcrs 1re histed in the front of cach issuc
of CUE, the monthly print publication available in many reference
departments of librarics.

Since 1992 more than 1,300 documents and journal articles have
been added 1o the ERIC database with “citizenship cducation” as a4 major
descriptor. The annatated bibliography that follows is selective. The
resources on <ivic education were chosen because of their relevance toan
international audience, the degree to which they scrve as examples of
other types of resources n the database, and their timeliness in the can-
tinuing civic cducation dialogue. Ihe list i+ by no means comprehensive.
Rather, sclected documents represent the best resources in the ERIC data-
base that relate specifically to civic education for democracy from a variety
of international perspectives. An ERIC search would yield a vanery of
ather valuable resources in addition to the following selections.

Benavat, Aaron. “Education and Political Demaocratization: Cron-National and
| unpilm]ih.ll l;indin!;x." Comparative Fedweation Rerren A0 [November 1990}
3771 E, B 33 20 1SN 00104080,

This article evaluates the relatve importance of edu ational, coonomic,
and cultural Lactoss in supporting the emerpence and stabiliy of demacracy.
Dlata from over more than one hundred countries on long-term Danges in
demacracy, 1965-R0 and THRO-88, support an nntitutional perspeave that
emphasizes the elfed Cof dite higher education (as oppoved fo mass vducatien
and literacy ) vn puliliml autenmes s as democratzaton
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. Birzea, Cesar. Strasegies for Intereulturally-Oriented Civies Teaching ar Primary and
- Secondary Level. Tinal Symposium at Timisoara, Remania, December 7-11,
1994. Alexandria, Virginia: EDRS, 1994, ED 395 920.

Birzea reports on the final symposium of the “Strategics for Interculturally-
- Oriented Civies Teaching at Primary and Secandary Level” pilot praject, pre-
sents an overview of the vatious aspects of the project, and outlines the results of
the experimental phase in which forty teachers representing sixteen European
countries conducted civics education projects. Among the tesults were signifi-
cant changes in the organization: of civics education and in tcacher/pupil skills,
. changes in curricula, improved arrangements for pupil cooperation and partici-
- pation, and incorparation of the intercultural dimension into curricula and
school life. The report closes with twelve conclusions and recommendarions
. resulting from the symposium.

Butts, R. Freeman. Analysis of Civic Education in the {Inited States: National Stan-
) dards and Civic Fducation in the United States. Paper presented at the Interna-
- tienal Conference on Western Democracy and Eastern Europe: Political,
Economic and Social Changes, Fast Belin, Germany, 1991. ED 345 993,
Butts’ paper discusses the status of civic education in the United States and
the place of civic education in the current movement to establish nadonal goals
and standards for educarion. Most current reflorm effores {c.g-, America 2000}
approach civic education by means of increasing the role of history and peog-
raphy in the curriculum. Civics and gevernment need to be escablished as core
; subjeces in the curriculum, The seven hundrcd-pal;c curriculum frameworl,
— Civitas (created by the Center for Civic Education), is described as one of the
most impartant recent developments in civic education. The Ciritas table of
contents is appended.

- Catlaks, Gunrars. Political Culture in Latvian Schooks: Preparation for Democratic

e C?rx'zrn;bip. Paper presented at the International Conterence on Individualism

T and Communiry in a Democratic Sociery, \"Z’ashingmn D, 1996, 15D 402
257,

Carlaks describes the history of Latvia's palitical culture in reladion o the
E) country’s Jemocrarization, panticularly in its schools over the last decade.
] Although many Latvian instintions have been slow to change, vosible demac-
tatic developments have taken place in the classtoom between teachers and su-
— dents. The change has come mainly a5 an expansion in teachers” and students’
: freedom 1o make their own decisions. Prescriptions for Latvian teachers to con-
tinue the growdh of their students” democratic citizenship include introducing
new democracy education subject naterials, teaching metheds, and hands-an
teacher training beginning with the primary level for tcachers of all disciplines.

