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Role-playing as the government is key to effective decision-making and problem-solving, social science proves
Hanghoj 8 
Thorkild Hanghøj, Copenhagen, 2008 Since this PhD project began in 2004, the present author has been affiliated with DREAM (Danish Research Centre on Education and Advanced Media Materials), which is located at the Institute of Literature, Media and Cultural Studies at the University of Southern Denmark. Research visits have taken place at the Centre for Learning, Knowledge, and Interactive Technologies (L-KIT), the Institute of Education at the University of Bristol and the institute formerly known as Learning Lab Denmark at the School of Education, University of Aarhus, where I currently work as an assistant professor. http://static.sdu.dk/mediafiles/Files/Information_til/Studerende_ved_SDU/Din_uddannelse/phd_hum/afhandlinger/2009/ThorkilHanghoej.pdf 
***modified gender language
While Dewey focused on the imaginative and creative aspects of play in relation to the school curriculum, his close friend and pragmatist colleague, Mead, concentrated on the social and intersubjective aspects of play and games (Joas, 1996). In this way, Mead developed a comprehensive theory of the social self, which assumed that the development of the self was deeply related with social interaction through play, games, language and other forms of communication (Mead, 1934: 150-164). Thus, Mead provides a valuable starting point when trying to understand the social interaction of educational gaming. For Mead, the basic requirement of any form of play is the ability to “take the role of another”, as when children get together to “play Indian” (Mead, 1934: 150). The situation is somewhat different in more organised games, as the participants “must be ready to take the attitude of all the others involved in the game, and that these different roles must have a definite relationship to each other” (Mead, 1934: 151). The point being that the others should not so much be seen as specific individuals, but as other team members or participants in the game. Furthermore, the attitudes of the other players “organize a sort of unit, and it is that organization which controls the response of the individual” (Mead, 1934: 154). This organisation is exemplified in the game of baseball, where all players must coordinate their acts in response to the assumed acts of the other players. Mead then introduces his famous concept of the generalised other, which describes “the unity of self” given to the individual by his social membership in a community, i.e. on a baseball team (Mead, 1934: 154). Thus, when playing baseball, the participants must be able to take the attitude and perspective of the abstract other of the social group of their baseball team: “The attitude of the generalized other is the attitude of the whole community” (Mead, 1934: 154). Thus, the generalised other is the general notion that a person has of the common expectations that others have about actions and thoughts within a particular society. This means that any time actors try to imagine what is expected of them in relation to a wider social group or community, they are taking on the perspective of the generalised other. Similarly, the generalised other can also be described as “a stage beyond the processes of ‘taking the role of the other’ where the other is another identifiable individual or set of individuals” (Holdsworth & Morgan, 2007: 402). In addition to baseball, Mead offers another interesting example of how an individual can be related to “the generalised other”, which is highly relevant to this study: In politics, for example, the individual identifies himself with an entire political party and takes the organized attitudes of that entire party toward the rest of the given social community and toward the problems which confront the party within the given social situation; and he consequently reacts or responds in terms of the organized attitudes of the party as a whole (Mead, 1934: 156). In this way, Mead’s concept can be used to contextualise the empirical analysis of The Power Game sessions as the students were asked to take on the roles as politicians and thereby identify themselves with the “generalised” relationship between real-life politicians and their political parties. 

