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e This Fact Sheet reports findings from an ongoing study of the
representation of 9/11 and terrorism in curricula, textbooks, and state
standards documents. The study was conducted in three stages. The
first two stages focused on how supplemental curricula and best-selling
social studies textbooks published between 2002-2010 present the
events of 9/11 and their aftermath to secondary school students. In 2011,
a third stage of the study was added. This stage extended the previous
ones by including an analysis of whether and how terrorism, 9/11, and
related content are included in the 49 standards documents that have
been revised since 2001. The findings from the supplemental curriculum
and textbook phases of the study have been published in numerous
places. Here we provide a brief overview of the earlier findings. We then
focus on the initial findings from the third stage of the study: an analysis
of the standards documents."” Also in the Appendix, please find a
supplemental document on state standards for 9/11. Finally, a copy of
our article “9/11 and Terrorism: ‘The Ultimate Teachable Moment' in
Textbooks and Supplemental Curricula,” Social Education vol. 71, no. b,
pp 231-236 (2007), presented by permission, can be found on the
CIRCLE Web site at www.civicyouth.org.

Summary of Findings From Stages One and Two

Great attention has been given to 9/11 and its aftermath in all manner of
curricula, and in many, although not all, of the revised social studies standards.
Our analysis concentrated on how curricula and standards present what
happened on 9/11, what caused the attacks, and what happened as a
consequence of 9/11. We were particularly interested in how the challenging
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and hard-to-define concept of terrorism was presented, and the extent to which
the materials included any of the important controversies about the U.S. and
international responses to 9/11. Finally, we analyzed the kind of thinking that
students were being asked to do about this content and how the materials
positioned the role of the citizen with respect to 9/11 and its aftermath.

Six major themes from the supplemental curriculum and textbook phases of the
study are:

1. The attacks of 9/11 and their aftermath have been appropriated for a wide
array of curricular, pedagogical, and ideological goals that generally reflect the
goals of the various curriculum producers. The ubiquity and malleability of 9/11
related content is especially pronounced in the supplemental curricula materials.
For example, Facing History and Qurselves, an organization that produces
materials promoting reflection and dialogue about tolerance and justice, places
the attacks and their aftermath within the context of the need for tolerance and
understanding across difference. The textbooks, on the other hand, have quite
different content about 9/11 keyed to the specific course they support.
Government texts, for example, often included 9/11 in the context of executive
power, while world history texts placed the events within sections about the
history the Middle East.

2. There is a startling lack of detail about what actually happened on 9/11. This
continues in the revised versions of the textbooks, even though students in high
school in 2011 were not old enough to have a good understanding (or
recollection) of what happened on 9/11. One would expect then that the most
recently revised textbooks would contain more specific details.

3. We found a remarkable similarity between how the 9/11 attacks were
presented in the initial studies of curricula published shortly after 2001 and in the
first edition of textbooks. There then seemed to be a clear consensus that the
9/11 attacks were unprecedented and of great historic importance. America was
presented as the victim of a uniquely devastating attack, an attack that had
brought Americans together and the support of the world behind them. These
curricula and texts included rich personal stories and nationalistic narratives, and
iconic images of rubble, firefighters and the American flag. This nationalistic
tone, and the inclusion of the firefighter and police hero image are largely absent
in the most recent edition of textbooks, however, which is indicative of the
distance from the event and the ongoing conflicts in Irag, Afghanistan, and
domestic disputes in the U.S.

4. One especially important finding from across our studies is the way that
curricula defined and applied the concept of terrorism. Many of the curricula and
textbooks we studied provided explicit, authoritative definitions of terrorism,



despite the fact that it is a debated and contested concept. This use of terrorism
does not reflect disagreements over whether a terrorist attack can only be
against a civilian population or whether a terrorist can act on behalf of a state.
Despite these disagreements, we have found that most of the textbooks and
even many supplemental curricula use authoritative definitions that do not
always align with the examples of terrorism they cite. For example, several of
the textbooks state that a terrorist attack only targets civilians and then include
the attack on the USS Cole, a US Navy vessel, as a terrorist attack.

5. We found that, despite the many controversial issues that surround the 9/11
attacks, and especially the U.S. response to the attacks, little was presented in
the early curricula and textbooks as controversial. \Where open questions and
tasks were included, we found that the textbooks in particular did not provide
enough information for students to be engaged in an informed way. There were
exceptions, such as a curriculum from Choices for the 215t Century Program at
Brown University and the Street Law text. The more recent textbooks have
more opportunities for students to engage in thoughtful analysis of competing
perspectives on issues related to 9/11.