Chaffee, Steven H., and others. Political Socialization tvia « Newspaper-in-Schools
Program in Argentina: Iffects of Variarions in Teaching Methode. Final Report 1o

the Spencer Foundation. Alexandria, Virginia: EDRS, 1997, 1D 405 622.
This report examined the effects on political sacialization of students in
B grades five and six, based on teachers’ use of local newspapers i classrooms
. throughout Argentina {except in Bucnos Aires) during the 1995 school year.
i Pata were collected by selfadministered questionnadires filled out by students,
' to measure educational outcomes, and by teachers, regarding teaching methods,
) throughout the country. Resalts indicated that use of the newspaper in the
- classroom significandy and positively affecied studenes’ political knowledge,
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democratic norms, and communication behaviors. Strong eifects were found on

tolerance, support for democracy, the formation of political opinions, 2nd on

communication behaviors such as discussing politics with family members and
reading the newspaper at home.
Cogan, John J.. and Patricia K. Kubow, eds. Citizenship Educasion Bibliagraphy.

Mizncapolis, Minnesota: Citizenship Education Policy Study, 1996, E1) 405
283,

This bibliagraphy cites more than chree hundred publications on cidzen-
ship cducation. Sources, arranged alphabetically by author, include books,
journal articles, conference papers, periodicals, reports, curricula, essays, hand-
books, standards, teaching guides, research studies, and bibliographies from
1931 1o Ocrober 1996.

Cogan, John ., and Parricia K. Kubow. eds. Catizenship Theory Bibliography. Min-
necapolis, Minnesota: Citizenship Education Policy Study, 1996. ED 405 282,

Cogan and Kubow cite more than 130 publications on citizenship theory,

Sources, arranged alphaberically by auther, include beaks, journal articles,
essays, repotts, conference papers, and periodicals from 1916 to October 1996,

De-Simone, Deburah M. “Educational Challenges Pacing Fastern Europe.” Social
Fducarion 60 (February 1996): 104-06. 1) 526 Y03, ISSN: 0037-7724,
De-Simone identifics three major educational problems facing Eastern
Furope: the development of a new philosophy of education, new methodalo-
gics of education, and new methods of training reachers, She also examines the
first tentative steps in these efforts and discusses education finance problems.

Dostalova, Radmila. Humanistic and Demaocratic Goale in the Czech Secondary School
{Airns and Ouilooksy. Alexandeia, Virginia: EDRS, 1993, ED 372 021,
{Yastalova argues that @ tradition exists in the Czech cultural backpround
for humanity and democracy in education, and that those values can be incor-
porated into the school enviconment again. The long-term isolation of Crecha-
stovakia from the developments in the social sciences thar have taken place in
the West since 1939 has resulted in an aversion 1o madern sodial sciences.
Crech participants in discussions on the content of civic education agree that
the central aim of civic education is o dcvclnp in students the kills for indi-
vidual responsibility and social participadon. The goal of social science teaching
that developed from parricipant discussions is to provide pupils with an under-
standing of the principles of a democraric society and to identify the funda.
mental values of 4 democracy. Extracurnicular activities based in the civies
curricidum help the students to think criteadly, listen with discernment, and
communicate with power and precision.

Leichuer, Pat, and others. "Building Civie Fducation in Bownia.” Seaef Fducanion, 60
{Novenber-December 1996): 426-27. 1) 936G 761 ISSN: 00377724,

This work presents theee briet articles recalfing United States teachers
experiences conducting civic education workshops in Bosnia. Pac Feichier
writes "Would | Return? Yo a Hearsbear.” Gail Huschle examines "Beauty in
the Midst of Devastation.” Mary Brictol consders "Making Connecrions
berween Cultures.”

