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With a week full of different classes, homework
assignments, projects and problems—who has
time to think up unusual new bulletin boards,
let alone make them? That’s why we did it for
you. With Bulletin Boards.

BULLETIN BOARDS gives you all the
concepts and patterns you need to make dozens
of great displays. The “busy work™ has been
done for you. Just choose your theme, follow the
step-by-step directions—and presto! —you have
a splendid, instructive bulletin board. And each
project has several related activity sheets
designed to improve children’s basic skills and
encourage independent thinking.

This exciting new package is just one part of a
unique teaching . Designed for teachers
of grades 3 through 6, the Macmillan Instant
Activities Program is a series of fun-filled
activity sets, each on a subject where you can
use some extra help. Bulletin Boards. Reading.
Grammar and Spelling. Math. Science.
Creative Writing. And more.

Transparencies
and Stencils
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Every set has 112, 8%2" X 11" pages of
activities, 3-hole punched for filing in the
binder that comes FREE with this introductory
package. You’ll also get at least two special
teaching aids for reinforcing each subject’s
activities. With Bulletin Boards, we’ve included
enlargeable transparencies. . .and stencils of
letters and numbers for boards with a
professional look!

Start enjoying the benefits of this unique
program by sending for Bulletin Boards, your
introductory set. You’ll be lighting up your
classroom with holiday designs, creative
calendars and wall exhibits, while the children
have fun with the skillbuilders, activity centers
and achievement awards. And of course,

this and all following sets bear the seal

of outstanding quality teachers
everywhere have come to expect
of Macmillan.

If the reply card has been removed,

please write to: Macmillan Instant Acti-
vities Program, Dept. GAW3, PO. Box
938, Hicksville, N.Y. 11802 to obtain
membership information and an appli-
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Photo by J. D. Griggs, U.S. Geological Survey

LAST YEAR, 25,000 TEACHERS
RECEIVED FREE TEACHING
MATERIALS AND AN EXCITING
ADDITION TO THEIR CURRICULUM
FROM GTE AND DISCOVER.

THIS YEAR, JOIN THEM.

DISCOVER: THE WORLD OF SCIENCE, a series of
five one-hour PBS television specials, has given
millions new insights on the latest scientific advances.
And last year, 25,000 teachers received free teaching
materials for use with the series, to help make science
come alive for students in grades 6-12.

In the upcoming season, five new programs will be
aired, one a month beginning Fall 1987. Over 20
fascinating topics like these will be covered:
researching lightning by flying straight into storms . . .
peering into a black hole for 20 magical seconds. . .
explaining the physics of windsurfing . . . changing the
lives of diabetics through a new subcutaneous insulin
pump . . . investigating the effects of evolution on an
island’s habitat.

And once again, GTE is offering brand-new teaching
materials, free of charge, to any interested science
teacher.

T
=%
Q
o
o

<
z
-3
=3
3
s
o
e
2
]
3
20
=
3
@
o<
g
-4
o
S

B
z
O
>
>

BILIORD 'BopBWY 24 AQ OlOUd

These free materials have been developed by GTE
Corporation, the program underwriter, in association
with DISCOVER Magazine. They include a teacher's
guide, reproducible activity sheets and a full-color
poster for each program. Together with the programs,
which we encourage you to videotape, these create a
science resource library of lasting educational value.

CALL NOW TO ENROLL

To enroll, call toll free, 1-800-523-5948, Mon. — Fri.,, 9 am.
to 5 p.m. E.T. (In PA, 1-800-637-8509; in HI and AK, collect,
1-215-493-1221). Or, write DISCOVER: THE WORLD OF
SCIENCE, 10 N. Main St,, Yardley, PA 19067. Deadline for
enrollment in the 1987-88 series is September 25, 1987.

Produced in association with DISCOVER Magazine.
Made possible by an underwriting grant from GTE Corporation.

GTE

For more information circle 4 on Product Information Card.



More than a million students
took ASVAB-14 [ast year.
How many of those were yours?

The ASVAB-14 is a testing resource of
increasing importance in schools across
this country. It was designed to offer
School Counselors many significant
features:

It lets you do what you do best—coun-
sel students. Furthermore, ASVAB-14 is
available to you at no cost.

The ASVAB-14 is the state of
the art for measuring apti-
tudes. It was designed by

testing professionals at

’ the Department of

Defense for you to use
for both civilian and

_, military career

* The test results profile students
aptitudes against a nationally
representative sample of young

people.

* Your ability to counsel students

effectively is facilitated by the - ‘ counseling.
ASVAB-14 Counselor's

Manual which was ' The more you know
developed by the \ about your students—
American Association all your students—the

more you can help them
make critical educa-
tional and career
decisions. ASVAB-14
can help. Use it. If's only
a phone call away.

for Counseling and
Development (AACD).

» ASVAB-14 makes
your job easier—it is
administered by
our frained per-
sonnel and
computer-
scored
by us.

For more information
about ASVAB-14, call
toll-free 1-800-323-0513.
(If calling from lllinois:
312-688-4933
Collect.)

ASVAB

The most widely used
Aptitude Test in America.



WHY TEACH WITH
TIME?

COMPUTER'SOFTWARE

The Magic Insidethe Maching

Because the world
doesn’t wait for the next edition
of your textbook.

The world changes every week—but your cost of the Program, the lowest price available
textbook doesn’t. And whether your subject is to students and educators.
social studies, English, or journalism, it’s
today’s events that help make textbook learning
relevant for your students.

And one more reason teachers like the
TIME Education Program so much is because
teachers helped design it. Find out more. Call

That’s why so many high school and us today.
college instructors teach with TIME’s lively
reporting on every aspect of our changing
world, from politics to the cultural scene. 1 - 800- 5 23 - 872 7
They like our new Weekly Guide—the only

magazine teaching guide written and delivered Call 9:00 a.m. to 5:00 p.m., eastern time.

each ”{eek eSpecially.for _that week’s issue. In Pennsylvania, call toll-free, 1-800-637-8509.
They like our extensive library of free research In Canada call toll-free, 1-800-345-3496.
materials, our special publications and the In Hawaii and Alaska, call collect, 1-215-493-1221.
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10 North Main Street
Yardley, PA 19067
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By Deborah Meier

If teachers were freed from the traditional school structure and the bundreds of
rules and regulations that burden most of us, what kind of school would they
create? One group of teachers got the chance to answer that question.

NOTEBOOK 8
THE CONSTITUTION IN THE CLASSROOM 12
THE VALUES VACUUM: A PROVOCATIVE EXPLANATION

FOR PARENTAL DISCONTENT 14
By Harriet Tyson-Bernstein

Is there something about the way we run our schools and focus our curriculum

that is intrinsically at odds with the values of many parents? The author argues

that there is more to parental unrest than what can be allayed by merely adding

a new unit in values education.

DEMOCRACY’S JEWISH AND CHRISTIAN ROOTS:

WHAT WORLD HisTORY TEXTBOOKS DON’T TELL YOU 22
By Paul Gagnon

What does it mean to teach “about” religion? For one, it means teaching about

the early Jewish and Christian ideas that are at the core of democratic

philosophy—ideas not found in standard textbooks. Critic Paul Gagnon picks up

these ideas where the texts leave them off.

Why “Back 10 Basics” IsN'T Goob ENOUGH 24
An Interview With Sidney Hook

Progressive education bas been beralded, misinterpreted, and attacked. In this

interview, Jobn Dewey’s eminent protégé separates the facts about progressive

education from the fiction.

Five (PartLY TRUE) MyTHS AND HOW THEY CAN HELP

TEACHERS TEACH ABOUT THE CONSTITUTION 29
By David Nichols

Did the Constitution sanction slavery? Does it favor the powerful and the

wealthy? The author shows bow five “myths” about the Constitution can be used

to open students’ minds to a more complex understanding of this important

document.
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The Class of ’S88

Tandy 4000 and
LP 1000 Deluxe

Laser Printer

Tandy 3000 and
Tandy 3000 HL
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Presenting the new line of Tandy  Computers:
Because there is no better value

for every level from elementary to graduate.

The 80386-Based Tandy 4000

The Tandy 4000 offers the awesome power of a
minicomputer on a desktop—it’s perfect as a network
file server or a multiuser XENIX® system. You get the
performance of the latest 32-bit 80386 technology
without the expense of a mainframe. Six AT® and
two XT™ expansion slots let you custom design just
the system you need. From high-speed database sys-
tems, desktop publishing and high-resolution
computer-aided design (CAD), to the next genera-

tion of OS/2™ software, you'll be ready for tomorrow
with the Tandy 4000. (25-5000)

The LP 1000 Laser Printer

The LP 1000 is truly a price breakthrough in
desktop publishing. When used with a Tandy 4000
and desktop publishing software, you can create, de-
sign, edit and produce reports, newsletters and bulle-
tins with laser-sharp text and graphics. Quietly prints

up to six pages per minute with 300 x 300 dot-per-
inch resolution on a full 82 X 11" page. (26-2804)

The Multiuser-Ready Tandy 3000

The Tandy 3000 is a cost-effective multiuser or
workgroup system. Its 80286 microprocessor has the
power to network workstations or to use low-cost
data terminals with XENIX. It’s the cost-effective

way to outfit business education classes with high-
speed 286 performance. (25-4002)

The OS/2-Ready Tandy 3000 HL

Get ready for tomorrow with the versatile Tandy
3000 HL. Like the Tandy 3000, the 3000 HL runs to-
day’s XT and AT single-user software, as well as next-
generation OS/2 software. You get the best of both
worlds in software in a highly expandable design
(four XT and three AT slots) that you can custom tai-
lor to your needs. The 8 MHz, 80286-based 3000 HL
features a 54" disk drive, with room for two more
internal drives—3'2" or 54" floppy drives, a hard
disk or disk cartridge system. The HL is also capable
of networking with other MS-DOS® computers for
maximum efficiency. (25-4071)

The Tandy 1400 LT

The Tandy 1400 LT makes the best names in
MS-DOS software as mobile as you are. The LT’s
backlit, 80-character by 25-line display utilizes the
latest “‘supertwist’ LCD technology for superb read-

ability. Two thinline 312" disk drives each store
720K. (25-3500)

The Tandy 1000 Series

Tandy 1000 computers have been value leaders in
PC compatibility since 1984. All Tandy 1000s in-
clude the MS-DOS operating system and GW-
BASIC, as well as a version of our popular
DeskMate® ready-to-run software, featuring word
processing, spreadsheet, database and more. And
with Tandy 1000s, adapters for a monitor, printer and
other devices are included at no extra charge!

The Tandy 1000 TX features the 80286 micropro-
cessor, operating at 8 MHz for high performance us-
ing today’s popular MS-DOS software. The 1000 TX
includes 640K RAM, an RS-232 serial port, a head-
phone jack and a 720K 3'~" disk drive, with room to
expand with another drive. (25-1600)

The Tandy 1000 HX is the first computer with
the MS-DOS operating system built in. Students can
go right to work without inserting a system diskette!
It’s the ultimate in ease of use—especially for young-
er students. The HX also features a 720K 312" disk
drive and room to expand. (25-1053)

The Tandy 1000 SX and Tandy 1000 EX both
boast a 50% faster clock speed than ordinary PCs.
The SX (25-1052) includes a 54" disk drive, with
room for another drive (312" or 5!/4") and five slots
for easy expansion. Insert the Trackstar™ 128 adapter
and the SX will also run software designed for the
Apple® II series of computers. The 1000 EX
(25-1050) also features a 5'/4” disk drive, and has a
headphone jack for quiet classroom listening.

For more information or the name of the District
Educational Marketing Manager in your area, call
Radio Shack’s Education Division toll-free at
800-433-5682. In Texas, call 800-772-8538.

Available at over 1200
Radio Shack Computer Centers and at
participating Radio Shack stores and dealers.

Radio Sfhaek

COMPUTER CENTERS

A DIVISION OF TANDY CORPORATION

MS-DOS and XENIX/Reg. TM and OS/2/TM Microsoft Corp. AT/Reg. TM and XT/TM IBM. Corp. Apple/Reg. TM Apple Computers, Inc. Trackstar/TM Diamond Computer Systems, Inc.

For more information circle 10 on Product Information Card.



NOTEBOOK

oz

BrinG tHE Civir RicaTs MOVEMENT INTO YOUR CLASSROOM

A majority of American high school sen-
iors can’t explain the Supreme Court’s
landmark Brown v. Board of Education
decision, says the National Assessment of
Educational Progress.

What better way to remedy this igno-
rance than by showing students the
videotapes from this spring’s blockbuster
PBS series, “Eyes on the Prize.”

From the murder of Emmett Till and the
first bus boycotts to the desegregation of
Central High School, the Freedom Rides,
the March on Washington, the march from
Selma, and, finally, the historic signing of
the Voting Rights Act, this six-part televi-
sion series brings the history of the Amer-
ican civil rights movement to life in film
footage and interviews.

Along with the videotapes, a booklet of
readings for 6th to 10th graders, an
anthology of readings for older readers,
and a viewers guide are available. The
viewers guide, which can easily double as

8 AMERICAN EDUCATOR

a teachers’ guide, provides background
material, a program summary, discussion
questions, and recommended readings for
each of the six programs. It includes a
timeline of major events in the civil rights
movement from 1954 to 1965 and a brief,
but excellent, section on how to conduct
oral histories about the civil rights move-
ment.

Tapes can be purchased individually
(859.95 for VHS, $79.95 for 3/4 inch tape)
or as a set ( $295 for six VHS tapes, $450
for six 3/4 inch tapes) from PBS Video,
1320 Braddock Place, Alexandria, VA
22314; (800) 344-3337. The anthology
($10.95) is available from Viking Press, 40
W. 23rd Street, New York, NY 10010.
Guides ( $1.50 for single copies; bulk rates
available) and the booklet of readings
($3.95 or $2.50 bulk) are available from
Blackside Inc., 486 Shawmut Avenue,
Boston, MA 02118.

FaLL 1987



Introduci 1
:he Wireless” Neatbook /

You've told your students that neatness counts.
Now show them what you mean.

Ordinary /|

@ Wirebound f
notebook /

page edge |

| 4Wireless™
/' Neatbook
page edge

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.

© The Mead Corporation—1987

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 how the wireless binding
won't snag on clothes and how flexible
covers make it easy to write on both
sides of each page.

Mead

For more information circle 8 on Product Information Card.



Essay CoNTEST ON PEACE

The United States Institute of Peace, a
national nonpartisan organization created
by Congress, has launched its first annual
National Peace Essay Contest and
announced a top award of $5,000.
Endorsed by the National Association of
Secondary School Principals, the contest
is open to all high school students in the
United States, its territories, or overseas
dependent schools.

To enter, applicants must read an
excerpt from the Helsinki Accords—a
document ratified in 1975 in which the
United States, the Soviet Union, and 33
other signatory countries pledge to
observe universal standards of human
rights. Students must then reflect on the
excerpt (which will be provided by the
Institute ) and then write an essay of under
1,500 words that examines “the rela-
tionship between peace, on the one hand,
and human rights, fundamental freedoms,
and self-determination of peoples, on the
other” An essay can only be submitted
after it has been published in an official
school publication.

At the state level, first-place, second-
place, and third-place winners will
receive scholarship awards of $250, $150,
and 8100, respectively. At the national
level, winners will receive awards of
$5,000, $2,500, and $1,000, respectively.
The first-place winner in each state will be
invited to Washington, DC, on the week:
end of June 18-19, 1988, for award cere-

10 AMERICAN EDUCATOR

monies and meetings with scholars,
policy makers, and journalists.

Students and faculty interested in taking
part in the contest should contact their
high school principals in October. Contest
materials will be mailed to all principals
on or before October 1, 1987. Contest
materials will also be available after that
date from the National Peace Essay Con-
test, United States Institute of Peace, PO.
Box 27720, Washington, DC 20038-7720.

1,010 Goob Books For Kips

Help is on the way to elementary- and middle-school teachers
who have been bemoaning the shrinking amount of space basal
readers have been devoting to literature.