6. In addition to the lack of open questions that asked students to analyze
issues, we found that the opportunities for higher order thinking were lacking
overall. Most of the assessment items and activities in these curricula and texts
asked for low levels of intellectual work. This was particularly true of the
textbooks, which included items that focus on basic reading comprehension that
did not ask students to analyze, synthesize, or construct any new knowledge.
Further, where students were asked to construct new knowledge, we found
that these items often related to personal opinions or conjecture without
analysis and use of evidence.

9/11 and Terrorism in State Standards Documents

Our most recent stage of the study examines high school level state social
studies/history standards for 9/11 related content. This stage is guided by a
primary research question: To what extent and in what ways are 9/11 and
related content included in the post-2001 revisions of the state standards? We
began by searching for key terms used in the previous stages of the study. For
example, 9/11, September 11", terror(ism), bin Laden, al-Qaeda, Iraqg,
Afghanistan, Patriot Act, Guantanamo, Hussein, President Bush. We then
compiled elaborate charts that were used to inductively code for common
themes and patterns (see Appendix). We focused on many of the same sub-
questions that had guided earlier phases of the study, including:

1. How is 9/11 represented in the standards? What level of detail is
included? What relationship is there between the overall nature of a



state’s standards and what is included about 9/11? For example, are the
standards that do mention 9/11 organized broadly or thematically, with
little mention of other specific events?

2. How is the concept of terrorism presented, if it is included? What
examples of terrorism are included? \What implicit or explicit messages
about who are terrorists are communicated?

3. What is the nature of the intellectual work students are asked to do
related to 9/11 content?

Since 2001, all but two states have updated at least a portion of their state
standards or standards-supporting documents. The two states that have not are
California and Montana.? As Table 1 illustrates, of these 49 revised sets of
standards, 21 include 9/11 specifically in their standards documents. Of these 21
states, 29% (n=6) include 9/11 as part of a content standard, 19% (n=4) include
it as part of a sub-standard, and 52% (n=11) include it as an example under a
standard or sub-standard. Of the states that do not include 9/11, 14 include
some reference to terrorism or another key term related to the war on terror but
do not identify the 9/11 attacks specifically. Finally, another 14 states updated
their standards, but do not include any reference to 9/11, the war on terror, or
terrorism more broadly.

Table I Inclusion of 9/11 and Terrorism in State Standards Documents

Inclusion of 9/11 and Terrorism Number of % of states w/
States updated standards

% of total
states

Staes who have updated some portion of their| 49 of 51 96%
standards documents since 2001

States that do not mention the 9/11 attacks or 14 (16 of 29% 31%
any key content related to terrorism total states)

States that include some aspect of terrorism or 14 29% 28%
the war on terror (but not 9/11 specifically)

States that include the 9/11 attacks specifically, 21 43% 41%
as part of a standard, sudstandard or as an

example

“Including all 50 states plus the District of Columbia

“* Many of these state®iave broad thematic standards that do not include specific details.

“These statistics were updated as of Sept. 4, 2011 to ref

While it is important that 30 percent of states that have updated their standards
did not include 9/11 or related concepts and events despite the impact that
these events have had on recent U.S. history, politics and society, it is also
notable that in the majority of state standards documents, either 9/11, terrorism
or the War on Terror are included.

What accounts for why some states include 9/11 and others do not? One
possible explanation is that this content is viewed as more important for
students to learn in some states than it is in others. Another more plausible



explanation is that there is variance among the states with respect to the level of
detail that is included in the standards writ large. Some states have very specific
standards that list many events, people and concepts that students should learn.
In those states, 9/11 was more likely to receive explicit mention. Other states
have very broadly worded standards that include little or no mention of specific
content that students should learn. In those states, 9/11 was less likely to be
included. It is critical to analyze what is included about 9/11 (or any specific
event for that matter) within the context of a state's standards overall before
making judgments that some states are more concerned about students learning
about 9/11 than others.

Further, we found that similar to our analyses of supplemental curricula and
textbooks, content about 9/11 and the War on Terror are utilized across social
studies disciplines (e.g., civics and history) and toward a wide variety of different
content and process goals (e.g., student deliberation, role as citizens and
historical inquiry). Thus, while not as ubiquitous as the supplemental curricula
and textbooks, content about 9/11 is malleable and deployed toward a variety of
learning goals.