Hanson, E. Mark. “Educuional Chanpe under Autocratic and Demecratic Govern-
menis: The Case of Argentina” Comparative Education Reviete 10 (November
1996): 303 17 1] 336 497, ISSN-D305-0068
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‘The amhor compares the straiegics, procedures, and outcomes of educa-
vonal refarm under Argenina’s milicery autocrati povernment {1976-83} and
the civilian democratic govermment that followed (1983 93). He poinn ow
that the harsh change sirategios emploved by the milicary regime proved ineffec-
tive, even disastrons, bat the participative strategies of the democratic period
alvo encountered numerowm barrices.

Krauss, FHis 5. fupan's Democracy. Howr Much Change? Headline Serses Nu. 305
ithaca, New York: lareign Policy Assaciation, 1995, ED 392 697 {SHN:
0-B7124-163- 3. 15SN: 001 7-H8780.

This analysis of Japan's demacracy focuses on Llungu in the postwar
pulud and explores how the mast reeent changes are rooted in cardier transi-
uons. Ir considers the potential future effects of those changies. After a brief
ieroduction, four chapters follow Japan's demaocracy from the revalutionary
changes of the Amerivan Oce up.mun (1945 -52} to the evalution that began
with the Occupation and continued through the 1980s, to the upheavals of
1993 -94, and Fnallv, o the present and futare of Japan’s democracy. A final
secttan preseins supgested discussion questians for studens and discussion
Froups

Kuhmerker, [isa. " The Foundations of Pasteipatony Demuocracy ™ Mo Feurron
Forwm M0 {wainter 19959): 395 3 F1A23 0% ESSN 010 3-04bi).

Kuhmerker's arndde summanizes the “Free to Learn. Free 1w Teach”
program that deaws linkages berween considerate and compasaonate behavior
relevanr o voung children, and Jemoaate vatues, Varioos dhacts and acovinies
tHuininaring dass, schoot, and safery tates alsa instruce the strdents m ach
demec rate cancepts as compromise and Consenaus

Ve, Mark, ed. Fortafying the Foundations Unsied Sates Support for Leveloping and
Serengthening Drmmm.-}' i Favt Cenral Frrape New Yorde Insticure of Liepna-
vonal Bducation, 1996 F1TY atkg 958 1SRN O8 " 206.0 368

dhe Fase Central Farope Informanon Fechange colleas and disemimaies
mtormaion on L"(Lh.m!;t' and tranming progrann undertaken with Umted Stanes
private and goveramental funding. Thes study lcosed on progranns relared o
demucratizaton and civil soces. An introductony section defines dhe parame-
tere, background, and research methodology: ises the funding agences
ravalved:; and swmnuarizes some of the survey restles and o Jusems, Secnion
une hiphlights assistanee etlore devoned o legal reforme reviews the history of
United States assistance to nongovernmental organizations m bast Ceatra
Furopes illuserazes with acase study many apests ol a progran ol ssptinee to
local puummml\ and provenis madel for .mmmy the development of non-
governmental organizations lostering human rights Section owo of the tepon
includes asample prn|ul survey and vanous types of program dat, such as
urpanizatin by primaey field of activiey, tvpe of pregect, Tunding, and <ot
person Appendnes contam g lee of Soton Foundanon and Demoracy
:\'ct\vn!k I‘ll’(l['[.lll’l\

Sauch, James, Cirre Felucdtron i the Ceech Republic: ASHE Annual Meeting Paper
Paper presenred ac the Annual M oering of the Asaciation for the Study of
Higher Fducanon, Orlando, Flonda, 1995, 1) 39] 431,

Mauch deseribes aspects of the transition taking plice in Crech educa-

tronal effore since the Velver Reviduton of 11549, patticularly changes in the
l(‘dl.llill!: ol uvie t‘dlh.!l‘lllll i e schondy He tahes llu: ].Hnitinn that povern-




. ments, ne mateer thair type, lind it Important to moid new generations in areas
of civic responsibility. His study is based on exploratory interviews with stu-
dents, faculty, and administrators at the University of South Bohemia and
- at the Ministry of Education in 1992-94, and on a limited review af the
- literature.