To help teachers devise and supplement literature curricula, the
California State Department of Education has published Recom-
mended Readings in Literature: Kindergarten through Grade
Eight. The “Recommended Reading” list includes 1,010 titles
organized by such categories as picture books, science fiction, his-
torical fiction, contemporary fiction, biography, foreign language,
and poetry. The appropriate age level for each book is provided. The
list also designates which of over 200 books reflect the experience
and contributions of eight minority cultures, including black, His-
panic, Korean, Vietnamese, and American Indian.

To order the 78-page paperback, send a check for $2.25 (plus 6%
tax if you live in California) payable to the California State Depart-
ment of Education to California State Department of Education, PO.
Box 271, Sacramento, CA 95802-0271. Ask for Order Number ISBN-
0-8011-0311-8. Government agencies in California can send pur-

chase orders without remittance; others must enclose remittance.

FaLL 1987
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This fall your group can easily

EARN?®*140%t0%2,100%

or more selling Fuller’s
CHRISTMAS GIFT WRAP

Every Christmas, everyone needs gift wrap. That's

for sure. So what better Fall fund raising product than b 5
Fuller's CHRISTMAS GIFT WRAP. Prepared especially

for groups like yours, each GIFT WRAP package

contains 14 big 20" x 26" sheets featuring 7 sparkling,

colorful contemporary designs—truly the most beautiful
wrapping paper ever offered for fund raising!

BIG PROFITS—INSTANT SELLER — Since your
prospects already need GIFT WRAP, your profit
potential is greater with Fuller's CHRISTMAS WRAP.
You sell each package for $3.00. You earn a big $28.00
on each case you sell (24 packages per case). Whatan
easy way to add to your group’s treasury!

Fuller Fund Raising Company
P.O. Box 4957 / Montgomery, Alabama 36103-4957
[J Pleasesend_________ cases of CHRISTMAS GIFT WRAP.
Minimum order is 5 cases.

[[] Enclosed is $3.00. Please send sample and information on earning more
money with Fuller's CHRISTMAS GIFT WRAP.
ORGANIZATIONAL INFORMATION

X Over 350,000 Your Name e = g TErm e
SatlSﬁed Customel‘s Zgzgg:géﬁggm\ No. Members No. Selling
have experienced 27 years of success with S s
Fuller Fund Raising Products! city o
FULLER'’S FAST PROFIT CHART SHIP TO
Order To Meet Your Profit Goal o,
Order YouMake Order You Make

1(5) cases $140.20 30cases $ 840.00 Gy e -

i — LD
b g:::: ggggg ?g ggggg g;'?gggg ADULT RESPONSIBLE FOR ORDER/PAYMENT
20cases $560.00 | 100 cases $2,800.00 Name — — Home Phone: ( )

H Add e i B 7
Start Your Sale Now T Sk

Call TOLL FREE 1-800-633-5732 oty Ste________Zp

Authorized
to place your order. (In Alabama, call 1-800-223%7 Sowere. o cn o g

Organizational Address

eri e —=—— P D gl S BT W eI 8 B D F

y . s \ . TERMS: Net 30 days from receipt of merchandise or from scheduled sales date, whichever s fater. All orders subject to
Fuller Fund Ralsmg Company \ approval, We prepay all freight/handling charges and add them to your bill. You are given FREE MERCHANDISE, and the
P.O.Box 4957 Y retail value of this FREE MERCHANDISE covers your freight handing charges. Unsoid, full cases may be returned, freight

prepaid by you, for credi less a $2 per case reinspection within 30 days. Price and designs subject to change

Montgomery, AL 36103-4957



DUCATORS SHOULD

view Constitution
Day 1987 as the kick-off
for the US Constitution
celebration, not the end.
The official celebration is
slated to continue until

1991, when the bicenten-

nial of the Bill of Rights
will be commemorated.
Organizations are still
producing helpful class-
room materials, and this
column will periodically
publish information on
these resources.

B The Jefferson Meeting
on the Constitution has
materials with which you
can organize a Jefferson
Meeting—that is, a sim-
ulation of a constitutional
convention—in your
classroom. By participat-
ing in the meeting,
students can learn about
the issues debated by the
founders. As participants
in “committee meetings”
and debates, students
select, research, and
defend a point of view on
a constitutional issue. For
more information, write
The Jefferson Foundation,
1529 18th St., NW, Wash-
ington, DC 20036.

B Last spring, The Polar-
oid Corporation offered a
free camera and a lesson
plan on the Constitution
to every elementary
school in the country. To
take advantage of the
offer, your principal had
only to return the
response card to Polar-
oid. Has your principal
sent in the card? If he or
she has not received it,
call Polaroid at
1-800-527-1771.

B A special, union-made
T-shirt has a salute to the
Constitution and a space
in which you can person-
alize the shirt with the
name of your school or
union. The shirts can be
ordered in bulk from
Goldstein Associates, PO.
Box 4420, 1050 Yuma,
#306, Denver, CO
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THIE
CONSITITUTION
IN THE
CIASSROOM

Ideas and Kesources for
Teaching and Learning aboutt
the U.S. Constitition
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80204; 303/572-8138.

B “Constitutional Govern-
ment in the American
Setting” is a booklet that
includes a pull-out copy
of the U.S. Constitution
and a useful “time-line”
guide to the constitu-
tional period
(1783-1791). For order-
ing information, write to
The Taft Institute for Two-
Party Government, 420
Lexington Ave., New
York, NY 10170.

MEDIA MATERIALS

B The American Hellenic
Alliance has produced an
exciting 13-minute video-

J

tape explaining the
impact of classical Greek
culture on the Constitu-
tion. The videotape
emphasizes the Greek
contribution to our
understanding of “public
virtue.” How the framers
of the Constitution tried
to lay a foundation for
government based on the
virtues of firmness, cour-
age, endurance, industry,
strength, and devotion to
the community is illus-
trated. The tape costs
$14.95. Specify tape size
when ordering from the
American Hellenic
Alliance, 1700 North
Moore St., Suite 927,

SPECIAL OFFER

20001.

The AFT bas prepared a kit of materials to belp
AFT members celebrate the Constitution. The kit
contains source lists, suggestions, lesson enhance-
ments 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, DC

Arlington, VA 22209;
(703) 525-1717.

® The story of the Consti-
tutional Convention,
unabridged from the pop-
ular book Miracle at
Philadelphia, is now
available on 12
audiocassettes. Consid-
ered to be the definitive
story of the Convention
for younger audiences,
this book is a Book-of-
the-Mosath-Club main
selection for the second
time. The cassettes,
which cost $49.95, may
be purchased from
Dercum Press, Inc., PO
Box 1425, West Chester,
PA 19380 (order #
1-55656-060-5).

W A set of 52 scripts for
radio spots on the Consti-
tution are now available.
Written by a political sci-
entist, and called a
“valuable contribution”
by the American Bar
Association, “The United
States Constitution: A
Non-Trivial Pursuit” tells
the story of the Constitu-
tional Convention in two-
minute scripts. To order
the complete set of
scripts, send $5.95 to
Professor Walter Mead,
1279 Grizzly Peak Blvd.,
Berkely, CA 94708 or call
415/549-1386. Informa-
tion about production is
also available.

WORKSHOPS

® The Bicentennial Lead-
ership Project will be
running a new series of
workshops across the
country for teachers and
other community leaders.
For information about the
project, write to the
Bicentennial Leadership
Project, 1724 Massa-
chusetts Ave., NW, Suite
300, Washington, DC
20036. O

Items in this list chosen
and compiled by Paula
O’Connor.
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THE VALUES
VACUUM

A Provocative Explanation
Jfor Parental Disconternt

By HARRIET TYSON-BERNSTEIN

“There are more things in beaven and earth
than are dreamt of in your philosophy.”

— William Shakespeare, Hamlet

ANY TEACHERS—and citizens—see the uproar

over the content of the public schools’ curricu-
lum and textbooks as a two-sided battle between the
forces of good and evil. On the one side are rational,
conscientious educators who are trying to impart mod-
ern knowledge to students; and on the other side are
intolerant fundamentalists, railing against “dirty words,”
trying to impose their version of Christianity on the
scrupulously neutral public schools, and charging that
the schools are deliberately conspiring to promote an
anti-Christian religion called “secular humanism.”

The fundamentalist agenda is a hodgepodge of
bizarre, naive, prudish, intolerant, unconstitutional—
and reasonable — complaints. The bizarre and naive
complaints tend to attract the most press coverage—for
example, the belief that The Wizard of Oz “teaches”

Harriet Tyson-Bernstein is a freelance writer and
researcher on textbooks, teacher evaluation, and other
education issues. She has served as president of the
Montgomery County, Maryland, Board of Education
and director of the project on textbook reform spon-
sored by the Council of Chief State School Officers and
the National Association of State Boards of Education.
She is now working as a consultant to the Council on
Basic Education and serves on the biology textbook
task force of the Center for Science Education.
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witchcraft. Fundamentalist attempts to censor contem-
porary novels with “dirty words” and explicit sex seem
prudish to some Americans and dangerously uncon-
stitutional to others. Their claim that “secular human-
ism” is a religion — and the judicial banning of a sizeable
portion of Alabama’s textbooks alleged to promote that
“religion” — strike many people as either laughably
naive or dangerously totalitarian. School prayer and
“creation science” are flatly unconstitutional, and the
fundamentalists’ unremitting attempts to impose them
on the public schools have sparked both anger and fear.
The anger is toward a subculture that seems unwilling
to admit that Protestantism is not the official religion of
the United States. The fear is that the American tradition
of religious tolerance—one of our nation’s greatest
achievements—will be ruptured.

Under these circumstances, it is not surprising that
schools have dismissed the fundamentalists as kooks. I
suggest, however, that in so doing we have also turned a
deaf ear to their more reasonable complaints. While I do
not believe the schools are wittingly antireligious, I do
believe they are sometimes blinded by a world view that
is biased in favor of that knowledge that is “objective,”
seeable, and provable and against that which is more
subjective, abstract, or philosophic. Most importantly, I
believe this bias—which is evident in school manage-
ment practices and, most distressingly, in the curricu-
lum—has contributed to a discontent with the schools
that extends far beyond fundamentalist circles.

I. The Discontent
Complaints about the “value-neutral” curriculum
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have been mounting amid a growing sense that the
schools are leaving students morally adrift. In search of a
stronger moral compass for their children, a small but
steady stream of parents have transferred their children
to parochial schools. Public opinion polls repeatedly
show that parents want “values” taught in the schools.
Across the nation, states and school districts have
appointed commissions to develop ways to convey
moral and ethical values to children. Even Norman Leatr,
founder of People For The American Way (a group that
has been battling the religious right at every turn) has
said that “For all our alarm, it is clear that the religious
right is responding to a real hunger in our society — the
need for connection ... a deep-seated yearning for
stable values.”! There also has been a growing recogni-
tion that the schools have neglected to teach about
religion. Confronted with demands for values education
or charges that they are antireligious, most educators
offer a double-edged answer (and here I am discounting
the relatively few educators who believe it is impossible
to identify consensus values or who really believe there
is such a thing as value neutrality). On the one hand,
they concede that fear of controversy and lawsuits has
led to a deemphasis of those values that might be con-
strued as religious. On the other hand, they assure us
confidently and sincerely that the schools already do
teach values: honesty, truthfulness, respect for person
and property, perseverance, and tolerance for others.

But the schools and their critics are talking past each
other. This ill-fated dialogue of “Please reinforce the
concept of right and wrong” followed by “We already
do” is now moving into its second decade. The parent
advocates for a stronger value stance seem unable to
better articulate what they mean by “values,” and the
schools remain bewildered by the demand to do what
they believe they are already doing.

Now, with a clearer signal from the public, the
schools and publishers will undoubtedly try to restore
teaching about religion and to explicitly uphold certain
values heretofore left in limbo. But if the schools enter
into this activity believing that the only thing that has
held them back has been their fear of controversy, they
will likely miss the deeper issues fueling the discontent
of the fundamentalists and the parents in those polls.
These deeper issues have to do with the world view of
the public schools and the language in which that world
view is conveyed to parents and the public.

II. The Cult of Objectivity

The premise of this article is that the schools, in
harmony with “polite” society and academic fashion, do
in fact have a world view, unconscious though it may be.
And it is this world view that is the source of the trouble-
some, ever-bubbling discontent.

Contrary to the claims of the religious right, this
world view is not the “religion” of secular humanism.
Rather, it is a mixture of philosophies, “isms,” and
“ologies”: humanism, scientific materialism, behavioral
psychology, a “pop” version of humanistic psychology,
and the kind of “scientific management” that was faddish
in American industry a generation ago. It is a world view
that values objectivity over subjectivity, favors a
behaviorist interpretation of reality over any other, and
is more comfortable with scientific explanations than
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with philosophic ones. It celebrates the new and up-to-
date over the old or “irrelevant,” which means the old
books and the humanities — that part of the curriculum
in which the broad questions of life were once dealt
with — have lost time to the new “isms” and “ologies.”
In sum, it is a world view that is not consciously hostile
to religion but is intrinsically antagonistic to it and to
the values it holds dear.

I am not arguing that the schools are, therefore,
especially strong in teaching the sciences. One might
expect that to be a happy by-product of this world view.
But, in fact, the educational system has instead assumed
that slow and average students are unable to grasp the
counter-intuitive truths about the physical world, and
those students have been and continue to be taught
science as if it were a series of astounding facts. Only a
small handful of students walk away with an understand-
ing of scientific method, and fewer still learn the distinc-
tion between the kinds of problems that can be solved
with the tools of science, technology, and scientific
management and those that cannot. Pseudo-science and
scientism are evident in non-science courses, while the
great insights and methods (and limitations) of the sci-
ences are watered down in many science courses.

III. School Management Practices

But if genuine science has not been embraced in the
most obvious parts of the public school curriculum, the
trappings of science are abundantly apparent in school
management practices. In the decades since John
Dewey and Edward Thorndike, the language, concepts,
and methods of science have been borrowed once by
the would-be science of education in the universities
and then borrowed once again, in a very tattered con-
dition, by the school bureaucracies across the land. The
result is not science, but its bizarre misapplication. We
can all point to numerous examples of how the schools
try to reduce decisions that inevitably require judgment
to matters of “objective,” seeable, “provable” fact. Here
are a few telling—and irritating—ones.

® Teacher evaluation, as currently practiced in vir-
tually every district in the United States, rests on the
behaviorist premise that the only things that can be
known about a teacher’s performance in the classroom
are those that can be visually observed and counted. Are
the bulletin boards neat, colorful, and up-to-date? As
students work, does the teacher camp behind the desk
or move around the room? Is the whole class instructed
at once, or are students divided into small groups?

Most educators would admit that these are not neces-
sarily the most important aspects of teaching. Some
would even say that the present system (and evaluators)
are incapable of registering the quality of the split-
second decisions that teachers make in response to
individuals and groups. But instead of struggling to
create an evaluation system worthy of the term, the
present system is upheld in the name of scientific man-
agement. Anything less “sure” would violate the Cult of
Objectivity. Though the system is nearly worthless for
meaningful personnel decisions or sensitive supervi-
sion, it is objective, legally defensible, and therefore
good.

® A similar story can be told about standardized
student testing. Most standardized testing, which is the
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tail that wags the dog of education, accepts the premise
that human ability is always distributed along the classic
lines of the bell-shaped curve. Although nearly every-
body is expected to learn to walk, talk, and drive a car, it
is expected that a fixed percentage of the population
will not learn to read or figure, at least not very well. Test
items are not constructed to find out whether students
learned the most important things being taught, but to
array the student population in the proper configura-
tion. There are other kinds of tests that don’t do that—
norm-referenced tests, teacher-made tests, etc.—and
the right kind of standardized tests have an important
contribution to make. But the kind of tests the press
feasts upon are the ones that pay more homage to a
statistical abstraction than to the transmission of impor-
tant knowledge.

® A less obvious, but no less real, manifestation of the
Cult of Objectivity is found in the preoccupation with
“needs assessment.” A ubiquitous ritual in scientific
management, “needs assessment” is a tool that permits
managers to gather support for their hopes, dreams, and
budgets under the guise of objectivity. It is nearly always
a covert form of policy assertion. When parents com-
plain that the deck has been stacked, administrators are
generally unable to see that a simple value conflict is
occurring because they are so taken in by their belief in
their own objectivity.

