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SAVE ON MONEY!
Order Money magazine through us and you’ll save 50% or $15.96 off the regular subscrip
tion price! Order New York Magazine and you’ll save up to 39% or $13.02! Order any of our 
fine publications and you’re sure to get a great value.
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U s u a l
P r i c eP u b li c a t i o n

A +
American Artist 9 issues 
American Cage Bird 
American Film 
American Health 
American Heritage 7 issues24 00 
American Photog 8 issues 13 30

14 00

2 0 00 
14 95

Americana 
Analog Science Fiction/ 

Fact 10 issues 
Antique Monthly 
A rt News
Artist s Mag 10 issues 
Arts & Activities 
Arts & Antiques

11.95

19.50 
1800 
29 95 
2 0 0 0  
2 0 0 0  
36 00

I  Asim ov's Sci-Fi 10 issues 19.50
Astronom y 9 issues 
A tlantic City 13 issues 
A tlantic Monthly 
Attenzione (6 issues a yr.) 
Audio
Audubon Magazine 
Auto Racing Digest 
Automobile 
Autoweek 30 issues 
Backpacker

18.00 
15 16 
1 800

19.94
16.00

7 9 5
180 0

18.00
Baseball Digest 10 issues 12.46
Basketball Digest 9 95
Better Health & Living 15 00 
Bicycle Guide 9 issues 14 90
Bicycling 15 97
Black Enterprise 15 00
Boating 2 1 9 4  
Bon Appetit
Bowling Digest 12.00 
Boys Life
Business Week 39.95
Byte 22 00
Campus Life 14.95
Car & Driver 16.98
Car Craft 15.94
Cat Fancy 17.97
Cats 17 50
Changing Times 15 00
Chickadee: ages 3-8 15 00
Child (Fashion by Taxi) 12 00
Child Life: ages 6-10 11.95 
Childrens Digest (age 7-11) 11 95 
Childrens Playmate (age 4-8) 11 95
Circle Track 
Cobblestone (ages 8-13) 
Columbia Journal Review 
Commentary 
Compute!
Com pute's Gazette 
Computing Teacher 
Consumers Digest

Consumers Research 
9 issues

Cricket: ages 6-13 
Cross Country Skier 
Cruise Travel 
Cruising World

21.95 

20 00

24 00 
24.00

180 0
198 0
11.97
12.00
19.95

Y o u r U s u a l Y o u r
P r i c e P u b l i c a t i o n P r i c e P r i c e
12.97 Cycle Magazine 13.98 6 9 9
11.97 Cycle W orld 13.94 6.97
120 0 Dance 23.95
12.97 Dirt Rider 15.94 9.97
11.95 Discover 23 95 14.95
18 00 Dog Fancy 17 97 12 97
5.98 Dog World 22 00 1595
9 9 5 Down Beat 18.00 9 9 5

Ebony 16.00 9.97
9.97 Economist 85.00 51 00

1 30 0 80 Micro 24.97 21.97
25.95 Electronic Learning 19 95 16.95
12.47 Ellery Queen's Mystery
17.95 (10 issues) 17.50 9 9 7
29 95 Esquire 17.95 9 9 5

9.97 Essence 1 200 9.00
15.75 Fact 24.00 18 00

9.95 Family Computing 19.97 9 9 9
9 9 5 Family Handyman 9.95 5.95

12.95 Fantasy & Sci Fi. 10 iss 19.50 12.55
9.97 Fate 15 00 11 95

15 00 Field & Stream 1595 7 9 7
5.97 Fifty Plus 150 0 11.97

11 95 Financial Wld. 18 issues 31.00 18.95
13.20 Fishing & Hunting News 29.95 21 95

9.00 Flying 18.98 15.97
7.97 Food and Wine 20.00 150 0
7.97 Footbali Digest 1 295 7 9 7

11.97 F o r b e s 45 00 29 95
9.95 Fortune 44.50 22 75
9.97 Forum 18.00 15.00

11 95 Games Magazine 6 iss/yr. 11.97
18.97 Gifted Children Monthly 24 00
15.00 Golf Digest 19.95 11 98
9.97 Golf Illustrated 15.00 7 9 7

13.20 Golf Magazine 15.94 9 9 7
27 95 Gourmet 18 00 15.00
17.75 Guns & Ammo 17.94 9 9 7
9.95 Harpers Magazine 18.00 9 9 7

11 99 Health 10 issues 18.00 9 9 7
9.97 High Fidelity 13.95 6 9 8

12.97 High Technology 30.00 24 00
12.95 Hippocrates (Health) 18.00 12 00
9.97 Hispan.c Bus. 11 iss 16.50 1200

12.95 Hitchcock Mystery 10 iss. 15.00 9.97
1000 Hockey Digest 9.95 7.97
9 97 Home 15.00
9.97 Home Mechanics Ulus 11.94 8.97
9.97 The Homeowner 6 iss. 10.80 8 9 7

11.95 Home Viewer 18 00 11.97
18.95 Horizon 10 issues 21.95 1600
11.95 Hot Rod 17.94 9 9 7
36 00 Humpty Dumpty: ages 4-7 11.95 9.97
14.40 Hunting 15.94 8.95
18 00 Inc. 24.00 18 00
21 50 InCider 24.97 21.97
12.95 Income Opportunities

10 issues 6.60 3.98
Inside Sports 18.00 11.97

15.00 Instructor 20 00 12.97
15.75 International Musician 21.00 15.00
8.97 Jack & Jill: ages 6-8 11.95 9.97
9.97 Jerusalem Post 24 issues 20.75 15.97

17.95 Jet 36 00 26 00

P u b li c a t i o n
Ladies Home Journal 
Lakeland Boating 
Learning '87 
Lefthander 
Life 10 issues 
" M "  Magazine 
MacWorld 
MacUser
Metropolitan Home 
Media & Methods 
Medical Update 
Modern Photography 
M o n e y
Mother Jones 
M otor Trend 
Motorcyclist 
Ms. Magazine 
Muppet: ages 8-14 
Musician
The Nation 24 issues 
Nations Business 
National Law Journal 
New Republic 
New Woman 
New York Magazine

2 Years 
N Y. Review of Books 
N e w  Y o r k e r  32 00

2 years
Newsweek 52 issues 41.00 

2 years 
Odyssey: ages 8-14 

9 issues 12 50
Owl: age 8 & up 15 00
Old House Journal 16 00
Omni 24 00
1001 Home Ideas 8 issues 14.65

Y o u r  
P r i c e
9 9 8  
7 9 7  

129 0  
129 5  
12 50 
14 95 
24.00
19.97 
9 00

180 0  
9 95 
6 99

1599
1600 
11.94

6 9 7
10.97 

7.50
1097 
9 9 5  

129 7  
29 50 
28 00
11.97 
19 98 
39 96

34 00 31 95

U s u a l
P r i c e
19 95
15 94
19 95 
1500 
25 00
20 00 
31 00 
27 00 
18 00 
27 00 
12 00 
1398 
31 95 
24 00 
18 94 
13.94
16 00

18 00 
143 0  
22 50 
59.00 
48 00 
15 00 
33 00

2 0 0 0  
40 00 
21 80 
43 65

Organic Gardening 
Outdoor Life 
Outside 
Ovation 
Parenting 
Parents
PC 22 issues per year 
PC Tech Journal 
PC World
Penny Power age 9 & up 
Penthouse 
Personal Computing 
P e o p l e
Petersen's Photographic
Playboy
Playgirl
Popular Photography
Popular Science
Practical Homeowner
Present Tense
Prevention
Psychology Today
Progressive
Radio Electronics
Reader's Digest
Road & Track
Rolling Stone____________

11.00 
12 95
13.95 
1596
11.97

9.97
7.97
8.97

11.95 
12.00
11.95
21.97
24.97
17.97
9.95 

30 00
11.97 
30 95

7.97 
1900  
17 50
6 9 9
7.97 
9 9 7
9.97 

12 97
8.00 

18.50
11.97 
15.41

19.94 14.99 
19 95 15 95

12.97 
1394 
1600 
21.00 
1800 
18.00 
34 97 
34 97 
24 00

36.00 
1800 
58 20
15.94
24.00 
20 00
11.97
13.94
10.97
14.00

16.00 
23.50
15.97

U s u a l
P r i c e
19 95 
21 75 
21 75 
1995

P u b li c a t i o n
Runner's World 
Sail
Sailing World 
Salt Water Sportsman 
Saturday Evening Post 
Savvy Magazine 10 issues 15 00 
Scientific American 
Self Magazine 
Seventeen 
Shape 
Ski
Skiing 
Skin Diver
Soccer Digest 6 issues 
Sport
Sporting News 
S p o r t s  I l l u s t r a t e d

2 years
The Star 
Stereo Review 
Stereophile
Stone Soup: ages 8-12 
Stork: age 3 & under 
Success Magazine 
Sylvia Porter's Per.Fin 
Taxi (Fashion)
Teaching and Computers 
Teaching Pre K-8 
Tennis
Theatre Crafts 
T i m e  52 weeks 58.25

104 weeks 
Tours & Resorts 
Travel & Leisure 
True Story 
Turtle: pre-school 
TV Guide 
Twilight Zone 
Ultrasport
Unique Homes 6 iss. yr.
US Magazine 
U.S. News & World Report 
USA Today 
Vanity Fair 
Vegetarian Times 
Venture 
Video
Video Review 
Village Voice 
" W "  Magazine 
Weight Watchers 
Wind Surf
Winning (Bike Racing)
W om en's Sports & Fit 
Workbasket 
Workbench 
W orking Woman 
W orld Press Review 
W orld Tennis 9 issues 
W orld Traveling 
W rite r's  Digest 10 issues 17.50 
Yachting 19 98
Yankee (Colonial) 18.00
YM (Young Miss Mag.) 14.00

15 00

20 00 
9 9 7  

11,94
19 94 
7 95
1200 

22 issues 22 00 
58 80

32 00 
11.97
20 00 
19 00 
11 95 
14 00 
1997 
24 00

15.00 
17 94 
24 00

1200 
28 00
15.00
11.95
31 20 
155 0  
18 00 
29 97
23.95 
34 50

130.00 
12 00 
1995
18.00 
1200 
1200
32 75
26.00 
13.97 
1900  
1995
14.95 
6 0 0  
6 0 0

18.00
16.95 
11 95 
11 00

Y o u r
P r i c e
1 297
1 795
10.88
16 95 
1 295

9 9 7  
24 00 
1000 
13 95
17 95
6.97 
5 9 7
9.97 
5 97
7.97 

11 99 
29 45 
58 87 
1600
5 9 9

1 497
1 795
9 9 7
8 9 7

11 97
17.97 
159 5
12 98 
8 9 7

14.95 
29 12
58.25

9.97 
24.00

8.97
9.97 

26 00
11.97 
1097 
199 7  
12 98
17.25 
97 50

7 8 0
1495
9.00
8.97
7.97 

16.50
17.95
11.97
17.95
15.95
7.97 
5 0 0
5.00 

15.00
14.98
8.97
9.95 

11.47 
12.97
14.95
10.95

All subscriptions are for one year unless otherwise noted. •  “ Usual Price” is the publishers official subscription 
price. Newsstand rates are generally higher. •  We gladly accept magazine renewals — even if your original 
subscription was ordered elsewhere.

W
Name
Address. 
C ity____

AFT Subscription Services 
9 Northern Blvd., Box 258, Greenvale, NY 11548 
To order your magazines at our discount prices, please 
fill out and mail in this coupon.

State. Zip.
Your School_____________________
Please allow 8-12 w eeks for your first issue to arrive. 
Renewal orders: Please send the address label from 
your magazine at least 8 weeks before the expiration date.

S687

Name of Publication Years Price

Total
Check enclosed (made payable to AFTSS) or

C  Visa or 
C M C / /  L

]E x p . 
Jdate _

LOWEST
PRICES

GUARANTEED!

For more information circle 1 on Product Information Card.

AFT members 
can purchase 

many magazines 
from us for far 
less than the 

general public 
can buy them!



TEACHERS: CAN YOU 
EASS1HE 

36-SECOND EXAM?
Thie False

When you cut your finger on a circuit board you get a computer byte. □  □

False. A computer byte is a unit of information... and CLASSROOM 
COMPUTER LEARNING is packed full of them each issue.

A monitor is an unfortunate teacher who has to pace a hallway. □  □
False. It’s the visual readout of a computer. CLASSROOM COMPUTER 
LEARNING also gives you a visual readout of the latest innovations, 
hardware and software reviews as well as ideas in teaching computer- 
related courses, to help you monitor your fast-paced industry.

Teachers know a good deal.
True. You’ve learned a lot to get where you are today. But, because you 
are a teacher, you want to learn more. That’s why we’re offering the 
first two issues of CLASSROOM COMPUTER LEARNING risk free!
We’ll also give you a FREE solar calculator with your paid subscription 
as well as a money-back guarantee. Now that’s a good deal!

1
2

3

CLASSROOM COMPUTER Examine your first two issues 
LEARNING is the answer to risk free! 
your computer questions.

Subscribe now at the special price of
Discover how CLASSROOM COMPUTER $ 15.95 for 1 year (8 issues) and save
LEARNING makes the grade as a almost Vi off our regular $22.50 price,
classroom resource with: After you receive your first two issues,
Authoritatirearticles- Awealthof we'resureyouldfKddetoiomteMOOO
information on the newest technologies, M p  educators who use CCL. But if it
the latest trends in software and creative ?oesI> "“ S’0”  ■ * « ■ *  ■ £

“cancel” on the invoice. You owe nothing 
and you keep two trial issues.

curriculum planning.
Innovative classroom activities—
Teacher-developed, classroom-tested
projects for you to share with students. A +  g u a r a n te e .
Software reviews—Objective, informative
reviews on educational software. B you decide to c»ntinue as most

„ , teachers do, you 11 enjoy the protection of
Full-color teaching p o sters-Computer Qur g Guarantee which promises
art plus real world uses of computers. ^  lf after an entipe year yQU don.t agree
Q &A—Straight answers. q q l was wen WOrth every penny of its low
Message board—Your link with price, drop us a note and we’ll promptly
computer-using educators nationwide. refund your full payment.

Earn this free gift!

This Ttexas 
Instruments solar 
calculator, featuring 
an 8-digit display 
and full-function 
4-key memory is 
yours absolutely free 
with your paid 
subscription. Don’t miss 
on this terrific offer. Subscribe 
today!

Order your risk-free 
subscription today!

a M H
COMPUTER LEARNING
A Peter Li, Inc. Publication
2451 East River Road-Dayton, OH 45439 
Toll Free (800) 543-4383/In Ohio 
call collect (513) 294-5785

For more information circle 2 on Product Information Card.



Tandy 1000 SX 
Now Runs 

Apple Software

TANDY 1000 PERSONA,). SOCV5PUTER «



Continue Using Your Apple Software with the MS-DOS® Based 
Tandy 1000 SX and Get the Best of Both Worlds

Just because you want to expand to 
MS-DOS technology with the Tandy 1000 
SX, don’t think you have to discard your 
old software. The TRACKSTAR 128 board, 
which emulates the Apple II, II +, and now 
the lie  and lie  on the Tandy 1000 SX per
sonal computer, is now available at your lo
cal Radio Shack Computer Center®.

TRACKSTAR allows the Tandy 1000 SX 
user to run computer software designed for 
the Apple II family of computers. TRACK- 
STAR supports Apple DOS 3.3, Pro-DOS® 
and Apple Pascal, giving the Tandy 1000 
SX user direct access to an extensive li
brary of educational software and business 
programs.

Virtually all software that runs on the 
Apple computers listed above will run with 
TRACKSTAR, using the Tandy 1000 SX’s 
two built-in disk drives. TRACKSTAR 128 
supports the use of an optional Apple- 
compatible drive so that 
you can use existing drive 
equipment and run Apple 
II software that is copy 
protected, with half
sectoring techniques. Soft
ware which does not use a 
sector copy-protection 
scheme on the diskette 
media will run on 
TRACKSTAR, using the 
Tandy 1000 SX’s two 
built-in disk drives.

The TRACKSTAR 128 board features 
the 65C02 microprocessor. TRACKSTAR 
offers a full 80-column mode, double high- 
resolution graphics (560 X192), and sup
port of all Apple text and graphics modes. 
For even more fun in learning, the 
TRACKSTAR board supports music and 
sound via the host speaker. And as a bonus, 
the TRACKSTAR board comes with an ad
ditional 128K of RAM.

The Tandy 1000 SX computer (25-1051, 
$999) gives you PC compatability for about 
half the price of an IBM® PC. The 1000 SX 
has a 50% faster clock speed than the PC 
and features 384K RAM, two 51U" disk 
drives and comes with its own DeskMate 
II™ 6-in-l applications software.

Retail price for the TRACKSTAR 128 
emulation board is $399.95. Discounts are 
available for schools through our National 
Bid Department, 1400 One Tandy Center, 
Fort Worth, Texas 76102.

For more information 
or the name of the full
time Educational Coordi
nator in your area, call 
Radio Shack’s Education 
Division at 1-800-433- 
5628, toll free. In Texas, 
call 1-800-772-8538.

J r . T f f h  P f - F F I  - 1 - R f i f B U ■-\ :\

...--------- -----r------ ----------------- ----------------

Radio /hack
Superior Systems for Superior Classrooms3"

A DIVISION OF TANDY CORPORATION

Prices apply at Radio Shack Computer Centers and participating stores and dealers. Apple® and Pro-DOS registered trademarks of Apple Computers, Inc. MS-DOS/ Registered TM Mi
crosoft Corp. TRACKSTAR/TM Diamond Computer Systems, Inc. IBM/Reg. TM International Business Machines Corp.

For more information circle 7 on Product Information Card.
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Introducing 
he Wireless 
fou ve told your students that neatness counts. 

Now show them what you mean.
Show your students Mead's new Wire
less Neatbook and how the Neat Sheet™ 
perforated pages tear out easily to full 
size with no ragged edges (unlike ordi
nary wirebound notebooks); perfect for 
homework that has to be handed in.
Then show them howthe wireless binding 
won’t snag on clothes and how flexible 

„ a. covers make it easy to write on both 
sides of each page.

Show them how the Neatbook will stay neat, even after extended use, 
because of its special, durable spine construction.
And don’t forget to mention that the Neatbook comes in great colors in both 
regular and high-gloss fashion versions.
If you’re having a problem with students who turn in raggedy-edge papers, 
this could be a very neat solution.
The Wireless Neatbook... only from Mead.

•^Wireless'" 
Neatbook 
page edge

5 The Mead Corporation—1987 fTfecicJ
For more information circle 5 on Product Information Card.



T he Professional Jo u rn a l 
o f th e  A m erican  
F edera tion  o f Teachers 
Volum e 11, No. 2, 
S um m er 1987

ALBERT SHANKER 
President
Am erican Federation o f Teachers 
Elizabeth McPike
editor
Mary Power Boyd
assistant editor 
D iane A iken  
copy editor 
Wanda Bailey
secretary
Andrew B om stein
design consultant
Cover concept by Susan Sharp 
Illustrated by David Wisniewski

Subscriptions: AFT members receive American 
Educator as part of their AFT membership 
services. Nonmembers may subscribe for 58 per 
year

Signed articles and advertisements do not 
necessarily represent the viewpoints or policies of 
the American Federation of Teachers, AFL-CIO.

American Educator cannot assume responsibility 
for unsolicited manuscripts.

American Educator is published quarterly by the 
American Federation of Teachers, AFL-CIO, 555 
New Jersey Ave., N.W., Washington, DC 20001. 
Telephone: 202-879-4420.

General advertising office
555 New Jersey Ave., N.W.
Washington, DC 20001 
Telephone: 202-879-4420

Advertising Sales Representative 
Peter Li, Inc.
2451 E. River Rd.
Dayton, OH 45439 
513-294-5785
William M. Doran, Michael O’Callaghan, Frank
Guttmann
Peter Li, Inc.
1220 Broadway 
New York, NY 10001
212-947-2300 
West
Terrv Casaus
The R. W. Walker Co.
2716 Ocean Park Blvd., Suite 1010 
Santa Monica, CA 90405
213-450-9001
Southwest and Midwest
Thomas H. Bachmann, Patricia O’Connoi;
Edward R. Percarpio
Peter Li, Inc.
1913 West Van Buren 
Chicago, IL 60607 
312-942-0063

A m erican Educator is produced w ith the 
assistance of members of Local 2, Office and 
Professional Employees International Union, 
AFL-CIO, and members of AFT Staff Union. 
Composition and printing are done in 100 
percent union shops.

© American Federation of Teachers, 1987.

Page 26 Page 32 Page 43

T h e  C o n s t it u t io n  in  t h e  C la s s r o o m 6

E d u c a t io n  f o r  D e m o c r a c y : A  St a t e m e n t  o f  P r in c ip l e s

Have we been too casual in attending to the next generation’s understanding  
and appreciation o f  democracy? There is cause fo r  concern— and now  a growing  
consensus regarding w hat we can do about it.

10

D e m o c r a c y ’s U n t o l d  St o r y  
By Paul G agnon
A review o f  the five  m ost frequently used world history textbooks concludes that, 
overall, they "leave the story o f  democracy largely untold. . . . Its origins, 
adventures, needs, and  significance are nowhere system atically presented. ”

19

T h e  A s ia n  Ad v a n t a g e : T h e  C ase  o f  M a t h e m a t ic s  
By H arold  W. Stevenson
Why are Japaneses and  Chinese children leaving their American counterparts fa r  
behind on a broad range o f  m athem atical abilities? The author explodes some  
com m on myths and  describes some stunning differences in attitude, curriculum, 
and  classroom activities.

26

A b il it y  G r o u p in g  a n d  It s  A lt e r n a t iv e s : M u s t  W e  T r a c k ? 32
By Robert E. Slavin
In  an exhaustive review o f  the research, the author finds that the m ost com m only  
used fo rm  o f  ability grouping is also the least effective and  po ten tia lly  the m ost 
destructive. B u t there are more prom ising ways o f  dealing with student 
differences.

How To Talk So  St u d e n t s  W ill  Lis t e n  a n d  Lis t e n

So St u d e n t s  W ill  Ta l k  37
By Adele Faber and Elaine Mazlish
The authors o f  a widely acclaimed book on parent-child com m unications show  
how  the sam e skills can be used in the classroom to engage students’ 
cooperation and  to foster se lf -discipline and  autonomy.