Mistrik, Brich, Aeshetics and Civics. Cultieral Dimension of Civic Fducation. Alexan-
: dria, Virginta: EIIRS, 1996, E1Y 400 222, 1S N: 80-85318-40-0.

This work reacts to the general negleet of cultural behavior education
within civic cducation; illuminates particular problems, in the Luropean
conrext, of civic education in Slovakias and concentrates on the main ideas of
the PHARE project “Education for Citizenship and European Studies.” Key
ideas from the Department of Frhic and Civie lducation in the Faculty of Edu-

cation, Comenius Univessity, in Bratislava {Slovakia), and alse ideas abour new
concepts for civic education and reacher training are presented.

i Oldenquist, Andrew, ed. Can Democrac; Be Targt? Bloomington, Indiana: Phi
Delta Kappa Educational T oundation, 1996. E13 401 207, ISBN: 0-87367-
N 489-8.

‘ Ihis collection of essays was presented at o 1993 conference on Education
for Democracy. Al essays are concerned with aspeens of the ideal of demaocracys
- : whar it is, how it evolves, and the gaals of democracy yet o be achieved, Can-

tributors from the United States, South Africa, Germany, and Russia are
i cxperts in civie education, problems of minonties, the United Seates Constitu-
- tion, the transition to demaoeracy in former communise countries, atd educa-
don and democracy in South Africa and Japan. Fach essay implies dhat
democracy has a concrere definition with 4 range of features and that, despite
the imprinnatr of "democracy”™ applicd by a govermment, not Al governments
claiming to be demod racies are vue and genoine democnacies.

: Patrick, Julin J. “Civil Society in Pemaocracy™s Third Wave: Tmplications tor Civic

) Ldncation.” Secial Education 60 (November—December 1996): 41417 F] 536
S Ta6, JASN: 3770 0

’ Parrick discusses civil saciery as a central idea in the recenr global resar-

gence of democracy . Recent developments represent a turning away fron state-

o | centered  conceptions of  government and a4 renewal of  volunry,
community-based, non-governmental organizations as & means of renewing
democracy. As civil society has surged globally, ichas sagged in the Uoited
States, its long-time exemplar. The dme is ope o seek arenewal of ovil sociery
in the United States through civie education and coreent educational relorme.

Patrick, John |. Community and Individualtity 1n Civie Fducation for Democracy
Paper presented at the International Contetence on Individualism and Come
minity in 4 Democratic Soctety, Washingron, DC, 1996, FD 403 209,

. This wark argues that inquiry inte the relatgonship ol communiy and
individuality should be ar the conter of dvic education and presents five recom.

. mendanons that should help civic educators meen this dhallenge. (1) teach the

analyrsis and appraisal of public tssues abour communiy and individualiny and

emphasize these issues that have been landmarks of public debare in United

Stares history: {2) reach comparatively and internadonaily about public issues

pummn;, t community and individuality i different comtitational democra-

cies of the worlds (3) conduc t the dassroom and the schosd 3 manner tha

exeraplifies conjuining the comumumty and the individual in 4 democrate Gvie N
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cultusre; {4) use service learning in the community outside the school to teach
the civic vinues and skitls needed to conjoin the community and the individual
in civic life; and {9) teach the civic knowledge, skills, and virtues that constiture
2 common core of learning that will maintain the culture of a community and
at the same time teach individuals to think eritically in order to free chemsclves
from unworthy traditions and seek the improvement of the community.