Decision making skills are necessary to solve existential threats—now is uniquely key because of increasing complexity and lack of information literacy
Lundberg 10
(Lundberg, Christian O., professor of communications at the University of North Carolina, Chapel Hill, “ The Allred Initiative and Debate Across the Curriculum: Reinventing the Tradition of Debate at North Carolina”, Navigating Opportunity: Policy Debate in the 21st Century)
The second major problem with the critique that identifies a naivety in articulating debate and democracy is that it presumes that the primary pedagogical outcome of debate is speech capacities. But the democratic capacities built by debate are not limited to speech—as indicated earlier, debate builds capacity for critical thinking, analysis of public claims, informed decision making, and better public judgment. If the picture of modern political life that underwrites this critique of debate is a pessimistic view of increasingly labyrinthine and bureaucratic administrative politics, rapid scientific and technological change outpacing the capacities of the citizenry to comprehend them, and ever-expanding insular special-interest- and money-driven politics, it is a puzzling solution, at best, to argue that these conditions warrant giving up on debate. If democracy is open to rearticulation, it is open to rearticulation precisely because as the challenges of modern political life proliferate, the citizenry’s capacities can change, which is one of the primary reasons that theorists of democracy such as Dewey in The Public and Its Problems place such a high premium on education (Dewey 1988, 63, 154). Debate provides an indispensible form of education in the modern articulation of democracy because it builds precisely the skills that allow the citizenry to research and be informed about policy decisions that impact them, to sort through and evaluate the evidence for and relative merits of arguments for and against a policy in an increasingly information-rich environment, and to prioritize their time and political energies toward policies that matter the most to them. The merits of debate as a tool for building democratic capacity-building take on a special significance in the context of information literacy. John Larkin (2005, 140) argues that one of the primary failings of modern colleges and universities is that they have not changed curriculum to match with the challenges of a new information environment. This is a problem for the course of academic study in our current context, but perhaps more important, argues Larkin, for the future of a citizenry that will need to make evaluative choices against an increasingly complex and multimediated information environment (ibid.). Larkin’s study tested the benefits of debate participation on information-literacy skills and concluded that in-class debate participants reported significantly higher self-efficacy ratings of their ability to navigate academic search databases and to effectively search and use other Web resources: To analyze the self-report ratings of the instructional and control group students, we first conducted a multivariate analysis of variance on all of the ratings, looking jointly at the effect of instruction/no instruction and debate topic . . . that it did not matter which topic students had been assigned . . . students in the Instructional [debate] group were significantly more confident in their ability to access information and less likely to feel that they needed help to do so. . . . These findings clearly indicate greater self-efficacy for online searching among students who participated in [debate]. . . . These results constitute strong support for the effectiveness of the project on students’ self-efficacy for online searching in the academic databases. There was an unintended effect, however: After doing . . . the project, instructional group students also felt more confident than the other students in their ability to get good information from Yahoo and Google. It may be that the library research experience increased self-efficacy for any searching, not just in academic databases. (Larkin 2005, 144) Larkin’s study substantiates Thomas Worthen and Gaylen Pack’s (1992, 3) claim that debate in the college classroom plays a critical role in fostering the kind of problem-solving skills demanded by the increasingly rich media and information environment of modernity. Though their essay was written in 1992 on the cusp of the eventual explosion of the Internet as a medium, Worthen and Pack’s framing of the issue was prescient: the primary question facing today’s student has changed from how to best research a topic to the crucial question of learning how to best evaluate which arguments to cite and rely upon from an easily accessible and veritable cornucopia of materials. There are, without a doubt, a number of important criticisms of employing debate as a model for democratic deliberation. But cumulatively, the evidence presented here warrants strong support for expanding debate practice in the classroom as a technology for enhancing democratic deliberative capacities. The unique combination of critical-thinking skills, research and information-processing skills, oral-communication skills, and capacities for listening and thoughtful, open engagement with hotly contested issues argues for debate as a crucial component of a rich and vital democratic life. In-class debate practice both aids students in achieving the best goals of college and university education and serves as an unmatched practice for creating thoughtful, engaged, open-minded, and self-critical students who are open to the possibilities of meaningful political engagement and new articulations of democratic life. Expanding this practice is crucial, if only because the more we produce citizens who can actively and effectively engage the political process, the more likely we are to produce revisions of democratic life that are necessary if democracy is not only to survive, but to thrive and to deal with systemic threats that risk our collective extinction. Democratic societies face a myriad of challenges, including: domestic and international issues of class, gender, and racial justice; wholesale environmental destruction and the potential for rapid climate change; emerging threats to international stability in the form of terrorism, intervention, and new possibilities for great power conflict; and increasing challenges of rapid globalization, including an increasingly volatile global economic structure. More than any specific policy or proposal, an informed and active citizenry that deliberates with greater skill and sensitivity provides one of the best hopes for responsive and effective democratic governance, and by extension, one of the last best hopes for dealing with the existential challenges to democracy in an increasingly complex world. Given the challenge of perfecting our collective political skill, and in drawing on the best of our collective creative intelligence, it is incumbent on us to both make the case for and, more important, to do the concrete work to realize an expanded commitment to debate at colleges and universities. 