C e n s o r in g  t h e  So u r c e s  43
By Barbara Cohen
In  the textbook adaptation o f  her book fo r  young  children, a uriter fights to keep 
in the religious references she feels are essential to the story’s m eaning and  
integrity.



THE
c o n stitu tio n

IN THE 
CLASSROOM
Ideas and Resources for 

Teaching and Learning about 
the U.S. Constitution

EPTEMBER 17 is 
Constitution Day, 

celebrating the 200th 
anniversary of the 
document that shaped our 
nation. The upcoming 
press and television 
coverage makes it an 
exciting opportunity for 
teachers to help their 
students understand and 
appreciate the ideas — and 
the sometimes-fierce 
debate over them — 
embedded in the 
Constitution. Many 
organizations are 
publishing materials to aid 
teachers in making the 
Constitution come alive.

A c t iv it ie s

■ Every school principal in 
the U.S. has received a 
packet of materials on “A 
Celebration of 
Citizenship,” a nationwide 
teach-in on September 16, 
1987. The packet contains 
curriculum material for 
elementary, middle, and 
senior-high school 
students plus a four-color 
wall poster. The big event 
of the day will be a 
national television spot 
featuring the President 
leading the country in the 
Pledge of Allegiance, 
followed by former Chief 
Justice Warren Burger 
discussing the Preamble. 
Check with your school 
office.

M a te r ia l s

■ The Bicentennial 
Commission offers these 
materials for teachers: an 
extensive bibliography 
Bicentennial Calendar, 
pocket constitution, and a 
copy of We the People, the 
Commission’s newsletter. 
Pocket constitutions cost
15 cents each if 50 are 
ordered. Contact: The 
Resource Center, 
Commission of the 
Bicentennial of the United 
States Constitution, 736 
Jackson Place, NW,

Washington, D.C. 20503 — 
or call (202) USA-1787.
■ The National Archives, 
home of the original 
Constitution, has a free 
brochure, “Celebrating the 
Constitution,” which 
describes publications, 
posters, T-shirts, learning 
kits, and other items 
available. Write: 
Publications Services 
Branch, National Archives, 
Washington, D.C. 20408 
and send a mailing label.
■ The U.S. Constitution 
Bicentennial: A We the 
People Resource Book 
provides information, 
material, and suggested 
activities to help teachers

and librarians plan 
programs and displays. 
Developed by the 
American Library 
Association, it costs S10 
and contains four posters, 
camera-ready art for ads 
and bookmarks, and lists of 
books, audiovisual 
materials, and plays on the 
U.S. Constitution. Write the 
American Library 
Association, 50 East Huron 
St., Chicago, IL 60611 or 
call (312) 944-6780.
■ “Miracle at 
Philadelphia,” the 
successful Bicentennial 
exhibit in Philadelphia, has 
developed educational 
materials. The packet

contains The
Confederation Chronicle, 
a newspaper in modern 
format written to reflect 
the perspective of the 
nationalist leadership 
coming to draft a 
constitution. Delegate 
Biography cards are styled 
like popular baseball 
trading cards with a 
picture of the delegate on 
the front and his 
occupation, education, and 
role at the convention on 
the back. “Philadelphia in 
1787” is a colorful map 
showing Philadelphia as an 
18th-century metropolis. 
Two booklets detail the 
intellectual heritage of the 
constitutional era as well 
as historians’ analyses of 
the times. These items may 
be ordered separately or 
together in a Teacher’s 
Packet that includes 
additional document 
reproductions and other 
items for use in 
classrooms, grades 7-12. 
The cost is $19.50. To 
order by phone call toll- 
free (800) 821-2903 or 
write Eastern National,
313 Walnut Street, 
Phildelphia, PA 19106.
■ Perspectives, a book 
published by the Close Up 
Foundation, features a first- 
person perspective on 
government. Governor 
Mario Cuomo, 
Congressional 
representatives, and other 
government leaders give 
their points of view on 
how our form of 
government works. The 
book has a special section 
on the Constitution and 
costs $14.00 (bulk rates 
offered) A videotape and 
posters are available also; 
write for their catalogue: 
Close Up Foundation,
1235 Jefferson Davis 
Highway, Arlington, VA 
22202. □

Items in this list chosen 
and compiled by Paula 
O’Connor, director o f AFT 
information services.

S p e c i a l  O f f e r

The AFT has prepared a kit of materials to help 
AFT members celebrate the Constitution. The kit 
contains source lists, suggestions, lesson 
enhancements on the Constitution, and a special 
U.S. Constitution that is easy to reproduce. The kit 
is free to AFT members, one copy per teacher. 
Write to: Paula O’Connor, Constitution in the 
Classroom, AFT, 555 New Jersey Ave., NW, 
Washington, D.C. 20001.
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When you make television a part of 
your classroom, you bring your kids face to 
face with the wonder of science — without 
worrying about the weather.

You can take them on a field trip 
anywhere on earth — or out in space. Show 
them, close up, the microscopic mysteries of 
their own backyards. And through computer 
animation and slow-motion photography, let 
them see the abstract principles—and their 
applications—that make science so chal
lenging to teach.

The elementary science TV series 
funded by the Corporation for Public Broad

casting show your students things you 
couldn’t otherwise show them, take them 
places you can’t take them, and involve them 
in the excitement of discovery. These televi
sion lessons are carefully developed to match 
curriculum requirements. And with video 
cassette players, TV is as flexible and conven
ient to use as your chalkboard.

For more information about public 
television’s K-12 classroom programming in 
science and other subjects, contact the 
instructional services office at your local 
public TV station. Or send in the coupon 
below. And find out how to mount a

scientific expedition without 
leaving your classroom.

□ YFS, I would like to learn more about elementary 
science and other classroom programs from the 
Corporation for Public Broadcasting. Please send me 

free information at no obligation.

Name_________________________________________________

Address________________________________________________

City/State/Zip_________________________________________

Grades Taught__________________________________________
Mail to: Corporation for Public Broadcasting,

Office of Education, 1111 Sixteenth Street NW, 
Washington, DC 20036. 2a

For more information circle 3 on Product Information Card.



Days Inns puts
you in a class by yourself
with a 10-25% dikount!

Days Inns has an offer teachers can't refuse — free membership in 
our special School DaysSM Travel Club. This club is just for teachers 
and staff. And includes these great benefits: • 10-25% off standard 
room rates at over 430 Days Inn hotels nationwide • Special toll-free 
numbers for reservations and club services • Car rental discounts 
• Late check-out • Check-cashing privileges with an American 
Express® Card • A reduced group rate for 5 or more rooms.

All at participating Days Inn® hotels and motels in 42 states.
Each with big, comfortable rooms. A swimming pool at most 
locations. And more. Send your application to the School Days 
Travel Club now.

Join The School Days Club Today It’s Free!
!--------------------------------------------------------------------------------------------------------- 1

Yes, I'm very interested in joining the School Days51"Travel Club. Please 
hurry and send me my free membership card and more information 
about the benefits the School Days Travel Club has to offer.

Name______________________________________(_____ )________
(F ir s t)  (M id d le  In itia l)  (L as t)  (P h o n e )

Address_______________________________________________ _
(S tr e e t)  (C ity )  (S ta te )  (Z ip )

School/Educational organization_______________________________
Please send me______applications so I can give them to my friends.

M arried--------- (a) Male ---------- (c) 3AAA123
Single ______ (b) Female_______(d)
Age Group:
Under 30___(e) 40-49___ (g)
30-39 ___(f) 50 and over___ (h)

3AA.

r \
DAYS INNSend application to: School Days

2205 23rd Street Harlan,Iowa 51593 We’re RightWhere AmericaWants Us*
^  ©1987 Days Inn of America Inc.

~OtMTm>344-3636.~
For more information circle 4 on Product Information Card.



We know 
you’re 
dedicated to 
their future.

Met Life 
is dedicated 
to yours.

You always put your students’ needs first. But this dedica
tion may not leave you much time for planning your 
financial future.

That’s why Met Life wants to tell you about two pro
grams—both offering tax-deferred earnings and 
competitive interest rates—that can help give you the 
future you want.

Our Universal Life* gives you an organized yet flex
ible way to accumulate cash on an ongoing basis. And our 
Single Premium Life* is a great way to put your savings or 
a cash windfall to work in a single payment. Both programs 
allow you to borrow against your accumulated funds, 
another option for getting money when you need it.

Find out more. C all 1 800-638-2242 Ext. 1002. Or 
mail this coupon. We’ll send you information to show you 
how Met Life can help you have the future you deserve.

GET MET. ITPAVS.
Metropolitan Life
AND AFFILIATED COMPANIES

© 1987 M etropolitan Life Insurance Company. New York, N.Y.

'Universal Life Insurance ( Flexible-Premium Life Insurance) and Single Premium Life at 95 
issued by M etropolitan Insurance and Annuity Co., New York, N.Y.
Single Premium Life available in m ost states.

PEANUTS Characters: © 1956, 1968,1971 
United Feature Syndicate, Inc.

Get in touch. 1 800-638-2242 Ext. 1002

...Or simply complete this coupon and mail to:
M etropolitan Life Insurance Co.
W omen’s Market 
P.O. Box 30417 
Tampa, FL 33630-3417

| □  Yes, I want the financial future I deserve.

N A M E

T IT L E .

H O M E  ADDRESS.

r iT Y STATF 71P

T E L E P H O N E  (  ) (  )
(Business) (H om e)

R FST  T IM F T O C A M
A.M. PM.

AES87



Ed u ca tio n  
Fo r  D em ocracy

A Statement o f Principles

Will democracy grow and flourish— indeed, w ill it 
even survive— i f  we are casual about the next genera
tion ’s understanding and  appreciation o f  it? Are our 
children bo m  good democrats? Daily breathing the 
air o f  freedom , w ill they effortlessly acquire the 
values, knowledge, and  habits that are democracy’s 
indispensable fo u n d a tio n ?  Or m u st we more p u r 
posefully, more consciously pass on to them the 
lessons o f  the past, to which they can then add their 
ow n unique contributions? I f  so, what responsibility 
do our schools have in this regard, and  how  m ight they’ 
m ost effectively fu lfill  it?

It is these questions— am idst growing evidence that 
today’s young  people are coming o f  age ill-equipped 
to preserve and extend their po litica l inheritance— 
that prom pted the American Federation o f  Teachers, in 
jo in t  sponsorship w ith  Freedom House— the well- 
know n human-rights m onitoring organization— and  
the Educational Excellence Network— an education 
reform coalition headquartered a t Teachers College, 
Columbia University— to launch the Education fo r  
Democracy project and to prepare the Statement of 
Principles that appears below. This document, recently 
released to wide critical acclaim and endorsed by over 
150 prom inen t Americans spanning a broad political 
spectrum, sets fo rth  the basic perspective that w ill 
guide a series o f  activities ( see related review o f  world 
history textbooks on page 19) aim ed a t strengthening

1 0  Am e r ic a n  E d u c a t o r

the teaching o f  democratic values.
As always, we welcome comm ents and  discussion 

fro m  our readers.
— E d i t o r

A S THE bicentennial of our Constitution approaches, 
we call for a special effort to raise the level of 

education for democratic citizenship. Given the com
plexities of our own society, of the rest of the world, and 
of the choices we confront, the need is self-evident and 
improvement is long past due.

As the years pass, we become an increasingly diverse 
people, drawn from many racial, national, linguistic, and 
religious origins. Our cultural heritage as Americans is 
as diverse as we are, with multiple sources of vitality and 
pride. But our political heritage is one—the vision of a 
com m on life in liberty , ju stice , and equa lity  as 
expressed in the Declaration of Independence and the 
Constitution two centuries ago.

To protect that vision, Thomas Jefferson prescribed a 
general education not just for the few but for all citizens, 
“to enable every’ man to judge for himself what will 
secure or endanger his freedom.” A generation later, 
Alexis de Tocqueville reminded us that our first duty 
was to “educate democracy.” He believed that all pol
itics were but the playing out of the “notions and senti
ments dominant in people.” These, he said, are the “real
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causes of all the rest.” Ideas—good and bad—have their 
consequences in every sphere of a nation’s life.

We cite de Tocqueville’s appeal w ith a sense of 
urgency, for we fear that many young Americans are 
growing up without the education needed to develop a 
solid commitment to those “notions and sentiments” 
essential to a democratic form of government. Although 
all the institutions that shape our private and public 
lives—family, church, school, government, media— 
share the responsibility for encouraging democratic 
values in our children, our focus here is on the nation’s 
schools and their teaching of the social studies and 
humanities.

In singling out the schools, we do not suggest that 
there was ever a golden age of education for citizenship, 
somehow lost in recent years. It is reported that in 
1943—that patriotic era—fewer than half of surveyed 
college freshmen could name four points in the Bill of 
Rights. Our purpose here is not to argue over the past, 
but only to ask that everyone with a role in schooling 
now join to work for decisive improvement.

O UR CALL for schools to purposefully impart to 
their studen ts the learning necessary for an 

informed, reasoned allegiance to the ideals of a free 
society rests on three convictions:

First, that democracy is the worthiest form of human

governance ever conceived.
Second, that we cannot take its survival o r its 

spread—or its perfection in practice—for granted. 
Indeed, we believe that the great central drama of mod
ern history has been and continues to be the struggle to 
establish, preserve, and extend democracy—at home 
and abroad. We know that very much still needs doing to 
achieve justice and civility in our own society. Abroad, 
we note that, according to the Freedom House survey of 
political rights and civil liberties, only one third of the 
w orld ’s peop le  live under conditions that can be 
described as free.

Third, we are convinced that democracy’s survival 
depends upon our transmitting to each new generation 
the political vision of liberty and equality that unites us 
as Americans—and a deep loyalty to the political institu
tions our founders put together to fulfill that vision. As 
Jack Beatty reminded us in a New Republic  article one 
Fourth of July, ours is a patriotism “not of blood and soil 
but of values, and those values are liberal and humane.”1

Such values are neither revealed truths nor natural 
habits. There is no evidence that we are born with them. 
Devotion to human dignity and freedom, to equal rights, 
to social and economic justice, to the rule of law, to 
civility and truth, to tolerance of diversity, to mutual 
assistance, to personal and civic responsibility, to self- 
restraint and self-respect—all these must be taught and 
learned and practiced. They cannot be taken for granted
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or regarded as merely one set of options against which 
any other may be accepted as equally worthy.

W h y  W e A re  C o n c e r n e d
Are the ideas and institutions—and above all the 

worth—of democracy adequately conveyed in Amer
ican schools? Do our graduates come out of school 
possessing the mature political judgment Jefferson 
hoped for, an ability to decide for themselves “what will 
secure or endanger” their freedom? Do they know of 
democracy’s short and troubled tenure in human his
tory? Do they comprehend its vulnerabilities? Do they 
recognize and accept their responsibility for preserving 
and extending their political inheritance?

No systematic study exists to answer these questions. 
We lack adequate information on students’ knowledge, 
beliefs, and enthusiasms. There has been little examina
tion of school textbooks and supplementary materials, 
of state and district requirements in history and social 
studies, or of what takes place in everyday school prac
tice. A study of how high school history and government 
textbooks convey the principles of democracy is under 
way, and we hope that several other studies will be 
launched soon.

Meanwhile, the evidence we do have—although frag
mentary’ and often anecdotal—is not encouraging. We 
know, for instance, of the significant decline over several 
decades in the amount of time devoted to historical 
studies in American schools, even in the college pre
paratory track; today, fewer than twenty states require 
students to take more than a year of history in order to 
graduate. We know that, as a result, many students are 
unaware of prominent people and seminal ideas and 
events that have shaped our past and created our pres
ent. A recent study shows that a majority of high school 
seniors do not know what the 1954 Brown v. Board o f  
Education  decision was about.2 Nor could majorities 
identify Winston Churchill or Joseph Stalin. Without 
knowledge of our own struggle for civil rights, how 
much can students understand of democracy’s needs at 
home—what it has taken and will still take to extend it. 
And what can they know of democracy’s capacity to 
respond to problems and to reform? In ignorance of the 
Second World War and its aftermath, how much can they 
grasp of the cost and necessity of defending democracy 
in the world? Having never debated and discussed how 
the world came to be as it is, the democratic citizen will 
not know what is worth defending, what should be 
changed, and which imposed orthodoxies must be 
resisted.

W E ARE concerned also that among some edu
cators (as among some in the country at large), 

there appears a certain lack of confidence in our own 
liberal, democratic values, an unwillingness to draw 
normative distinctions between them and the ideas of 
nondemocratic regimes. Any number of popular curric
ulum materials deprecate the open preference for lib
eral democratic values as “ethnocentric.” One widely 
distributed teaching guide on human rights accords 
equal significance to freedom of speech, the right to 
vote, and the guarantee of due process on the one hand,

A m a jo r ity  o f  h igh  sch o o l s e n io rs  
c o u ld  n o t id e n tify  W inston  
C h u rch ill o r  fo se p h  S ta lin .

with the “right” to take vacations on the other. 3
In the rush to present all cultures in a positive light, 

the unpleasant realities of some regimes are ignored, as 
when this guide talks of the high value accorded the 
right to strike by governments in Eastern Europe (a 
notion that would surely be disputed by the supporters 
of Solidarnosc ). Or as when another guide—financed by 
the U.S. Department of Education—lauds the Cuban 
government’s commitment to women’s rights, noting 
with approval that men who refuse to share equally’ in 
household responsibilities can be penalized with “re
education or assignment to farm work.”4

This insistence upon maintaining neutrality among 
competing values, this tendency to present political 
systems as not better or worse but only’ different, is 
illustrated by this test question designed by the National 
Assessment of Educational Progress and administered in 
the 1981-82 school year to students aged nine, thirteen, 
and seventeen:

Maria and Ming are friends. Ming's parents were born in China 
and have lived in the United States for twenty years.
“People have no freedom in China,” Maria insists. “There is 
only one party in the election and the newspapers are run by 
the government.”

“People in China do have freedom,” Ming insists. “No one goes 
hungry. Everyone has an opportunity to work and medical 
care is free. Can there be greater freedom than that?”
What is the best conclusion to draw from this debate?

A. Ming does not understand the meaning of freedom.

B. Maria and Ming differ in their opinions of the meaning of 
freedom.

C. There is freedom in the U.S. but not in China.
D. People have greater freedom in China than in the U.S.

According to NAEP, choice B— “Maria and Ming dif
fer in their opinions of the meaning of freedom”—is 
correct. The test’s framers explained in a 1983 report * 
summarizing the survey’s findings that students choos
ing answer B “correctly indicated that the concept of 
freedom can mean different things to different people in 
different circumstances.” And, of course, in the most J
narrow, literal sense, B is correct.

Around the world, people and governments do apply’ 
different meanings to the word “freedom.” Some states 
that deny freedom of religion, speech, and conscience 
nonetheless define themselves as free. But we need not 
accept their Orwellian self-definitions as if words had no 
meaning. Were we used to Ming’s definition of free-
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dom—a job, medical care, and ample food—many of 
history’s slaves and today’s prisoners would have to be 
called “free”! To offer such a definition, and to leave it at 
that, w ithou t elaboration—as NAEP has done—is 
grossly to mislead students about history, about politics, 
and above all, about human rights. In fact, the “rights” to 
food and work and medical care, when separated from 
the rights to free speech, a free press, and free elections, 
are not rights at all. They are rewards from the govern
m ent that are easily bestow ed and just as easily 
betrayed.

We are rightly accustomed to honest scrutiny of our 
own faults, and so it is all the more inexplicable when 
educational materials sidestep or whitewash violations 
of human rights and pervasive injustice in other lands. 
Students need an honest, rigorous education that allows 
them to penetrate Orwellian rhetoric and accurately 
compare the claims and realities of our own society and 
those of others.

Such a goal is compromised when the drawing of 
normative distinctions among values is frowned upon as 
a failure of objectivity, on the premise that all values are 
arbitrary; arising from personal taste or conditioning, 
without cognitive or rational bases. They are not to be 
ranked or ordered, the argument runs, only “clarified”; 
so the teacher must strive to be “value-free.” But such a 
formulation confuses objectivity with neutrality. It is 
hardly necessary to be neutral in regard to freedom over 
bondage, or the rule of law over the rule of the mob, or 
fair wages over exploitation, in order to describe objec
tively the differences among them or among their 
human consequences.

What of Nazi values and their consequences? To grasp 
the human condition in the twentieth century objec
tively, we need to understand the problems of German 
society that pushed so many to join the Nazis and to 
acquiesce in their crimes. But to “understand” is not to 
forgive, or to trivialize, those crimes or to teach, in 
Richard H unt’s phrase, “no-fault, guilt-free history” 
where nobody is to blame for anything and fixing moral 
responsibility is disallowed.

F INALLY, NO discussion of the discomfort that some 
feel in teaching children to cherish democracy can 

fail to mention that some may be indifferent, or even 
alienated from American democracy, out of disillusion 
over its failings in practice. The postwar confidence in 
the American way of life was undermined by the politi
cal upheavals of the 1960s and early 1970s. First, Amer-

Such a  fo r m u la tio n  con fuses  
o b je c tiv ity  w ith  n eu tra lity .

ica had its long-overdue reckoning with the historic 
national shame of racial discrimination. Then the coun
try found itself mired in the Vietnam War—and was 
further shocked and disheartened by assassinations and 
the events of Watergate. As we struggled to confront our 
failings and correct our flaws, legitimate self-criticism 
turned at times into an industry of blame. The United 
States and its democratic allies were often presented as 
though we alone had failed and as though our faults 
invalidated the very7 ideal that taught us how to recog
nize failure when we met it.

We d o  n o t a sk  f o r  p r o p a g a n d a , f o r  
crash  co u rses  in  the r ig h t  
a ttitu d e s , o r  f o r  k n ee -je rk  

p a tr io t ic  d r ill.

While the realities of our own society are daily evi
dent, many students remain ignorant of other, quite 
different, worlds. How can they be expected to value or 
defend freedom unless they have a clear grasp of the 
alternatives against which to measure it? The systematic 
presentation of reality abroad must be an integral part of 
the curriculum. What are the political systems in com
petition with our own, and what is life like for the 
people who live under them? If students know only half 
the world, they will not know nearly enough. We cannot 
afford what one young writer recalled as a “gaping hole” 
in his prestigious, private high school’s curriculum.5 He 
and his classm ates, he says, w ere  “w onderfu lly  
instructed in America’s problems . . .”