Patrick, John ). National Standards as Reflectors and Directors of Practices in Civic
Liducation in the United States of America. Paper presented at the Civicas fncer-
national Civie Education Conference, Buenos Aires, Argentina, 1996. EID 403
204. _
‘The National Standards are examined here by the responses to three ques- \
tions: What conceprion of civic educaticen is conveyed by these National Stan- !
dards? Whar notable wrends in educarional practices exemplify the imple-
mentation or operationalization of ideas in the standards? How have the
National Standards influenced national assessment of student achievement?
The report concludes that since 1994 the standards have become criteria by
which to criticize constructively civic education programs and practices. It
argues that the Nadenal Standards in Civies project should not be 2 “onc-shot”
project. Rather, constructive eriticism directed at the standards should stimu-
late the next round of development of United States national standards for civic
education.

Print, Murray. “The New Civics Education: An Integrated Approach for Australian
Schools.” Social Education 60 (Navember—ecember, 1996): 44346, 1) 936
765. 155N: 0037-7724.

This articie describes the recent revitalization of civies education in Aus- :
tralian schools. The approach incarporates traditional citizenship education
into a new curriculum that addresses environmental and multicultoral fssues.
Print also delineates the guidelines and goals of this new curriculum.

Quigley, Chatles N., and Charles Bahmueller, eds. Civitas: A Framewark for Civie
Fducation. New York: Natonal Councit for the Social Studies Publications,
1991. ED 340 654.

Clivitas is a curcicubim framework thae sets forth a set of national goals to
he achieved in a civie education curriculum, primarily for K-12 public and
private schools. [t praposes to specify the knowledge and skills needed by
people to perform their roles as citizens in the United Stares democracy. There
are two major sections in the framework: a rationale thar explains the basic phi-
losophy, purpose, and nature of the framework and a statement of goals and
objectives that civic education should foster. This second section is divided into
three paris—Civic Virtue, Civie Participation, and Civic Knowledge and Intel
Jecwual Skills. The intended audience for the curriculum is educators at state
and local levels who are concerned with the development of civie educarion cur-
ricula in the schools. Classroom teachers also may find the framework a useful
resource and reference book, A siv-page exceutive sammary is appended.

Quigley, Chacles N, and others. We the People - .. Projeat Citizen: A Civie Feduea-
tion Project for Cirades 6 through 9. Calabasas, California: Center for Civie Edu-
cation, 199¢ ED 027 212, ISBN: 0-89818-156-9.

This project is designed to help students duvclop citizenship skills impor-

tant for intelligent and elfei-e panticipation in a scll-goverming sociery. Spe-
cilic educational objecrives include helping students tearn how o express theie ¢




opinions: how to decide which level of government and which agency is most
appropriate for dealing with the community problems they identify; and how
to influence policy decisions at that level of government. The guide provic _s
students wich step-by-step instructions for identifying and studying a public
policy problem and for developing a class portfolio, an organized cumulative
collection of information (statements, charts, graphs, photographs, and original
art work) that makes up the class plan for the public policy issue the class has

studied.

Remy, Richard C., and Jacek Strzemicczay, eds. Building Cavic Fducation for Democ-
racy in Poland Washingron, DC: National Council for the Social Studies,
1996. 21D 396 986. ISBN: 0-87986-069-3.

Thi< book reflectively analyzes the effort since 1991 by Polish and United
States educators to develop civic education programs for schools and teachers in
Poland. There are thirteen chapters by authors from the United States and
Eastern Furope. Appendixes include a list of Education for Democratic Citizen-
ship in Poland (IDDCP) publications. a list of documents related to EDCP, and
an overview of the education system in Poland.

Saver, John, ed. Developing Schools for Democrary in Enrope. rAn Fxample of Trans-
European Cooperation in Education. Wallingford, England: Triangle Books.
1995, E1D 402 258, ISBN: 1-873927-13-4.