® Subjective choices are also clothed as “objective”
choices when educators “identify” rather than “select,”
“prefer,” or “choose.” “We have identified six teachers to
serve on the curriculum revision task force” or “We have
identified three budget options for the coming year”
means that somebody has just made a significant value
choice but is keeping it a secret from others and himself
Middle-class parents are often fooled because they fre-
quently practice the same self-deception, but the rabble
is rarely fooled. They know that whatever has been
“identified” was predetermined by the subjective
desires of the identifier.

® A similar pattern can be found in the efforts to
objectify (and sanitize) how children’s feelings will be
handled by the schools. Indeed, instead of talking about
feelings, school administrators now talk about the
“affective domain”—and gripe endlessly about the pub-
lic’s resistance to it. But I believe it is not the realm of
feelings and values that most parents find objectionable;
it is the educationist interpretation of it. Often, it turns
out to be a presumptuous application of psychology to
the problems of student behavior, or else some popular
wisdom on the level of the Phil Donahue show. It is not
surprising, then, that practices undertaken in the name
of the “affective domain” have such a curious effect:
They enrage the right, and therefore stimulate the
assault on the barriers between church and state; at the
same time, they seem to permanently maintain the bar-
rier between thought and feeling. Fortunately for all of
us, this artificial separation of reason from heart is usu-
ally reconciled by the teacher in the classroom.

IV. The Denatured Curriculum

But the Cult of Objectivity, with its misapplication of
science, is not limited to bureaucratic practice. Far
more consequential for students (and distressing to
fundamentalists and other parents) is its effect on
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school curriculum. For if the Cult of Objectivity is part
of the warp of bureaucratic practice, it is also the woof of
the curriculum.

In history and literature, the big ethical questions of
life are less likely to be the focus of discussion than they
once were. In home economics textbooks, where
values are discussed, they are discussed only in psycho-
logical terms. Because philosophical ways of thinking
are given little legitimacy elsewhere in the curriculum,
biology—with its focus on scientific ways of thinking—
has become a target for parental discontent. Many par-
ents fear that the distinction between scientific knowl-
edge and moral knowledge may be left unclear in their
children’s minds, and therefore result in their children’s
religious beliefs being undermined.

In examining textbooks and curricula, particularly
with reference to their treatment of religious, meta-
physical, spiritual, or cosmic matters, this is what I see:

History. Beginning with history textbooks, where
one would hope the full richness of human experience
would be set down, several recent studies have found
the role of religion in history pared down to a mini-
mum.2 In my own reading of history textbooks, I find
that the few discussions of religion tend to be dry-bones
accounts of the observable behavior of various religious
groups: whether a group believed in one God or more;
whether a group was persecuted (they never say why);
that a group had to leave one country and go to another;
and what rules of social behavior applied. We learn that
this group put people in the stock, that group did not
allow dancing and drinking, and a third would not let
men and women sit together.

There is an almost total absence of any inside view.
Words such as faith, love, beart, soul, sorrow, pain,
pride, greed, or evil are almost never used. Reading
these textbooks, one gets the impression that religion is
nothing more than a fun spoiler, like parents and teach-
ers. There is not even a hint that there were compensa-
tions to believers who chose to subject their lives to a
force outside themselves. Without even that hint, it
would be difficult for any student to understand why
young Puritans didn’t just run away into the woods to
live with the Indians.

There are a few notable exceptions. One world his-
tory book, for example, deals sensitively with the devel-
opment of the Jewish concept of a loving God; with the
quest of the Greek philosophers for inner peace, truth,
and harmony with nature; with the Buddha’s quest for
the answer to human pain and sorrow. But even that
exemplary book ceased all references to religion on
about page 250 in a book of 750 pages. The Arab-Israeli
war, for example, is treated as though it were purely a
contest between nation states, not a war in which
religion played a major role. In American history books,
the civil rights movement is discussed either with no
mention or with the barest mention of the role of the
black churches in the movement. Avoidance of religion
is so extreme that textbook publishers even shun pho-
tographs of American towns that show church spires.
Reading these books, it would be possible to get
through an entire education and not know “your lotus
from your navel,” as theologian Harvey Cox has said.3

Literature. Three years ago, I did a survey of what
school districts were asking adolescents to read in
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English classes.4 There appeared to be no clear trend.
There were educators in both rich and poor districts
who believed that students got benefit from the classics.
But there were also educators from both rich and poor
districts who believed the classics “out of date” for
“modern” students.

Supervisors of English reported that many teachers
believe the purpose of literature study is to stimulate
discussion of contemporary political and social prob-
lems, and they therefore favor 20th century novels. Still
others believe that today’s teenagers respond only to
adolescent fiction that deals with issues such as preg-
nancy, divorce, and drugs. Depending on the beliefs of
the teacher and the district, it is possible, even in liter-
ature classes, for a student to escape the old books that
touch on the deeper issues of the human spirit.

Home Economics. If the role of religion and
values—indeed, all the deeper issues of the human
spirit—is given short shrift in the humanities curricu-
lum, where, then, are these issues taken up?

Curiously enough, it is in home economics textbooks
that values and the problems of living are most often
considered. I recently reviewed four of the five home
economics texts recently banned by Judge Brevard
Hand in Smith v. Mobile.5

I believe that few Americans would quibble with most
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of the advice offered in these texts. The consensus
values of honesty, tolerance, perseverance, and accept-
ing responsibility for one’s actions are stressed. But the
context and language in which these values are pre-
sented are exclusively confined to contemporary
sociology and psychology. And, as often as not, both
disciplines have been reduced in these texts to a
pseudo-scientific “pop” variety. The result is not only a
tepid and scientistic view of values but a view that often
collides with the values of religion.

The first chapters of the challenged textbooks are
devoted to a values education course. The books all
discuss values, goals, and standards—often using these
terms interchangeably. They discuss how to develop
personal maturity, how to get along with others, and
how to be a success in the world. The kind of advice
about dating, friendship, popularity, and grooming
offered in teen magazines a generation ago is now prof-
fered in schoolbooks as the fruit of inarguable scientific
research.

Schema that classify human needs, personality types,
developmental stages, and ego states are treated as
though they were facts based in nature, not constructs
of the human mind. For example, the four books I
studied all presented Abraham Maslow’s “hierarchy of
needs”—with “self-actualization” at the pinnacle—as a
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scientifically sanctioned prescription for living, rather
than as his particular description of successful individu-
als. There is not even a suggestion that other psychologi-
cal viewpoints exist, or that poets, playwrights,
novelists, theologians, philosophers, sages, or saints
have offered other clues to the problems of living. Even
for a “gut” course in high school, the material is pat and
simplistic; it is “pop” science, or scientism, at its worst.

In all these discussions about values and how to live
one’s life, such time-honored concepts as soul, spirit,
character, good, evil, greed, and envy are conspicuously
absent. One book discusses the value of religion, but its
value is instrumental only: Religion promotes personal
security and helps one weather the storms of life. There
is no suggestion in these books that many Americans
view life differently, that many people find fulfillment
through the subordination of the self to higher goals, or
that the source of authority for “values” may reside
outside the individual. There are no positive examples
of sacrifice on behalf of others.

Realizing one’s full potential is seen as the highest
good. Maturity appears to consist of departing from the
values of ones parents, church, and peers, although
nowhere is it suggested that it might also be necessary
to depart from the values implicit in the textbook.

With few exceptions, the ultimate authority on morals
and ethics is assumed to be the student’s own opinion.
Family and religion might “influence” one’s values, but
the books say each person must ultimately assemble his
or her own lists of “values.” The underlying message in
these books is that “you” are the most important thing in
the world.

Some examples:

“When you buy drugs illegally, you gamble on what you are
getting and how they will affect you. Its your decision.”®

“You need to form your own attitudes about alcohol. Your
attitudes may differ from those of your friends. But the impor-
tant thing is that you must make your own decisions.””

“What is right and wrong seems to depend more upon your
own judgment than on what someone else tells you to do. Of
course, laws must be obeyed. But beyond the law, you must
decide on your actions.”8

There is even a suggestion in one of the books that
acting in accord with one’s conscience might be neu-
rotic:

“Remember that adolescence is a time of trial and error. Too
strict a conscience may make you afraid to try new ventures
and meet new people. It may make you feel different or

unpopular. None of these feelings belongs to a healthy person-
ality.”®

Some Americans might endorse the view that “mak-
ing up your own mind” is an important message; some
might believe that preaching to the kids has no effect. I
submit, though, that the vast majority of Americans
would now think that these examples illustrate how the
“do your own thing” ethic has gone too far. Even if
authors and editors are reluctant to cite God, the
church, or historical experience as guides to action,
surely it would be permissible to follow the advice
offered by Dr. Robert Coles,10 a child psychiatrist
deposed by the attorneys for the state board of educa-
tion (against the religious right) in the Alabama secular
humanism case: “Writers ought to share with children
the hazards of appealing mindlessly to the self”
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The Alabama parents who challenged these books not
only disapproved of the values portrayed, but saw those
values as another instance of the schools’ secular
humanist conspiracy against religion.

They are wrong about the conspiracy. After all, the
ideas and techniques in these books have been appear-
ing in popular magazines for decades; they are even
being used by church counselors. But while few would
share the view that a conspiracy is afoot, a growing
number of Americans are taking exception to the values
served up by these books.

The Crucible of Biology. Because the big questions
about the meanings and purposes of human existence
are not posed elsewhere in the curriculum, science—
and especially instruction in evolution—has been left
particularly vulnerable to attack. When no distinction is
made in the science class or elsewhere in the curricu-
lum between the realms of scientific belief and moral
belief, between proximate, scientific origins and ulti-
mate origins, between “nature” limited to the physical
and “nature” including the transcendental, it is not
unreasonable to assume that students may be led to
believe that science and religion are irreconcilable or
that scientific thinking is more legitimate and valuable
than religious or philosophical thinking. It is therefore
no surprise that some parents fear the schools are
undermining their children’ faith.

But Langdon Gilkey,1! a theologian who has testified
against teaching creation science for the American Civil
Liberties Union, points out that such fear is unnecessary
for most religious Americans. There has been, he says,
an intellectual reconciliation between modern the-
ology and modern science. Unfortunately, it is one of the
best-kept secrets in America, rarely discussed in
churches or schools. While the churches should bear
their fair share of responsibility for remedying this
widespread ignorance, the schools, if only as a matter of
intellectual integrity, also need to address the issue.

How the issue should be addressed is of prime impor-
tance. Many on the religious right call for teaching
“creation science.” But “creation science” is an unac-
ceptable remedy. It is religion masquerading as science
and as such has no place in the curriculum. Further, it
promotes one particular religious viewpoint—that of
biblical fundamentalists—in violation of the First
Amendment. The Supreme Court’s recent decision to
ban “creation science” from the public school curricu-
lum is therefore heartening. But it does not provide
students with the knowledge that there are questions
that science does not ask and cannot answer.

Nor is help in addressing this issue likely to come
from scientific quarters. In an understandable effort to
protect the integrity of their discipline from creation
science, the National Science Teachers Association
voted in 1985 to oppose the inclusion in “the body of
science education, including textbooks,” any tenets that
fail to meet their three-pronged list for a valid scientific
theory.12 This means that the tenets of scientific method
can be fully explained, which is good; but additional
ways of knowing the world—through philosophy,
religion, or literature, for example—must not be men-
tioned in science class.

The result is an intellectual impasse in science educa-
tion, particularly in biology: students learn neither evo-
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lutionary biology* nor the boundaries of science. A full
treatment of evolution isn’t in the textbooks because the
fundamentalists don’t want it; a clarifying and explicit
discussion of the parameters of scientific knowledge
isn’t there because the scientists, fearful of giving an
inch that will become a mile, don’t want it. The students
are the losers. Students are taught the staccato facts of
biology without the over-arching evolutionary theory
that would make the facts meaningful and interesting.
Also, they are given no help in sorting out the dif-
ferences between science and religion. While no teach-
ing solution would satisfy the minority of Americans
who prefer a literal interpretation of the Bible, the vast
majority of Americans could be satisfied by a science
course that came to grips with what is in the province of
science and what is not, thus dissolving the unnecessary
conflict between science and religion.

V. Responding to the Discontent

I believe that the many-sided agenda of the religious
conservatives—tuition tax credits, vouchers, prayer in
the schools, equal access, scientific creationism, the
Hatch amendment, and the home schooling move-
ment—began as an inchoate protest against the Cult of
Objectivity and the denatured curriculum. The contem-
porary round of protests began in Kanawha County,
West Virginia, 15 years ago as a plea for traditional values
and a complaint about students’ being emotionally
manipulated by pop-psychology games. The schools
could have backed away from the cultural imperialism
inherent in many of the curriculum reforms of the
1970s. Instead they—or those who purport to speak for
the schools—branded the parents as censors and dis-
missed them as reactionaries. The schools might have
allocated an hour or two to tell students that there were
mythic, religious, poetic, and metaphorical explana-
tions for the origin of life and realms of knowing outside
of science. Had they done so, “creation science” might
never have attracted the support it did.

Aspects of the New Right/fundamentalist agenda are
dark, bigoted, and anti-intellectual. But before dismiss-
ing their entire agenda out-of-hand, we need to
remember that some of their causes — including their
protests against positivism, behaviorism, scientism, and
scientific management — have already won acceptance
in less extreme segments of society. The barrenness and
one-sidedness of much of the curriculum is now the
subject of commentary across the political spectrum.

The ability to attend to the mysteries of life, to confess
ignorance or partial understanding, is not part of the
present system of education. To the contrary, the curric-
ulum supposes that all problems are solvable, and that
view undoubtedly contributes to despair and cynicism
when students find out that it is not true. Ignorance of
the world’s religions and of the timeless human issues
portrayed in the humanities not only predisposes young
people to opt for the high-tech, me-first values being
promoted today, but leaves them helpless to understand
the powerful forces at work in the world—and in them-
selves.

*Most recently, the State of California refused to adopt any
K-8 science textbooks; among the reasons cited was the
failure of the texts to adequately deal with evolution.
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Cultivating the habits of reason and rational thinking
are no doubt a prime responsibility of the schools. It is
no exaggeration to say that modern society, and
especially democratic society, rests on a citizenry that
can think about issues logically and reasonably. But
most people also agree there is more to life than what
science and reason can explain. Cultivating in students
the desire and the capacity to ponder life’s ultimate
questions, unamenable as they are to scientific inquiry,
should be of equal priority to the schools.

A new push for values education that focuses on a
narrowly drawn core of citizenship values will not be
enough. We need to strengthen the humanities, because
it is only there that students learn that an inner life
exists. It is only there that students are exposed to the
complexities of the human dilemma and to the language
of heart and soul, right and wrong, good and evil. We
need to learn how to teach about religion in ways that
will pass constitutional muster and satisfy most parents.
And we need to support efforts to raise the standard of
science education—one effect of which will be that
students will be more able to distinguish genuine sci-
ence from “pop” science and scientism.

None of this will be easy, nor will it be accomplished
quickly. Educators, in league with philosophers, scien-
tists, and theologians, need to create better forums for
serious and tolerant debates that can nurture a new
consensus about how schools can portray the nature of
human life and the range of human aspirations. O
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DEMOCRACY’S JEWISH
AND CHRIS ROOTS

What World History Textbooks
Don't Téll You

By PaurL GAGNON

HE MORAL and ethical principles of Judaism and

Christianity make up the core of the Western intel-
lectual and literary tradition. They lie at the heart of
most subsequent world ideologies, even those deter-
minedly antireligious. The great debates over right and
wrong, over justice and injustice, and over the place of
the individual in society and history are rooted in what
Greeks, Jews, and Christians believed to be true of
human nature and human needs. Yet the basic ideas of
Judaism and Christianity are all but ignored in some of
these texts and only feebly suggested in the rest.