But we were at the same time being educated in splendid 
isolation from the notion that democratic societies had com 
mitted enemies; we learned next to nothing of the sorts of 
alternatives to bourgeois liberalism that the twentieth century 
had to offer. . . . Exeter students learned nothing of what it 
meant to be a small farmer in Stalin’s Russia or Ho Chi Minh’s 
Vietnam. That it had been part of Communist policy to “liqui
date as a class” the “kulaks” was something we had never heard 
spoken of. It was perfectly possible to graduate from the 
Academy with high honors and be altogether incapable of 
writing three factual paragraphs on the history of any Commu
nist regime (o r  for that m atter of any totalitarian regime 
whether of the Right or Left).

W h a t  t h e  C it iz e n  N e e d s  
To K n o w

What was, and is, lacking is a fullness of knowledge, an 
objective and balanced picture of world realities, histor
ical and contemporary. We do not ask for propaganda, 
for crash courses in the right attitudes, or for knee-jerk 
patriotic drill. We do not want to capsulize democracy’s
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argument into slogans, or pious texts, or bright debaters’ 
points. The history and nature and needs of democracy 
are much too serious and subtle for that.

Education for democracy is not indoctrination, which 
is the deliberate exclusion or distortion of studies in 
order to induce belief by irrational means. We do not 
propose to exclude the honest study of the doctrines 
and systems of others. Or to censor history—our own or 
others’—as closed societies do, or to hide our flaws or 
explain them away. We do not need a bodyguard of lies. 
We can afford to present ourselves in the totality of our 
acts. And we can afford to tell the truth about others, 
even when it favors them and complicates that which 
indoctrination would keep simple and comforting.

The k in d  o f  c r it ic a l  th in k in g  w e  
w ish  to  e n c o u ra g e  m u s t r e s t on  a  
s o l id  b a se  o f  f a c tu a l  k n o w led g e .

And then we leave it to our students to apply their 
knowledge, values, and experiences to the world they 
must create. We do not propose a “right” position on, 
say, American involvement in the Vietnam War; or on the 
type of nuclear weapons, if any, we should have; or on 
what our policy in Central America should be; or on 
w hether the E.R.A. should be passed or hiring quotas 
supported. Good democrats can and do differ on these 
matters. On these and a host of other policy issues, there 
is no one “truth.” Our task is more limited, and yet in its 
way much greater: to teach our children to cherish 
freedom and to accept responsibility for preserving and 
extending it, confident that they wili find their own best 
ways of doing so, on the basis of free, uncoerced 
thought.

The kind of critical thinking we wish to encourage 
must rest on a solid base of factual knowledge. In this 
regard, we reject educational theory that considers any 
kind of curricular content to be as good as any other, 
claiming that all students need to know is “how to 
learn,” that no particular body of knowledge is more 
w orth noting than any other, that in an age of rapid 
change, all knowledge necessarily becomes “obsolete.” 
We insist, on the contrary, that the central ideas, events, 
people, and works that have shaped our world, for good 
and ill, are not at all obsolete. Instead, the quicker the 
pace of change, the more critical it will be for us to 
remember them and understand them well. We insist 
that absent this knowledge, citizens remain helpless to 
make the wise judgments hoped for by Jefferson.

First, citizens must know the fundamental ideas cen
tral to the political vision of the eighteenth century

founders— the vision that holds us together as one peo
ple of many diverse origins and cultures. Not only the 
words—never only the words—but the sources, the 
meanings, and the implications of the Declaration of 
Independence, the Constitution, the Federalist Papers, 
the Bill of Rights.

To go deeper than the words, and truly to understand 
the ideas, students must know where and how they 
arose, in whose minds, stirred by what other ideas. What 
historical circumstances were hostile? What were the 
prevailing assumptions about human nature? About the 
relationship between God and themselves? About the 
origins of human society and the meaning and direction 
of human history? To understand our ideas requires a 
knowledge of the whole sweep of Western civilization, 
from the ancient Jews and Christians—whose ethical 
beliefs gave rise to democratic thought—to the Greeks 
and Romans, through the Middle Ages, the Renaissance 
and the Reformation, the English Revolution—so impor
tant to America, the Eighteenth Century Enlightenment, 
and the French Revolution, a violent cousin to our own. 
Such a curriculum is indispensible. Without it, our prin
ciples of government—and the debates over them ever 
since—are not fully comprehensible. They are mere 
words, floating in air w ithout source, life, drama, or 
meaning.

SECOND, CITIZENS must know how democratic 
ideas have been turned into institutions and prac

tices—the history of the origins and growth and adven
tures of democratic societies on earth, past and present. 
How have these societies fared? Who has defended them 
and why? Who has sought their undoing and why? What 
conditions—economic, social, cultural, religious, mili
tary—have helped to shape democratic practice?

What conditions have made it difficult—sometimes 
even impossible—for such societies to take root? Again, 
it is indispensable to know the facts of modern history, 
dating back at least to the English Revolution, and for
ward to our own century’s total wars; to the failure of the 
nascent liberal regimes of Russia, Italy, Germany, Spain, 
and Japan; to the totalitarianism, oppressions, and mass 
exterminations of our time. How has it all happened?

Third, citizens in our society need to understand the 
current condition of the world and how it got that way

W hat c o n d itio n s  h a ve  m a d e  i t  
d ifficu lt—so m e tim e s  even  

im p o ss ib le —f o r  d e m o c ra tic  
so c ie tie s  to  ta k e  root?
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and to be prepared to act upon the challenges to 
democracy in our own day. What are the roots of our 
present dangers and of the choices before us? For intel
ligent citizenship we need a thorough grasp of the daily 
workings of our own society, as well as the societies of 
our friends, of our adversaries, and of the Third World, 
where so many live amid poverty and violence, with 
little freedom and little hope.

This is no small order. It requires systematic study of 
American government and society; of comparative ide
ologies and political, economic, and social systems; of 
the religious beliefs that have shaped our values and our 
culture and those that have shaped others; and of phys
ical and human geography. How can we avoid making all 
of this into nothing more than just another, and perhaps 
longer, parade of facts, smothering the desire to learn? 
Apart from needed changes in materials and methods, in 
the structure of curricula and of the school day itself we 
believe that one answer is to focus upon the fateful 
drama of the historical struggle for democracy. The fate 
of real men and women, here and abroad, who have 
worked to bring to life the ideas we began with deserves 
our whole attention and that of our students. It is a 
suspenseful, often tragic, drama that continues today, 
often amid poverty and social turmoil; advocates of 
democracy remain, as before, prey to extremists of Left 
and Right well-armed with force and simple answers. 
The ongoing, worldwide struggle for a free center of 
“broad, sunlit uplands,” in Churchill’s phrase, is the best 
hope of the earth, and we would make it the heart of a 
reordered curriculum for history and social studies.

H ist o r y  a n d  t h e  H u m a n it ie s  
Sh o u l d  B e t h e  C o r e

We regard the study of history as the chief subject in 
education for democracy, much as Jefferson and the 
other founders of the United States did two centuries 
ago. In revamping the social studies curriculum, we 
should start with the obvious: History is not the enemy 
of the social sciences, but is instead their indispensable 
source of nourishment, order, and perspective. We aim 
at nothing less than helping students to comprehend 
what is important, not merely to memorize fact and 
formula. But it is clearly impossible to reach genuine 
com prehension of economic, political, social, and 
cultural questions without examining them in their his
torical context. To pull “case studies” and “concepts” 
out of historical narrative, as so many social studies 
programs do, not only confuses students but is likely to 
distort the truth of the human condition.

Of all the subjects in the curriculum, history alone 
affords the perspective that students need to compare 
themselves realistically with others—in the past and 
elsewhere on earth—and to think critically, to look 
behind assertions and appearances, to ask for the 
“whole story,” to judge meaning and value for them
selves. History is also the integrative subject, upon 
which the coherence and usefulness of other subjects 
depend, especially the social sciences but also much of 
literature and the arts. Taught in historical context, the 
formulations and insights of the social sciences take on 
life, blood, drama, and significance. And, in turn, their

The a u th o rs  o f  th e A m erica n  
te s ta m e n t h a d  n o  tro u b le  

d is tin g u ish in g  m o r a l e d u c a tio n  
f r o m  re lig io u s  in stru c tio n , a n d  

n e ith e r  sh o u ld  we.

,  * W \

organizing concepts and questions can help rescue his
tory from the dry recital of dates and facts so many 
students have rightly complained about.

W E ARE pleased that several major reform pro
posals agree on the centrality of history.6 The

odore Sizer, in Horace’s Compromise, makes the joint 
study of history and ideas one of the four required areas 
of learning th roughou t the secondary years. The 
Paideia Proposal puts narrative history and geography 
at the center of the social studies curriculum, during 
every grade beyond the elementary. Ernest Boyer’s Car
negie report, High School, asks for a year of the history 
of Western Civilization, a year of American history, 
another of American government, and a term ’s study of 
non-Western society. The Council for Basic Education 
sets an “irreducible minimum” of two years of American 
history, one year of European, and the study of at least 
one non-Western society in depth. The state of Califor
nia now calls for at least two years of high school history.

We also ask for wider reading and study in the human
ities. For we are concerned, again, with values, with 
every citizen’s capacity for judging the moral worth of 
things. In this, courses in “values clarification” do not 
get us very far. They either feign neutrality or descend to 
preachiness. Values and moral integrity are better dis
covered by students in their reading of history, of liter
ature, of philosophy, and biography. Values are not 
“taught,” they are encountered, in school and life.

The humanities in our schools must not be limited, as 
they often are now, to a few brief samples of Good 
Things, but should embrace as much as possible of the 
whole range of the best that has been thought and said 
and created, from the ancient to the most recent. Other
wise, students have little chance to confront the many 
varied attempts to answer the great questions of life—or 
even to be aware that such questions exist. The quest for 
w orth and meaning is indispensable to the democratic 
citizen. The essence of democracy, its reason for being, 
is constant choice. We choose what the good life is and 
how our society—including its schools—may order its 
priorities so that the good life is possible, according to 
what we ourselves value most. This is what de Toc- 
queville meant by the “notions and sentiments” of a 
people.

Education for democracy, then, must extend to edu-
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cation in moral issues, which our eighteenth century 
founders took very seriously indeed. This is hardly sur
prising. The basic ideas of liberty, equality, and justice, of 
civil, political, and economic rights and obligations are 
all assertions of right and wrong, of moral values. Such 
principles impel the citizen to make moral choices, 
repeatedly to decide between right and wrong or, just as 
often, between one right and another. The authors of the 
American testam ent had no trouble distinguishing 
moral education from religious instruction, and neither 
should we. The democratic state can take no part in 
deciding which, if any, church forms its citizens’ con
sciences. But it is absurd to argue that the state, or its 
schools, cannot be concerned with citizens’ ability to 
tell right from wrong, and to prefer one over the other in 
all matters that bear upon the common public life. This 
would be utterly  to m isunderstand the democratic 
vision and the moral seriousness of the choices it 
demands of us.

C o n c l u s io n s
In calling for a decisive improvement of education for 

democracy, we are well aware that this will require a 
sea-change in the typical curriculum. Specifically, we 
call for the following:

1. A m ore substantial, engaging, and demanding 
social studies curriculum for all of our children—one 
that helps students to comprehend what is important, 
not merely to memorize names, dates, and places. The 
required curriculum should include the history of the 
United States and of democratic civilization, the study of 
American government and world geography, and of at 
least one non-Western society in depth.

2. A reordering of the curriculum around a core of 
history and geography—with history providing the per
spective for considered judgment and geography con
fronting students with the hard realities that shape so 
many political, economic, and social decisions. Around 
this core of history and geography, students should be 
introduced to the added perspectives offered by eco
nomics, psychology, sociology, anthropology, and politi
cal science.

3. More history, chronologically taught and taught in 
ways that capture the imagination of students. Historical 
biography, colorful historical narrative, and debate over 
the central ideas that have brought us here are all 
appealing to students. And we recommend that a cen
tral theme in the study of history be the dramatic strug
gles of people around the globe and across the centuries 
to win, preserve, and extend their freedom.

4. More attention to world studies, especially to the 
realistic and unsentimental study of other nations— 
both dem ocratic and nondem ocratic. Comparative 
study of politics, ideology, economics, and culture, and 
especially the efforts of citizens to improve their lot 
through protest and reform, offers students a healthy 
perspective on our own problems and a needed win
dow on problems elsewhere.

5. A broader, deeper learning in the humanities, par
ticularly in literature, ideas, and biography, so that stu
dents may encounter and comprehend the values upon 
which democracy depends. Through such study, moral 
education— not religious education and not neutral
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values clarification—can be restored to high standing in 
our schools.

We understand that such a major reform of the curric
ulum will require more effective textbooks and auxili
ary m aterials, aim ed less at “coverage” than  at 
comprehension of what is most worth learning. It will 
require continuing collaboration between faculty mem
bers from the schools and universities, where both 
work together as equals to clarify what is most worth 
teaching in their subjects and to devise ways to convey 
the material to diverse clienteles. And it requires new 
approaches to teacher education, both pre-service and 
in-service, to help teachers present the revamped and 
strengthened curriculum.

Our proposal asks for great intensity of teaching 
effort. Students will not reach genuine understanding of 
ideas, events, and institutions through rote learning 
from texts, classroom lecture, and recitation followed 
by short-answer quizzes. We ask for active learning on 
the part of students—ample time for class discussions, 
for coaching, for frequent seminars to explore ideas, 
and for regular writing assignments.

We know that teachers would like nothing better than 
to work in this way. We also know that they cannot be 
expected to do so when they are responsible for 150 or 
more students, coming at them in a kaleidoscopic, five- 
times-fifty-minute daily lockstep, frequently requiring 
three or four different preparations. We thus ally our
selves with recent calls to dramatically restructure edu- 
c a tio n . O ver tim e, w e m ust sh a rp ly  a lte r  the  
management, the schedules, and the staffing patterns of 
our schools to afford teachers more authority, a wider 
latitude of methods and materials, more time to devote 
to the intellectual lives of fewer students, and more time 
to devote to their own intellectual growth.

As c i t iz e n s  o f  a  d e m o c ra tic  
rep u b lic , w e a r e  p a r t  o f  the  

n o b le s t p o l i t ic a l  e ffort in  h istory.

We understand that the dramatic changes we call 
for—in curriculum and structure—will not come easily. 
We know also that these changes can be made, and must 
be.

As citizens of a democratic republic, we are part of the 
noblest political effort in history. Our children must 
learn, and we must teach them, the knowledge, values, 
and habits that will best protect and extend this pre
cious inheritance. Today we ask our schools to make a 
greater contribution to that effort and we ask all Amer
icans to help them do it. □
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D em ocracy’s 
Un to ld  Sto ry

How World History> Textbooks Shortchange Our Students

By  Paul  G a g n o n

Do social studies textbooks give students the kn o w l
edge and  perspective they need to understand the 
developm ent o f  po litica l democracy and to appreciate 
its worth? To answer this question, the Education fo r  
Democracy project asked Professor Paul Gagnon to 
review the m ost popular world history, American his
tory, and  governm ent textbooks used a t the secondary 
level.

The first part o f  that study  — the review o f  five world 
history texts — is now  complete. In  his lengthy report, 
which w ill be released in fu l l  later this summer, Mr. 
Gagnon concludes that, while each o f  the books “has 
real strengths, ’’ overall they “leave the story o f  democ
racy largely untold. Its ideas and principles are left 
unclear, incomplete. Its  origins, adventures, needs, 
and  significance are nowhere system atically p re 
sented. Relying on such books alone, teachers cannot 
teach, and  students cannot grasp, the compelling story 
o f  peop les’ struggles fo r  freedom , self-government, 
and  justice on earth. ”

In  detailing what is missing from  these texts, Mr. 
Gagnon provides an outline o f  w hat a richer, fu ller  
presentation w ould  be. The result is no t merely a 
textbook study that w ill help teachers and  others select 
one text over another— although it w ill do that. I t  is a

“short course” on the history o f  democracy that pu lls  
fro m  the narrative o f  each period  — from  ancient 
Greece to our own time  — the lessons vital fo r  dem o
cratic citizens. I t  is packed with ideas that teachers can 
draw on in constructing lessons and in adapting texts 
and materials to their own teaching approaches. I t  is 
also a valuable resource fo r  teachers who w ant to 
prevail upon local and  state authorities to strengthen 
curricular guidelines in this area.

We present below excerpts from  the introduction to 
Mr. Gagnon’s study and from  two chapters that con
cern themselves with critical periods in democracy’s 
development: ancient Greece and  the American and  
French revolutions.

—Editor

T h is  b o o k  is for my fellow teachers, and for students 
who will become teachers, of history and social 
studies. It assumes that we agree about three things. 

First, that teaching about democracy and its adventures 
is one of the most important of our tasks. Second, that it 
is difficult to do it well. And third, that one of many 
obstacles to doing it well is the weakness of our text
books.

I hope that these pages will help teachers to evaluate
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textbooks for themselves and to take an active part in 
choosing books for their own schools. I hope they will 
find here useful suggestions for making up syllabi and 
lessons, for adapting textbooks and materials to their 
own teaching goals in their own ways. This book is also 
for others who play a part in the education of citizens: 
publishers, text authors, state and local school board 
members, principals and supervisors, college faculty 
members who prepare future teachers, parents, and 
students, too. All of us have a stake in the outcome of 
debates now raging over the quality, and equality; of 
American education in general and of education for 
citizenship in particular.

This evaluation of five much-adopted textbooks in 
world history' is not intended as a full review, either of 
the texts’ style or of their scholarship, but as a response 
to a single question: What do the texts contribute to a 
student’s knowledge of political democracy and to his 
or her ability7 to judge it critically, fairly, and accurately?

Do the texts convey clearly the essential ideas and 
values that underlie democracy? Are the origins and 
evolution of its basic institutions adequately explained? 
Are the contrasts between free and unfree governments 
set forth? Is the story of democracy’s evolution made 
clear? Its present condition in the world? Will students 
find the facts and explanations needed to comprehend 
those forces that have nourished democracy ? Those that 
have opposed and frustrated it? On the other hand, are 
the sources, ideas, and institutions of authoritarian and 
totalitarian societies, past and present, equally clear? Is 
the coverage honest and balanced? Are all societies, past 
and present, put into reasonable perspective, and all — 
including our own — judged by consistent standards? 
Are the economic, social, military, religious, cultural, 
and moral forces that have worked for and against 
democracy shown in clear relief? And finally, are major 
themes and questions set forth, and the relevant facts, 
ideas, and explanations offered in ways likely to engage 
the student and to facilitate the work of the teacher?

T h e  C h o ic e  o f  T o p ic s

If a text is to adequately answer these questions — if it 
is to explain the evolution of democracy on earth — 
what topics must it cover? The topics I have chosen 
center on the history of Western civilization. Why? 
Because the ideas and history of democracy, and the 
vision of democracy, are not intelligible without a prior 
grasp of the life and ideas of Greece and Rome, Judaism 
and Christianity, Islam and Christendom in the Middle 
Ages, feudalism, the Renaissance and the Reformation,

Mr. Gagnon, who holds a doctorate in history’ from  
Harvard University, is chairman o f  the history depart- 
m ent a t the University o f  Massachusetts/Boston. He 
has served as a mem ber o f  the Paideia Group, a consul
tant to the F undfor the Im provem ent ofPostsecondary’ 
E du ca tio n  (FIPSE), a n d  an in struc to r a t teacher 
institutes sponsored by the National Endow m ent fo r  
the Humanities. The author o f  France Since 1789, his 
uritings have also appeared in numerous scholarly 
and popu lar journals.

absolutism, the English Revolution, the Enlightenment, 
the French Revolution, and the comparative experi
ences of Europe and the United States in the 19th and 
20th centuries.

But while the topics center upon the history of West
ern civilization, they do not plead for Western ways. Nor 
are they a parade of “treasured heritages” — that was the 
error of certain courses in the past. The focus is on the 
West not because it is inherently better than other 
civilizations but because it has produced liberal democ
racy and many of the moral values that sustain it. This is 
not to say that no other civilization was capable of doing 
so, but it was in fact the West that did it, and we need to 
know how. And it was also the West and not another 
civilization that produced from within itself the dead
liest enemies of democracy, Bolshevism and Nazism, 
and we need to know why. We focus on the West be
cause it has fostered unprecedented prosperity and 
individual liberty that we must sustain, and also because 
it has generated violence, social oppression and exploi
tation, cultural and moral degradation that we must 
confront. In short, the object is to place us in our own 
reality, the only ground from which we can hope to 
make sense of ourselves, of others, and of the world.

What of non-Western history and cultures? Does a 
focus on Western civilization not leave out much of the 
past for Native Americans, Afro-Americans, and Asian- 
Americans? The first response is that a well-ordered, 
junk-free, 12-year curriculum  would have plenty of 
room for the study of non-Western cultures — and se
curing such a curriculum is a need of the first order and 
a priority of the Education for Democracy project. It is 
inarguable that the study of Western civilization is by 
itself seriously insufficient, given the diversity of our 
own people and the precarious interdependence of the 
world community.

The fo c u s  is  on  th e West n o t  
b e c a u se  i t  is  in h e ren tly  b e tte r  

th an  o th e r  c iv il iz a tio n s  b u t  
b e c a u se  i t  h a s p r o d u c e d  l ib e r a l  

d e m o c ra c y  a n d  m a n y  o f  the m o r a l  
va lu es  th a t su s ta in  it. This is  n o t to  
sa y  th a t no  o th er  c iv il iz a tio n  w as  
c a p a b le  o f  d o in g  so, b u t i t  w as in  
f a c t  th e West th a t d id  it, a n d  w e  

n e e d  to  k n o w  how.

The second, more immediate, response arises from 
the nature and needs of any society. W hether byr past 
force or recent choice, the people of non-Western ori
gins living in this country' are now part of a community' 
whose ideas and institutions, for good and ill, grow out 
of the Western experience. W hether they seek to enjoy 
and enrich the society, or to exploit or even overthrow 
it, all citizens need to know much more about it than
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most do now. And there is little hope that mainstream 
Americans can come to sympathetic understanding of 
strangers in their midst, or of foreign lands and cultures, 
without first facing up to the historical record of the 
best and worst in themselves.

Now, what of the texts? It must be said that each one 
has real strengths, w ith explanations of im portant 
points that testify to the expertise and good judgment of 
the authors and of their devotion to the task at hand. But 
to describe in detail what each text does well would 
take far more than the space available here.