Sayer and others describe the work of a Trans-luropean Mobility Schemes
for University Studies (TEMPUS) projece, directed by John Sayer and based in
the Department of Educational Studies of the University of Oxford. The
project’s activitics, concerned principally with the development of democratic
processes in the clementary, secondary, and higher education systems of the
Crech Republic and Poland, are iltustrated through twenty papers. Taken

together, these papers provide an extensive case study of a democratic collabora-
tion by four Furopean universities from very different social. economic, polit-
ical. and cultural settings, working with lecal schoals and authoritics across
disciplines inan anempt 1o develop schools tor demodracy in Furope.

Scars, Alan. “What Rescarch Tells Us about Citizenship in English Canada.” Canae-
dran Social Studies 30 (spring 1996): 121-27. 1] 931 604 INSN: TIDT- 162X

Scars reviews recent research on citizenship education in Canada and dis-
covers that, although citizenship education is widely promoted, Hule i known
about actual dlassroom practices and wide disparities exist about the very det’ -
ition of citizenship. Some evidence suggests improvement; howcever, more
research is tweded.

Slomerynski, Kazimiers M., and Goldie Shabad. "Continuity and Change in Palit-
ical Socilization in Poland.” Comparative Education Revicie 2l {lehruary
19973 44=700 1] 539 943 ISSN: (010-4086.

Polish teachers who volunteered to mtrodie ¢ civie educanen abour
democracy . parents, and students aged thisteen o lourteen were surveyed to
examine indrsidual Tevels of wupport for demodraey and @ market cconomy in
relation to three psychological dimensions widely thaught to attect paliteal and
cconomic ititudes the valuation of sell-direction, authoriarian conservatism,
and resistanee o hange.

smith, Duane B Fhe Dmplication of the Indivtduatlem© wmmanitarian {eluite for
Crire Fdueation: Qbiervativns and Prejudices Paper presented at the Tnvema:
tionsl Conference on Individualism and Communty ina Pemocnang Soaety,
Wahingron, DC 196, FLY 403 201,




Smith evaluares how civic education in the United States is affecied by the
compering theeories of liberalism and communitarianism. Lach theory's intellec-
tual history and meaning is explained briefly. The implications of the “debate
between the defenders of tiberalism and their communitarian critics for civic
education,” although few, include educators’ excessive concern for the affaies of
the community; students’ ability to evaluare liberal and communitarian claims;
students’ comprchension of democratic theory and the hiscory of democraric
practice; students’ behaviar in teems of the requirements of basic civility and
responsibility; and students” awareness of and desire to experience life's possibil-
iies. Comparing democracy o the theater, civic educators need to prepare their
— students of democeatic politics o be, when nar acting, audiences of “enlight-

ened and critical viewers, readers, 5 listeners” who attend most performances.

Snanwaert, Dale T, “Inrernational . iics, Community, and Civie Education.”

- Peabody Journal of Fducation 70 (summer 1993} 119-38. F] 523 829. I85N:
0161-956X.

- This paper discusses community and morality in an international context,
recommending a transnational ethic grounded in international cusiom and
agreement and noting that the Nuremberg, Obligation provides a foundadion

) for such an ethie, Snavwaerr maintins tha this erhic provides die moral foun-

dation for a civic education cognizant of global interdependence.

Spiecker, Ben, and Jan Steuel. "Political Liberalism, Civic Education, and the
Dutch Guovernment.” Journal of Maval Fducarren 24 (November 19955
Ig3-94. 15 523 78U ISSN 0305-7 240,

Is the transmission of norms and values an appropeiate lunction of libecal
educaton as envisioned in a liberal comtitutional state (The Nerherlands)? This
paper draws a distinction between the inculoadon of intelleciual vietues and
indectrination and presents & cogent analvsis ol the conceprs and objectives of
liberal education for citizenship.

Favlor, Anthea. "liducation for Democracy: Asimidation or Fmandipation for Aba-
aginal Ausccalians?” Comparasive Educanon Rorew w0 (INovember 1996).

* 426-38. ) 334 731, 1S5N: (010-4086.