How is this lapse to be explained in books whose
purpose is to acquaint students with the essence of each
world culture? One possibility is that the authors take
for granted that students have already absorbed from

Paul Gagnon was chairman of the History Depart-
ment at the University of Massachusetts/Boston from
1986-87. He has served as a member of the Paideia
Group and as an instructor at teacher institutes spon-
sored by the National Endowment for the Humanities.
He now serves as advisor to AFT’s Education for
Democracy Project. This article is excerpted from
Democracy’s Untold Story: What World History Text-
books Neglect, a study of how five textbooks handle
the basic ideas of democracy. The study was made
possible through grants from the U.S. Department of
Education, the California Department of Education
and other foundations.
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family, church, or prior schooling the bases of Western
religious tradition. This might explain their tendency to
devote substantially more space and explanation to
Islam, Buddhism, and Confucianism. It might also
explain the broad, demanding review questions they
pose, asking students, in one example, to “compare the
basic teachings of Christianity and Islam” from a text
(Wallbank) that devotes one sentence to Christian
teachings ( “Like other Jews, Jesus condemned violence
and selfishness and taught doctrines based on broth-
erhood”) but nearly two pages to those of Mohammed.

Or are the authors overwary of possible accusations
of religious indoctrination? But then again, why should
they be? This is not a matter of presenting the main
tenets of Judeo-Christian faith and dogma as true or
untrue. That is not the business of historians. Their
concern is with the history of ideas at work, their power
to move people to action—and to other ideas. Students
much younger than those of the 9th and 10th grade are
well aware that the truth is very often less important
than what people think is true. It is, after all, the very
engine of TV soap opera. We examine ideologies such as
Marxism and fascism with great care, not because we
believe them or wish to convert our students, but
because they are forces in history and they, in turn, have
been shaped by historical events. There is no less reason
to examine Judaism and Christianity. Textbooks should
hardly eviscerate themselves just to avoid displeasing
readers who cannot tell the difference between
religious instruction and the history of ideas.
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OR WHATEVER reasons, these texts do fail. In Wall-
bank, referred to above, the Jews co not get so much
as a boldface heading (as the Hittites do). We find four
paragraphs summarizing their history from Canaan to
the Diaspora and only one dealing with religious ideas.
There is mention of monotheism and the Ten Com-
mandments, from which “prophets developed some of
the noblest rules of human behavior.” But the Ten Com-
mandments are not listed, and we are given only one
sentence of ncble rules from Micah: “Only to do justly,
and to love mercy, and to walk humbly with thy God.” To
accompany the single sentence on Christian teachings
cited above are two pages of narrative on the lives of
Jesus and Paul, the fate of Christians in Rome, and the
organization of the early Church. Mentioned are the
Nicene Creed, the New Testament, the letters of Paul,
and Augustine’s City of God, which “provided much of
the foundation of Christian theology.” But in all this,
there is not a word of substance about Christian ideas.
Kownslar is much the same. The Ten Commandments
are not listed, only described as governing “the actions
of the Hebrews in their religious, family, and community
life.” Ethical monotheism stirred “good behavior in indi-
viduals—both in their personal lives and toward oth-
ers.” The single passage on Christian belief follows:

He taught that the Ten Commandments of the Hebrews
were a guide to proper living, Jesus also taught that all
people are equal in the eyes of God, that everyone should
love God above all else, and that they should treat others
the same way they would wish to be treated. The teachings
of Jesus, together with those of the Hebrew religion, which
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formed the foundation of much of his preaching, mzke up
what is called the Judeo-Christian tradition.

Beers and Roselle, texts that are somewhat stronger
on ideas throughout than are Kownslar and Wallbank,
begin by listing the Ten Commandments (though not by
number, a lost chance for a bit of cultural literacy ). They
also present more remarks on Hebrew respect for the
individual and on concern for the poor and weak. Both
also devote substantially greater space to Christian
teachings, citing the message of the Sermon on the
Mount and suggesting the emphasis of the “New Law”
on love of all human beings and on the equality and
dignity of all. Mazour, having promised readers in the
Introduction that they would “learn about the power of
ideas, such as the belief that every human being has
worth and dignity that must be respected,” fails to say
that the belief is at the heart of Judaism and Christianity!
Although the text includes a box noting that reading
Scripture is helpful to understanding faith, not even the
Ten Commandments are listed, only mentionec. Ethical
monotheism is described in two sentences, then pro-
claimed as “the most important contribution of the Jews
to Western civilization.” Christian teachings are pre-
sented in 12 lines, all on love and forgiveness.

BSENT FROM all of these accounts is the fundamen-

tal Judeo-Christian notion of human nature as a

complicated mixture of worthy and unworthy ele-

ments, active impulses toward both good and evil. Also
(Continued on page 40)
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WHY “BACK TO BASICS”
ISN'T GOOD ENOUGH

Sidney Hook Reflects on His
Teacher John Dewey and The
Philosophy of Progressive Education

IDNEY HOOK is one of the 20th century’s most

influential writers on American public affairs and
education. Born of immigrant parents in 1902, Hook
completed bis elementary and secondary education in
the schools of the Brooklyn ghetto. In 1924 he began
studying philosophy at Columbia University, where he
became a star pupil of Jobn Dewey, then America’s
Jforemost philosopher and educational theorist. HOOR
went on to have a distinguished academic career, first
as professor of philosophy at New York University,
then as a senior fellow at Stanford University’s Hoover
Institution.

Hook is, however, perbaps best known for his writ-
ings on public affairs, undertaken at a time when
most professional philosopbers regarded the field as
unscholarly. Hook debated the great issues of the 20th
century—war and peace, democracy and total-
itarianism, capitalism and socialism—uwith many of
the most significant minds of his generation, includ-
ing Bertrand Russell, Albert Einstein, Noam Chomsky,
and Jobn Kenneth Galbraith. In 1984 be received the
Jefferson Award from the National Endowment for the
Humanities for bis distinguished achievement in the
bumanities.

Like his mentor Jobn Dewey, Hook became an
important educational theorist as well as a phi-
losopher. Called “one of the most influential class-
room teachers of his generation” by Stephen Cahn,
Dean of City University of New YorkR’s Graduate
School, Hook is perbaps one of the very few major
intellectuals who bas taught at the elementary, high
school, college, and graduate levels.

Thomas Main is a student at the Kennedy School of
Government at Harvard University. His writings have
appeared in The New York Times, The Wall Street Jour-
nal, and The Public Interest.
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Ever since bis experience as a public school student
in the early 1900s convinced him of the backwardness
of old-fashioned education, Hook has fought for edu-
cation reform. Today Hook is known as the foremost
exponent of the philosophy of progressive education
as developed by Jobn Dewey in Education and Democ-
racy.

In his newly published autobiography, Out of Step:
An Unquiet Life in the 20th Century,! Hook describes
his experiences as a student and teacher in New York
City’s school system before the era of progressive edu-
cation. In this interview, conducted by Thomas Main,
Hook summarizes those experiences and reflects on
the contributions and failings of progressive educa-
tion.

Main: Would you describe what it was like to be a
Student in New York City’s elementary schools in the
days before progressive education?

Hook: Remember, my elementary school experience
took place before World War 1. In those days, before
Dewey’s theory of progressive education had any vogue,
the students were regarded as empty pitchers into
which teachers would try to pour some knowledge.
Teachers were expected to act like martinets in their
classrooms. Students were expected to rise and sit —
even breathe — on command: Open the windows;
breathe in; breathe out.

There was corporal punishment as a matter of course.
In the public school system, where there was no coed-
ucation, if the boys got out of hand, they were slapped
and sometimes whacked with a ferrule. But more
serious than punishment by the teachers was the
punishment meted out by parents if a teacher com-
plained to the parents. In the slum in which I lived, there

' Out of Step: An Unquiet Life in the 20th Century. New York, Harper
& Row, 1987.
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Teaching was mechanical and
done mostly by rote . . . We were
bored—utterly bored.

were Italian boys, Irish boys, German boys, Jewish boys.
They all lived in holy terror of their parents.

There was quite rigorous control over attendance. If a
kid was on the street between nine and three any adult
could, and would, question him with “What are you
doing out of school?” Only an emergency could serve as
an excuse.

Teaching was mechanical and done mostly by rote.
Those of us who had discovered reading on our own
found our educational experience a trial. We were
bored—utterly bored. An attempt was made to differen-
tiate among certain students, and occasionally there
were classes for bright students, or students would be
permitted to skip a grade. But my own memory of
school was that it was a perpetual bore to such a degree
that on occasion I would hope it would burn down so
we could be relieved of the monotony of attendance.

My problems with teachers resulted from my lack of
attention to drill. The teachers would normally aim
their instruction at the most backward student. Con-
sequently, the repetition became quite a trial to the
ordinary student and a torture to the advanced student.
That was the predominant quality of my educational
experience, which began maybe in 1907. There was
little joy or adventure in learning.

Main: Did the students learn anything? Perbaps
someone would say, in defense of those days, “There
was strict discipline, but the kids learned because we
cracked down.”

Hook: Well, the kids learned despite the system. I
have a very vivid memory of reading “Chicken Little”
without turning a page of the book. I had heard it so
often that I knew it by heart. Maybe my brother or sister
taught me. But I don’t remember that we were ever
taught how to read in the classroom. We were taught
how to spell with flashcards. There were periodic tests.
A great deal of emphasis was placed on handwriting and
on being legible. Punishment often consisted of being
required to write 100 times or 500 times, “I shall not
talk to my neighbor” or “I will try to be punctual in the
future.” Those were the kinds of peripheral annoyances
we endured. Our central impression was that schooling
was a disciplinary experience we had to survive to
become properly grown up.

Recess was enjoyable. The best of times took place
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when the teacher left the room. Then bedlam broke
loose. But as soon as the teacher re-entered, we all
scurried to our seats and were very well behaved little
gentlemen. I think the students learned, but they
learned only the minimal things necessary to get pro-
moted to the next grade.

I recall when I went to elementary school that we
discussed whether the earth was round or not. We were
given reasons to believe that the earth was round. One
of the reasons was that you could circumnavigate the
world—when you went in one direction you came back
to your starting point. Well, I recalled watching an ant
crawl around a cube of sugar; it too returned to its
starting point. So I pointed out to the teacher that if the
world had any shape, you could still get around it.

My question was not received in a very positive spirit
nor used as a vehicle to greater understanding. The
teacher made me feel I was a smart aleck.

Main: What do you make of today’s “back to basics”
movement?

Hook: I welcome the so-called “back to basics”
movement if it draws attention to the importance of
basic subject matter, which has been neglected recently.
But if the back-to-basics supporters imagine that our
important educational and social problems will be
solved if only we emphasize the mechanics of reading,
writing, and arithmetic—as these were taught in the
“good old times"—I believe they are mistaken.

There must be attention to the subject matter, but
there must also be recognition of the key role of the
teacher. At no time can we lose sight of the fact that we
are teaching not only subjects but children. Our pri-
mary end in education is to stimulate the intellectual
and emotional growth of our students so they acquire
the power to learn and grow from the experiences they
will encounter after their formal schooling has ended.

A TRl b
Those who want to return to the
educational system of the 19th
century . . . overlook the complexity
of our society and the diversity of
today’s students.

Those who want to return to the educational system
of the 19th century—which consisted mostly of rote
drill—overlook the complexity of our society and the
diversity of today’s students. It’s largely through the
school system that these students must absorb a sense of
community and a democratic ethos.

Main: Tell us very briefly, what were Dewey’s princi-
Dles of progressive education?
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Hook: Dewey's principles of progressive education
can be summarized very simply in four propositions.
The first is a concern for the educational development
of every child in the class—not merely the bright ones
who have their hands up even before the question is
asked. It is always easy for the teacher to call on the
quick ones and ignore the rest. But Dewey said you
should treat every child as if he were your own.

Secondly, Dewey maintained that learning was a psy-
chological process and that it was possible to determine
on scientific grounds which methods were most effec-
tive in conveying what had to be learned and in instilling
the intellectual habits helpful to recognizing and solv-
ing problems.

Thirdly, Dewey maintained that successful learning
depends upon arousing the interest of the child in the
subject matter. That’s why, from Dewey’s point of view,
the function of the teacher was so important: He could
present the material in a way that would engage the
interest of the student. The student would then become
self-motivated, creating a point of departure for
developing other areas of interest.

Fourth, Dewey felt teachers should organize the class-
room in a way that promoted a sense of democratic
citizenship and not just mere competition among stu-
dents—although he had no objection to competition in
its proper place, such as in spelling bees or athletics.

Main: When you began teaching did you apply
Dewey’s methodology?

Hook: I began to teach imbued with the ideas of
progressive education and I tried to apply them in the
Williamsburg slums in which I first taught.

Main: Did those ideas work in the classroom?
Hook: Well, yes, within narrow limits. I'm not sure
that my experience can be taken as a guide.

Main: Tell us about your experiences as a teacher.

Hook: My first class was in Public School 43, in the
spring of 1923. I still recall the principal, Mary McQuirk,
saying to me when she assigned a special class of stu-
dents to me, “We don’t care very much what you teach
them, so long as you keep them quiet.”

Main: She didn’t even say: “As long as you teach
them something”—the goal was just to keep them
quiet?

Hook: Yes, that’s right. The students had been consid-
ered disciplinary problems. They were in something
called the school Opportunity Class—a name devised
to disguise the fact that they were regarded as somewhat
retarded. But I think they were just slow and unin-
terested, just waiting for their working papers so they
could leave school for the world of work. They were
tough and burly compared to the other students. For
those days they were a tough lot, but they had only
cigarettes and knives, no drugs or guns. My challenge
was to motivate them to acquire knowledge even
though they could not at first see its importance.

Main: How did you do that?

Hook: I must confess that I used my judgment and
disregarded the syllabus that instructed me to teach
them certain things at a certain time in a certain way. I
introduced every topic by imaginatively tapping into
their experience, often using stories.
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It is amazing how you can get the interest of students
if you use color and imagination. For example, they
were all crazy about baseball. I taught them how to
calculate batting averages, and they learned percen-
tages. I taught them American geography by showing
them where their favorite teams came from and teach-
ing them some history of the regions. They learned fast.
I was supposed to'teach them about South America, but
I am afraid I really didn’t.

I still remember that they didn’t understand what
latitude and longitude were. I said, “Suppose you were
to take a boat and go far past the city’s harbor. How
would you know where you were? If you were lost, how
would you find yourself with no streets and no ave-
nues?” Then they understood that latitude and long-
itude were extensions of the idea of streets and avenues,
and we would go on from there.
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I taught them bow to calculate
batting averages, and they learned
percentages. I taught them
American geography by
showing them where their favorite
teams came from.

But you can’t make everything fun. Learning arith-
metic requires drill, and that’s not always fun. Then you
had to somehow make the students feel that their sweat
was for a worthwhile ultimate goal. With baseball or
basketball, they could see that practice and sweat were
necessary to become first rate. Some drill is unavoida-
ble; the trick is to get the student to recognize its
necessity.

Main: You said that sometimes you disregarded the
required curriculum—uwhbether it was about South
America or something else. If you thought the class
was interested in something else, you taught them
about that. Does this imply that teachers need greater
autonomy in their teaching?

Hook: There are limits, of course. We don’t want
teachers to choose their subject matter based on their
own interests—or we could have teachers teaching all
about, say, cathedrals in Europe, and not about anything
else. There has to be a skeleton, a structure, a body of
knowledge that you expect students to know and teach-
ers to cover. But there also has to be encouragement of,
and room for, improvisation, especially in devising
approaches that will engage student interest.

Main: I've beard it said that Dewey believed teachers
should be passive, that they should let nature take its
course.

Hook: By no means! Even when a teacher does not
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intervene in the learning process, that is a result of a
conscious decision. The teacher should be active all the
time. Sometimes he will not do the talking but will
encourage the students to talk. Or sometimes he won’t
answer a question; he’ll reply with a different question
—because he wants the student to figure out the answer.
The idea that the teacher should not participate actively
in the teaching process is a perversion of the legitimate
position that the teacher should not dominate the edu-
cational process by lecturing to the students or dictat-
ing the answers.