It will also be evident that most complaints about 
these texts will not concern errors of commission. 
Rather, their weakness lies in lost opportunities, in the 
omission of points or explanations that could have 
strengthened and clarified those central themes that are 
vital to political sophistication — points which, for the 
most part, the authors themselves consider to be impor
tant, if we are to judge by their own review questions 
and exercises.

These omissions are not for lack of space, which 
could have been made by refusing to “mention” legions 
of trivial facts. Except in particular cases cited below, 
the omissions result from failures to select, and to 
explain in the pages available, the most important facts 
and ideas about the subject being treated. In turn, these 
failures arise from the authors’ neglect of major themes 
or “great questions” around which to organize their 
materials. The results are curious — and frustrating to 
both teachers and students. The authors, perfectly adept 
at finding themes and questions, find all too many of 
them: Reluctant to leave any out, they bunch them all 
into end-of-chapter reviews instead of choosing a few 
beforehand as guides to order their text material. So 
teachers and students repeatedly confront questions of 
significance at the end of chapters that contain little of 
the information needed to answer them, as though 
“mentioning” the questions were enough.

The list of topics I’ve chosen to emphasize carries no 
claim to completeness, even for the study of democracy. 
And as any teacher will see, it is not a prescription for 
world history. It leaves out a good number of vital 
subjects, even for the study of Western history. It

T h e  T e x t b o o k s  R e v ie w e d

The Gagnon study reviews five o f  the m ost fre 
quently adopted high school-level world history’ 
textbooks:

■ Scott-Foresman’s History and Life: The World 
and its People, by Walter T. Wallbank, et al. (1982);

■ Holt, Rinehart & W inston’s People and  Our 
World: A S tudy  o f  W orld History, by Allan O. 
Kownslar and Terry L. Smart (1981);

■ Prentice-Hall's World History: Patterns o f  World 
Civilization, by Burton F. Beers (1983);

■ H arcou rt, B race, Jovanovich’s P eople  a n d  
Nations: A World History, by Anatole G. Mazour, 
John Peoples and Theodore K. Rabb (1983);

■ Ginn’s Our Common Heritage: A World History, 
by Daniel Roselle (1984)

There is  lit t le  h o p e  th a t  
m a in s tr e a m  A m erica n s ca n  co m e  
to  sy m p a th e tic  u n d e rs ta n d in g  o f  

s tra n g e rs  in  th e ir  m id s t, o r  o f  
fo r e ig n  la n d s  a n d  cu ltu res, 
w ith o u tf ir s t  fa c in g  up to  the  

h is to r ic a l r e c o r d  o f  th e b e s t a n d  
w o r s t in  th em selves.

assumes that the teacher will wish to pursue one or 
more additional organizing them es suitable to the 
course.

T h e  Le g a c y  o f  t h e  G reeks

The birth of democracy took place in Greece, and 
that is where we begin.

How have people been governed, and how should 
they be? Each text has something to say about Athenian 
democracy as a great contribution to Western civiliza
tion, about the contrast between direct and represen
tative dem ocracy, and about the severe lim its on 
Athenian citizenship. Their narratives of reform and 
development from Solon through Pericles are generally 
clear. But Greek ideas about how people ought to be 
governed — ideas that have been more influential in the 
world than the example of Athenian democracy in prac
tice — are not to be found. Rather, they are “m entioned” 
but neither described nor explained.

The textbook by Kownslar may serve as a first exam
ple. Plato is described only as a “famous pupil of Socrates 
who wrote about the philosophical problems that peo
ple have faced for centuries,” including “what kind of 
government would produce the most good.” But all we 
read of The Republic is that scholars “had the most 
knowledge and intelligence” and so they would rule. 
But why? Missing is Plato’s view of human nature, his 
notion that virtuous behavior depended upon the rarest 
qualities of intellect. Students are left with a fact to 
memorize, but nothing to discuss — or to compare with 
Aristotle, who appears next. The full passage on Aristo
tle and politics is w orth quoting as an example of 
description without explanation:

He classified governments, for example, according to 
whether they were headed by one man, by a few men, or by 
many men, and showed how there were good and bad 
governments.

Here the authors lose the chance to prepare the stu
dents’ political vocabulary. They leave out Aristotle’s 
famous six forms of government: kingship, aristocracy, 
and polity — “good” forms because they are exercised
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in the com m on interest of all the people; tyranny, 
oligarchy and “democracy” (rule by the mob) — “bad” 
forms that occur when rulers govern in their own selfish 
interests. Without these basic terms, there is nothing 
even to memorize.

So Kownslar cannot thereafter name Aristotle’s best 
kind of government, a self-governing polity — what we 
call democracy — but only confuse the student by 
suggesting that Aristotle believed “a large middle class” 
would make for a healthy republic. What are 20th cen
tury American students to make of that? Aristotle’s view 
of human nature — that virtuous behavior most likely 
arose from  secure  but m odest econom ic c ircum 
stances, small property, farms, businesses, and crafts — 
is left out. It was not the presence of what we would call 
today “a large middle class” that would make the polity 
work, but the absence of extreme wealth on the one 
hand and large numbers of the very" poor on the other, 
since n e ither cond ition  bred  patient, m oderate, 
unselfish behavior in public affairs.

Students of 9th or 10th grade standing can perfectly 
well grasp the contrasting notions of Plato and Aristotle 
at this level and argue them well beyond the class time 
available, especially if they have read well-chosen 
excerpts from The Republic  and Politics. Do you 
behave nicely because you are wise, or because you feel 
secure? Or are there other possibilities and combina
tions? W hence decent public conduct and what does 
that mean for forms of government under different cir
cumstances? It is a continuing theme of central impor
tance, and none of the texts seizes the chance to launch 
it here, including Mazour, which raises the question in 
its own introduction. On Aristotle’s political ideas it says 
only that he “studied the political organization of 150 
city-states and put down his conclusions in a book 
called Politics." “What of it?” we can hear the students 
ask.

S tu d en ts  o f  9 th  o r  10th g r a d e  
s ta n d in g  ca n  p e r fe c tly  w e ll g ra sp  
th e  co n tra s tin g  n o tio n s  o f  P la to  

a n d  A r is to tle  a t  th is  le ve l a n d  
a r g u e  th em  w e ll b e y o n d  the c la ss  

tim e  a v a ila b le .

The remaining three texts take the same fragmented 
approach. Wallbank tells us that Plato’s best-known work 
is The Republic, which “describes an imaginary land in 
which each person does the work that suits that individ
ual best” and philosophers rule “in the interests of all.” 
On Aristotle, the following is said:

In his Politics, Aristotle wrote about the good and bad 
features of different kinds of government: monarchy, aris
tocracy and democracy. Unlike Plato, he did not describe

an imaginary7 state, nor did he find a single ideal system. 
Politics serves to point out an important difference be
tween Plato and Aristotle. Plato often appears to deal only 
with abstract ideas. Aristotle seems more down-to-earth.

Beers notes only that Plato explained his concept of 
the ideal state in The Republic, where he said “the ruler 
of such a state should be a philosopher-king.” On Aristo
tle, Beers brushes against the idea of virtue and moral 
behavior as a “balance between extremes,” adding that 
he praised “the virtue of self-control and self-reliance.” 
What kind of society or government might nurture 
these qualities is left unsaid. The passage closes in the 
most general terms:

His writings include works on logic, politics, philosophy, 
biology, botany, and the arts. In each of these fields, Aristo
tle’s ideas have remained influential.

Roselle, finally, has Plato say that only “the wisest men 
and w om en should ru le the p eop le .” A ristotle is 
described as “interested” in many fields, politics among 
them. Of what he said, we get only a hint: “people 
should learn to live with each other” and anyone “who is 
unable to live in society or who has no need to do so 
must be either a beast or a god.”

A PART FROM failing to introduce here—or, for the 
m ost p a rt, anyw here  e lse— the  fundam ental 

debates among political ideas and their roots in ideas 
about human nature, the text authors also lose the 
chance to dramatize the common humanity of figures 
like Plato and Aristotle. Nothing is said of what their city 
of Athens was undergoing at the moment of their strug
gles to clarify' their own ideas of governance, or of why 
they should distrust democracy as practiced by their 
fellow citizens.

As noted above, the texts do somewhat better at 
narrative history. Each recites the evolution from mon
archy to democracy in Athens, noting the social and 
economic forces at work. Each draws the contrast to 
Sparta. Each is clear on the nature of direct democracy 
and on its limitations. Women, slaves, and foreigners 
were excluded. In this regard, the authors resist the 
temptation to judge Athens by present standards and 
praise Greek willingness to consult even a substantial 
minority1 of the people as an extraordinary step.

Mazour applauds the Greeks as “the first people to 
experim ent successfully w ith the idea that citizens 
might govern themselves,” and Roselle calls them the 
first to “discard the idea that one person or a few per
sons had the right to rule over all the people.” Wallbank 
adds that citizens, though a minority, were equal before 
the law, another reason for calling Athens a model for 
democracy.

Beers opens the first of two chapters on Greece, and 
overall the best account, with excerpts from Pericles’ 
funeral oration, noting that it was recreated by Thucy
dides:

Our system of government is called a democracy because 
power is in the hands not of a minority but of the whole 
people. When it is a question of settling private disputes, 
everyone is equal before the law. When it is a question of 
putting one person before another in positions of public 
responsibility, what counts is not membership in a par
ticular class but the actual ability which the man possesses.
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Both texts stress the notion that public service was an 
expected, honorable duty for worthy Greeks to perform 
and that this, too, was a legacy to the Western world.

Although all the texts suggest in one way or another 
that the quality of public life did not in actuality live up 
to Greek statements of ideals, they do not make explicit 
the terrible failure of Athenian democracy to survive 
the temptations that accompany victory, power, and 
wealth.

I t  is  n o t to o  m uch  to  sa y  th a t  
A th en ia n  d e m o c ra c y ’s  f a i lu r e  to  

r e s is t  th e lu re  o f  e m p ir e  le d  to  its  
ow n  d es tru c tio n . B u t the tex ts m iss  

th e ch a n ce  to  su g g est it.

That Athens was a democracy at home and imperialist 
abroad is noted, but not made graphic. Each book 
recited the fall of Athens from her peak of power and 
prestige at the end of the Persian Wars (c. 479 B.C., the 
battle of Plataea) to her total, humiliating defeat at the 
hands of Sparta in 404 B.C. Most of the texts say that the 
Athenians took advantage of their former allies, and 
Kownslar remarks that Pericles was a democrat at home 
yet “very aggressive” abroad. But the degree of 
arrogance and cruelty toward weaker states is not pre
sented, nor is the rising hubris that was to destroy 
Athens. No authors describe how demagogues sought 
public favor—and underm ined the democratic sys
tem — by their reckless attacks on o ther Greeks, 
culminating in the expedition to Syracuse that opened 
the way to Sparta’s victory.

Mazour says only, as Thucydides remarked, that both 
Athens and Sparta were “full of young men whose inex
perience made them  eager to take up arms.” But 
Thucydides’ great lesson on the ravages of pride is not 
invoked (as George C. Marshall invoked it as his warn
ing to us shortly after the great American victories of 
1945)

In vain had Pericles warned before his death against 
rushing into action before consequences could be care
fully considered. He himself had had to bend before a 
prideful public opinion. The drama of democracy’s birth 
and some of democracy’s vulnerabilities could not be 
more compelling. It is not too much to say that Athenian 
democracy’s failure to resist the lure of empire led to its 
own destruction. But the texts miss the chance to sug
gest it.

F
INALLY, THE texts offer material upon which to 
build a lesson on the relations among education, 
character, and citizenship. Scattered remarks on Greek 

education, Greek drama, philosophy, and the Classical 
tradition appear in all the tex ts . . . .  From these bits and 
pieces, teachers may well suggest that, for many Greeks,

it was axiomatic that good moral character and good 
citizenship arose from a healthy well-roundedness. Men 
who had developed all of their human possibilities to 
the limit — physical, aesthetic, civic, intellectual — 
would win dignity, would be at peace with themselves 
and thereby with others. They would be proud but not 
arrogant, unafraid, unenvious, self-disciplined, ruled by 
a code of personal honor and civic duty. This, at least, 
was the ideal and as such was much admired and sought 
after by educators ever afterward. It was the civic side of 
Classicism so much respected by 18th century thinkers 
and politicians, including the American founders.

At quite another level, the texts’ failure to consider 
the broader meaning of Classicism is a chance lost to 
introduce students to the great debate with Roman
ticism. Are music, painting, literature, or dress and pub
lic behavior better served by reason or by emotion, by 
restraint or by exuberance, by form and balance and 
convention or by spontaneity, fantasy and free subjec
tive innovation? What student would have no opinion on 
these choices — or could not be brought to appreciate 
various choices according to various aspects of life? And 
whatever is said may be usefully related to matters of 
historical substance, from the Greeks onward, for in 
both politics and war the rival modes of Classical and 
Romantic heroism have had striking consequences.

In sum, however, the main failing of these texts is to 
leave out any coherent account of Greek political ideas: 
Plato’s faith in intellect, reason, and education; Aristo
tle’s vision of democratic polity and its need for public 
moderation, depending in turn upon a healthy eco
nomic and social balance in the community; and their 
differing views of human nature and of what brings out 
the best in people. And a good text would also explain 
how these men’s own experiences of public life could 
have affected their political ideas, most particularly the 
failure of Athenian dem ocracy to survive its dem a
gogues and the temptations of empire.

T h e  Am e r ic a n  a n d  F r e n c h  Re v o l u t io n s

What does one expect of world history textbooks as 
they relate the American and French revolutions? A very 
great deal, for the two decades between 1775 and 1795 
mark the dawn of contemporary history not only for the 
West but for the whole world. They launched a triple 
revolution of expectations that is still working itself out, 
and its unflagging forces are at the source of most cur
rent world unrest. The Americans and the French taught 
the peoples of the world that three great transforma
tions were not only possible, but right and inevitable. 
The first was national revolution: the fulfillment of each 
people’s right to their own national independence, their 
place of equality and dignity among nations. The second 
was political revolution, the attainment of free demo
cratic self-government and equality of civic rights. And 
the third was economic and social revolution, the right 
of all people in every class to economic justice and 
social decency. Nothing since has been able to shut off 
the drive of most people on earth to attain these ends. 
The complicated story of how different peoples have 
pursued them, of which of the three ends different 
factions and nations have put first, and at the expense of 
which others, is the stuff of world history since 1800.
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The first thing to expect from history books, then, is a 
clear view of the significance of the events in America 
and France in the last quarter of the 18th century. A 
second is a sensibly complicated picture of the causes 
for each revolution, the ideas and conditions that p re
pared a “revolutionary situation.” A third requirement is 
that the texts present and explain, or at least offer the 
facts necessary to explain, the great differences be
tween the two revolutions. And finally, some analysis of 
what role each revolution played in the long-term shap
ing of democratic societies and institutions is in order.

TO TAKE the last first, it is obvious that neither the 
Americans nor the French achieved a finally settled 
constitutional system until much later. While we cele

brate the 200th anniversary of the Constitution, we 
cannot forget that it was not until 1865, after a civil war 
bloodier than all the French upheavals put together, that 
Americans were brought to agree on the meaning of 
their federal system. From 1775, that adds up to 90 
years. In France, a stable constitutional regime was 
achieved only in 1875,86 years after the French Revolu
tion. The English Revolution had run from 1603 to 
1689, another period of 86 years. When we remember 
that all these revolutions occurred in relatively pros
perous, largely secure societies of substantial political 
and administrative experience and sophistication, with 
large, confident middle and lower-middle classes, and 
widespread ownership of property, the present plight of 
newly formed nations in underdeveloped areas of the 
world is put in better perspective.

In  n e ith e r  tex t is  th ere  a  w o r d  o f  
su b s ta n c e  on  th e C o n stitu tio n  o r  

th e B ill o f  R ights—a n d  th ere  is  
l it t le  on  th e R evo lu tio n ’s  

s ig n if ica n ce  f o r  th e s p r e a d  o f  
d e m o c ra c y  a r o u n d  E urope.

To help students see the more particular contribu
tions of the American and French revolutions to liberal 
democracy, texts should present the main features of the 
basic documents: the Declaration of Independence, the 
United States Constitution and the Bill of Rights, and, in 
France, the Declaration o f  the Rights o f  Man. And 
beyond the words and principles, what is needed is a 
candid treatment of the central institutions set up to 
give them meaning, both those that did not work — like 
the Am erican confederation or the constitu tional 
monarchies of the French — and those that did.

In the short run, the United States appeared to have 
achieved a settled constitutional system not long after 
the victory over the armies of George III. In the short 
run, the French Revolution plunged into the Reign of

Terror and mass purges, followed by political chaos 
ended only by Napoleon’s dictatorship. Only in 1815 
was a moderate compromise achieved between royal 
and popular power, reflecting the first such compromise 
in 1791. And three more revolutions were to come 
before the final republican compromise of 1875. What 
made the difference? The answers go far to illustrate 
some of the conditions favorable to the evolution of 
liberal democracy and conditions hostile to it.

The advantages of the United States were several, and 
the textbooks ought to make them clear. Ours was a 
revolution against outside authority, not against com
patriots (although the Tories, or American loyalists, suf
fered more than is generally admitted in our history 
books). Ours was relatively free of class hatred; we had 
suffered no privileged aristocracy or clergy; relations 
between rich and poor, in town and country', were less 
strained. We enjoyed the advantages of great distance 
from Britain and of massive, probably decisive, aid from 
the French. Their Revolution was attacked by several 
foreign powers across land borders. Our political lead
ers and legislators had, for the most part, long experi
e n c e  in th e  daily  w o rk in g s of re p re s e n ta tiv e  
government. Theirs had very little. Religious issues 
were minor in America. In France the question of the 
church tore the nation, including the political moder
ates of the Center, in half. Economic conditions, too, 
w ere worse in France. Depression, unemployment, 
inflation, food shortages, and fear of famine all made the 
task of peaceful political settlement very much harder. 
Regional and provincial rivalries were more divisive in 
France than the American colonies’ well-known suspi
cions and hesitations. All of these factors, those favor
able and those hostile, are still active in much of the 
world where democracy struggles to be born and sur
vive. Our textbooks should make them clear, as they 
should also deal clearly with the various causes for each 
revolution.

W HAT DO we find? First of all, that some accounts 
are very brief, hardly worthy of the two greatest 

dramas in the history of liberal democracy. Kownslar’s 
Chapter 19, “The American Revolution,” is four pages 
long; Wallbank has less than two pages of print on the 
American Revolution. In neither is there a word of 
substance on the Constitution or the Bill of Rights — 
and there is little on the Revolution’s significance for the 
spread of democracy around Europe.

Both texts are composed apparently on the assump
tion that any substantive American history belongs in 
another course. But what sort of perspective on world 
history can students achieve when America’s first and 
greatest moment of influence on the world is left aside? 
And how much understanding of liberal democracy is 
possible when its central ideas, documents, and institu
tions are barely touched upon, and nothing is said about 
the character, education, ideas, and works of its leaders?

Kownslar’s Chapter 20, “The French Revolution and 
Napoleon,” is 15 pages long, with greater detail, but 
limited to a chronological recital fit only to memorize. 
In neither chapter are the ideas of the Enlightenment 
mentioned. The causes of the French Revolution are 
presented at the most elementary level. The role, ideas, 
and interests of the middle classes are ignored, as is the
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The fo r c e s  a n d  c o n d itio n s  m a k in g  
i t  im p o ss ib le  f o r  the m o d e ra te s  to  
k e e p  c o n tro l a r e  n o t e x p la in ed , 
n o r  is  th e c e n tra l p r o b le m  o f  a l l  
revo lu tio n s: th e s tru g g le  a m o n g  

fa c t io n s  to  c o m m a n d  the a r m e d  
fo r c e s  in  the ca p ita l.

cost to France of her aid to the American colonies. The 
complexities of the revolutionary situation — which 
alone could make it interesting to students — are not to 
be found.

The forces and conditions making it impossible for 
the moderates to keep control are not explained, nor is 
the central problem  of all revolutions: the struggle 
among factions to command the armed forces in the 
capital, from Paris to Petrograd to Havana to Manila. It is 
not mentioned that Robespierre and the Terrorists justi
fied their acts by the ideas of Rousseau. But Kownslar 
does say, rightly, that the Reign of Terror was doomed 
once the French felt safe from invasion. Since the grow
ing role of the army is not clear, the rise of Napoleon 
seems to be an accident of genius. The textbook says 
nothing about the mechanisms of Napoleon’s dic
tatorship: secret police; night arrests; political murder; 
censorship of mail, press, theater, and literature; control 
of school texts and church sermons; the denial of equal 
trial to workers. Instead, the Code Napoleon is said to 
have guaranteed “that all citizens were equal before the 
law.”

In this connection, Kownslar touches upon an impor
tant point, though obliquely, by saying that Napoleon 
“kept the major reforms won by the French Revolution, 
but he found new ways to use them in establishing his 
personal dictatorship.” The point is that Napoleon was 
the very first of the modern dictators, precisely because 
he used the vocabulary and preserved the facade of 
liberal democracy — elections, referenda, assemblies 
and constitutions — as a screen for authoritarianism. 
The greater point is that the American and French revo
lutions transformed the world’s political vocabulary. 
Afterward, most authorities felt the need to pretend that 
they respected liberty, equality, and self-government, to 
use the words of enlightened liberals while pursuing 
opposite goals. Their hypocrisy has ever since been the 
homage that political vice pays to democratic virtue. 
Napoleon was the first in a long line, still thriving.

On the French revolutions, Wallbank is even briefer 
than Kownslar, devoting only five pages to them, less 
than is given to a single Chinese dynasty or to the arts 
and social sciences of the 19th century. No notice is 
taken of the Enlightenment, not a word of substance is 
given on the Declaration of Independence, the Consti
tution or the Bill of Rights, and the French Declaration 
o f  the R ights o f  M an  is not even m entioned  (in  
Kownslar, it is briefly excerpted).

Still, Wallbank improves on Kownslar’s account of

cause by better explaining sources of the government’s 
debt ( though leaving out the cost of aid to America). But 
the other causes are too briefly put to be intelligible, and 
the role of the middle classes throughout the Revolu
tion is left out, as is any analysis of the many conditions 
hostile to moderation. Wallbank’s account of Napoleon, 
although too brief to interest students, is better bal
anced and less misleading than that of Kownslar. In sum, 
both of these texts fail to put either of the two upheavals 
in perspective and fail to draw out major lessons critical 
to anybody’s understanding of democracy’s adventures.