Decision-making outweighs the benefits of their framework
Shulman, president emeritus – Carnegie Foundation for the Advancement of Teaching, ‘9
(Lee S, Education and a Civil Society: Teaching Evidence-Based Decision Making, p. ix-x) 

These are the kinds of questions that call for the exercise of practical reason, a form of thought that draws concurrently from theory and practice, from values and experience, and from critical thinking and human empathy. None of these attributes is likely to be thought of no value and thus able to be ignored. Our schools, however, are unlikely to take on all of them as goals of the educational process. The goal of education is not to render practical arguments more theoretical; nor is it to diminish the role of values in practical reason. Indeed, all three sources—theoretical knowledge, practical knowhow and experience, and deeply held values and identity—have legitimate places in practical arguments. An educated person, argue philosophers Thomas Green (1971) and Gary Fenstermacher (1986), is someone who has transformed the premises of her or his practical arguments from being less objectively reasonable to being more objectively reasonable. That is, to the extent that they employ probabilistic reasoning or interpret data from various sources, those judgments and interpretations conform more accurately to well-understood principles and are less susceptible to biases and distortions. To the extent that values, cultural or religious norms, or matters of personal preference or taste are at work, they have been rendered more explicit, conscious, intentional, and reflective. In his essay for this volume, Jerome Kagan reflects the interactions among these positions by arguing: We are more likely to solve our current problem, however, if teachers accept the responsibility of guaranteeing that all adolescents, regardless of class or ethnicity, can read and comprehend the science section of newspapers, solve basic mathematical problems, detect the logical coherence in non-technical verbal arguments or narratives, and insist that all acts of maliciousness, deception, and unregulated self-aggrandizement are morally unacceptable. Whether choosing between a Prius and a Hummer, an Obama or a McCain, installing solar panels or planting taller trees, a well-educated person has learned to combine their values, experience, understandings, and evidence in a thoughtful and responsible manner. Thus do habits of mind, practice, and heart all play a significant role in the lives of citizens.
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Focus on US policy is key – nuclear colonialism is sustained by excluding marginalized communities from policy discussions
Endres 2009 – Associate Professor of Communication at the University of Utah (Danielle, “The Rhetoric of Nuclear Colonialism: Rhetorical Exclusion of American Indian Arguments in the Yucca Mountain Nuclear Waste Siting Decision,” Communication and Critical/Cultural Studies Vol. 6, No. 1, March 2009, pp. 39-60)
Nuclear weapons and nuclear power have devastating consequences for local populations surrounding the sites of nuclear production, particularly for indigenous people. Donald Grinde and Bruce Johansen, Grace Thorp and Valerie Kuletz have used a term coined by Ward Churchill and Winona LaDuke*radioactive or nuclear colonialism*to describe the disproportionate destruction of indigenous people and their land as a result of uranium mining and nuclear weapons development.2 Nuclear colonialism is a system of domination through which governments and corporations target indigenous peoples and their lands to maintain the nuclear production process. According to LaDuke, ‘‘much of the world’s nuclear industry has been sited on or near Native lands’’ including reservation, treaty-guaranteed or sacred lands.3 This system operates at the expense of the health of indigenous peoples, their cultural survival and their self-determination. 
Although there is sufficient evidence that nuclear colonialism is an empirically verifiable phenomenon, previous studies do not attend to a crucial aspect of this phenomenon, which is how nuclear colonialism is perpetuated through public policy deliberation and corporate discourses. In this essay, I argue that nuclear colonialism is significantly a rhetorical phenomenon that employs particular discursive strategies for enabling the perpetuation of nuclearism, continuation of colonialism, and deliberate exclusion of indigenous voices from decision-making. These strategies are successful, in part, due to the contested nature of indigenous nationhood and the public’s benign neglect of indigenous lands and peoples. 