I still recall the days when the alleged followers of
Dewey said the teacher shouldn’t interfere while a child
was working, that the teacher should wait for the child
to come to him—in effect, that the teacher had no role.
That’s nonsense, and it’s a misinterpretation of Dewey.
The teacher has to be aware all the time, and that’s why
teaching is a more trying process than most non-teach-
ers realize. Many teachers are exhausted by the end of
the week because of the drain on their nervous energy.

I think in the pre-progressive days the creative role of
the teacher had been neglected. I understand Dewey to
have said that creativity is terribly important because
the teacher must empathize with not only the quick
learner but with the slow one. This involves foresight
and a superior type of person.

Further; it is important for the teacher to remember
that in order to develop the personality of students he
has to teach them something; he has to teach them
subject matter. It is not enough, you see, to make things
interesting. Some people have misguidedly interpreted
Dewey as saying the educational process should be one
in which students are enjoying themselves all the time.
Dewey didn’t mean that. What he meant was that stu-
dents could find some enjoyment in learning, and it was
the teacher’s responsibility to find those methods and
approaches that would make that possible.
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Some people bhave misguidedly
interpreted Dewey as saying the

educational process should be one
in which students are enjoying

themselves all the time.

There have also been simple and vulgar misin-
terpretations of Dewey's dictum that we learn by doing.
He meant that if you want to have factual knowledge,
then at some point you have to perform something like
an experiment to test your belief But some people
interpreted this to mean that all doing is a form of
learning, which is absurd. You can do busy work and
learn nothing at all.
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Main: Now that we are talking about the role of the
teacher, let me ask about teacher preparation. Accord-
ing to the principles of progressive education, how
ought a teacher be prepared to teach? What does be or
she have to learn?

Hook: That’s a subject on which there are differences
among educators who profess to follow Dewey. I can
only speak for myself here, not with the authority of
Dewey.

In preparing teachers for any subject, practice cannot
be emphasized too much. I have met people who have
gone from a teacher’s college into a classroom and yet
don’t know how to get the attention of a class, don’t
know how to treat the potential trouble maker in the
class, don’t even know how to prepare a lesson plan.
Most people who teach in universities, for example,
have never taken a course in teaching. Some of the worst
teaching takes place on the university level, because the
assumption there is that anybody who knows some-
thing can teach it. This is a profound error.

Teaching is an art but one that can be learned and
improved. Therefore, I would stress the practical
aspects of teaching and have student teachers train
under the supervision of experienced teachers.

It doesn’t follow that if you studied psychological
theories of learning that you will know how to improve
the learning capacity of a child. To do that you must
observe a master teacher in operation and you must take
over a class yourself and have your teaching subjected to
evaluation by sympathetic people who are there not
merely to point out your errors but to help you succeed
in your educational mission. Also, the rewards of teach-
ing are not commensurate with rewards in other fields.
Dedication is not enough to get people to give up a
rewarding post elsewhere for a triumph in a difficult
ghetto school. But it may not be feasible to pay enough
to recruit the required number of people of high caliber.
If I were to set out to reform the educational system
today, I would try to recruit a core of highly qualified
and dedicated people who otherwise would go into
professions more prestigious than teaching.

Main: Progressive education is sometimes blamed
Jor some of the problems our public schools have had.
What do you make of that charge?

Hook: Dewey’s ideas of progressive education were
never implemented in the public school system, but
they were implemented in certain private experimental
schools. Some of those schools fell under the influence
of extremists who interpreted Dewey’s philosophy of
education as if it were completely child centered and
encouraged the child to express himself in sort of a
Rousseauistic way. Whatever the child was interested in
was legitimate, and there were no “bad” interests.

Further, these schools were hyper-individualistic,
even though the teachers preached a lot about social
responsibility. To be fair, the schools tried to organize
themselves democratically, so at least the student’s indi-
vidual desires were subject to some outside force—
mainly the opinion of their classmates. But still, the
teacher was not regarded as having more authority than
the students. Further, they overlooked the obvious fact
that in some disciplines you have to have drill, for exam-
ple in foreign language and with multiplication tables.

(Continued on page 42)
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HOW FIVE (PARITY TRUE)

MYTHS CAN HELP TEACHERS
TEACH ABOUT THE
CONSTITUTION
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By Davip NicHOLS

URING A casual conversation with a student who

had taken several of my undergraduate courses in
American politics, the student asked, to my dismay—
which came first, the Declaration of Independence or
“that other one.” The other one she was referring to was,
of course, the U.S. Constitution. Most Americans know
of the Constitution’s existence (and on good days they
can even remember its name ), but beyond that, not a lot
is generally known. As we approach the 200th anniver-
sary of that “other document,” it's worth thinking again

David Nichols is Research Associate at Catholic Uni-
versity and Acting Adjunct Professor at Claremont-
McKenna College in Claremont, California. He is cur-
rently writing a book on the presidency and the consti-
tution.
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about how we can help our students better understand
it.

One way to teach about the Constitution is to begin
with the popular mythology that has grown up around
the document. In referring to these popular beliefs as
“myths,” I do not mean they are totally false; myths have
always pointed to at least a partial truth. For example,
one would be hard pressed to find an actual wound from
Cupid’s arrow, and one would not want to rely solely on
the myth of Cupid as a guide to love and marriage. But
the story of the blind archer may provide a better begin-
ning point for the study of love than more scientifically
rigorous approaches.

If we assume that myths provide explanations or
answers, we will be disappointed; but if we can use
myths as a beginning point, to provide questions that
provoke debate, we may be able to lead students down
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the road to a deeper understanding of the subject at
hand. Below are five myths I've been able to put to good
use.

EFORE TURNING to the Constitution, however, we

must first confront the most pervasive myth about
American government: that its foundation is found in
the Declaration of Independence.

Americans remember the Declaration because it pro-
claims their independence and freedom and rejects
tyrannical government. Virtually every American,
regardless of party or ideology, accepts this notion that
freedom—understood in the terms of rights—is the
legitimate end of our government. While the definition
of freedom may differ from one part of the ideological
spectrum to another, the language of freedom and rights
remains constant. The Declaration is popular because it
declares our freedom. The problem is: The Declaration
does not establish a government. In fact, the Declara-
tion’s emphasis on the abuse of political power reflects a
certain suspicion of government. From liberal fears of
the military-industrial complex and invasions of the
right to privacy to conservative fears of a large national
government’s interference in the economy and in local
politics, there remains, among most Americans, a com-
mon distrust of political power.

On one level we know that government is necessary
to protect our freedom. On another, we fear that govern-
ment inevitably conflicts with our freedom. It is this fear,
I believe, that leads to the neglect and distortion of the
Constitution—and to the contemporary mythology sur-
rounding it.

Myth 1: The heart of the Constitution
is the Bill of Rights.

Ask the man on the street or the student in the
classroom to tell you something about the Constitution,
and you will likely hear about freedom of speech, free-
dom of religion, or even the right to bear arms. Insofar as
the Constitution is present on the surface of the Amer-
ican consciousness, it is there as a statement of the limits
of government power as expressed in the first 10
amendments. Usually forgotten, if ever it was known, is
that the Bill of Rights was not a part of the original
Constitution. It was added after ratification in order to
address criticisms made by the anti-Federalists who
opposed ratification.

The original Constitution established the structure of
government and went no further; most of the framers
thought the proper structuring of government would
render a Bill of Rights superfluous. Since then, the Bill of
Rights has come to play an important role in American
political life, but students should know that it was, at
least in some sense, for some people, an afterthought.

The contemporary emphasis on the Bill of Rights
exemplifies our skepticism toward the Constitution.
The Bill of Rights is meant to restrain government, while
the body of the Constitution empowers it. Lets not
forget that while the Constitution may in fact limit
government power, the driving force behind its creation
was the need for greater government power. The Arti-
cles of Confederation had failed because enforcement
of Congressional decisions depended on the good will
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of the states. Such a system was truly consistent with the
fear of government power, but it proved unworkable.
The Articles provided no protection against foreign
enemies, disputes among the states, or the factions that
arose across state lines. Under the Articles of Con-
Jfederation, America had “that government that governs
least.” But it became increasingly obvious that under
such a government no one’s rights would long be
secure.

How much government, how it should be structured,
what kind of limits should be placed on its powers—
these questions were all debated at the Constitutional
Convention. And they still need to be debated today;
students need to consider the tension between needing
a government to preserve liberty and wanting to pre-
serve liberty by limiting government.

Myth 2: The Constitution was created by
reactionary commercial interests in order
to maintain the status quo.

Some have understood the Constitution as an
empowering document, but they have questioned the
motives of the men who created a powerful constitu-
tional government. Since the turn of the century, pro-
gressive historians such as Charles Beard have cast the
founders as wealthy merchants who feared the demo-
cratic attitudes unleashed by the Revolution. According
to this view, the Constitution rejected the principles of
democracy that animated the revolution.

This myth persists even though later historians have
undermined its central thesis. Although the major sup-
porters of the Constitution were wealthier and of higher
social status than the average American, the same was
true of the Constitution’s leading opponents. Neither
support for, nor opposition to, the Constitution can be
explained strictly in terms of economic interests. As is
true today, opinion leaders at both ends of the political
spectrum were drawn from the wealthier members of
society.

Why has this myth persisted in the face of such con-
trary evidence? Because it seems logical that society’s
wealthier members have a greater stake in political sta-
bility than do its poorer ones. Wealthier citizens simply
have more to lose from instability. But missing from this
argument is the equally compelling logic that, without
strong government, the power of wealth to oppress the
poor goes unchecked.

Government can become a tool of wealthy interests,
but students should recognize that, for at least two
reasons, the interests of the wealthy may not be homo-
geneous. First, economic interests alone do not deter-
mine political opinions: The film careers of Ronald
Reagan and Jane Fonda have led to vastly different politi-
cal opinions. Second, in determining economic or polit-
ical interests, different kinds of wealth may be as
important, or more important, than different amounts
of wealth. The framers believed that a nation stretching
across such diverse regions, and enfranchising such a
socially and economically diverse group of citizens,
would create a variety of opinions and interests so great
that no permanent tyrannical majority could form. As
James Madison explained during the ratification debates,
coalitions would be constantly forming and constantly
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changing, depending upon the particular issue at hand.
No single majority of individuals would be able to agree
on everything over the long term. The diversity of inter-
ests was presumed to provide an important support for
freedom.

The question that legitimately arises out of Myth 2 is
the extent to which the Constitution does protect the
established interests of the wealthy and the extent to
which it protects the exercise of individual rights by the
rich, the poor, and the middle class.

Myth 3: The structure of the Constitution
is antidemocratic.

According to this view, the Revolution and the Decla-
ration of Independence supported true democracy; the
Constitution pulled the nation away from it. Many of the
governmental structures, it is said, were designed to
thwart rather than express the will of the people. The
House of Representatives, the most democratic branch,
would now be checked by the Senate, which would be
elected not by the people but by the state legislatures.
Both houses were to be checked by the president, who
was to be elected by a special electoral college. Finally
there was the Supreme Court, chosen for life by the
president and subject to no form of electoral account-
ability.

Were these qualifications of direct democracy really
designed to thwart majority will? Let us take the most
frequently cited example, the electoral college. Why do
we have an electoral college? Every student and every
teacher knows the standard answer: the framers of the
Constitution thought the people too stupid or ill
informed to make a wise presidential choice. To support
this claim, we are often treated to quotations from Con-
vention delegates such as George Mason, who said: “It
would be as unnatural to refer the choice of a proper
character for chief Magistrate to the people, as it would
be to refer a trial of colours to a blind man.”

It is true that some Convention delegates echoed
Mason’s distrust of popular selection. But what most
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commentators neglect to mention is that the four dele-
gates (and there were only four) who expressed such
distrust did not support the electoral college. Roger
Sherman, George Mason, and Charles Pinckney believed
the president should be elected by the legislature, and
Elbridge Gerry and Mason rejected the Constitution
entirely. The electoral college was the brain child of
those who spoke #n favor of popular selection. But if
they favored popular choice, why didn’t they favor a
direct popular election? Answer: Because there were
practical and political problems. First, the electoral col-
lege allowed for compromise between the small states
and large states. With the electoral college, the grand

\« compromise that allocated House seats on the basis of

population and Senate seats equally to all states could be
carried over to the presidency. Second, as Madison (an
ardent supporter of both popular election and the elec-
toral college) explained, the different election laws in
the different states made a simple direct election diffi-
cult; to have tried to reconcile those differences at the
Constitutional Convention would have proved fruitless.
Finally, some delegates probably did support the elec-
toral college in the belief that it would prevent direct
popular election. But history has proven them wrong; as
Gouverneur Morris accurately prophesied, the elec-
toral college has given rise to an essentially popular
national election.

LL OF this may be of mild historical interest, but

why should students, or any one else for that mat-
ter, be interested in this issue today? Much of the impe-
tus for 20th century political reform—for example, the
move toward primaries and away from caucuses in nom-
inating a president—grows out of a desire to overcome
the impediments institutional structures place in the
way of pure democracy. To argue that the founders
sought to create a democratic selection system or that it
has proved to be democratic in operation does not settle
the question of how direct or how simple our demo-
cratic methods of selection should be today. But by
recovering these arguments, students can see that creat-
ing a democratic government may be more complicated
than they originally thought it to be; the goals of demo-
cratic participation and majority rule do not, unfor-
tunately, translate automatically into workable institu-
tional arrangements.

Myth 4: The Constitution sanctioned
the worst kind of tyranny—slavery.

According to no less a Constitutional expert than
Supreme Court Justice Thurgood Marshall, the Consti-
tution was a racist document that condoned slavery.
Marshall questions whether Americans, particularly
black Americans, should be willing to celebrate such a
document.

Marshall is of course referring to the fact that the
Constitution supported the fugitive slave laws, allowed
the importation of slaves for 20 years after ratification,
and counted each slave as three fifths of a person. Mar-
shall follows in the tradition of another great American,
the young abolitionist and former slave Frederick Doug-
lass, who complained that “I had rather that my right
hand should wither by my side than cast a ballot under
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the Constitution of the United States.” The Constitution,
he claimed, was a “most foul and bloody conspiracy”
against the rights of slaves.

Unlike Marshall, though, Douglass changed his mind
and in later years referred to the Constitution as that
document in which slaves would learn their rights.
What accounted for his change of heart? Perhaps it was
recognition that the Constitution’s support of slavery is
anything but clear-cut. In the most thorough treatment
of the subject to date, political scientist Herbert Storing
demonstrates just how ambiguous the Constitutional
supports for slavery are.! He explains that the three-
fifths compromise did not have the same pejorative
connotations in the mind of the framers as it has today.
The three-fifths compromise did not express the dele-
gates’ common belief that slaves possessed only three-
fifths of the humanity of whites. (In fact, neither here
nor anywhere else in the Constitution is the word
“slave” ever used.) It was, ironically, the slave holders
who wanted slaves counted as whole persons; if slaves
were counted as full persons, the population and there-
fore the political power of their states in the House of
Representatives and the electoral college would be
increased. It was leaders of the free states who argued
that slaves should not be counted for purposes of repre-
sentation; after all, their Southern owners refused to
extend them the privileges of citizenship. The three-
fifths compromise—far from being an endorsement of
slavery—was a compromise on the issue of Southern
representation.

HE NONIMPORTATION clause of the Constitution

should be understood in similar terms. Article 1
section 9 says that the importation of slaves into the
United States “shall not be prohibited by Congress prior
to the year one thousand eight hundred and eight.” This
provision permitted slave holders to import slaves until
the designated date, but, in not using the word “slave,” it
did not defend the legitimacy of the practice. The non-
importation clause was included in the Constitution in
order to gain the support of Southerners for a govern-
ment that all—Northerners and Southerners alike—
knew would prohibit the importation of slaves at the
earliest possible date.