EACH OF the three other texts is an improvement, 
with Roselle offering somewhat less than Mazour 

and Beers. Roselle has only three pages on the American 
Revolution but is clearer on the issues between the 
colonists and the British, on the advantages of each side 
of the war, and on the importance of French aid. But no 
critical document is included and the impact of the 
American Revolution is reduced to two points: “It weak
ened the prestige of monarchical governments” and “It 
influenced France, a country moving toward revolu
tion.” Mazor’s account includes the major substantive 
points of the Declaration of Independence and its rela
tion to Locke and Rousseau, the Articles o f  Con
federation  and its weakness, and a summary of the 
Constitution (though not of the Bill of Rights).

Beers’ account of the American Revolution is slightly 
briefer and much less explicit on its larger-world signifi
cance than Mazour’s. Otherwise, they are much alike. 
Beers has the slight advantage of adding a short para
graph on the Bill of Rights.

On the French Revolution, Roselle has the advantage 
of placing the pages on the Enlightenment directly 
before those on the French Revolution in Chapter 21, 
“The French Revolution and Napoleon Shake Europe,” 
covering 16 or so printed pages. The causes of the 
revolution are markedly clearer and more complete, 
the impact of the Enlightenment and of the American 
revolution is included, and the central role of the mid
dle class is explained.

The rise, character, and reforms of Napoleon are more 
adequately treated, but there is very little on his dic
tatorship. Roselle does provide, finally, a somewhat 
clearer summary of the impact of revolution and 
Napoleon on France and the rest of the world, in stirring 
demands for democracy and national sovereignty. And 
the fuller narrative affords the teacher more material on 
which to base discussion.

M azour’s Chapter 17, “Revolution Changed the 
Course of Western Civilization,” covers 21 pages and 
comes close to fulfilling the promise of its title. The 
introductory sentences begin it well:

The impact of the American and French revolutions was so 
great that they continued to inspire people in later genera
tions, even to our own time. The American and French 
revolutions were the beginning of a revolutionary tradi
tion. . . . The ideas of revolution — that all people have 
rights that no one can take from them and that the powers 
of government belong to the people — swept the Western 
world.

On the causes of the French Revolution, Mazour im
proves upon Roselle in coverage and in clarifying the 

( Continued on page 46)

Su m m e r  1 9 8 7 Am e r ic a n  E d u c a t o r  2 5



Th e  Asian  Ad \ antage: 
T h e  Case o f  Ma ih em a h cs

By H a r o l d  W. St e v e n s o n

THE AMERICAN public has been deluged recently 
with newspaper and magazine articles describing 
the need to improve mathematics and science educa

tion in the United States. As a result, citizens and legis
la to rs  alike are  beg inn ing  to acknow ledge the 
importance of mathematics and science for ensuring 
continued American leadership in world technology'. 
Funds have been appropriated for research and training 
programs to improve mathematics and science educa
tion. The emphasis throughout these discussions, how
ever, has been placed on the high school and college 
years. There is ample evidence that insufficient atten
tion is being directed to improvement of elementary 
school training.

Poor performance of American children compared to 
their peers in other countries does not suddenly appear 
during the high school years; it is evident as early as 
kindergarten. In mathematics, for example, Japanese 
five-year-olds greatly outperform their American peers.

Harold W. Stevenson is professor o f  psychology a t the 
University o f  Michigan, Ann Arbor. His m ost recent 
book, o f  which he is the editor, is Child Development 
and Education in Japan (1986: Freeman). The research 
referred to in this article has been conducted over the 
past six  years and  has been supported by grants from  
the N a tio n a l Science F oundation , the N a tio n a l  
Institute o f  M ental Health, and the W illiam T. Grant 
Foundation. The work has been done in collaboration 
w ith  m any  individuals, including  Shin-ying Lee, 

Jam es Stigler, Liu Fan, Chen-chin Hsu, Lian Wen Mao, 
and  Seiro K itam ura

After kindergarten, the difference becomes even more 
obvious. Japanese children maintain their superior sta
tus throughout elem entary school, while American 
children’s scores show a relative decline. The picture is 
equally distressing when comparing children in the U.S. 
with Chinese children in Taiwan. Although Chinese five- 
year-olds perform at about the same level in mathe
matics as American five-year-olds, they improve in their 
relative status throughout the elementary school years. 
The consequence of these disparities is evident in a 
comparison of the scores of fifth graders attending a 
representative sample of 20 schools in the Chicago 
metropolitan area with children attending a total of 31 
schools in Taipei (Taiwan), Sendai (Japan), and Beijing 
(People’s Republic of China). Fifth graders in only one of 
the Chicago schools produced average scores as high as 
the lowest average score of fifth-grade classrooms in the 
representative Asian schools.

These data can be viewed in another way. The samples 
we tested consisted of approximately 3,500 first graders 
and 3,500 fifth graders, equally divided among the 
schools in the four cities. Among the students in the top 
fifth percentile at grade one across all four cities, there 
were only three American children. Over 40 would 
have been expected if children in each city had per
formed equally well. The top fifth percentile of fifth 
graders contained only two American children. Among 
the worst students in mathematics, those in the bottom 
fifth percentile, there were 163 American children at 
grade one and 181 at grade five. It should be pointed out 
that these conclusions are not restricted to Chicago, for 
the results parallel those of a previous study in which we 
compared first and fifth graders in the Minneapolis met-
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ropolitan area — which has a more middle-class school 
population than Chicago — with their counterparts in 
Sendai and Taipei. For example, only one Minneapolis 
fifth grader was among the 100 top scorers from these 
three cities in a test of mathematics achievement. In 
both of these studies, care was taken to construct tests 
based on the textbooks actually used by the children 
and to obtain representative samples of children in each 
of the cities visited.

Data such as these raise serious questions about our 
national priorities. Is it appropriate to give our main 
emphasis to improving mathematics training at the 
upper grades? Remediation is an expensive route to 
improvement. Would not prevention be preferable, by 
providing b e tte r  training earlier in the ch ild ren ’s 
schooling? How can parents be drawn into the picture? 
Poor performance on a test of elementary mathematical 
concepts given shortly after children enter kinder
garten must reflect the effects of both home and school 
training. What do Japanese and Chinese parents and 
teachers provide their children that results in such out
standing performance?

We have sought to answer these questions by inter
viewing children in kindergarten, first grade and fifth 
grade, as well as their mothers and their teachers, about 
their satisfactions, expectations, and beliefs and about 
the children’s lives at home and at school. We have 
interviewed hundreds of individuals in Chicago, Min
neapolis, Sendai, Taipei, and Beijing. (We would have 
liked to have included more cities and to have inter
viewed fathers, but this was not feasible in terms of 
available time and funds) The children in each city 
w ere given achievement and intelligence tests, and 
extensive observ ations were made of the daily conduct 
of their classrooms. The data cited in this article are 
based on these studies.

F irst, t h e  M y t h s

American conceptions of Asia are often incorrect. 
There are few comparative studies, and the information 
they contain is often misinterpreted. It is important, 
therefore, to begin by clarifying some of these miscon
ceptions.

Are Asians More Intelligent 
than Americans?

The cover story of a national magazine a few years ago 
asked w hether the Asian advantage in educational 
achievement and industrial development was not due to 
the simple fact that Asians are smarter than Americans

J a p a n e se  ch ild ren  m a y  le a rn  to  
p la y  th e  v io lin  early, b u t they  

re c e iv e  l it tle  e a r ly  in s tru c tio n  in  
m a th em a tic s .

(an d  p resum ab ly  o th e r  W esterners). C onfusion 
between tests of achievement and tests of intelligence 
and the results of a study reported by Irish psychologist 
Richard Lynn led many persons to reach an affirmative 
answer. In fact, while Japanese and Chinese children 
lead American children in academic achievement, there 
is no evidence that they are brighter. What Lynn found 
was that when the responses of Japanese children on a 
commonly used test of intelligence were scored on the 
basis of American norms, the average IQ of the Japanese 
children was significantly above the American average. 
This would have been interesting information if it were 
not for the fact that the Japanese data were derived from 
samples of urban children selected without considera
tion of their socioeconomic status, while the American 
norms were based on a truly representative sample of 
urban and rural children of all socioeconomic levels. We 
can disregard this study and other studies in which 
insufficient attention has been paid to critical issues in 
sampling.

Moreover, when comparable samples have been used, 
no difference in intellectual functioning has been found. 
In one of our studies, we tested large samples of elemen
tary school children on 10 tasks of the types found in 
intelligence tests. American children actually obtained 
higher scores than Chinese and Japanese children in 
kindergarten; by the fifth grade the overall scores of the 
three groups of children were equivalent.

Do Asian Children Get an Earlier Start?
The assumption is sometimes made that higher 

achievement among Chinese and Japanese children is 
due to their receiving formal instruction earlier than 
American children. This is not the case. Japanese chil
dren may learn to play the violin early, but they receive 
little early instruction in mathematics. In over 300 
hours of observation in kindergartens in Taipei, Sendai, 
and Minneapolis, we found that the greatest percentage 
of time spent in direct teaching and structured experi
ences occurred in the American classrooms. American 
kindergarten teachers spent 90% of their classroom 
time in such activities, while the Chinese teachers spent 
only 61% and the Japanese teachers, 65%. Most of the 
rest of the time was spent in free play and informal types 
of learning. These approaches to kindergarten educa
tion fit the goals of the American and Asian mothers. 
When asked what they expected their children to 
acquire during kindergarten, 92% of the Japanese moth
ers, and only 55% of the American mothers, mentioned 
social experience. On the other hand, only 3% of the 
Japanese mothers, and 27% of the American mothers, 
m entioned  educational and cognitive goals. The 
ex p ressed  e x p ec ta tio n s  of C hinese m others  fell 
between those of their Japanese and American counter
parts.

The kindergarten observations are also in line with 
what the mothers told us about their efforts to teach 
their kindergarten children. Among American mothers, 
88% said they had taught their child the alphabet at 
home. Only 33% of the Chinese mothers said they had 
taught their children the symbols used to denote the 
sounds of Chinese characters, and 31 % of the Japanese 
mothers said they had taught their children the symbols 
for Japanese syllables. The percentages of m others
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teaching numbers at home were very similar: 90% of 
the American mothers, 64% of the Chinese mothers, 
and 36% of the Japanese m others said they had 
attempted to teach their children numbers.

Thus, the superiority of Asian children in mathe
matics would not appear to result from early formal 
instruction. If anything, our data point to the possibility 
that young children may benefit more from informal 
learning situations than from m ore direct forms of 
teaching.

The s u ic id e  ra te  o f  yo u th  in  f a p a n  
h a s d e c lin e d , so  th a t the c u rre n t  

ra te  is  a p p ro x im a te ly  the sa m e  in  
both  f a p a n  a n d  the U n ited  States.

Are After-School Classes a Factor?
Another popular explanation of the Asian advantages 

is that Chinese and Japanese children excel in academic 
subjects because they attend after-school classes in bux- 
iban  in Taiwan and in ju k u  in Japan. Much has been 
written about the importance of juku. What has not 
been emphasized, however, is that the ju k u 'S primary 
function is to prepare older students for entrance exam
inations to high schools and universities, not to assist 
young children in their academic work .Juku  devoted to 
academic subjects play little significant role in the edu
cation of young children. Attendance during the first six 
grades is not high and varies with the population of the 
city in which the child lives. According to the Japanese 
Ministry of Education, attendance at ju k u  during the 
elementary school years comprises around 5% of sixth 
graders in towns with populations under 8,000 and 
around 35% of sixth graders in cities with populations 
larger than 100,000.

The most popular subjects for elementary school 
children attending ju k u ? Art, music, dancing, and cal
ligraphy. According to our data, only 5% of the Japanese 
fifth graders were enrolled in after-school mathematics 
classes, compared to 3% of the American and 8% of the 
Chinese fifth graders.

The Influence of the Kyoiku Mama
Another myth is that of the kyoiku  mama, the Jap

anese “educational mom.” The maternal image often 
depicted in Western publications is that of a pushy, 
demanding, home-bound tutor. It is more appropriate to 
describe the Japanese mother as someone who seeks to 
provide a nurturant and protected atm osphere for 
learning. She is ready to assist her child in doing home
work if she can, but her major goals are to promote the 
child’s interest and involvement in school and to make 
sure that the child is progressing appropriately.

In Japanese society it is primarily mothers, and in 
Chinese society it is all members of the family, who 
strive to motivate and aid children in their academic 
work. Through daily supervision of homework and 
expression of concern and support for their children’s

academic activities, an environment is created in Chi
nese and Japanese hom es that fosters educational 
achievement. At times, this means that children are 
relieved of all responsibilities for assisting in family 
activities. One of the Chinese mothers we interviewed, 
for example, said it would break her heart to have to 
assign her child chores. This, she explained, would take 
her child away from much-needed time for study.

But Is It All Rote Learning?
Many Westerners subscribe to the myth that Asian 

classrooms are characterized by group recitation and 
rote learning. Neither of these are valid descriptions of 
the lively interactions that occur. Teachers in Chinese 
and Japanese classrooms rarely rely on choral respond
ing and group reading. In our observations, we found 
that less than 2% of the time was spent in choral 
responding in Japanese and American classrooms, and 
less than 10% in the Chinese classrooms. Group reading 
occurred less than 1% of the time in all three settings.

Rather than emphasizing rote learning in m athe
matics, Asian teachers utilize a variety of approaches 
that stress applications, problem solving, and abstract 
representations of problems. The consequences of 
these efforts is evident in the children’s performance. 
Not only did we find that Chinese and Japanese children 
surpassed American children in tests of mathematical 
operations that have been described, but they also 
received significantly higher scores than American chil
dren in tests involving word problems, number con
cepts, graphs and tables, spatial relations, geometry, 
visualization, and estimation.

D oes High Achievem ent Exact a 
Psychological Toll?

A final common misconception about Asian children 
is that their high achievement is accomplished at great 
psychological cost. The high suicide rate of youth in 
Japan is often pointed out as evidence. It is true that 
Japan’s youth suicide rate was nearly three times that of 
the United States during the 1950s, a time when Jap
anese youth were presumably depressed about their 
country’s future following its defeat in World War II. 
Since then, however, the suicide rate in Japan has 
declined, so that the current rate is approximately the 
same in both Japan and the United States.

Further, we have failed to discover any signs of special 
tension in the course of our observations and inter
views. Chinese, Japanese, and American elem entary 
school children alike appear to be cheerful, enthusi
astic, vigorous, and responsive. Although some of these 
characteristics may be more vividly expressed in Amer
ican classrooms, they are readily apparent to the 
observer who follows Chinese and Japanese children 
through their school day. In fact, when we initiated a 
discussion of children’s tension patterns with our Chi
nese colleagues, we found that we were describing 
types of behavior that were unfamiliar to them. Hyper
activity, hair-twisting, lip-biting, and other indices of 
tension are rarely observed in Chinese and Japanese 
classrooms. Perhaps the picture changes in junior high 
school and high school, but the accomplishments of 
Asian children during elementary school do not seem to
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I f  ch ild ren  b e lie v e  they a r e  
a lr e a d y  d o in g  w e ll—a n d  i f  th e ir  

p a r e n ts  a g re e  w ith  th em —w h a t is  
th e p u r p o s e  o f  s tu d y in g  h a rd er?

be attained at any notable psychic cost.
We must search for other explanations of the Asian 

advantage in mathematics.

O u r  G o o d  O p in io n  o f  O urselves

If children believe they are already doing well — and 
if their parents agree with them — what is the purpose 
of studying harder? Children who have unrealistically 
high self-evaluations may see little reason to study hard, 
and this may well be the case with American children. 
When asked to rate such characteristics as ability in 
mathematics, brightness, and scholastic performance, 
American students gave themselves the highest ratings, 
while Japanese students gave themselves the lowest. 
American children believed their parents and teachers 
were more satisfied with their performance and wor
ried less about their own performance in school than 
did Chinese and Japanese children. When asked how 
well they would do in mathematics in high school, 58% 
of American fifth graders said they expected to be above 
average or among the best students. These percentages 
were much higher than those of their Chinese and 
Japanese peers, among whom  only 26% and 29%, 
respectively, were this optimistic.

Perhaps these answers represent in part a tendency 
toward wishful thinking by American children and 
excessive modesty by the Asian children. But the eval
uations made by the children’s mothers followed a sim
ilar pattern.

Mothers were asked to rate their children on seven 
attributes, such as intelligence, attention, motivation, 
ability to learn, ability to remember, and ability to 
express themselves verbally. On only one scale — that of 
persistence — did American mothers fail to give their 
children higher average ratings than those given by the 
Chinese and Japanese mothers.

Not only did American mothers generally have the 
most favorable evaluations of their children, they also 
were the most satisfied with their child’s current aca
demic performance. More American than Japanese and 
Chinese children believed their mothers were satisfied, 
and the mothers’ ratings were in line with this belief As 
can be seen in the bar graph below, many more Amer
ican mothers than Chinese and Japanese mothers were 
“very satisfied” with their children’s performance. Moth
ers also were asked to evaluate the effectiveness of the 
schools in educating their children. American mothers 
were very positive: 91% judged the schools as doing an 
“excellent” or “good” job. This was more than double 
the percentage of Chinese mothers (42% ) and Japanese 
mothers ( 39% ) who chose these categories.

Within each culture, the mothers’ ratings were related

to their children’s actual levels of achievement. In each 
case, the scores of children whose mothers were “very7 
satisfied” differed from those of mothers who were “sat
isfied,” and these in turn differed from those of mothers 
who were “not satisfied” with their children’s achieve
ment. But the levels of performance related to these 
levels of satisfaction differed greatly among the three 
cultural groups. On the average, American mothers said 
they were very satisfied when their children were at 
around the 70th percentile in achievement in mathe
matics and reading. Chinese and Japanese mothers who 
expressed such satisfaction had children whose average 
score was around the 84th percentile. American chil
dren whose mothers said they were not satisfied with 
their child’s perform ance had an average percentile 
score of 16, while Chinese and Japanese children had 
only to be in approximately the 35th percentile for their 
mothers to be unhappy with their performance.

In summary, American children had to do less well 
than Chinese and Japanese children for their mothers to 
be satisfied and much worse before their m others 
expressed dissatisfaction with their academic perfor
mance. Such high evaluations of ability and achievement 
by the American children and their mothers cannot be 
conducive to a child’s diligent study.

D ifficulty  o f  C u r r ic u lu m

Why should American children perceive themselves 
as being good at mathematics, when cross-cultural com
parisons show that they' perform relatively poorly? One 
obvious explanation is that the mathematics curriculum 
in the United States is less difficult than the curricula in 
Japan and Taiwan. Children’s ratings of how difficult they' 
found mathematics support this interpretation. Amer
ican children thought mathematics was easy: 58% at 
grade one and 40% at grade five thought it was “easy” or 
“very easy.” Judgments by Japanese children, on the 
other hand, were more sober: only 32% at grade one 
and 30% at grade five thought mathematics was “easy” 
or “very easy.” The opinions of Chinese children

M o t h e r ’s A ttit u d e s  T o w a r d  
C h il d r e n ’s Ac a d e m ic  P e r fo r m a n c e

Japan

VERY SATISFIED NOT
SATISFIED SATISFIED
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changed greatly between grades one and five; there was 
a decrease from 64% to 22% in the percentage who 
thought it was “easy” or “very easy.”

These assessments have some basis in reality. We have 
analyzed the point at which various concepts and skills 
are introduced in mathematics textbooks used in Taipei, 
Sendai, and Minneapolis, and determined that Japanese 
textbooks are more difficult than Chinese or American 
textbooks. That is, although the Japanese and the Amer
ican curricula contained approximately equal numbers 
of concepts and skills, they were introduced earlier in 
the Japanese curriculum. Japan was first in introducing 
(or was tied for first for) 68% of the common topics in 
the textbooks. Taiwan was first, or tied for first, 18% of 
the time, and the United States, 28% of the time. The 
earlier appearance of the materials in the Japanese text
books gives the Japanese children a greater opportunity 
during the elementary school years to practice these 
skills and use these concepts than is possible for the 
American children.

Two P h il o so p h ie s  o n  
W o r k in g  H a r d

The dedication of students, parents, and teachers to 
children’s schooling depends on the degree to which 
they believe that this devotion will yield important ben
efits to the children. Such a belief is closely related to 
theories of human behavior long espoused in Asian 
philosophies.

The malleability of human behavior has often been 
described in Chinese writings. Uniformity of human 
nature is assumed; differences arising among people are 
believed to be primarily a result of life experiences 
rather than an expression of innate differences among 
individuals. Emphasis is placed, therefore, on the virtue 
of effort as the avenue for improvement and accomplish
ment. A similar theme is found in Japanese philosophy, 
w here  individual differences in potential are d e 
emphasized and great importance is placed on the role 
of effort in modifying the course of human develop
ment. Effort and self-discipline are considered by Jap
anese to be essential bases for accomplishment. Lack of 
achievement, then, is attributed to the failure to work 
hard, rather than to a lack of ability or to personal or 
environmental obstacles.

The data we collected mirror these differences in the 
Asian and American philosophy about achievement. For 
example, mothers of kindergarteners were asked how 
far their child would go in school. After they answered 
this question they were asked what would determine if

There a r e  s tu n n in g  d iffe ren ces  in  
th e a m o u n t o f  t im e  g iv e n  to  

a c a d e m ic  a c t iv i t ie s  in  Chinese, 
fa p a n e s e , a n d  A m erica n  

cla ssroom s.

the child would get that far. Half of the Japanese moth
ers, 27% of the Chinese mothers, but only 5% of the 
American mothers said that it depended upon how hard 
the child worked in school. American mothers were 
more likely to stress other factors, such as whether the 
family would have enough money. In our interviews 
with the children, we asked whether any student can be 
good in math if he or she works hard enough. Japanese 
fifth graders agreed with this statement; American fifth 
graders disagreed. Most Chinese students took a mid- 
dle-ground position. On the other hand, for a statement 
about mathematics such as, “The tests you take can 
show how much or how little natural ability you have,” 
American children showed the greatest degree of agree
ment.