The first section of this essay illustrates nuclear colonialism as an historical and empirical phenomenon, particularly in the US. Next, I illustrate nuclear colonialism’s reliance on two interconnected sets of discourse practices: colonialism and nuclearism. In the third section, I examine the 2002 Yucca Mountain high-level nuclear waste site authorization controversy to reveal the rhetorical strategies of nuclear colonialism, their consequences, and their continuing legacies.

Resolves NIMBY
Martin-Schramm ‘5 (Jim, “Skull Valley: Nuclear Waste, Tribal Sovereignty, and Environmental Racism,” Journal of Lutheran Ethics (JLE) Volume 5, Issue 10 http://www.elca.org/What-We-Believe/Social-Issues/Journal-of-Lutheran-Ethics/Issues/October-2005/Skull-Valley-Nuclear-Waste-Tribal-Sovereignty-and-Environmental-Racism.aspx)
[24] From this overview, it is clear that the storage and ultimate disposal of high-level nuclear waste is a major public policy issue on the verge of becoming a national crisis. From California to New York, people all around the nation are saying, "Not in my backyard!" This NIMBY syndrome is behind the decision of Congress to focus solely on Yucca Mountain as a permanent repository. The NIMBY syndrome also fuels political and legal battles around the nation aimed at rejecting pleas by utilities to increase the amount of spent nuclear fuel that can be stored on a temporary basis in casks above ground. All citizens of the United States must shoulder some of the blame for failing to muster the political will to deal with this problem in an effective way. In many respects, U.S. citizens driven by the NIMBY syndrome have helped to drop this issue in the laps of the Goshutes. After all, no other community in the nation has stepped forward to store high-level nuclear waste on either an interim or a permanent basis. Over 50 million people in the nation enjoy the benefits of nuclear power but refuse to accept the burdens associated with its waste. [25] Some environmentalists see this waste bottleneck as the most effective way to bring to an end the nuclear energy industry in the United States. When utilities run out of places to store spent nuclear fuel on an interim basis, federal law requires them to shut down the reactors. Over time, this means that people of the United States will have to find other ways to either produce or conserve twenty percent of the nation's current energy supply. Investments in renewable energy production, energy-efficient technologies, and changes in patterns of consumption could go a long way to meet this challenge, but none of these measures resolve the issue of what to do with the nuclear waste. [26] Even if nuclear waste is not produced in the future, the United States is still faced with the challenge of storing temporarily or disposing permanently the high-level nuclear waste that has been produced to date. This raises the question of whether it would be better to store existing stockpiles at over seventy locations around the country, or to consolidate these stockpiles in one place. PFS contends that it would be more cost-effective and easier to provide a high level of security if spent nuclear fuel was all stored in one place. The state of Utah, however, argues that if it is safe to store spent nuclear fuel where it is now, then it should remain where it is-presumably in perpetuity. [27] There lies the rub. The radioactivity of some elements in spent nuclear fuel has a half-life of at least 10,000 years. Is it morally responsible to store thousands of steel and concrete casks containing this waste above ground at dozens of locations around the nation for thousands of years? Is it safer to entomb such highly radioactive waste in a geological repository deep under ground? Like it or not, and absent any new alternative strategies, disposal underground still appears to be the best option.6 But Yucca Mountain is not open, and it is not clear it will open any time soon. If the NRC awards a license for the PFS/Goshute interim storage facility, this could give the nation forty more years to figure out how to dispose of the waste permanently. At the same time, once the waste has been transferred to an Indian reservation, it is possible that the nation would forget that a long-term disposal problem still exists. [28] So, who should bear the burden (and reap the benefits) from storing the nation's high-level nuclear waste, either on an interim or a permanent basis? On the face, it seems clear that those who benefit the most from nuclear energy should also shoulder most of the waste burden. But how realistic is it to expect that millions of people in 31 states will abandon the NIMBY syndrome in order to muster the courage and political will to address this problem in a responsible manner? Isn't it more likely that they will still try to externalize the costs by dumping the problem on others?