The final provision supporting the fugitive slave laws
is not so easily defended. Its purpose was without ques-
tion to aid slaveholders. Nevertheless, two points
should be noted. First, the clause neither uses the word
“slave” nor suggests the legitimacy or justice of the slave
holders’ claim; by all accounts, both omissions were by
Northern design. Second, and more important, this
provision, like the others, should be understood as a
compromise, a compromise that allowed the Constitu-
tion to be ratified. Frederick Douglass said it best:

I hold that the Federal Government was never, in its
essence, anything but an anti-slavery government. Abolish
slavery tomorrow, and not a sentence or a syllable of the
Constitution need be altered. It was purposely so framed as
to give no claim, no sanction to the claim, of property in

! Herbert Storing: Slavery and the Moral Foundations of the
American Republic, in Robert H. Horowitz (ed.), The Moral
Foundations of the American Republic, Charlottesville, VA, Uni-
versity of Virginia Press, 1977.
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man. If in its origin slavery had any relation to the govern-
ment, it was only as the scaffolding to the magnificent
structure, to be removed as soon as the building was com-
pleted.

Douglass clearly thought the scaffolding should be
removed, but he had come to see the need for the
scaffolding if the Constitution that was later to protect
blacks was ever to be erected.

Would it have been better not to have compromised
with slavery and prevented the union from being con-
stituted? Did the Constitution as a whole do more to
undermine slavery, as Douglass suggests, or are its sup-
ports for slavery more significant, as Marshall seemed to
suggest? When is compromise legitimate and when is it
immoral? Simple answers only obscure the complexity
of the important questions that Douglass and Marshall
have put to us.

Myth 5: Under the Constitution, the
legislature is supreme.

Another myth, reinforced in too many civics books, is
that the New England town meeting is the model for
American government. Though we gave up the town
meeting long ago — a necessary concession to our
growing and spreading population — we tend, nonethe-
less, to understand our constitutional system in those
terms. According to this town-meeting model, instead
of holding a national town meeting, we send representa-
tives to the legislature to pass laws in our name. The
actions of government gain legitimacy through — and
only through — the sanction of law; the president, other
members of the executive branch, and the courts are
mere servants of the law and of the legislature that
creates it.

But our constitutional structure is not that simple.
The Framers neither believed in, nor created a govern-
ment structure reflecting, the idea that all government
actions must be ordained by law (and therefore by the
legislature ). One of the chief criticisms of the Articles of
Confederation had been that it failed to provide either
an independent executive or an independent judiciary:
without an independent executive, no clear line of
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responsibility for government action was possible; with-
out an independent judiciary, the rights of individuals
could not adequately be protected. The lack of indepen-
dent branches rendered the Confederation incompe-
tent to the tasks of government.

There has been grudging recognition of the need for
an independent executive and judiciary. From James
Madison’s Helvidius letters to the recent War Powers
Act, even members of Congress have granted the presi-
dent the right to respond to attacks without prior con-
gressional authorization. And even some of the most
vociferous critics of an active judiciary have been will-
ing to admit the legitimacy of judicial review in some
cases. But even the ordinary exercise of executive and
judicial power requires a degree of discretion for which
no law can provide. If the Congress tried to write legisla-
tion so specific that discretion was unnecessary, it
would so constrain the executive and the judiciary that
effective government would be impossible.

Yet, periodically, the Congress tries to do exactly this.
Take, for example, what happened at the end of the
Vietnam War. On July 1, 1973, Congress — intending to
eliminate all executive discretion in the use of troops in
Southeast Asia — adopted an amendment that denied
the president funding for further combat activities in
the area. But by April 1975, the legislation’s restric-
tiveness was called into question.

With the fall of South Vietnam and Cambodia immi-
nent, President Ford wanted to use U.S. troops to evacu-
ate US. nationals and refugees. On April 10 he asked
Congress to “clarify the 1975 restrictions.” Congress
did not act immediately. Two days later, with the Khmer
Rouge on the outskirts of Phnom Penh, Ford directed
the military to proceed with the evacuation of Cam-
bodia — in apparent violation of congressional statute.
On April 29, 1975, still awaiting congressional action,
Ford ordered the evacuation of Saigon. Four soldiers
were killed in the operation and later the same day
South Vietnam surrendered.

Even after the fact, Congress refused to sanction
Ford’s actions, although virtually no one thought the
actions inappropriate. Ford had been able to act only
because he held a different view of presidential
authority than that implied in the congressional legisla-
tion. Ford assumed that his office allowed him the dis-
cretion to act without congressional authorization, even
— in extraordinary circumstances — in opposition to

RECOMMENDED READINGS FOR TEACHERS

These books provide more background on the
issues that were debated at the Constitutional
Convention.

Martin Diamond: 7he Founding of the Demo-
cratic Republic. Itasca, 1L, Peacock Publishers,
1981.

Herbert Storing: What the Anti-Federalists Were
For. Chicago, University of Chicago Press, 1981.

Robert H. Horowitz (ed. ): The Moral Foundations
of the American Republic. Charlottesville, VA,
University of Virginia Press, 1977.
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existing legislation.

Ford’s view was derived from the fact that the legis-
lature does not establish the presidency or choose the
president. The presidency is established by the Consti-
tution and the president is chosen by the people. If the
president were to have been a mere creature of the
legislature, then Roger Sherman’s arguments at the Con-
stitutional Convention would have prevailed: Fearing
excessive executive power, Sherman argued against
establishing a unitary executive. He claimed the legis-
lature should be free to establish however many execu-
tives it thought was necessary, because the executive
was to serve merely as a tool of the legislature. But no
other delegate agreed with Sherman’s formulation.
Rather, all agreed on the need for an executive who
would be independent of the legislature (though one
who would exercise his authority within the Constitu-
tion’s parameters ).

Americans are willing, in practice, to accept broad
discretionary actions on the part of both the executive
and judiciary. But they are not so comfortable with
discretion in theory, being reluctant to admit that any-
one has the right to exercise discretionary authority
over their actions. Americans believe that only self-
government is legitimate. But if self-government were
possible, no government would be necessary.

The Constitution does establish a limited govern-
ment, but it does not eliminate discretionary authority.
We have a government of laws, but we also have a
government of men. Legislatures do not merely convey
popular opinion when they write the laws, the president
does not mechanically follow the directions of the legis-
lature when he executes his office, and the courts must
interpret, as well as apply, the laws.

Clearly, the president and the courts do not have the
right to ignore the law at their pleasure. Just as clearly,
though, both branches must sometimes act without
specific legal mandate, and in extraordinary cases — as
in the example above — they may even act in opposition
to a specific law. If students accept the town-meeting
myth of self-government through legislature supremacy;,
they will never be able to grapple with the real question
of just how much power and discretion the branches of
government should exercise vis-a-vis one another or vis-
a-vis the people.

REEDOM IS the end of American constitutional gov-

ernment, but freedom is not possible without effec-
tive government. The tensions between these two ideas
have always animated our political system. After the
Revolution, Americans opted for the nongovernment of
the Articles of Confederation and soon found their
freedom endangered. The creation of the Constitution
marked the recovery of a balance between empowering
government and limiting its power, a balance that pro-
motes the exercise of individual rights.

The bicentennial of the Constitution should mark the
recovery of the dialogue in which both the virtues and
the dangers of government power are recognized. Nei-
ther blind adoration nor untutored skepticism is a sub-
stitute for the critical study of the Constitution. It is the
job of the high school teacher to help students under-
stand the tensions that led to the creation of the Amer-
ican Constitution. O
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SUCCESS IN
EAST HARLEM

How One Group of Teachers
Built a School That Works

By DEBORAH MEIER

N THE spring of 1991, Central Park East will graduate

its first high school students. Some of them will have
been with us since they were 4 years old. From age 4 to
age 18, they will have attended a school—located in East
Harlem in the midst of New York City’s District 4—that
many observers believe is as good as any school in the
public or the private sector. A progressive school in the
tradition of so many of New York’s independent private
schools, Central Park East is now firmly fixed within
New York’s school bureaucracy.

But it wasn’t always so. We have had our share of luck,
and we owe a great deal to many different people over
the years. We know, too, that our success depended on
the success of a districtwide effort to create a whole
network of alternative schools. We are, in fact, just one of
nearly 30 “options” that are available to families in
District 4, aside from the regular neighborhood-zoned
elementary schools.

In the fall of 1974 Anthony Alvarado, the new super-
intendent of District 4, initiated just two such alter-
natives: our elementary school and a middle school, the
East Harlem School for the Performing Arts. Each year
thereafter the district supported the launching of sev-
eral more alternative schools—generally at the junior
high level. These schools were rarely the result of a
central plan from the district office, but rather tended to
be the brainchildren of particular individuals or groups
of teachers. They were initiated by the people who
planned to teach in them.

It was the district’s task to make such dreams come
true. The details differed in each case. Most of these
schools were designed around curricular themes—sci-

Deborah Meier is the principal and one of the founders
of Central Park East School in New York City. She was
recently awarded a “Genius Grant” from the Mac-
Arthur Foundation in honor of her work in education.
This article was adapted with permission from the
June 1987 issue of Phi Delta Kappan.
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ence, environmental studies, performing arts, marine
biology. But they also reflected a style of pedagogy that
suited their founders. They were always small, and, for
the most part, staff members volunteered for duty in
them. Finally, when the alternative schools outnum-
bered the “regulars,” Alvarado announced that hence-
forth all junior high schools would be schools of
“choice.” By 1980 all sixth graders in the district chose
where they would go for seventh grade. No junior high
had a captive population.

On the elementary school level, neighborhood
schools remain the norm, though the district handles
zoning rather permissively. The only schools of choice
on the elementary level are the Central Park East
Schools, the East Harlem Block School (founded in the
1960s as a nonpublic, parent-run “free” school), and a
network of bilingual elementary schools.

Today, Central Park East is, in fact, not one school buta
network of four schools: Central Park East I, Central Park
East II, and River East are elementary schools that feed
into Central Park East Secondary School, which enrolls
students from grades 7 through 12 and is affiliated with
Theodore Sizer’s* Coalition of Essential Schools.

The Central Park East schools were founded in 1974,
during a time of great educational grief in New York
City—just before the schools were forced to lay off
more than 15,000 teachers and close elementary school
libraries and at a time when the spirit of hope was
crushed out of the parent movement and out of the
struggles for decentralization, for teacher power, and for
structural change. Progressive educators suffered par-
ticularly, both because people began to claim that
“openness” was “through” (and discredited) and
because many of the young teachers and programs that
had carried the progressive message were hardest hit by
the layoffs.

*Theodore Sizer is the author of Horace’s Compromise and the
founder of the Coalition of Essential Schools.
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N THE spring of 1974, when Alvarado invited me to

build a school in one wing of PS. 171, it seemed a
most unlikely offer. School District 4 served a dismal,
bitterly torn, largely Hispanic community. Still, I
accepted. Who could refuse such an offer? After strug-
gling for years to make my beliefs “fit” into a system that
was organized on quite different principles, after spend-
ing considerable energy looking for cracks, operating
on the margins, “compromising” at every turn, the pros-
pect that the district bureaucracy would organize itself
to support alternative ideas and practices was irresist-
ible. I was being offered a chance to focus not on
bureaucratic red tape, but on the intractable issues of
education—the ones that really excited me and many of
the teachers I knew.

But this was not a time for having large visions, and I
didn’t want to be disappointed. I met with Alvarado,
began to collect some experienced teachers to help
launch our effort, and gradually began to believe that he
meant what he said. He offered to let us build a school
just the way we wanted. The total allocation of funds
(per-pupil costs) would have to be comparable to what
was spent on any other school, and our teachers would
have to meet the usual requirements of the city, the
state, and the union contract. Nor could we be exempt
from any city or state regulations. Beyond that, however,
the district would support us in doing things our own
way.

We began very small and very carefully. First there
was the question of “we.” Creating a democratic com-
munity was both an operational and an inspirational
goal. While we were in part the products of what was
called “open” education, our roots went back to early
progressive traditions, with their focus on the building
of a democratic community, on education for full cit-
izenship and for egalitarian ideals. We looked upon
Dewey, perhaps more than Piaget, as our mentor.

Virtually all of us had been educated in part at City
College’s Workshop Center under Lillian Weber. We
came out of a tradition that was increasingly uneasy
about the strictly individualistic focus of much of what
was being called “open.”

We were also unhappy about the focus on skills rather
than content in many of the “modern,” innovative
schools—even those that did not embrace the “back-to-
basics” philosophy. Many “open” classrooms had them-
selves fallen prey to the contemporary mode of break-
ing everything down into discrete bits and pieces—
skills—that children could acquire at their own pace
and in their own style. In contrast, we were looking for a
way to build a school that could offer youngsters a deep
and rich curriculum that would inspire them with the
desire to know; that would cause them to fall in love
with books and with stories of the past; that would
evoke in them a sense of wonder at how much there is to
learn. Building such a school required strong and inter-
esting adult models—at home and at school—who
could exercise their own curiosity and judgment.

We also saw schools as models of the possibilities of
democratic life. Although classroom life could certainly
be made more democratic than traditional schools
allowed, we saw it as equally important that the school
life of adults be made more democratic. It seemed
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unlikely that we could foster democratic values in our
classrooms unless the adults in the school also had
significant rights over their workplace.

We knew that we were tackling many difficult issues at
once. Because of political considerations, planning time
was insufficient, but the district tried to make up for this
by being extra supportive. Looking back, we were so
euphoric that we had the energy of twice our numbers.

We purposely started our school with fewer than a
hundred students—in kindergarten, first grade, and sec-
ond grade only. At the superintendent’s request, we
recruited outside of the usual district channels, in part
so that we wouldn’t threaten other schools in the dis-
trict and in part because one of Alvarado’s goals was to
increase the pupil population of the district and thus
guard against school closings.

NE OF our primary reasons for starting the
school—although we didn’t often say it—was our
personal desire for greater autonomy as teachers. We
spoke a lot about democracy, but we were also just plain

sick and tired of having to negotiate with others, worry
about rules and regulations, and so on. We all came
together with our own visions—some collective and
some individual—of what teaching could be like if only
we had control. Ours was to be a teacher-run school. We
believed that parents should have a voice in their chil-
dren’s schooling, and we thought that “choice” itself was
a form of power. We also believed that we could be
professionally responsive to parents and that, since the
school would be open to parents at all times and the staff
would be receptive, there would be plenty of oppor-
tunity to demonstrate our responsiveness.

Good early childhood education, we believed,
required collaboration between the school and the fam-
ily. This was a matter not only of political principle but
also of educational principle, and it motivated us from
the start to work hard to build a family-oriented school.
We wanted a school in which children could feel safe.
Intellectual risk-taking requires safety, and children who
are suspicious of a school’s agenda cannot work up to
their potential. To create a safe school, we needed to

WaaT TeHEY Do AND How THEY Do It

S TEACHERS at Central Park

East overhauled and rebuilt the
traditional school structure, they
kept one key aim in mind: to give
teachers time to get to know each
student and time to tailor the
instructional program for each indi-
vidual. Here are some examples of
what they’ve done:

Time for Students

B To get the student load way
down, all professional staff—includ-
ing the librarian and the director—
teach. Aside from one director,
there are no supervisors.

B The high school is organized
into Houses of 80 students, each
with a faculty of four. The basic
class is 20 students and the student
load per teacher is never more than
80. If the teacher teaches two
disciplines instead of one, the load
is just 40.

® To maximize the personal rela-
tionship between students and
teachers, students stay with the
same teacher (or teachers) two
years in a row.

Time for Teachers

B Each fall the staff plans a series
of semi-monthly faculty meetings.
One year, every other faculty meet-
ing considered various approaches
to writing. Sometimes, at a teacher’s
request, one student’s progress or

one teacher’s curriculum is dis-
cussed.

B Once a week, the staff of each
House takes an 80-minute lunch
and discusses the progress of indi-
vidual students and the overall
work of the House.

® One morning a week, while
students work in the community,
teachers from each department can
spend three uninterrupted hours
designing, evaluating, and tinkering
with the curriculum.

The Curriculum

The curriculum is designed by
those who teach it. Teachers can
opt to hire consultants.

® The seventh and eighth grade
science sequence includes an inter-
disciplinary unit on “Light and
Sight” that exposes students to both
biology (optics) and physics (the
properties of light).