Parents and ch ildren  w ho believe that success 
depends on ability7 rather than effort are less likely to 
emphasize the importance of studying. And, in fact, 
materials and activities that might aid or support study
ing are not used with great frequency by American 
parents. For example, American parents are less likely to 
purchase extra workbooks for their children. Only 28% 
of the parents of American fifth graders, but 58% of the 
Japanese and 56% of the Chinese parents, bought their 
children extra workbooks in mathematics. We noted 
that in front of nearly every bookstore in Japan were 
colorful racks of the latest workbooks for children, 
organized by grade, semester, and area of study.

An extreme interpretation of this philosophy leads to 
the conclusion that children of high ability need not 
work hard to achieve, and that children of low ability 
will not achieve regardless of how hard they work. The 
remarkable success of Japanese and Chinese children in 
elementary school appears to be due in part to the 
renunciation of this view.

C la ssr o o m  Ac t iv itie s

There are stunning differences in the amount of time 
given to academic activities in Chinese, Japanese, and 
American classrooms. We can say this with confidence 
after analyzing the data obtained in over 1,200 hours of 
observations of classrooms in each of the cultures. The 
percentage of time devoted to academic activities was 
much less in the American fifth-grade classrooms: 64%, 
compared to 92% in the Chinese classrooms and 87% 
in the Japanese classrooms. Translated into hours, this 
means that American fifth graders were averaging 20 
hours a week in academic activities, whereas Chinese 
and Japanese fifth graders spent 40 hours and 33 hours, 
respectively.

These statistics can be broken down further accord
ing to time spent on various academic subjects. Amer
ican fifth graders spent ony 3.4 hours a week in mathe
matics classes — much less than the 11.4 hours for 
Taipei students or the 7.6 hours for Sendai students. 
These large differences become even more extreme 
when the incidence of irrelevant ac tivities, absences 
from school, and absences from the c lassroom — all of 
which were highest in the American classrooms — are 
taken into account.

Many educators have looked at the longer school day
( C o n tin u e d  o n  p a g e  4 7 )
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Ability  G r o u pin g  
AND ITS ALTERNATIVES: 

M u st W e T rack?

By Ro b e r t  E. Slavin

I FELT good when I was with my ( elem entary) class, but when 
they went and separated us — that changed us. That changed 
our thinking, the way we thought about each other, and turned 
us into enemies toward each other — because they said I was 
dumb and they were smart.

When you first go to junior high school you do feel some
thing inside — it’s like an ego. You have been from elementary 
to junior high, you feel great inside. . . . You get this shirt that 
says Brown Junior H igh. . . and you are proud of that shirt. But 
then you go up there and the teacher says, “Well, so and so, 
you’re in the basic section, you can’t go with the other kids.” 
The devil with the whole thing — you lose — something in 
you —  like it goes out of you.1

O NE OF the oldest and most emotional issues in 
education concerns the problems of grouping stu

dents for instruction. On one hand, we know that stu
dents differ in knowledge, skills, developmental stage, 
and learning rate. Grouping students by ability seems to 
be the logical way to deal with these differences so as to 
provide instruction appropriate to their various levels of 
readiness. Yet as educators we feel uncomfortable in 
making grouping decisions about youngsters that could 
have far-reaching effects on them, and we can empathize

Robert E. Slavin is director o f  the Elementary School 
Program, Center fo r  Research on Elementary and M id
dle Schools, Johns H opkins University. This article was 
written underfund ing  fro m  the Office o f  Educational 
Research and  Improvement, U.S. Department o f  E du
cation (No. OERI-G-86-0006). However, the opinions 
expressed are the author’s and  do not necessarily rep
resent OERI policy. An earlier fo rm  o f  this article was 
published in the Spring 1987 issue o f  Equity and Excel
lence.
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with students like the one interviewed above, who was 
assigned to the basic track when he entered junior high 
school.

The question of how students should be grouped for 
instruction has been a point of sharp discussion since 
the turn of the century. A 1927 dissertation listed 83 
“selected references” on the topic. Over this time 
period, the same essential arguments have been ad
vanced on both sides. Proponents have argued that 
ability grouping lets high achievers move rapidly and 
gives low achievers attainable goals and extra help. 
O pponents have countered that ability grouping is 
unfair to low achievers, citing problems of poor peer 
models, low teacher expectations, and slow instruc
tional pace.

Today, ability grouping is still a controversial issue. 
One reason for a recent resurgence of interest in the 
issue is a concern about equity in desegregated schools. 
The mos' common form of grouping assigns students to 
ability-iiomogeneous classes or tracks according to 
some general measure of ability or achievement. For 
example, an elementary’ school might have a high fourth 
grade, an average fourth grade, and a low fourth grade. A 
high school might have college preparatory, general, 
and vocational tracks. This form of ability grouping 
often creates racially identifiable classes or tracks and 
has therefore been a major issue in lawsuits in which the 
plaintiffs argue that tracking is used to resegregate 
ostensibly desegregrated schools. In one recent case in 
South Carolina, an administrative law judge ruled that 
since ability-grouped class assignment concentrated 
black students in low-ability classes and had no educa-
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tional justification, the district was compelled to aban
don the practice or lose its federal funds.

What is the evidence concerning the achievement 
effects of ability-grouped class assignment, and what 
alternative means of grouping students for instruction 
might plausibly be used to accommodate student het
erogeneity?

Reviewers of research on these questions have usually 
concluded that the evidence is hopelessly muddled and 
inconclusive. However, in an exhaustive review of the 
best evidence available, I found that if the research 
results are broken down according to the type of ability 
grouping used, the conclusions become much clearer.2 
The problem with earlier reviews is that they have often 
jumbled together ability grouping of classes (ie., track
ing) with ability grouping within classes (reading and 
math groups), ability grouping for just one or two sub
jects, and special classes for gifted or learning-disabled 
students. My review considered each of these categories 
separately and focused on studies of at least one 
semester’s duration that used standardized tests of read
ing and/or mathematics. This article briefly reviews the 
research on various forms of ability grouping and alter
natives to ability grouping from the standpoint of both 
instructional effectiveness and potential segregative 
impact.

THE PRINCIPAL types of grouping arrangements fall 
into two m ajor categories: betw een-class and 

w ithin-class. Between-class plans are school-level 
arrangements by which students are assigned to classes 
according to some measure of ability or performance. 
Within-class grouping arrangem ents may attem pt to 
reduce the heterogeneity of the larger class, as in the 
use of within-class ability grouping or mastery learning. 
Or — as in the case of cooperative learning models — 
they may try to put the natural heterogeneity of stu
dents to good use. The following discussion defines the 
various grouping plans and briefly presents the research 
that has been done on each.

In my review of the research on ability grouping in 
elementary schools, I found that between-class group
ing is not a single practiced Rather, it takes many funda
mentally different forms with different educational as 
well as psychological effects. The most important types 
of between-class ability grouping are discussed in the 
following sections.

A bility-G rouped Class A ssignm ent. In many ele
m entary schools, students are assigned to self-con-

7h e  a c h ie v e m e n t effects o f  a b il i ty  - 
g r o u p e d  c la ss  a s s ig n m e n t a r e  

e s se n tia lly  z e r o  a t  th e e le m e n ta ry  
le v e l a n d  a r e  ve ry  s lig h t a t  the  

se c o n d a ry  level.

tained classes on the basis of a general achievement or 
ability measure. At each grade level this might produce 
a high-achieving class, an average-achieving class, and a 
low-achieving class, with students assigned to classes 
according to some combination of a composite achieve
ment measure, IQ scores, and/or teacher judgment. 
Students remain with the same ability-grouped classes 
for all academic subjects. In junior high and middle 
schools, ability-grouped class assignment may take the 
form of block scheduling, where students are assigned 
to one class by ability and travel together from subject 
to subject, or students may be assigned by ability to 
each subject separately. High school students are usu
ally assigned to tracks, such as college preparatory, gen
eral, and vocational.

The achievement effects of ability-grouped class 
assignment (in comparison to heterogeneous group
ing) are essentially zero at the elementary level-4 and are 
very slight at the secondary level.? There is some evi
dence that high achievers may gain from ability group
ing at the expense of low achievers, but most studies 
find no such trend. Overall, the effects of ability group
ing cluster closely around zero for students of all 
achievement levels.

One p robab le  reason that ability-grouped class 
assignment has little effect on student achievement is 
that this plan typically has only a limited impact on the 
heterogeneity of the class. That is, it doesn’t result in 
very pure ability grouping. For example, Goodlad and 
Anderson estimated that dividing a group of elementary 
students into two groups on the basis of IQ reduced 
total variability in each class by only seven percent. 
With three groups — and elementary schools typically 
have no more than three classes per grade — hetero
geneity was reduced by 17 percent, still not likely to be 
enough to have a measurable impact.6 Even though a 
student’s performance in any one subject is correlated 
with performance in other subjects, this correlation is 
far from perfect. This means that grouping students on 
any one criterion is sure to leave substantial hetero
geneity in other skill domains.

While assigning students to “high” and “low” ability 
classes typically has a minimal impact on class hetero
geneity, it may have a stigm atizing effect on low 
achievers, may evoke low expectations for student 
achievement and behavior, and may reduce student self
esteem. Thus, this approach to grouping students may 
be enough to produce psychological drawbacks but 
does not do enough to reap the potential educational 
benefits of reducing student heterogeneity.

If ability-grouped class assignment produces few if 
any learning benefits, is detrimental to self-esteem, and 
has a segregative impact in desegregated schools, its 
continued use can hardly be recommended. Yet the 
problem of student heterogeneity must be addressed in 
some way. The following sections discuss alternative 
between- and within-class grouping plans that may be 
able to adapt instruction to students’ needs more effec
tively and equitably than ability-grouped class assign
ment.

R e g ro u p in g  fo r R ead ing  a n d /o r  M athem atics.
One commonly used ability grouping arrangement in 
elementary schools keeps students in heterogeneous 
classes most of the day but regroups them for selected
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subjects. For example, three fourth-grade classes in a 
school might have reading scheduled at the same time. 
At reading time, students might leave their hetero 
geneous hom eroom s and go to  classes organized 
according to reading levels. Similarly, junior or senior 
high school students may be ability grouped for some 
subjects, such as math or reading, but not for others.

Regrouping for selected subjects has three important 
advantages over ability-grouped class assignment. First, 
students remain in a heterogeneous setting most of the 
day, so they are likely to identify with that group, reduc
ing the labeling effects and racial identifiabilitv of all-day 
grouping. Second, students are grouped solely on the 
basis of their achievement in reading or mathematics, 
not general achievement or ability level, so a meaningful 
reduction in heterogeneity in the skill being taught is 
possible. Third, regrouping plans tend to be more flexi
ble than ability-grouped class assignment, because 
changing students betw een reading or mathematics 
classes is less disruptive than changing basic class 
assignments. For this reason, any errors in assignment 
can be easily remedied, and any changes in student 
performance level can be accommodated with a change 
in grouping.

Research on regrouping plans indicates that they can 
be instructionally  effective if two conditions are 
fulfilled: Instructional level and pace must be com 
pletely adapted to student performance level, and stu
dents must be regrouped for only one or two subjects 
(reading and/or mathematics only) so that they stay in 
heterogeneous placem ents most of the day. On the 
other hand, when students are regrouped w ithout 
adapting the pace or level of instruction or in more than 
two subjects, no benefits have been found.

J o p lin  P lan . One interesting form of regrouping 
once common in elementary schools is the Joplin Plan, 
in which students are regrouped for reading without 
regard for grade levels.7 That is, a reading class at the 
fourth-grade, first-semester level might contain some 
third, some fourth, and some fifth graders. One impor
tant consequence of this plan is that it allows for the 
reduction or elimination of within-class grouping for 
reading, as students in each reading class may all be at 
the same reading level. This allows teachers to spend 
more time.on direct instruction, thus reducing the time 
during which students must do unsupervised follow-up 
seatwork.

Achievement effects of the Joplin Plan and closely re
lated forms of nongraded plans have been quite positive 
overall. For example, Rothrock compared fourth and 
fifth graders in reading classes organized according to 
the Joplin Plan to students in regular reading classes that 
used within-class reading groups. The Joplin classes 
gained an average of 31% of a grade equivalent more 
than the traditionally taught classes on a standardized 
test of reading comprehension and 57% of a grade 
equivalent more in work-study skills.8

The Joplin Plan has two particular advantages with 
respect to equity issues. One is that by grouping across 
grade lines, each regrouped reading class is likely to be 
about as racially integrated as the total school. Second, 
by reducing or eliminating the use of reading groups 
within the class, total time for direct instruction is in
creased and equalized for all students.

Su m m e r  1 9 8 7

The J o p lin  c la sses  g a in e d  a n  
a v e ra g e  o f  31% o f  a  g r a d e  
e q u iv a le n t m o re  th an  the  

tr a d i t io n a lly  ta u g h t c la sses  on  a  
s ta n d a r d iz e d  te s t o f  r e a d in g  

co m p reh en sio n .

To summarize: Between-class ability grouping plans 
are beneficial for student achievement when they incor
porate the following features:

•  Students remain in heterogeneous classes most of 
the day and are regrouped by performance level only in 
such subjects as reading and mathematics, in which 
reducing heterogeneity is particularly important.

•  The grouping plan m arkedly reduces h e te ro 
geneity in the specific sk ill being taught.

•  Group assignments are flexible and are frequently 
reassessed.

•  Teachers adapt their level and pace of instruction to 
accommodate students’ levels of readiness and learning 
rates.

The between-class grouping plan that most com 
pletely incorporates the four principles listed above is 
the Joplin Plan. Students remain in heterogeneous 
classes except for reading, are grouped strictly accord
ing to reading level, are constantly re-evaluated, and are 
taught in a manner that accommodates their achieve
ment levels. In contrast, ability-grouped class assign
m ent does not m eet the four criteria. It segregates 
students all day, groups them on the basis of general 
ability or achievement rather than skill in a specific 
subject, and tends to be highly inflexible. Teachers may 
or may not adjust their level and pace of instruction to 
adapt to students’ needs in this plan.

W ITHIN-CLASS ability grouping is the practice of 
assigning students to homogeneous subgroups 

for instruction within the class. In general, each sub
group receives instruction at its own level and is 
allowed to progress at its own rate. Within-class ability 
grouping is virtually universal in elementary reading 
instruction and is common in elementary mathematics.

Within-class grouping plans generally conform to the 
four requirements for effective ability grouping pro
posed earlier. They involve only reading and/or mathe
matics, leaving students in relatively heterogeneous 
classes the rest of the school day. They group students in 
specific rather than general skills, and, at least in princi
ple, within-class groupings are easy to change. Most 
teachers do adapt their level and pace of instruction to 
meet students’ needs.

However, within-class ability grouping introduces a 
problem of its own: management of multiple groups. 
When the teacher is instructing one reading group, for 
example, the remaining students must work indepen
dently on seatwork activities, which may be of question
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able value. Supervising multiple groups and transitions 
between them are major classroom management prob
lems.

Methodologically adequate research on within-class 
ability grouping has unfortunately been limited to the 
study of mathematics grouping, perhaps because few 
reading teachers would be willing to participate in an 
experiment in which they had to teach heterogeneous 
classes w ithout breaking students into homogeneous 
subgroups for reading. The research on within-class 
grouping in mathematics supports this practice. Every 
one of the eight studies of within-class ability grouping 
in mathematics identified in my review of the literature 
favored the grouped treatment. For example, in a Kansas 
study, eight sixth-grade teachers w ere random ly 
assigned to teach arithmetic using within-class ability 
grouping or whole-class instruction. The grouped 
classes gained an average of almost 50% of a grade 
equivalent more on a standardized arithmetic test than 
the ungrouped classes? Effects of within-class grouping 
have been somew'hat higher for low achievers than for 
average and high achievers, and they tended to be more 
positive when the number of ability' groups was two or 
three rather than four.

Effects of within-class grouping on mathematics 
achievement cannot be assumed to hold for reading. In 
mathematics, there is a need for students to work on 
problem s independently, so there is an appropriate 
place for independent seatwork. A corresponding need 
for independent seatwork time is less compelling in 
reading. However, the universality of within-class 
grouping in reading provides at least some indication 
that this form of within-class ability7 grouping is also 
instructionally necessary.

C o o p e ra tiv e  le a rn in g  v iew s  
s tu d e n t h e te ro g en e ity  a s  a  

re so u rc e  to  b e  ta k e n  a d v a n ta g e  o f  
ra th e r  th a n  a s  a  p r o b le m  to  be  

so lved .

M astery L earn ing . This instructional strategy takes 
three principal forms. In group-based mastery learning, 
students are taught as a whole class and then take a test 
on the material covered. Those whose test scores 
exceed a preset mastery criterion (e.g., 80% ) then do 
enrichment activities while those who do not achieve 
this criterion receive corrective instruction. Group- 
based forms of mastery learning are by far the most 
commonly used in elementary and secondary7 schools. 
Mastery learning can also be implemented in an individ
ualized, or continuous-progress, form. Finally, the Keller 
Plan is also a form of mastery learning in which students 
take as much time as they need to pass a series of tests 
covering the content of a course, using self-study mate
rials, peer tutoring, and lectures to prepare to take the
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tests. The Keller Plan is used almost exclusively at the 
college level, as it does not fit well within time-driven 
elementary and secondary programs. Since individu
alized and Keller Plan forms of mastery learning are 
rarely seen in elementary7 and secondary schools, this 
section only considers research on group-based forms 
of mastery learning.

I recently completed a review of the research on 
group-based mastery learning at the elementary and 
secondary levels.101 found that, in studies of at least four 
weeks’ duration that compared mastery learning to con
trol groups, the effects of mastery learning on standard
ized measures of reading and math achievement were 
essentially zero. On tests devised specifically for these 
studies, effects were more positive, but these measures 
were usually more closely related to the objectives 
studied by the mastery7 learning classes than by the 
control classes. However, mastery learning does tend to 
reduce the achievement gap between the highest and 
the lowest achievers, and it provides a means of focusing 
teachers and students on a well-defined set of objec- 
tives.For these reasons, this strategy may be desirable 
for certain uses. Also, several school district evaluations 
of m astery learning show promise for the method, 
although these studies rarely use control groups and 
confound the use of m astery learning per se with 
changes in curricula, other teaching methods, promo
tion policies, and alignment of curriculum with out
come measures.

COOPERATIVE LEARNING refers to various instruc
tional methods in which students work in small, 

heterogeneous learning groups toward some sort of 
group goal. This approach differs from within-class abil
ity grouping not only in that cooperative learning 
groups are small and heterogeneous, but also in that 
these groups are expected to engage in a great deal of 
task-focused interaction such as studying together or 
completing group assignments. In a sense, cooperative 
learning views student heterogeneity as a resource to 
be taken advantage of rather than as a problem to be 
solved; in their cooperative groups, students are 
expected to share a broad range of perspectives and 
understandings to help one another master academic 
content.

Cooperative learning methods vary considerably in 
their basic structures. Some, such as Jigsaw Teaching 11 
and Group Investigation,12 assign students specific tasks 
within a larger group task. In others, students work 
together to complete a common group worksheet or 
other group product.1 $ A third category consists of 
methods in which students study and are rewarded on 
the basis of the achievement of all group members.14 
For example, students in Student Teams-Achievement 
Divisions (STAD) are assigned to four-member hetero
geneous teams. The teacher presents a lesson and then 
students study worksheets together in their teams, 
attempting to make certain that all team members have 
mastered the material. Finally, the students are individu
ally quizzed, and teams are rewarded with certificates or 
other recognition on the basis of the average of their 
members’ quiz scores.

The idea behind cooperative learning is that if stu- 
( C o n tin u e d  o n  p a g e  4 7 )
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How To T a lk  So S tu d e n ts  W ill L isten  
a n d  L is te n  So S tu d e n ts  W ill T a lk

By  A d e l e  Fa b e r  a n d  E l a in e  M a zl ish

TEACHING TODAY is harder 
than ever before.”

That’s what we hear again and 
again as we give our workshops 
on communication skills to teach
ers throughout the country. The 
theme has many variations:

“The kids are wilder, ruder, 
more out of control.”

“Their skills are w orse than 
ever, and they don’t know how to 
w ork. They’re  used to getting 
information from a TV set that 
makes no demands upon them.”

“More and more children are 
c o m in g  fro m  h o m es  w h e re  
there’s violence, drug or alcohol 
abuse, d ivorce  or separation .
Many of them are so anxious and insecure they’re 
unable to concentrate.”

“To make matters worse, we teachers are being asked 
to fit even more into the curriculum and to raise aca
demic standards. The pressure is intense. If the kids do 
poorly, they feel like failures and we feel like failures.” 

With teachers and students under such stress, how 
can an emotional climate be created in the classroom 
w here learning can take place? We know that most of the 
methods typically used in our culture to make children 
“settle down and get to work” are self-defeating. Having 
been students ourselves, we’re all aware that lectures

and moralizing can cause kids to 
tune out and turn off, that com
mands can lead to resentful com
pliance, that sarcasm humiliates, 
that threats engender fear or 
defiance, that punishment often 
in v ite s  th o u g h ts  of rev en g e . 
Although any of these approaches 
might “w ork” temporarily, they 
fail in the long run to foster the 
self-discipline and autonomy that 
are essential to a successful learn
ing environment. Rather, all these 
m ethods tend to diminish stu 
dents’ self-esteem and to leave 
them more angry, more hostile, 
more resistant to learning.

What are our alternatives? Are 
there ways to engage our students’ cooperation without 
leaving them with a backwash of bad feelings? Are there 
ways that decrease tension and free students to concen
trate upon their school work? What follows are the 
communication skills we’ve shared with teachers that 
they have found help to make learning possible and 
teaching gratifying. Not every one of them will work 
with every child. Not every skill will suit your person
ality. Nor will any one of them be effective all the time. 
What these skills do, however, is create a climate of 
respect in which the spirit of cooperation can begin to 
grow.

Adele Faber and Elaine M azlish are the authors o f  
Liberated Parents/Liberated Children and  How to Talk 
So Kids Will Listen and Listen So Kids Will Talk. Their 
audio cassette programs on com m unication skills, 
published by the Negotiation Institute in New York, 
are being used by over 10,000 groups in the United 
States. Ms. Faber has taught in the New York City high 
schools; Ms. M azlish, in se ttlem en t houses. Both  
authors studied with the late child psychologist, Dr. 
H aim  Ginott. Their new book, Siblings Without Rivalry: 
How to Help Your Children Live Together So You Can 
Live Too, has ju s t  been published by W. W. Norton & 
Company.