1) Focus on the Impact of 9/11

Most standards focus students’ learning on the impact of 9/11 on foreign and
domestic policy, to U.S. society overall and, in some cases, to everyday life.
Some of these standards state that students should simply be able to describe
the main events in the U.S. response after 9/11. For example, the District of
Columbia’s standards ask students to “Describe America's response to the
September 11, 2001 terrorist attack on the World Trade Center and Pentagon,
including the intervention in Afghanistan and the invasion of Irag” (11.14.19).
More states frame the standards related to the effects of 9/11 from an inquiry
perspective. Arkansas’s standard is indicative of this inquiry perspective:
“Investigate the effects of the September 11, 2001 terrorist attack on the United
States (19)" with the examples given including the Department of Homeland
Security and Operation Enduring Freedom. For the most part, students are not
directed to examine the roots and causes of terrorism, but instead are asked to
learn about the impact of these attacks, primarily on the United States.

In fewer state standards documents, students are also asked to consider the
causes of 9/11 and terrorism in addition to its effects. In these eight states (AZ,
KS, LA, NJ, SD, TN, TX, WA) there is quite a bit of variance about what degree of
specificity students are to use when examining the roots of terrorism. For
example, South Dakota’s standard simply asks that “students are able to explain
cause-effect relationships and legacy” of key events (US 1.1), including 9/11 as a
present day example. New Jersey's standard, on the other hand, requires more
critical analysis: “Analyze why terrorist movements have proliferated, and



evaluate their impact on governments, individuals, and societies (6.2)."

Similarly, one of Washington's standards ask students to also evaluate the
subsequent War on Terror, in particular to understand the “ramifications of
mono-causal explanations” by evaluating “the validity of the attacks on 9/11
being the sole cause of the War on Terror (4.3)." These standards ask that
teachers engage students more directly in analyzing the causal roots of 9/11 and
the War on Terror rather than the more broadly interpreted cause-effect
relationships.

2) Focus on International versus Domestic Terrorism

Thirty of the states identify terrorism specifically in an international context,
meaning the focus is on terrorism conducted by groups from countries outside
of the United States or attacks that occur outside of the U.S., with the Middle
East serving as the primary focus. In the majority of state standards then, many
of which are in world history or geography standards, terrorism is presented as
an international problem. For example, Hawaii includes terrorism as one of the
global challenges in the post Cold War era. Arizona includes the study of the
roots of terrorism but using only non-U.S. examples of terrorist groups and
contexts. Finally, Indiana includes terrorism as an example for analyzing the
“impact of globalization on U.S. economic, political and foreign policy”
(USH.8.6). This consistent use of terrorism as an example outside of the U.S.
presents terrorism as an external threat to the United States and ignores historic
and recent examples of domestic terrorism in the nation and the root causes of
these domestic attacks.

Only five states also ask students to examine cases of terrorism with domestic
roots (FL, KS, LA, OK, and WA), with the Oklahoma City Federal Building
bombing being the most prominent example (FL, LA, OK, and WA). For
example, Washington includes the bombing of the Murrah Federal Building in
Oklahoma City as an example of a standard that asks students to be able to
examine how significant events lead to the development of historical eras
(4.1.2). Oklahoma asks students to compare the causes and effects of the
Oklahoma City bombing with the 9/11 attacks. These standards place the focus
of student study on both domestic and international examples of terrorism and
away from looking at only one group or the example of terrorism as solely an
international issue.

3) What Terrorism Means and Who Are Terrorists

The word “terrorism” or the phrase, the “War on Terror” is used in 32 of the
states’ standards. In virtually all states, there is a presumption that the meaning
of terrorism is known and not contested. From our previous research on 9/11
curricula, we found that there was often a great deal of conceptual confusion



when it came to the definition of terrorism and in the identification of what is
and what is not an example of terrorism. There are real and important debates
about what constitutes terrorism and who are and are not terrorists. Here we
find that there is no definition given, or much of any guidance about what is
considered terrorism other than the use of examples, so it seems that there is
an assumption that a clear and agreed upon definition exists.

A few states do promote students’ engagement of different perspectives on
what terrorism is and how it should be applied. A suggested activity in the
Kansas Benchmark 4, which focuses on the examination of major events and
turning points since 1990, asks students to examine how the media defines
terrorism: “Using newspapers and news magazines, read articles about acts of
terrorism in the United States and around the world. Identify commmonalities and
differences in these attacks in terms of who, what, why, where, and how of the
events.” This kind of inductive thinking is typically associated with concept
formation, a strategy that we saw used in some of the supplemental curricula
we studied in 2003 (see p. 233-234 of the article “9/11 and Terrorism: ‘The
Ultimate Teachable Moment' in Textbooks and Supplemental Curricula”). The
weakness of this recommended activity is that it is predicated on the notion that
media accounts accurately identify what is an example of terrorism. Moreover it
presumes that those examples are all supporting a monolithic definition that is
shared by all news organizations.