B The eighth grade humanities
sequence focuses on “power”—
who has it, who doesn’t, and how
different people have gotten it. The
first semester focuses on the
English, French, and American rev-
olutions; the second, on
nonrevolutionary change in Amer-
ica.

Flexible Scheduling
Because the schedule is in the

hands of teachers, the time allotted
the revolutions could be increased
when it was discovered that at least
one student still thought Boston
was in London.

Resources

Once a topic—such as the revo-
lutions—has been chosen, all
faculty haunt used-book shops to
build a resource library on the
subject. Teachers are thus not text-
bound, but have access to a variety
of materials—some of which will
interest every student.

Writing

Working in different settings with
different “editors,” students get
plenty of practice with—and indi-
vidual attention to—their writing.
They write at least once a week in
humanities and in a “writing work-
shop,” plus four days a week in
regularly reviewed journals.

Parent Conferences

Twice a year, parents must come
to the school, review a portfolio of
their child’s work, and meet with
the teacher and the student to
discuss the student’s progress. With
everybody in the same room
together, parents won't hear one
version of events from the student
and another from the teacher.
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have the confidence of parents, and children needed to
know that their parents trusted us. It was that simple.
Hard to create, perhaps, but essential.

ESTUMBLED a lot in those early years. We fought

among ourselves. We discovered that remaining
committed to staff decision making was not easy. It was
hard, too, to engage in arguments among ourselves
without frightening parents and raising doubts about
our professionalism. We were often exhausted—some-
times by things that mattered least to us.

By the end of the second year, I had made some
crucial decisions regarding the organization and struc-
ture of Central Park East. These involved my leaving the
classroom to become a somewhat more traditional prin-
cipal. We have never entirely resolved the tensions over
who makes which decisions and how. But the staff con-
tinues to play a central role in all decisions, big and
small. Nothing is “undiscussable,” though we have
learned not to discuss everything—at least not all the
time. This has actually meant more time for discussing
those issues that concern us most: how children learn,
how our classes really work, what changes we ought to
be making, and on what bases. We have also become
better observers of our own practice, as well as more
open and aware of alternative practices.

Today, we understand better the many, often trivial
ways in which schools undermine family support sys-
tems, undercut children’s faith in their parents as edu-
cators, and erode parents’ willingness to assume their
responsibilities as their children’s most important edu-
cators. We have become more supportive of parents
whose “home instruction” differs from ours. We give
less advice on such topics as how not to teach arith-
metic or how to be a good parent.

A S WE became more secure with ourselves and our
program, the district was expanding its network of
alternative schools. In the fall of 1974 we were one of
two. Within a half-dozen years there were about 15
“alternative concept” schools, mostly on the junior high
level, where schooling had most glaringly broken down.

The district also dispensed with the assumption that
one building equals one school. Instead, every building
in the district was soon housing several distinct
schools—each with its own leadership, parent body,
curricular focus, organization, and philosophy. Most of
the new junior highs were located in elementary school
buildings. Former junior high buildings were gradually
turned to multiple uses, as well. Sometimes three or
more schools shared a single building. As a result, the
schools were all small, and their staffs and parents were
associated with them largely by choice.

By the late Seventies, Central Park East was so inun-
dated with applicants that the district decided to start a
small annex at PS. 109, now known as Central Park East
II. The district’s decision was probably also motivated
by the availability of federal funds for the purpose of
school integration. While Central Park East has always
had a predominantly black (45% ) and Hispanic (30% )
student population, it is one of the few district schools
that has also maintained a steady white population, as
large as about 25%. (The population of District 4 is
about 60% Hispanic, 35% black, and 5% white.)
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In the beginning, this ratio came about largely by
chance, but the 25% white population in the school has
been maintained by choice. In general, the school has
sought to maintain as much heterogeneity as possible,
without having too many fixed rules and complex
machinery. The school accepts all siblings, as part of its
family orientation. After siblings, priority goes to neigh-
borhood families. In other cases, the school tries to be
nonselective, taking in most of its population at age five
strictly on the basis of parental choice, with an eye to
maintaining a balanced student body. Well over half of
the students have always qualified for free or reduced-
price lunches, and some 15% to 20% meet the state
requirements for receiving special education funds.

The demand for spaces still far outstripped available
seats, and, a few years later, the district decided to start a
third elementary school. This one was named River
East.

Thus by 1984 Central Park East had become three
schools, each designed for about 250 students, each
with its own individual style and character, yet united in
basic ways. Then, in 1984, at the 10th anniversary cele-
bration of our founding, Theodore Sizer congratulated
the school for its impressive history and asked, “Why
not a Central Park East secondary school?” Why not
keep the good things going through the 12th grade?

We agreed. Our own study of our sixth-grade gradu-
ates persuaded us that starting a secondary school was a
good idea. Some of our critics had said that a secure and
supportive elementary school would not prepare stu-
dents to cope with the “real world.” Our study of our
graduates had proved them wrong. Regardless of race or
social class, our graduates had handled the real world
well. They had coped. The statistics we compiled
amazed even us. Only one of our graduates, who were
hardly an academic elite, had left school prior to earn-
ing a high school diploma. Furthermore, half of our
graduates had gone on to college.

But our graduates had stories to tell. And their stories
were not stories about being educated, but about sur-
vival. They told us stories that confirmed what Sizer had
written about U.S. high schools in Horace’s Compro-
mise. But the stories our graduates told us were gener-
ally far worse than those Sizer chronicled, since he was
often describing wealthy or middle-class schools.

We began negotiations with the district and with the
city. In the fall of 1985 we opened the doors to Central
Park East Secondary School, which serves grades 7
through 12. We are now back where we began, starting
something entirely new. However, the obstacles that
block the path of reforming a high school are harder to
budge than those that face elementary schools.

For instance, the idea that an “alternative” high school
means a school for “difficult” kids is firmly entrenched
in the tradition of New York City high schools, and the
anxiety about preparing students for the “real world” is
more pressing than in elementary schools. Moreover,
the Regents exams, course requirements, college pres-
sures, and the usual panic about dealing with adoles-
cents and their problems combine to make the task
even more complex—especially in light of New York’s
recently adopted Regents Action Plan, which runs
counter to everything we and the Coalition of Essential
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Like democratic societies,
successful schools can’t be
Suaranteed.

Schools believe. With its increased number of required
courses and standardized examinations and its greater
specificity about course content, the Regents Action
Plan leaves far less room for initiative and innovation at
the school level. Another barrier is the dearth of experi-
ence with progressive education at the secondary
school level. There is little for us to learn from and not
much of a network of teachers or teacher education
institutions that can provide us with support, ideas, and
examples.

But we have a lot going for us, too. We have our three
sister elementary schools to lean on and draw support
from. We have the Coalition of Essential Schools and a
growing national interest in doing something about the
appalling quality of many public secondary schools.
And, under its current superintendent, Carlos Medina,
the district continues to support the idea of alternative
“schools of choice” for all children, all parents, and all
staff members. We have also been receiving invaluable
support from the citywide high school division and the
alternative high school superintendent, who oversees a
disparate collection of small high schools throughout
New York City.

And we are determined. New York City’s high schools
are clearly in a state of crisis. The dropout rate is appal-
ling, the fate of many who do not drop out officially is
equally devastating, and the decline in college atten-
dance by black and Hispanic students is frightening.
Perhaps the time has come for progressive education to
tackle the high school again, to demonstrate that giving
adolescents and their teachers greater responsibility for
the development of educational models is the key ingre-
dient.

The notion of respect, which lies at the heart of
democratic practice, runs counter to almost everything
in our current high schools. Today’s urban high schools
express disrespect for teachers and students in myriad
ways—in the physical decay of the buildings, in their
size, in the anonymity of their students, and in the lack
of control over decisions by those who live and work in
them.

Although the reasons for the recent national concern
over high schools may have little to do with democracy,
the current reform mood offers an important opening—
if we can resist the desire for a new “one best way.” We
cannot achieve true reform by fiat. Giving wider choices
and more power to those who are closest to the class-
room are not the kinds of reforms that appeal to busy
legislators, politicians, and central board officials. They
cannot be mandated, only facilitated. Such reforms
require fewer constraints, fewer rules—not more of
them. They require watchfulness and continuous docu-
menting and recording, not a whole slew of account-
ability schemes tied to a mandated list of measurable
outcomes.

Do we have the collective will to take such risks? Only
if we recognize that the other paths are actually far
riskier and have long failed to lead us out of the woods.
Like democratic societies, successful schools can’t be
guaranteed. The merits of letting schools try to be suc-
cessful schools can’t be guaranteed. The merits of let-
ting schools try to be successful are significant. But
allowing them to try requires boldness and patience—
not a combination that is politically easy to sustain. [ ]
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DEMOCRACY’S ROOTS
(Continued from page 23)

missing is the notion that God holds the individual
responsible for the exercise of free will in moral choice.
Jews and Christians both deny the fatalism common in
the ancient world. Man the individual is responsible; he
can act otherwise. His choice is not determined—or
excused—by fate, mystery, environment, or collectivity.
Absent from these texts, too, is the idea of individual
creation of each soul in the spiritual image of God,
which to believers is the compelling reason to accept
the equality and dignity of every person on earth. Some
of the texts touch upon the principle of equality but
without reference to the religious source of its power.

In Judaism and Christianity, the fatalism of the ancient
world is also defied by the doctrine of amelioration. The
world is not to be accepted as it is. God imposes on Jew
and Christian the duty to make it better, regardless of
obstacles or excuses. Whatever the actual religious
beliefs—and nonbeliefs, even antibeliefs—of Western
peoples, they have ever since been marked by these
ideas: the equality and dignity of all, the need for
societies in which moral choice is freely possible, and
the duty to struggle for just and decent communities.
That religious leaders and believers in positions of
power have, throughout history, often betrayed and sup-
pressed such ideas may be regrettable (though, given
the basic view of human nature, not surprising) but is
beside the point. The egalitarian, individualistic,
humanitarian, reformist, and striving ethic rooted in the
Jewish and Christian faiths lives on. Coupled with the
codes of personal behavior that the Judeo-Christian
tradition shared with the pagan Greek and Roman phi-
losophers—fortitude, self-restraint, self-examination,
self-respect, and devotion to truth and reason—this
ethic has sustained, and been sustained by, the best
moments of liberal democracy in nations East and West.

If such commonplaces are absent from elementary
texts, it is not surprising to find other important ideas
missing as well. Among them is the peculiarly tense,
restless nature of Western religion, which imposes
countless, frequently competing charges on its fol-
lowers. Jews and Christians, and those who have
absorbed its moral imperatives without wholly retain-
ing the faith, are enjoined to transform themselves but
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also to transform society; to obey God’s law always but
also to render to Caesar all that is his; to suffer injustice
but to defy unjust laws; to be humble but to show the
light of righteousness; to seek truth through faith but
also through reason; to aspire to the spiritual but also to
use well the things of the earth and the flesh. The main
stream of Western religion has not been otherworldly
but, as Frost said, ever “risking spirit in substantiation.”
The results have not always been holy or edifying to
look at. Religious warfare and persecution have been as
cruel in the West as anywhere, in crusades, pogroms,
inquisitions, massacres, and civil wars.

For textbooks to dwell a bit longer on Judaism and
Christianity need not imply claims of superiority over
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other world religions and need not suggest that others
have not inspired admirable ideals of human conduct.
Indeed, not a few Westerners have found spiritual com-
fort in other faiths less bound up with things of the
earth. Moreover, the West has never been dominated by
any single version of morality and values, except for a
short time in the Middle Ages. Out of the legacy of ideas
of Greece, Rome, Judaism, and Christianity, Westerners
have grappled with multiple questions and quests—
sometimes in turn, sometimes several at once. What is
beautiful? What is true? What is just, orderly, or merely
useful? What is holy? What will save me? What is the full
human life? What is success, honor, love? Many histo-
rians, trying to account for the West’s incessant change
and dynamism—for better or worse—have fastened
upon the restless, contradictory impulses rooted in its
activist, eclectic religious heritage. In this sense, Aldous
Huxley’s Brave New World (a good book for high school
students) is a parable about the end of Western civiliza-
tion: nobody is to ask any more questions or to seek
anything but fun and comfort.

Admittedly, the history of ideas cannot bear close
measurement. But in a world daily proving to us that
ideas have power, textbook writers for high school stu-
dents could well pay more attention to them—not only
because they are important, but because they are more
likely to engage students than any other sort of history.
Not to explain the religious sources or moral ideas so
critical to human rights and free societies is a major
pedagogical and intellectual failure in these texts. [
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“BAck 1O Basics” IsN'T GoobD ENOUGH
(Continued from page 28)

Dewey recognized the need for drill, but he would try
to make a game of it. To make the multiplication tables
interesting in the lower grades, you could make them
into a song. But if you don’t learn the multiplication
tables or the difference between left and right when you
are very young, you will lose out. You can’t postpone
learning these things until you understand the rational
basis of such knowledge. This is a matter of common
sense, and common sense was abandoned by a great
many so-called followers of John Dewey.

Word got around that the kind of education being
purveyed in the public schools was being influenced by
Dewey, but I saw no evidence of that at all.

Main: But surely he must have had some impact on
public schools. He was such an overwbelming intel-
lectual presence in those years.

Hook: People used his language. And when those
people discussed social reforms in an uncritical way and
then brought silly ideas into the classroom—sometimes
even indoctrinating students for their favorite social
reform—the public thought it sounded like Dewey.
Dewey’s name was often used for purposes of which he
would not approve. Although he was prepared to admit
that at the elementary school level indoctrination has to
g0 on, he didn’t like the term indoctrination.

And when some of his followers said that schools had
to rebuild society, Dewey was unhappy. In the end, he
said the schools can’t rebuild society.

it PRI T GV A AR S
It’s the old question of the
relationship between school and
society. The only answer is: You
begin where you are, trying to
improve things piecemeal.

Main: So social conditions limit the possibilities of
even progressive education. What are those limits?

Hook: The most important limit is the home life of a
student from the slums. When I went to school and
when I taught, the family was a very powerful institution
and there was peer pressure to study. While I have no
recent first-hand experience, I gather that in some areas
you can no longer rely upon the existence of the family
or on family interest in the education of the students.

On every level of the educational ladder I have found
that once students are interested, excited, and moti-
vated, they get carried forward by their own momentum
and by their own group spirit. But generating that inter-
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est with any ease does presuppose a social environment
that no longer exists in some areas of the country.

You see, it’s almost a vicious circle. The question is, do
we try to improve society first and then the schools, or
the schools and then society? It’s the old question of the
relationship between school and society. The only
answer is: You begin where you are, trying to improve
things piecemeal. Even where obstacles are very great,
something can be done.

Again, in my experience, the magic key—if there is
such a thing as a magic key—is motivation and develop-
ing ways of interesting the child without bribing him.
But this requires a willingness on the part of the com-
munity to underwrite the costs of such an education,
which will usually be higher than the cost of a con-
ventional education.

Main: You've mentioned that progressive education
requires extra resources to succeed. What resources are
necessary, and what does that imply for school
reform?

Hook: To induce highly qualified individuals to go
into teaching, you have to be willing to pay. Further, you
have to provide the school with the essential materials,
books, visual aides. I also think Dewey would have been
in favor of paraprofessionals and of parents’ paying
greater attention to what is occurring in the classroom,
sometimes even to the point of participating in it.

He wanted to integrate the school and community
and make communities more aware of their schools.
What he has advocated has, to some extent, been real-
ized. In my day, most people regarded the school as
something beyond their concern, even when they were
parents and taxpayers. But today many more people are
interested, and Dewey would regard that as a healthy
development.

Main: Was Dewey interested in institutional
reform? Beyond his push for progressive education
methods, did be fight for other reforms?

Hook: Yes. He was a member of the Citizens’ Lobby in
New York City and Washington, which functioned
somewhat like Common Cause does today. And he was
active in enlightened political causes. All his life he was
politically active with regard to education.

He was a strong believer in the importance of teach-
ers’ unions at a time when they were regarded as subver-
sive. I should say that a great many educators disagreed
with him profoundly about that. Many people thought
his stance degraded the profession to blue-collar rank.
But Dewey denied there was a sharp separation
between trades and professions.