: Taylor reviews teaching for and abour demincracy in Avstrabia, and denti-
fies key concepts embedded in the notion of democracy (representation, leader-
ship, dectsion making, public critivism). Fhe artide draws an ethnapraphic data
from serded and remote Aboriginal Australia 1o explore whether understand-
ings and practices associated wich these concepts are shared by the dominant
saciety and the ramilications of this fit for ctizenship education.

- Theobald, Paul. and Vicky Newnun. The hnpﬁ:‘d!imn n_f(.'an.-rmmimrnmﬂ iberal
Theary for Preblic Education. Work in Progress Series. No i, Scaule, Washinguon:
lnstiruee for Educatonal Inguiry, 1994, ED 399 210,
This paper outlines the debate beoween Biberals and communicirans i the
_ field of palitical theory, notes the individual orientation in tradidonal liberal
theory, and conteasts it with the communal erientation in communitarnn
thinking. the distinction between dhe liberal emphasis on the righe and the
ommunitarian emphasis onshe good; the liberal propensiny for difference-
blindnese m policy formation againat communitacian attention o partculasig;
and the libera! fondiess for preceduralivm againse the commanitarian alle-
giance oo participation. The paper concludes that if schools muove toward more
emphasis on the comnuiniciran el of the good with due concero for undae

L3




mental individual rights, the resule will be a greater degree of democracy than
traditional liberalism has allowed.

Thompson, |. . Ekundayo. Polttica! Literacy and Civie Education Curviculum. An
Integrated Approach. Alexandris, Virginia: EDRS, 1996. ED) 395 139.

The Political Lieracy and Civic Education {PLACE} project in Krao Bay,
Frectown, Siesra Leone, was developed to enable peaple, through funcrional fic-
eracy and civic education, to participate in the processes of good governance by
exercising their rights, duties, and obligations in an informed and responsible
rmanner. The project suggeses a curriculum based on knowledge, skills, and aui-
tudes e be acquired, in the context of the need for political developmentand in
the face of previous poor cconomic development policies. A framework for
developing a political literacy and zivic education curriculum is suggested, with
the conceprs to be taught related to instructional and possible lesson wpics in
an integrated approach. A model for facilitating curricalum is pravided.

Tschoumy, Jacques Andre. Montee ent Puissance d'une Europe des Citayennetes Com-
posees (The Coming into Force of a Furope of Compound Citizenshipsi. Neuchatd,
Switzerland: Institur Romand de Recherches ¢t de Documentation Peda-
gagiques (IRDP), 1993, ED 395 885.

Tschoumy examines the changes occurring in French-speaking Switzer-
land as represented by the neady thirey Children’™s Parliaments thar have
emerged in the past few monchs. & “alias agree thar Buropean societies are
experiencing a petiad of decompos:  afrecomposition, a political and cultural
process that will fead 1o a social renaissance of unknown proportions. Previ-
ously, citizenship was & simple process. The new cidzenship will change from
the state domains 1o the infra-aare and supra-stare levels, and will feature new
compound citivenships that are more socially appropriate for mobile young
people. Basic gquestions emerge. Will education for citizenship contribute to the
development of compound citizenships in Europe? What education is needed
for compound cittrenships?

Valdmaa, Sulev. Civie Fweation Curriacda for the Formis IX and X Ao Fxtnar frim
the Frame Curricula for the Basic School of the fstoniun Education Center,
Tallinn, Fsoma Alexandria, Vieginia: FDRS, 1994, EI 374 094

This paper discusses the framework for civic education in lnstuni.u. Objec-
tives of vivic education in Fstonia come fram the traditional beliefs of Fstonian
society, the new demands of sewtal change, standards established by the Council
of Europe, and L\pcnuntu af neighbaring cauntries. The main objective of
civie educanion oo teach a new generation, regardless of i natianality, o
hecome citizens of the world and 1o be loval 1o the democratic Republic of
Lstonia. The civic education curriculum of the basic schoal for the ninth form
is divided into thirty-five lessons in five areas. Fhe curriculum for dhe ted(th
form comints of seventy lessons in two areas The first focuses on saciety from
the aspects of paliric Al socl, and cultaral life. The second discusses the
cconemy of sacieties and the contemporany world.