4) The Relationship between Islam and Terrorism

Given the lack of attention in the standards documents to the causes of
terrorism, it is not surprising that in the vast majority there is no explicit attempt
to engage students in exploring the complex roots of terrorism and the complex
histories of terrorist groups. Note that only eight of the states include standards
that require students to analyze the causes of terrorism, and even with respect
to 9/11 specifically, only four mention Osama bin Laden or al-Qaeda (GA, LA,
MN, TX).

There are three states, however, that specifically include Islam in the context of
terrorism and 9/11 (LA, MA, TX). Massachusetts's standards place the focus of
studying terrorism on Islamic fundamentalism and the Middle East without
mentioning other examples of international terrorism, and they include no
examples of domestic terrorism. Specifically, one of the world history standards
asks students to “Explain the rise and funding of Islamic Fundamentalism in the
last half of the 20™ century” and in particular “the increase in terrorist attacks
against Israel and the United States.” It is also notable that two ideas are
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promoted in this world history standard that are at best misleading, and at
worse, simply erroneous. The first is that just two nations, the United States
and Israel, have seen an increase in terrorist attacks in the period between 1950
and 2000. The second idea is that the sole cause of terrorism that occurs in
these nations is Islamic fundamentalism. Further, students are not asked to
investigate or evaluate this relationship, simply to provide an explanation.

Texas's standard promotes a similar view of Islamic fundamentalism and how it
has impacted the U.S. A world history standard focused on the rise of Islamic
Fundamentalism and subsequent acts of terrorism includes two sub-standards:
the first asks that students summarize the “development and impact of radical
Islamic fundamentalism on events in the second half of the 20th century,
including Palestinian terrorism and the growth of al Qaeda”, and the second asks
students to “explain the U.S. response to terrorism from September 11, 2001."

By contrast, Louisiana’s standards, which include the example of “Islamic
terrorist organizations” under a standard focused on the development of
terrorism (AHG.6) also includes the specific analysis of groups such as the
Taliban and al-Qaeda in a different standard (VWWH7.6), which places the emphasis
on the acts of particular groups and not in direct relation to the religion. They
also include an item that asks students to compare the treatment of Japanese
Americans during World War Il to the treatment of Muslim Americans after 9/11
(AH1.2). The implicit messages undergirding this standard are that stereotyping
is wrong and dangerous and Muslim Americans were the victims of such
stereotyping after 9/11. In other words, it is important not to link Islam with
terrorism.

5) The Role of Citizens Post 9/11

One of our major interests in studying how 9/11 is incorporated into curricula is
the way in which students are asked to respond as citizens to a moment of
national crisis such as the terrorist attacks on New York and DC. Four states
(MN, NJ, TN, and WA) explicitly address the role of citizens in the context of
9/11 and the war on terror.

Both Minnesota and Tennessee include standards that expressly link citizenship
to media literacy with respect to 9/11. In both of these 9/11 is used as an
example for students to look at different forms of media (e.g., political cartoons,
editorials, television news) and to critique these forms. Minnesota’s example
(Government & Citizenship VII.A.2) asks students to critically examine then
President Bush's address to the nation after 9/11, and Tennessee asks students
to look at news media, try to interview producers, and to author their own
editorial critique (Culture 1). Here, students are asked to develop skills in
critically analyzing the political messages in media, and in the case of Tennessee
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also to produce their own critique in a common format used in politics. Both of
these skills are prominently viewed as important for citizens in a democracy.
These standards also emphasize the need for citizens to be well informed in
contemporary issues.

6) Open Questions, Deliberation, and Inquiry

We also examined the standards to determine which states present anything
related to 9/11 or terrorism as an open question, meaning that the question
posed has multiple and competing legitimate answers. For example,
Washington includes multiple examples of issues related to 9/11 in its Social
Studies Skills standards. One asks students to weigh evidence and “determine
one's own stance on the war in Iraq” (5.4.1), and another directs students to
critique different positions on the Patriot Act based on the Alien and Sedition
Acts. These states didn’t include the standards explicitly as part of a goal for
democratic citizenship, but we view these types of activities as critical toward
this goal. In addition to the examples in the Washington standards, we did find a
number of states whose standards had at least the potential to promote inquiry
and deliberation around issues related to the 9/11 attacks and the causes and
effects of this event. For example, Mississippi's 2004 standards documents
include examples of instructional strategies that ask students to “Research and
debate policy regarding terrorism” and to “role-play opposing viewpoints to a
specific law or conflict” and includes the Patriot Act as an example. Similarly,
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