Ac k n o w l e d g e  C h il d r e n ’s F eelin g s

When we ignore or deny our students’ feelings, they 
find it difficult, if not impossible, to hear what we have to 
say. Therefore, the first and most important step in 
getting through to children is to begin by acknowledg
ing their inner experience. Does it sound easy? It isn’t, 
especially when a youngster expresses a feeling that 
makes us anxious or uncomfortable:

“I’m dumb in arithmetic!”
“My picture is ugly.”
“I’m no t sitting next to Michael any more.”
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Our immediate tendency is to react with the kind of 
talk that most of us heard as we were growing up:

“You’re not dumb. You just don’t study.”
“Nonsense! That’s a beautiful picture.”
“You will sit in the seat that was assigned to you, 

young man . . .  or else!”

Instead of dismissing negative feelings or making light 
of them, we need to acknowledge them with respect:

“Something about that long-division problem is frus
trating you.”

“Oh, you’re not satisfied with the way your drawing 
turned out.”

“You sound angry at Michael. He did something that 
upset you.”

Any of the above responses would lead to discussion 
of the problem and a possible resolution.

A kindergarten teacher wrote to tell us of her first 
chaotic day with her oversized class:

The noise level in the room was high. One little boy was 
crying. His tears were splashing over the outline of an apple 
that I had asked him to color. Normally, I would have said, 
“There’s nothing to cry about. I’m sure you can color a very 
nice picture.” But I stopped myself and sat down beside 
him and tried to think about how he must be feeling. Then I 
said, “It must be hard to be in this classroom. There’s so 
much noise and so many children and everything is so new. 
You probably wish you were home right now in your own 
kitchen with your own mother.”

He stared at me and stopped crying. Then he picked up 
his red crayon and made a faint line. I said, “I see an apple 
starting to  get ripe.”

He made another line, and then I left to attend to the 
other children. A few minutes later 1 felt a gentle tap on my 
back. There was the little boy. He was holding out his paper 
to me with his apple all tilled in. Very earnestly he said, 
“Please, teacher, I need more work to do.”

W hat happened? What m ysterious process took 
place? By acknowledging her student’s distress, by put
ting his confusion and unhappiness into words, the 
teacher enabled the boy to deal with his bad feelings 
and to let go of them. When we accept our students’ 
feelings, we free them to think and to work.

D esc r ib e  t h e  P ro blem

W hen children aren’t doing what we think they 
should be doing, our first impulse is to m ake  them 
behave. Often the more actively we insist, the more 
actively they resist. But when we describe the problem 
in a nonjudgmental tone, children can begin to respond. 
Contrast the reactions that might arise from the follow
ing statements:
Accusing/Commanding
“You’re a fine pet monitor! 

You forgot to give that poor 
hamster water. Do it now!!”

“Stop daydreaming. You’re 
only halfway through the 
test. At this rate you 're  
going to fail.”

‘You have no control over 
that mouth of yours! How 
many times do I have to 
rem ind  you n o t  to  call 
out?”

Describe the Problem
“The hamster is sucking at his 
empty water bottle.”

“You’ve finished half the test 
already. You have only th ree 
more examples to go.”

“I hear an answer, but 1 don’t 
see a hand.”

In each case our accusations and commands rein
force resistance. When we describe the problem, we 
encourage children to tell themselves what to do.

G iv e  In f o r m a t io n  ( w i t h o u t  in s u l t )

When a student behaves inappropriately, we have a 
golden opportunity to give him information he might 
not have known before. It is important, however, to 
make the statement brief and impersonal.

Recently, an elementary school teacher wrote to tell 
us how useful this new way of thinking was to her. She 
said that in the course of a single day she found herself 
“giving information” over and over again.

Instead of scolding the children for bending back the 
covers of their new books, I said, “Children, when the 
covers of a book are bent all the way back, the spine can 
break.”

Instead of Lengthy Reminders . . Say It in a Word
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Instead of accusing David of always leaving the jar of 
paste open after he used it, I said, “David, paste gets dry and 
hard when it isn’t covered.”

Instead of threatening to send Jimmy to the office if he 
poked Jennifer again with his ruler, I said, “Rulers are not 
for poking people! Rulers are for measuring.”

In each case instead of the ususal sullen response, I got a 
nondefensive, “Oh,” or “Okay.”

O ffer  a  C h o ic e

The number of choices we can offer our students 
about the content of the curriculum is limited. Some
times, however, we can offer the children a choice as to 
the manner of their learning. Each time we do, we give 
them a better understanding and control of their own 
learning process.

An English teacher asked his students how they 
would like to prepare for their vocabulary test on Fri
day: “Would you rather study a list of eight new words 
on Monday or would you prefer to learn two new words 
each day?”

A math teacher announced to her class: “We’re going 
to be doing a 15-minute ‘warm-up’ drill this morning. 
Those of you who feel you need practice with fractions 
can open to page 10 of your workbook. Those of you 
who feel you need to work on decimals can turn to page 
40.”

A remedial reading teacher told us, “I was concerned 
about what happened whenever Billy read aloud to the 
group. The minute he’d stumble or hesitate, the other 
children would shout out the word. Sometimes he was 
glad to be rescued by them, but more often than not, he 
would become angry or close to tears. He wanted a 
chance to figure out the word for himself

“When I told the class that they were never to call out 
an answer, they lost all interest in listening or participa
ting. Finally I decided to put Billy in charge. I said, ‘Billy, 
when you decide you want help, put your thumb up. 
That will be your signal to us.’

“I t’s been  w orking beautifully. The class waits 
patiently now as Billy struggles to sound out the word 
on his own, but the minute his thumb goes up, they 
eagerly supply the answer.”

Say I t  in  a  W o r d

The idea of reducing a long thought to a single word 
( “the paste,” . . . “the ruler”) is a favorite skill among 
teachers because it saves them time, breath, and energy. 
Consider the difference between:

“Betsy, this is the third time you’re walking out the door 
w ithout your schoolbag. You’re so busy jabbering to your 
friends you don’t think about what you’re doing. You’d 
forget your head if it w eren’t attached to your shoulders!”

and
“Betsy, your schoolbag.”

Betsy benefits as well. Instead of a long harangue, 
she gets a chance to think, “Schoolbag?. . . What about 
my schoolbag?. . . Oh, I left it under my desk. . .  I guess 
I’d better go get it.” Once again, the child has been 
encouraged to focus on the problem and tell herself 
what to do.
C a t c h  a  C h il d  D o i n g  So m e t h in g  R i g h t  
a n d  D e s c r ib e  It

In our efforts to drive our students on to greater 
achievement, we often find ourselves fretting about 
what’s still wrong with them:

“Matthew still doesn’t know the multiplication table.” 
“Lisa is in junior high and her handwriting is still 

illegible. You can’t tell a ‘t ’ from an ‘e.’”
It requires a deliberate inner decision on our part to 

reflect to our students what is “right" about them now, 
in their less-than-perfect state. Yet when we do, we often 
see a youngster bloom before our very eyes. One state
ment such as “Lisa, th is ‘t’ right here is a pleasure to look 
at. It’s almost tall enough and you remembered to cross 
it at the top,” often leads to all the “t ’s” being lengthened 
and crossed.

“Matthew, you’ve memorized half of the five times 
table already,” gives Matthew the confidence he needs 
to go on to master the other half.

Notice how both compliments were phrased. Though 
evaluative praise, like “good” . . . “very good” . . . “excel
len t” may provide a quick shot of encouragem ent, 
nothing spurs children on to greater effort than an

Instead of Blaming or Accusing . . .

Some \rrespons\b \e , p e rso n  
-took mO| S ta p le r  a n d  

d ’vda'-V r e t a r n  \~V J

Describe What You Feel

I don'-V l\V,e. Hr wV>e.n m y  
S ta p le r  \ s  b o r ro w e d  a n d  

oo-V r e t a r a e .d  p r o m p t ^ .
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appreciative description of what they have just accom
plished.

A third-grade teacher reported her delight at this 
discovery7. She told us how one of her “acting out” pupils 
had made a special effort to behave and how, at the end 
of the day, he had stood at her desk and asked, “Was I 
good today?” She was tem pted to respond with an 
enthusiastic “Very good” but stopped herself Instead 
she said, “You helped clean up the room  after we 
finished our science project. You finished three pages of 
your phonics book. You added a lot of interesting 
thoughts to our class discussion.”

The boy beamed with pleasure and said, “I was good!” 
When we describe to a child his achievements, no 

matter how small, we enable him to praise himself and 
gather the courage to forge ahead.

D e sc r ib e  W h at  Y o u  F eel

In the same way that we urge teachers to be 
respectful of their students’ feelings, we urge them to be 
equally respectful of their own feelings. This isn’t as 
simple as it appears. Most of us have been taught to sit on 
our feelings, particularly our angry feelings. We’ve been

indoctrinated to believe that a good teacher has an 
unending supply of patience. And so we either suppress 
our irritation or ignore it and sometimes, to our great 
dismay, find ourselves exploding with a sudden, angry 
attack.

There is a more satisfying alternative: Describe what 
yo u  feel. When we describe what we feel, we accom
plish several important objectives. We afford ourselves 
the relief of being genuine. We model a way to be angry 
without being hurtful. We make it possible for our 
students to begin to hear us. Consider the following 
contrasting statements:

Attacking: “You are so rude; you always interrupt!” 
Describing: “It frustrates me when I start to say some

thing and can’t finish!”
Attacking: “What is wrong with this class? Why does 

it take you forever to open your note
books? How do you expect to learn if you 
take up half the morning fooling around?” 

Describing: “I get impatient when we don’t get to 
work promptly. I like to see all notebooks 
opened  and everyone ready to begin 
when the bell rings.”

Instead of Ignoring Negative Feelings
Ti-e bus driver yelled q+ 
n e  and everu^bod^ 

__taug,hed ..........

) /  /w eU .^oa masrb
__ //_ / have, done,

Isome+h’irô  wronQj.

1 Sioeo.T _ \ d idn1 do 
Qn^-W'i'og /

C-’m onz+ eU  
\ ("VrurVh

He. ioou\drY-\- 
ye\\ Q+ 40a  -W  
v no r e a s o n .

Put the Feelings Into Words
The bus driv&r s/e\\e.d a+ 

m e and  eve<u|bodu 
laughed._________ _L-

No... V\e's aU a^s
4e\\\n q  abou'V Srbo^
WVe 'VncxV

1+ w as i t\W \ (Yvd, y jas
Stand up ^roc 0, ,

s e c o n d !
/ f  /S o  \+ dldrY +\ (seem  so b a d  J

Sbu -Vb\oV. b e  cares  
a  loi abou+

/  Thai moS+ have 
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Attacking: “How can you all be so mean? That is a 
cruel thing to do, to make fun of someone 
who stutters!”

Describing: “It upsets me to see anyone being made 
fun of I expect the people in this class to 
treat each other with respect.”

When students are blamed or accused, they lose all 
desire to cooperate. When a teacher describes his or her 
feelings, w ithout attacking, children can listen and 
respond appropriately.

P u t  I t  I n  W r it in g

Very often the written word can accomplish what 
volumes of talk cannot.

A social studies teacher told us of having a student 
who continued to shout out the answer in class before 
anyone else had a chance to think. Repeated admoni
tions to “Wait until I call on you” seemed to have no 
effect. One day the teacher walked over to the boy, 
smiled, and dropped a folded note onto his desk. The 
boy opened the note, read it, and grinned. For the rest of 
the period he was a model of cooperation. The note 
read:

When you want to show 
You understand 
Don’t call out 
Just raise your hand.

A science teacher became exasperated with a girl 
who frequently came to school with elaborate excuses 
for not having done her homework. Finally he sent a 
letter to her at her home address. It said:

Dear Rachel,
The following assignments are still due:
April 15, 16, and 21.
Please let me know when I can expect them to be handed

in.
1 look forward to your reply.

Sincerely, 
Mr. J.

Within the week Rachel turned in her overdue assign
ments and thanked the teacher for writing to her and 
not to her mother.

An elementary school teacher told us about feeling 
guilty because in the rush of the day’s events, he often 
found himself ignoring the children’s concerns. A little 
girl had told him sadly, “My dog died,” and he had given 
her the most perfunctory response.

Later at home he wrote a brief note expressing his 
condolences. The girl was thrilled to receive it and 
deeply comforted. The rest of the class was intrigued. 
They decided that it would be a good idea to establish a 
“post office” where they could leave notes for each 
other and the teacher, too, if they had somthing impor
tant to tell him. Writing improved and so did morale.

Solve t h e  P r o b lem  T o g e t h e r

There are some classroom problem s that are so 
knotty and so upsetting that they cannot be resolved by 
a single statement, word, or note. For these more com
plex situations, we need a more complex set of skills. 
Problem solving provides us with a step-by-step pro

cedure for taking everyone’s needs into consideration. 
Briefly, problem solving with a single student or a whole 
class is a m atter of hearing the children’s feelings, 
expressing your feelings, and then working together to 
find a mutually agreeable solution.

A special education teacher in a Harlem elementary 
school challenged us directly. He said, “This sounds like 
the kind of approach that might be perfect for middle- 
class children, but you don’t know my population. Many 
of them are products of physical and emotional abuse. 
They come to school like firecrackers ready to explode.
I can’t get through a period without a fight erupting. 
One will say, ‘You’re stupid’ or Your m other’ or kick 
someone under the table and there goes my lesson. If I 
want to accomplish anything I have to be a policeman.”

Despite his doubts, he decided to try problem solving 
to see what would happen. Here are excerpts from the 
written report he sent us:

“I decided that if the first step of problem solving was 
to find out how the kids really felt about fighting, I 
should start by asking them what was good about fight
ing. Here’s the list we developed:

WHAT’S GOOD ABOUT FIGHTING
1. Getting back!! (This was definitely the most popular.)
2. Getting someone in trouble.
3. Getting someone to chase you.
4. Snapping (insulting) is funny.
5. They w on’t mess with you again.
6. You feel like it.
7. They start up first.
8. Class is boring, (teacher’s contribution)
9- Getting someone mad.

10. It’s fun to play rough.

They were pretty rambunctious as we were working 
out the list. Then I asked, ‘What’s bad about fighting?’ 
and they became very solemn. Here’s what they said:

WHAT’S BAD ABOUT FIGHTING
1. After you fight, you feel bad if it’s your friend.
2. You can get into trouble - with mother, teacher, principal.
3. It puts your teacher in a bad mood. ( teacher’s contribution )
4. You can hurt somebody.
5. You can get suspended.
6. You don't get to learn, (teacher’s contribution)
7. It could start a worse fight.
8. You could get hurt — beaten up, scratched, bitten, black 

eye.

Then we went to work on trying to think of solutions. 
I was reluctant to write down some of their suggestions, 
but I remember you telling us to ‘write down all ideas 
without evaluating.’

POSSIBLE SOLUTIONS
1. Ask to go out and let off steam.
2. Hit him.
3. Walk away.
4. Pound the clay.
5. Squeeze hand grippers.
6. Break a stick.
7. Call his mother.
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Look what AFT Travel has 
for you this Summer!

men mm mum
Vacation villages throughout Francs are available at specially 

reduced prices exclusively for AFTers and their families. For ex
ample, visit the Dourdan Villsge situated on 30 acres in the 
middle of the Dourdan Forest (30-40 min. from Paris), or Saint 
Paul de Vence, located between the French Alps and the 
French Riviera, or Evian Les Bains on beautiful Lake Geneva.

These resort-style villages offer relaxation, leisure and sports 
activities, artistic and cultural events, all in a marvelous setting, 
with a host to assist with activities, optional touring and to in
tegrate you into the lifestyles of the French.

Seven-night stays (with optional extensions) are available 
beginning this summer and fall. 

Land-only prices start at $320.00 
per week, per person. Reduced 
airfares to Paris/Nice complete 

with car rentals are available.

NEW! THE AFT TRAVEL CLUB!*
The AFT Travel Club makes travel affordable and enjoyable. 

The Club is a clearinghouse for the entire travel industry’s un
sold trips to all parts of the world. This is why Club Members 
can buy this unsold space at a fraction of the regular rate. No 
matter what destination you choose—here or abroad—you will 
save up to 60%! Here are the exclusive AFT Travel Club 
member privileges:

‘Short Notice” Trips Leaving WithinI Discount Prices on 
One To Six Weeks.

■  Guaranteed Confirmed Reservations and Savings.

■  Toll Free Hot-Line Number An unpublished, "Hot-Line”  
Number lets you call 24 hours a day, 7 days a week.

■  Charge All Your Trips By Visa Or MasterCard.

■  5% Cash Bonus for Do-lt-Yoursell Travelers. Shop around 
for the best rate on any flight to any city in the U.S., let us 
ticket your travel and receive a 5% Cash Bonus!

■  7% Cash Bonus on Cruises, Charters and Tour Packages.
Find the best rate, let us issue your ticket and receive a 7% 
cash bonus. ("Hot-Line”  trips and AFT on-going travel pro
grams not included.)

We guarantee that you will save at least double your $45 
membership fee every time you take a “ Hot-Line”  trip for two 
for one week or more OR we’ll give you a week in London for 
two—FREE—all expenses paid. (Savings calculated as dif
ference between Club’s price and regular retail brochure price 
for same trip.

For more information please write: AFT Travel, 555 New 
Jersey Ave., NW, Washington, DC 20001.

'T he  New AFT Travel Club is separate from the regular on-going and discounted 
travel programs that are offered by the American Federation of Teachers.

8. Let them fight it out in the gym with no crowd.
9. Tell the teacher.

10. Change your seat.
11. Tell him to leave you alone.
12. Send him to the office.
13. Make him write a hundred times!
14. Make him lick the floor.
15. Everybody hit him once.
16. Give stickers to the ones who follow the rules.
17. Write something mean to him.
18. Say something nice back to him to make him embarrassed.

After we had all 18 items listed, I commented on some 
of them. For example, I told them I couldn’t allow them 
to fight it out, because I couldn’t allow them to hurt 
each other. Also, licking the floor didn’t seem very sani
tary to me. They all had strong opinions about the rest of 
the list, each preferring different solutions. Finally, I 
suggested that each student copy into his notebook the 
solutions that made the most sense to him. They liked 
that idea.

At the end of the period we wrote on the blackboard 
the rules we could all agree to:

1. NO INSULTS.
2. NO CURSES.
3. DON’T TELL ON ANYONE UNLESS THEY ARE BOTHER

ING YOU.
4. NO HITTING OR THROWING.
5. USE YOUR OWN SOLUTIONS!!

Here are the results of that day:
1. Luis, who has the shortest fuse, walks out of the 

room several times a week. He stands in the door
way so he won’t miss anything. After a while he 
comes in and sits at the back of the room. After a 
few minutes more, he joins the class.

2. Every once in a while one student will pop up and 
say, ‘Carlos, change with me!’ and change his seat. 
(Carlos is pretty' good natured about changing.)

3. Twice a student pounded the clay.
4. Once Darren said, ‘Give him the clay to pound!’
5. When one student insults another, the class calls 

out, ‘Rule number one!’ or, ‘Rule number two!’ 
They will also say, ‘Make him read the rule! ’ and the 
‘offender’ will read the rule.

6. They also decided that they would not even insult 
the garbage can. (Once Darren said, “Your m other’ 
to the garbage can, and Luis thought Darren was 
saying it to him, and it started a fight, so the class 
added a new rule about not cursing ‘things.’)”

We were deeply moved by this teacher’s experience. 
It would be so easy to write these children off as “incor
rigible” or “hopeless.” Yet he dared to believe in them. 
As a result they dared to believe in themselves and they 
took responsibility for their own behavior.

The final lines of this teacher’s letter sum up his 
thinking and ours:

“I wish I could say that putting this whole approach 
into action comes naturally to me. It doesn’t. It takes 
thought, effort, commitment, and practice. But what I’m 
beginning to see is that if I want my kids to be caring 
with each other, I have to use caring ways with them. If I 
want them to learn, if I want to reach their minds, then I 
first have to reach their hearts. It seems that only when 
children feel right can they think right or act right.” □
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Ce n so r in g  
t h e  So u rces

B y  B a r b a r a  C o h e n

“I t  was religion that gave birth to the English colo
nies in Am erica One m ust never forget that, ’’Alexis de 
Tocqueville uro te more than 100 years ago in an 
effort to convey the importance o f  religion to the 
p o litic s  a n d  culture o f  the yo u n g  na tion  he was 
describing.

B u t according to several recent studies, i f  de Toc
queville were to read today’s school textbooks, he 
w ould search in vain fo r  an adequate presentation o f  
the role religion p layed  and  continues to p la y  in 
American life. Apparently fearfu l o f  saying anything  
that anyone m ight conceivably object to (  “When in

doubt, leave it out, ” is how  Diane Ravitch describes the 
process) and  unw illing  to insist upon fu lfilling  their 
responsibility to present the facts about religion and  
its influence, textbook authors and publishers have 
m anaged  to p ra c tic a lly  erase relig ion fro m  our  
national experience.

Given how  intim ately intertw ined religion is with  
our history and  politics, this can get tricky. Anthony  
Podesta, president o f  People For The American Way, 
has poin ted  o u t some o f  the strange explanations 
students are left w ith when religion is no t allowed to 
be m entioned as a factor: “One o f  the m ost popu lar
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textbook series used in grade schools nationwide, fo r  
example, teaches our kids that ‘the Pilgrims were p eo 
p le  who made long trips’and that the first Thanksgiv
ing in Massachusetts was little more than a potluck  
spread with a ll the thanks going to the local Indians 
. . . .  Another passage defines Christmas as ‘a warm  
tim e fo r  special foods. ’ In y e t another example o f  poor  
coverage o f  religion, ” Podesta continues, “m any text
books fa i l  to explain that Dr. M artin Luther King was 
a m inister who drew strength from  his Baptist con
gregation and  that organized Christians were a driv
ing force in the abolition o f  slavery."

The chronicle o f  events recalled in the article that 
fo llow s  — which describes how  the m ost innocent o f  
religious references were expunged fro m  the textbook 
version o f  a children’s book  — tells perhaps more 
poignantly  than can any study the absurd lengths to 
which this removal o f  anything religious has gone.

— E d i t o r

SINCE ITS publication in 1983, M olly’s Pilgrim  has 
had some curious adventures. An account of one 

such adventure follows.