White, Patricia. Crede Virtues and Pubiie S lnmlmg Falucating Crtssens for a Denoe -
ratic Society. New Yorks Teachers College Press, 1996, F1D 399 209, {SBN: 0.

RO 34993,
White examines the role teachers and schoaols can and should play in edu-
cating, voung, people to hecone gaod dittrens in a democrate society. She con-
centrates on becoming and being aval in the evervday world and how cereain
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virtues and values of ordinary peaple stand out as impaortant to the maintenance
and flourishing of a democtatic ethos in an open, pluralistic society.

Wong, Suk Ying. “The Evolution of Social Science Instruction, 1900-86: A Cross-
National Study.” Seciology of Fducation 64 (January 1991): 33-47. [i] 430 548.
[SSN: 0038-0407.

This cross-national study examines how social science, social studies, and
civics instruction have evolved in public educatton and finds that countries fre-
quently adapt social science curriculz independent of local conditions. Wong
suggests thar this practice produces a homogeneity of curricula over time and
national boundarics, and illustrates cucriculum’s central role in modern inte-
grated socicties through study of curriculum development in the Philippines
and Nigeria.

Yildirim, A, Teaching and Learning in Middle Scheol Social Studies in Turkey: An
Analysis of Curriculum Implementation. Paper presented at the Annual Mecting
of the American Educational Research Assaciation, New York, 1996, K1) 402
245.

Yildirim assesses curriculum implementation in social studies courses at
the middle school level from the perspectives of teachers and students. This
study included cighty-cight middle schools in twenty-1wo provinces repre-
senting the seven geographic regions in Turkey. Separate questionnaires were
designed for the two graups to explore their perceptions of the teaching and
learning process in social studies courses, Results are organized under three
parts: teachers’ perceptions of the curriculum guidelines they use: teachers’ and
students’ assessments of the teaching and learning process in social studies
caurses in terms of reaching/learning activities, instructional materials, types of
assignments and evaluation methods used; and the impact of social seudies
courses on students from cheir point of view.

100
M 144




i

L

The Indiana Council for the Social Studies

.. is a voluntary, professional organization for wachers, supervisors, and admin-
istrators at the clementary, sccondary, and collegiate levels.

.. . works for the improvement of the teaching of history, government, cco-
nomics, sociology, geography, psychology, and problems courses.

.. is affiliated with the National Council for the Social Studies {(NCSS) and
with regional roundtables throughout Indiana,

.. . presents 4n outstanding convention program cach spring during the annual
convention and excellent area programs during the year,

. . . distributes the fnternational fournal of Social ducation and publishes the
newsletter, Viewpoins.

. . . operates through a statewide group of officers and board members and
through regional roundtables of social studies teachers.

.. . operates through standing commiteees and special interest groups, dealing
with edirorial matters, publications, rescarch, curriculum, economic education,
citizenship education, academic freedom, service awards, and resolutions.

. . . is «h organization to join. Send yaur application and ducs taday.

MATLAPPLICATION AND DUES TO
INDIANA COUNCIL FOR THE SOCIAL STUDIES
Curniculum and Instruction
417B LALB
Purdue University
West lafayetee, Indiana 47907-1442

TYPES OF MEMBERSHIP
ICSS, regular 315 NCSS, regular $40
ICSS. student 55 NCSS, comprehensive $50
MEMBERSHIP APPLICATION

MNAMLE

MAILING ADDIRESS

CUIYISTATHZIP

Type of Membership {circle onel: 1CSS NCSS JOINT STUDENT
SCHOOL

GRADE LEYEL POSITION
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