A  D iary  o f  Ev en t s

O ctober 3, 1985: A photocopy of M olly’s Pilgrim  
arrives from my agent, Dorothy Markinko. It was for
warded to her by the permissions person at Morrow for 
my approval. It is the version Harcourt Brace Jovanovich 
wants to use in a third grade reader. Entire pages are 
crossed out. The first half of the story has been ditched 
entirely. I’m used to that. They usually cut drastically for 
textbooks. But I’ve allowed some of my other stories to 
appear in textbooks anyway, for the sake of the 
exposure. It’s tem pting to think that a story which 
might, if you’re lucky, sell 10,000 copies will instead be 
seen by perhaps half a million kids. And they’ll all see 
your name, too. In this case the story isn’t merely cut. Its 
maimed. All mention of Jews, Sukkos, God, and the Bible 
has been excised. I return the copy to my agent with a 
note denying permission for its use.

D ecem b er 18 (10:03 a .m.): My agent calls. The 
textbook editor has phoned and again asked for my 
permission to use the story. I repeat myself Nothing 
doing. Dorothy says she’ll call the textbook editor and 
inform her of that fact immediately.

D ecem ber 18 (10:45 a .m . ) :  Dorothy Markinko calls 
again. She has spoken to the textbook editor. “When I 
said they couldn’t use the story, she gasped.”

“Listen,” I say, “for fifteen hundred dollars, I won’t sell 
my soul. For nine million, maybe I’ll sell it.”

“Don’t let the devil hear you,” she responds.
D ecem b er 18 (11:27 a .m . ) :  The phone rings. The

Barbara Cohen is a fo rm er  high school English  
teacher and  author o f  25 books fo r  young  people. This 
article is reprinted with permission fro m  the March 
1986 issue o f  the School Library Journal.

Molly’s Pilgrim, published in 1983 by Lothrop, Lee & 
Shepard Books ( div. W illiam Morroiu & Co., Inc.), is 
available through local bookstores. The film  version 
o f  the book was the recipient o f  the 1986 Academy 
Award fo r  Best Live Action Short.
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caller identifies herself as a professor of children’s liter
ature at New York University. “It is I,” she says, “who 
recommended M olly’s Pilgrim  to the textbook pub
lisher. I am working as a consultant trying to get these 
publishers to use good literature in reading books. Your 
story is so wonderful. They want to use it so badly.” 

“I’m not sure M olly’s Pilgrim  is literature,” I reply. 
“I’m flattered that you and the textbook editor think so. 
But if what they’re looking for is literature, why are they 
cutting everything out of the story that makes it dis
tinctive? Literature isn’t cream of wheat.”

“I f  w e  m e n tio n  th e B ib le , so m e o n e  
w ill  w a n t to  k n o w  w hy w e  d o n ’t  
g iv e  e q u a l tim e  to  the K o ra n .”

“I know that,” she says. “But they operate under so 
many constraints. I admire your work a great deal.” She 
mentions serving on a committee that awarded one of 
my books a prize. I thank her. “Now this story is so 
universal . . . ” she continues.

“Only because it’s specific,” I interrupt. “Look, Har
court Brace Jovanovich has an agenda, but I have an 
agenda too. 1 hey like the story because it universalizes 
Thanksgiving. I like it because it’s specific. The fact that 
Molly is Jewish is important to me. The fact that Sukkos 
is mentioned is important to me. It gripes me that the 
only Jewish holiday most non-Jews have heard of is a 
minor one, Chanukah. That holiday has been blown up 
out of all proportion  to its traditional significance 
because it happens to fall at Christmas time. I want non- 
Jewish kids to know about other Jewish holidays too. 
That’s why Sukkos is in there. I won’t have it removed.” 

“O.K.,” she said. “I understand. I sympathize. I’ll tell 
them.”

We say goodbye and hang up. Immediately I call my 
agent to report the conversation. She’s busy on another 
line. I hang up. She calls me. She says she supports my 
position entirely.

D ecem ber 18 (2:55 p .m . ) :  The phone rings. It’s the 
Harcourt Brace editor calling from Orlando. We discuss 
HBJ’s move south. Does she like Florida? The weather is 
nice, but she’s working so hard she scarcely knows 
where she is. Then she gets down to business. “We love 
your story,” she says. “Please let us use it.”

“Not in the version you sent me,” I say.
“Try to understand. We have a lot of problems. If we 

mention God, some atheist will object. If we mention 
the Bible, someone will want to know why we don't give 
equal time to the Koran. Every time that happens, we 
lose sales.”

“But the Pilgrims did read the Bible,” I reply. “That’s 
an historical fact.”

“You know that,” says she. “I know that. But the text
book won’t be purchased if it has things in it that people 
object to, no matter how unreasonable their objections. 
That’s the reality out there. I don’t like it anymore than 
you do. But that’s the way it is.”
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“O.K.,” I say. “I understand you operate under con
straints. But your constraints are not my constraints. I 
don’t need my story7 to appear in your book. Just don’t 
use it. Forget it.”

She tries flattery. “But we love it. It’s such a wonderful 
story. It has so much to say to kids. Don’t you want them 
to hear it?”

“One of the things it has to say is that this little girl is 
Jewish,” I reply. “For me, that’s as important as anything 
else in the story.”

“We can leave that in,” she returns. “We can leave 
Jewish in. We can leave Sukkos in. We’ll explain it in the 
teacher’s edition. We have to take out ‘Tabernacles.’ That 
word is too hard for third graders. But we can leave 
Sukkos in.”

“Well, I don’t know . . . ” I hesitate. Sukkos. Half a 
million third graders hearing the word Sukkos. Their 
teachers read the notes in the teacher’s edition and 
explain the holiday. Jews aren’t just Chanukah. They’re 
Sukkos too, and Sukkos is one source of a holiday we all 
celebrate, Thanksgiving. I feel myself weakening.

She seizes upon my hesitation. “I’ll send you the new 
version. See what you think of it.”

I hang up and call my agent to report on the latest 
development. In addition to doing almost no work this 
day, I have spent a fortune in phone calls. They are, 
however, deductible.

D ecem b er 19 (10:45 a .m .): The doorbell rings. I 
leave my machine and run downstairs to open it. A 
delivery man stands before me with a packet in his hand. 
I sign for it, take it in, open it up. It contains the version

of M olly’s Pilgrim  promised me only half a day ago. 
Express mail, a wonder of the modern world. I read the 
manuscript. Molly’s Jewishness is mentioned in the sum
mary with which the editor plans to replace the first half 
of the story. But the sentence near the end of the book 
reading, “The Pilgrims got the idea for Thanksgiving 
from Jews like Molly and her mama,” is cut out. “She 
came here, just like the Pilgrims long ago, so she could 
worship God in her own way,” is in, but with the word 
“God” eliminated. “They read in the Bible about the 
Jew ish harvest holiday of Tabernacles,” has been 
changed to “They read about the Jewish harvest holi
day.”

I compose the following letter to the editor:
Thanks for sending me so prom ptly the version of 

M olly’s Pilgrim  you wish to use in a Harcourt Brace 
Jovanovich textbook.

You have numbered the pages. In the copy you sent me, 
the page numbered “19” should be “20,” and the page 
numbered “20” should be “19.” I’m sure this was just an 
error made in haste, but I thought I’d better mention it.

I can live with all the changes you made except the ones 
on page 25 .1 will accept the elimination of the w ord “God” 
from the sixth line, but I will not accept any of the other 
omissions on that page. Your changes leave a paragraph 
which makes no sense. Where did the Pilgrims and Miss 
Stickley read about Tabernacles if not in the Bible? The)' 
w eren 't perusing anthropological studies. And w hat’s 
wrong with saying “The Pilgrims got the idea for Thanks
giving from Jews like Molly and her mama.” For me, that’s 
one of the main points of the book. And if you can leave in 
“Sukkos” and explain it in the teacher’s notes, you can do 
the same with “Tabernacles.” Miss Stickley would not have

T h e  D i s p u t e d  P a s s a g e  f r o m  M o l l y ’s  P il g r im
Miss Stickley m arched up to the front of the room. She 

turned and faced the class. “Listen to me, Elizabeth,” she said 
in a loud voice. “Listen to me, all of you. Molly’s m other is a 
Pilgrim. She’s a m odern Pilgrim. She came here, just like the 
Pilgrims long ago, so she could worship God in her own way, 
in peace and freedom .” Miss Stickley stared at Elizabeth. 
“Elizabeth, do you know w here the Pilgrims got the idea for 
Thanksgiving?”

“They just thought it up, Miss Stickley,” Elizabeth said.
“No, Elizabeth,” Miss Stickley replied. “They read in the 

Bible about the Jewish harvest holiday of Tabernacles.” I knew 
that holiday. We called it Sukkos.

Miss Stickley was still talking. “The Pilgrims got the idea for 
Thanksgiving from Jews like Molly and her mama.” She 
m arched down the aisle to my desk again. “May I have your 
doll for a while, Molly?”

“Sure,” I said.
“I’m going to put this beautiful doll on my desk,” Miss 

Stickley announced, “w here everyone can see it all the time. It 
will rem ind us all that Pilgrims are still coming to America.”

Text © 1983 by Barbara Cohen. Illustration  © 1983 by
Michael J. Deraney. Reprinted with pertnission o f  William Morrow &
Company, Inc.
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known the word “Sukkos.” In that classroom, only Molly 
would know that word.

I understand that you have certain constraints which 
may make it impossible for you to leave in the words to the 
excision of which I object.But those constraints are not my 
constraints. You do not have to use the story. I am flattered 
that you like it and want to use it, but I will understand 
perfectly if, given my objections to your version, you 
decide you cannot.

Thank you for all the trouble you have taken in this 
matter.

Very truly yours, 
Barbara Cohen

cc: Dorothy Markinko

I placed the letter in the mailbox outside my house. 
That’s the end of the matter, I’m sure. I forget about it 
and return to work.

D ecem b er 20 (9:50 a.m.): The phone rings. It’s the 
textbook editor. She sounds as if she’s fifteen years old 
and is convinced she’s speaking to Louisa May Alcott’s 
ghost. “What do you think of the packet I sent you 
yesterday?” she whispers.

“I wrote you about that,” I reply briskly. I summarize 
the contents of my letter. “Oh,” she says. She hangs up.

I inform my agent of the conversation. I am convinced 
this is really the end of the matter. I go back to work.

D ecem b er 20 (11:05 a . m . ) :  The phone rings. Once 
again, it’s the Harcourt Brace editor. I’m beginning to 
understand what’s going on. So convinced were they 
that permission would be granted to use this story that 
it’s too late now to go look for something with which to 
replace it. This editor does not whisper. She knows I’m 
not Louisa May Alcott. “Half a million kids,” she reminds 
me, “here’s your chance to have half a million kids learn 
about Sukkos. Are you going to let it go?”

“God and the Bible have to go too?” I ask.
“Yes. But Sukkos can stay in.”
“How about the sentence that says the Pilgrims 

learned about Thanksgiving from Jews like Molly and 
her mother. Can that stay in?”

“Yes, that can stay in.” So, if w e’re pressed, we can 
retain the Jews. It’s only God and the Bible which 
remain eternally unacceptable.

“Since you leave in the verb ‘worship,’ I can live 
w ithout ‘God,’” I admit. “Everyone will understand 
‘God’ as the object of worship, even those third graders 
whom you're so sure can’t grasp ‘Tabernacles.’ But I’ll 
let Tabernacles go too, because you leave in ‘Jewish 
harvest holiday.’ But how can you cut out the word 
‘Bible’? The sentence makes no sense without the word 
‘Bible.’”

“We can’t mention the Bible. We’ll get into terrible 
trouble if we mention the Bible.”

I had an idea. ‘All right,” I said, “then make the sen
tence read, ‘The Pilgrims knew  about the Jewish harvest 
holiday.’ That makes a little more sense than their read
ing about it in no book that was ever written.”

“You’re wonderful” she exclaims. “I love you.” 
“Yeah,” I mumble. “I’m wonderful.”
And so I let them have the story. Did I do the right 

thing? I don’t know.
But I found out something. Censorship in this coun

try is w idespread, subtle, and surprising. It is not 
inflicted on us by the government. It doesn’t need to be. 
We inflict it on ourselves. □
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D e m o c r a c y ’s U n t o l d  St o r y
(Continued from  page 25)
grievances, interests, and aspirations of each class, and 
in explaining how the ideas from the Enlightenment 
meant different things to different people — setting the 
stage for trouble once the Old Regime disappeared. The 
sources of the French debt and Louis XVI’s failed 
attempts to reform the tax system are made clear. There 
is a good account of the Declaration o f  the Rights o f  
Man  and its English and American sources (in a special 
box, it is suggested that students compare it with our 
own Bill of Rights, but the texts are not provided)

Mazour describes the three main contending groups 
— conservatives, m oderates, and radicals — and 
explains the origin of the terms Right and Left from the 
seating arrangem ents of the Legislative Assembly of 
1791. But the social composition, interests, and pro
grams of each group are not added, so it is difficult to 
grasp the reasons for the failure of the moderates and 
the resort to Terror. The radical ideology of the Reign of 
Terror is not cited, nor is it clear that it was overthrown 
when national security seemed once more assured. Like 
the other authors, Mazour is better on Napoleon as 
reformer than as modern dictator; dictatorship is men
tioned, not explicated.

B EER’S ACCOUNT of the French Revolution and 
Napoleon is very close to that of Mazour, with 

similar improvements over the o ther three texts in 
describing the roles of the various social classes, of 
economic problems, of Louis’ attempts at tax reform. 
The Declaration o f  the Rights o f  M an  is more fully ex
cerpted, in a separate box. Beers also explains “Right” 
and “Left” but also fails to probe for the classes, inter
ests, and programs behind the labels. In the Reign of 
Terror, Robespierre’s ruthlessness, but not his ideology, 
is made clear. The treatment of Napoleon and of the 
overall impact of the Revolution and imperial conquest 
are much like Mazour’s. On balance, Mazour’s presenta
tion of the two revolutions and their consequences is 
superior to the rest, being more insistent on the lasting 
change they wrought in people’s expectations down to 
the present.

No text does what one would wish in comparing and 
contrasting the two revolutions, a useful preparation for 
later comparisons with revolutions in Russia and else
where. It follows that none concentrates sufficiently on 
the plight of the moderates, caught between extremes of 
Left and Right in France, or on the dynamics that moved 
the French Revolution from stage to stage, at first left
ward toward radicalism and afterward back to military 
dictatorship.

In sum, these books do not clarify those conditions 
that were helpful, or that were hostile, to the emergence 
of stable representative institutions at the end of the 
18th century. And essential to this would be a much 
sharper picture than any text provides of the economic 
and social classes, their fears and hopes, throughout the 
western world at the time. □

This study is being funded, in part, by grants fro m  
the U.S. D epartm ent o f  Education, the California  
D epartment o f  Public Education, and a num ber o f  
private foundations.
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T h e  A sia n  A d v a n ta g e

(Continued from  page 31)
and the longer school year in Asian classrooms and have 
recommended lengthening the time American children 
spend in school. Such changes are likely to be ineffec
tive in increasing mathematics scores unless there are 
basic changes in the organization and conduct of mathe
matics classes. Increasing the percentage of time spent 
on mathematics, reducing irrelevant activities, and 
increasing children’s opportunities to learn from their 
teachers would seem more likely to lead to improve
ment.

The observer of Asian classrooms is impressed by 
another factor: the zest and enthusiasm of Asian teach
ers. Lessons are conducted in a spirited fashion and the 
teachers are successful in engaging the attention of the 
children in their large classes — often up to 50 children 
in Taiwan and up to 40 children in Japan. It takes a great 
deal of energy to do this, even with well-disciplined 
children. Teachers are able to summon this amount of 
energy for teaching because they spend fewer hours 
being directly in charge of the classroom than do Amer
ican teachers. Asian teachers are incredulous, in fact, 
when told that American teachers are typically respon
sible for their pupils th roughout the school day. 
Although Chinese and Japanese teachers spend as much 
time at school as American teachers, they have much 
m ore time available during the day for preparing 
lessons, working w ith individual children, and con
ducting other class-related activities outside the class
room.

C o n c l u s io n s

Information about education in other countries does 
not yield ready solutions to our own problems, for 
practices and beliefs are deeply em bedded in each 
culture. Nevertheless, cross-cultural studies offer fresh 
insights into the American situation. In contrast to our 
country’s good opinion of how its students are doing, 
our studies demonstrate how early and how markedly 
American children are falling behind those of other 
countries in basic knowledge and skills in mathematics. 
Our research also points to some rather obvious reasons 
why: dramatic differences in the amount of time spent in 
mathematics classes, later introduction of mathematical 
concepts in the American curriculum, complacency 
resulting from unrealistic appraisals of American chil
dren’s levels of achievement, differences in the emphasis 
on the importance of hard work and effort, and the 
greater time available to Chinese and Japanese teachers 
for lesson preparation and work with individual chil
dren.

This discussion has been concerned w ith mathe
matics, but other cross-cultural studies demonstrate the 
inadequacies of American children in other areas, such 
as reading and science. We produce some extraor
dinarily w ell-educated individuals, but the tech 
nological society of the coming decades will require 
more than outstanding scientists and engineers. It will 
require well-educated and highly motivated common 
citizens. D

A b il it y  G r o u p in g  a n d  It s  A lterna tiv es

(Continued from  page 36)
dents are rewarded based on the performance of a 
group or team, they will be motivated to help and 
encourage one another to achieve. In a heterogeneous 
learning group, it is expected that, working among 
themselves, students will be able to solve problems or 
organize material presented by the teacher and to trans
mit the group’s understanding to each individual.

Research on cooperative-learning in elementary and 
secondary schools has shown that the success of this 
grouping strategy depends on how it is organized. 
Instructionally effective cooperative-learning methods 
provide group rewards based on the individual learning 
of all group members. Student Teams-Achievement 
Divisions, Teams-Games-Tournaments, Team Assisted 
Individualization, Cooperative Integrated Reading and 
Composition, and related methods all provide group 
rewards based on the sum or average of individual stu
dent learning performances.15 This means that if stu
dents wish to succeed as a group, they must focus their 
efforts on ensuring that every group member has mas
tered the material being studied. Research has consis
tently  found that these m ethods increase studen t 
achievement in a variety of subjects and grade levels 
from 3 to 12. In contrast, methodologically adequate 
studies of cooperative learning methods in which stu
dents com plete a single group worksheet or other 
group product have not found positive achievement 
effects. In addition to their impact on academic achieve
ment, cooperative learning methods have produced sev
eral im portan t noncognitive outcom es, including 
improvements in race relations and self-esteem.

Com bining Cooperative Learning and Within- 
Class Ability Grouping. The most effective forms of 
cooperative learning for enhancing students’ basic skills 
are two complex methods that combine cooperative 
learning with within-class ability grouping. These are 
Team Assisted Individualization (TAI) in mathematics 
and Cooperative Integrated Reading and Composition 
(CIRC) in reading, writing, and language arts.16 In TAI, 
students work in mixed-ability teams on material appro
priate to their levels of math skills. Teammates check one 
another’s work and help one another with problems. In 
the meantime, the teacher calls up groups of students 
from among the various teams who are working at the 
same point in the curriculum. For example, the teacher 
might call up a decimals group for a lesson on that 
subject. These students would leave their teams while 
their teammates continue working on self-instructional 
material back at the team table. Following the lesson, the 
students would return to their team areas, and the 
teacher might call up a fractions group for a lesson, and 
so on.

The achievement effects of TAI have been extraordi
nary: In six evaluations, TAI students have gained an 
average of twice as many grade equivalents as control 
students in mathematics computations. For example, in 
one study in inner-city Wilmington, Delaware, inter
mediate schools, TAI students gained an average of 1.65 
grade equivalents in 18 weeks, while control students 
gained 0.61. Team Assisted Individualization has also 
been found to have a positive impact on race relations
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and on attitudes toward mainstreamed peers.
Effects of the Cooperative Integrated Reading and 

Composition method have been equally favorable. In 
CIRC, students work in mixed-ability teams on a series 
of reading activities, including reading aloud to one 
another and com pleting activities relating to story 
structure, reading comprehension, decoding, vocabu
lary, and spelling. In writing, they engage in peer- 
response groups in a writing-process model. Achieve
ment gains from the CIRC model have been demon
strated on standardized tests of reading comprehension, 
language expression, and language mechanics. In a 24- 
week study, CIRC students gained 64% of a grade equiv
alent more than control students on these variables. 
Further, significant improvements were found on oral- 
reading measures and on ratings of writing samples. 
Positive effects were found not only for the samples as a 
whole, but also specifically for students receiving 
remedial reading (e.g., Chapter I ) and special education 
services.

M UCH OF the debate about ability7 grouping over 
the past half century has revolved around the 

question of whether instruction must be adapted to 
students’ individual needs. Proponents of ability group
ing have always justified this practice on the basis that it 
gives all students instruction appropriate to their level 
of readiness. Yet accepting the idea that students need 
to have material taught at their level does not force us to 
any particular form of instructional grouping. There are 
many means of accom modating student differences. 
The most com m on of these, ability-grouped class 
assignment, has been repeatedly found to be ineffective 
for increasing student achievement, while having the 
most serious drawbacks of all grouping plans. There are 
several alternative means of grouping students for 
instruction that have considerably better evidence of 
effectiveness, little or no psychological damage, and less 
segregative potential. These grouping plans include the 
Joplin Plan, within-class ability grouping, and cooper
ative learning. Cooperative-learning m ethods in par
ticular have an integrative effect on students of different 
ethnic backgrounds working together cooperatively on 
a routine basis. Studies of cooperative learning in deseg
regated schools regularly indicate improvement in 
intergroup relations.

The conclusions drawn in this article will be discom
fiting both to those who believe that ability grouping is 
always appropriate and to those who believe that it is 
never appropriate. Yet the “always-never” debate has 
been in progress for decades, and most schools today

M ost sch o o ls  to d a y  a r e  u sin g  the  
m o st p o te n tia l ly  h a rm fu l fo r m  o f  

a b il i ty  g ro u p in g —a b ili ty -g ro u p e d  
c la ss  a ssig n m en t.

are using the most potentially harmful form of ability 
grouping — ability-grouped class assignment. I hope 
this article will point the way to broader use of grouping 
strategies that maintain heterogeneous classes but 
group for specific purposes and brief periods, toward 
broader use of grouping strategies with little or no 
potential segregative impact, and toward broader use of 
cooperative learning methods that view student hetero
geneity as a resource rather than a liability. □
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