Main: You spoke about giving teachers greater flex-
ibility in the way they approached their material. But
what is the basic material that Dewey thought had to
be covered, and on what basis did be prefer some
subject matter over others?

Hook: Dewey would say those subjects should be
taught that are relevant to the students’ needs, to the
society in which they are living, and to the problems the
students will probably face in that society. If you look at
Dewey’s masterpiece, Democracy and Education, you
will see chapters devoted to the teaching methods of
each subject.
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Main: Expand a little bit on what
those subjects are.

Hook: First of all, we take for
granted some mastery of language,
science, and the arts of calculation.
Also, geography and history. But he
would be critical of an emphasis
upon history that made no reference
to contemporary issues or that
ignored the continuity between past
and present.

Main: What about literature?

Hook: Dewey warned about
allowing students to become
addicted to “pop” novels. He felt
their taste for good literature had to
be cultivated. Detective stories and
imaginary tales are an exciting stim-
ulus. But if they became a steady diet
—Dewey would not consider them
educational because they do not
contribute to growth.

Now when Dewey talked about
growth, people usually asked,
“Toward what did he want students
to grow?” An obvious criticism of
Dewey’s doctrine is that you don’t
actually want students to grow in a/l
directions. There is growth in vice
and there is growth in virtue, there is
growth in knowledge and there is
growth in ignorance, and so on.

Dewey presupposed that, at any
time, the dominant values of society
are those toward which students will
grow. He doesn’t enumerate them,
but he stresses conscientiousness,
punctuality, honesty, cooper-
ativeness, awareness of alternatives,
critical awareness. He stressed
developing those virtues not by
indoctrination but by arranging edu-
cational situations in which those
virtues are required to get to the
solutions.

Main: You mentioned that
Dewey emphasized personal
growth and assumed that students
will grow toward those values that
are socially tested and accepted.
But just what those values are is not
always clear. I wonder if; as a prac-
tical matter, Dewey’s teachings
didn’t really boil down to moral
relativism?

Hook: On the contrary, Dewey
refused to take a relativistic view
about the key value of democracy, if
by relativistic you mean, as most
people do, “subjectivistic.” Indeed,
he may have assumed the validity of
the democratic way of life too easily.
Perhaps he is open to the charge that
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both, you, too, will save hours upon
hours of time each marking period
with the GradeMatic 100.

And it's so simple to use.

H For letter grades you enter
directly on the patented letter-grade
keyboard—just as you read them off a
gradebook. Then simply press the
Student Average key and instantly the
GradeMatic gives you the final grade.

H For numerical grades you
set the high and low passing point
totals—for a single assignment or for
a whole semester’s work—then enter
the students' scores and again press the
Student Average key to find the grade.

With either kind of grading, you
can enter up to 99 grades per student
and up to 99 students per class for the
automatic Class Average program.
Educators Agree:

oleca)ﬁ':l 't believe l’:el;imz save with this
w invention! It’s so even
students can use it," Gary d‘tget, s
Santiago Elem., Santa Ana, Calif.

“I moved from 30 hours per grading
period (to avca;zile grades) to less than 10
using the Gri atic 100,” Sherrie D.
Morritz, Grandview Jr. High, Phoe-
nix, Arizona

“Best teachers aid K’! Makes grade
averaging fun!” Virginia Mattingly,
South Spencer High School,

Rockport, Indiana

© Calculated Industries, 1987. U.S. Patents 3470368, 4048484 |
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With the touch of a few buttons,
this amazing calculator can cut your
grading time by 57% or more!

® You can even time tests
or activities with the GradeMatic's
built-in Timer Alarm which counts up
or down, and has a 3-second buzzer.
Compact and Complete

What's more, the GradeMatic lets
you grade where and when you want.

It measures a mere 2-3/4 x 5-1/4 x
1/4", so it fits easily in your purse or
pocket. And it also works as a regular
math calculator with percent, memory
and battery-saving auto shut-off.

Yours
‘reells, & »
if you order
within the

next 10 days!

Get this FREE four-function cred
calculator just for trying the GradeMatic.
That's right — you get a second calculator
absol free! And lou can keep this
one even if you

toretumthe =
GradeMatic. So don'tdelay. Thisisa
limited time offer. Order yours today!

Best of all, the GradeMatic
comes complete with easy-to-follow
instruc-tions, full 1-Year Warranty,
replace-able batteries (avg. life over 2
years!), and sturdy vinyl carrying case.

Order Risk-Free Toda
and Receive a FREE Gift

With all the time you save on
your first marking period alone, the
$39.95 GradeMatic 100 will pay for
itself many times over.

What's more, you risk nothing by
ordering the GradeMatic 100. Because
if for any reason you're not totally
delighted, simply return it within 2
weeks for a full, prompt refund.

To order and receive your FREE
gift, simply fill out and return the
coupon below to:

Calculated Industries
2010 N. Tustin, Orange, CA 92665

Or call Toll Free 24 hours every-
day, 1-800-854-8075 (in Calif., 1-
800-231-0546), or (714) 921-1800.

Order your GradeMatic 100 risk-
free today, and cut your grading time
by 57% this school year! |

I “T] YES! Please rush me the following | ¢ Call Toll Free 24 Hrs. Everyday |}
| order and be sure to incl 1-800-854-8075 |
I my FREE credit card calculator. (In Calif., 1-800-231-0546) I
| L Qry: -~ Product | Price MTM Name |
| GradeMatic 100™  [$39.95| $3.50 Address |
City State
| Burgdy. Leather Case {$10.00, —— Zip C I
Brown Leather Case | $10.00 —— 5
= [[] Check encl. for entire amt. of order
: God ntals L_|_J| 31 caliniral including 6% tax in Califomia :
SAVE15%— 5 or more just -O%tlax — M VISA [] MasterCard [] Am/Exp

I fapia:m fgffckordw;. TOTAL —— pcas I
| Expiration Date ___ — ___

I Mail to: Sign AEQBTSHP |

File on SCK-HD20: AE-9/87-R

Calculated Industries, Inc. » 2010 N. Tustin, Suite B » Orange = CA 92665



WHAT
DO OUR
17-YEAR:-

OLDS
KNOW?

ort e i Renert R
The First Natwnal Assessment
of History and Literature

This shocking book, based on a headline-making national survey, reveals the

severe lack of basic knowlcdgc among today’s young
people, and offers proposals for educational reform. I‘]ﬁl’p@f @R(M

DIANE RAVITCH AND

CHESTER E.FINN, JR.

Walden Universit
Is pleased to announce the granting of
Candida
By the North Central Association of Colleges and Schools

Current Programs
Doctor of Education (Ed. D.) in Education
Doctor of Philosophy (Ph.D.) programs in:

*Education *Health Services
® Administration/Management ®Human Services
l Education Division

Walden University

ey (813) 261-7277

1350 Nicollet Mall
Minneapolis, MN 55403

For more information circle 13 on Product Information Card.

Dontplay orvour iunas.
games with ONLY HUMAN.

AMERICAN
LUNG

. ASSOCIATION
The Chastmas Seal People ®

your lungs.

46 AMERICAN EDUCATOR

he was an absolutist about democ-
racy.

And as far as the schools were con-
cerned, Dewey certainly was not an
ethical relativist. He believed that
reason could provide objective reso-
lutions to value conflicts. He main-
tained that, in a given situation, the
relevant parties should try to agree
on what the likely consequences of a
given action will be. Then, in light of
the envisaged consequences, one
solution might be shown to be supe-
rior to other alternatives.

Some people think he put too
much faith in intelligence and rea-
son, believing as he did that they
could resolve value conflicts. Even I
at one point thought he had ignored
the necessity of violent struggle in
some cases in which certain issues
could not be negotiated. But I real-
ized that, while Dewey would con-
cede that certain issues could not be
negotiated in particular situations,
he did not believe that such conflicts
involved a clash of ultimate values.
He said that every actual conflict is
actually over secondary, not final,
values and is, therefore, potentially
resolvable by reason.

Main: The issue of education and
religion is back in the news after
Judge Brevard Hand ruled that the
public schools of Alabama bave
been inculcating the “religion” of
secular bumanism. Now, you call
yourself a secular bumanist. What
does that mean and what do you
think of this debate?

Hook: Secular humanism is sim-
ply the belief that religion is a private
matter.

Main: Is there a de facto religion
of secularism being taught in pub-
lic schools?

Hook: I don’t think so. But I am
not opposed to teaching about the
Bible in a literary and historical con-
text in school. If they don’t read the
Bible in school, many students may
never find out anything about it. So
long as school prayer is truly volun-
tary—as it was not in Dewey’s day or
mine—it is not incompatible with
secular humanism.

I am not very popular with many
secular humanists. They always say
to me, “If voluntary prayer is
allowed, those students who choose
not to participate will be embar-
rassed.” That is ironic because in the
Jehovah’s Witnesses case, the
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Christmas

Fund raising’s newest holiday sensation!

Knobbie

They’re the most delightful, most unique
hoiday decorahons in ages. Christmas

satin bows,
these skillfully
designed and crafted Knobbies
(52" approx.) sell for only $4.00
each. They come to you packaged
one assorted dozen to a convenient,
see-through carrybag. Best of all,

your group will pocket a funtastically
easy $19.20 profit for every dozen sold.
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ART HISTORY COLOR SLIDES

WORLD’S LARGEST ARCHIVES Supreme Court ruled that saluting

250,000 CATALOGUED IMAGES the flag in school is fine and that the

Witnesses could simply abstain. I

BASIC LIBRARIES OF WORLD ART have taught in elementary school. I

Art and architecture from prehistoric times to present day. The initial 520 slide set know how students would react to

can be systematically expanded to a comprehensive 30,000 color slide library. those who refused to salute the ﬂag_

ART HISTORY SURVEY SETS They would probably tear them to

Over 2,000 color slide compilations for the study of specific periods, styles, media, pieces. Nevertheless, all the secular
iconography and the works of indiividual artists. Sefs interlock in historical humanists appr()ved that decision.

sequence encompassing all aspects of worid art. I think it is legitimate for a demo-

WORLD ART CURRICULUM cratic community to require a sym-

Presented in 22 sections covering the principal periods of cultural history. The bolic act, although under certain

basis for srvey courses in the history of art. circumstances we should exempt

TEXTBOOK COLOR SLIDE COMPILATIONS some from it. We could explain to

Major reference additions to all libraries. Explicitly labeled slides are keyed to the students that we are a tolerant

over 20 art history textbooks—Gardner, Janson, Gombrich, Elsen, Mittler efc. community, and that is why some

ALC.S. SELF-ADHERING LABELS don’t participate. We could make it

Pressure sensifive labels which adhere to 35 mm. slides for your identification an occasion for teaching a lesson in

purposes. Choice of format for typewriter or computer use. patriotic tolerance. Similarly, the

public refusal of students to engage
45 YEARS IN ART EDUCATION in school prayer, vocal or silent,

could be an appropriate occasion to

FREE BROCHURES — WRITE: ;‘s’a"“é fatiumebil e liphns )
2 : -
AMERICAN LIBRARY % a % aborlirzor(:lc};l:isnzno: l:)%]lev::l libr::
COLOR SLIDE co., INC. g& > tarians, neoconservatives, the
DEPARTMENT AE7 A socialists, the secular humanists. I
PNCEw 83&5213 ;;':31"63 Cfm 555;7_22506" 2 a 8 think it is because I have a sense of

history. I would like students to read
my books and learn about the past.
They know very little about the past.
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Your Computer Supplies. k-1 thi
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ORDERING IS FAST AND EASY... the danger of absolutism. Also, his-
AND TOLL FREE! torical knowledge is necessary if one
We're as close as the phone. $12’862 572’300 is to see the progress democratic
Federal Agencies now have over 15,000 3 2 s :
call for... FREE CATALOG! job openings nationwide and overseas. society has made, if one is to appreci-
Innovative products to maximize the These are immediate openings in every ate the value of democratic life, if one
efficiency of your computer operation. %Cgﬂggéoghf;'ar% d'i':}%esz'r‘]?o‘r‘z;egdgzg' is to have a sense of citizenship.
GIMIA:TEYID: : Quah'ty;o: fg(:;ppotlbnltty For most jobs there is no waiting list and What ls.lt [h?t people are prepared
e i nTaGn no exam. Theseinclude jobs forwhich you to die for in this country? I feel I owe
m nghland diskettes qualify, if you are a US citizen. The ONLY somcthing to the pcop]c who f()ugh[
Manufactured to meet your needs authoritative, privately published source . :
Economical Diskette backed by 3M's of information_on all these jobs is thg fotr dtfns C?ung—y e tht; ll) aSEI’_hWh,O
W reputation for quality and reliability Federal Jobs Digest. The Federal Jobs Di- made my Irecdom pOSSlb C. at i1s
v 5" DSDD gest collects job information from over why I believe in some form of
T 49¢ Sold 10/Box 200 federal agencies and publishes it} | pational service, as opposed to some
‘ Boch e every other Monday. Each issue presents lib e s 3
over 15,000 current openings. You see ibertarians who think you can pay
SPECIAL PRICING ON THE FULL LINE what the positions are, the salary, where people to give their life for this coun-
ED I ﬂ”‘ ?nctihexgqﬂy f'\ow tto ggg'%h{\ iubSCfti)Dtiton try on the basis of a cost-benefit or
o the Digest costs $29 which can be tax E . “ o
ORDERS WELC .m deductible. This fee includes a full 3-| | €COnOmic analysis!
B Or 9% 00y A0 R month subscription (6-issues) plus the of- Cost-benefit analyses are fine, but
= for less thon 50 disks. S & H: ficial application forms. The Digest has not when it comes to questions of
(E57)) (00 e fower diks; 5300, | |Dad over 100,000 satisfied subscribers.| | honor or to those values that are of
: each succeeding 100 or fewer. Your satisfaction is guaranteed or return faslo 4 < d
y  Foreion Ordecs, APO) FPO, the material and your $29 will be refunded. asic importance. Freedom comes
B . To order by credit card or COD call toll-| | first—and then cost-benefit analyses.
3 change. Hours: 8:30 free. Or mail $29 to Federal Jobs Digest ks
s AE, 325 Pennsylvania Avenue SE, Wash- Main: Thank you. O
Precision DataProducts™ inaton. DC 20003
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Save up to 50% on your magazine purchases. You can also renew subscriptions
through our program — even if your original order was placed elsewhere. Please use
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Usual Your Usual Your
Publication Prics Prics | Publication Price Price | Publication Price Prics | Publication Price Price
A+ 2497 12.97 | Dance 23.95 | Life 30.00 15.00 | Saturday Evening Post 12.95
American Artist 9 issues 14.00 11.97 | Dirt Rider 15.94 9.97 | “M' Magazine 20.00 14.95 | Savwy Magazine (10 iss) 15.00 9.97
American Film 20.00 12.97 | Discover 23.95 14.95 | McCalls 12.95 | Scientific American 24.00
American Health 14.95 11.95 | Dog Fancy 17.97 12.97 | MacWorld 31.00 24.00 | Self 15.00 10.00
American Heritage 7 issues  24.00 18.00 | Down Beat 18.00 9.95 | MacUser 27.00 19.97 | Sesame Street 11.97
American Photog. 8 issues  13.30 5.98 | Ebony 16.00 9.97 | Metropolitan Home 18.00 9.97 | Seventeen 13.95
Americana 11.95 9.95 | Economist 98.00 60.00 | Media & Methods 27.00 18.00 | Shape 20.00 17.94
Analog Science Fiction/ 80 Micro 24.97 21.97 | Medical ggdato 12.00 9.95 Skiin 11.94 597
Fact 10 issues 19.50 9.97 | Electric Company 10.97 | Modern Photography 13.98 6.99 | Skin %uver 1994 9.97
18.00 13.00 | Electronic Leamning 19.95 16.95 | Mon 31.95 15.99 | Soccer Digest 6 issues 995 7.97
Art 29.95 25.95 | Ellery Queen's Mystery Mother Jones 24.00 16.00 | Splice (ages 16-25) 15.00 11.97
Artist's Magazine 10 issues  20.00 12.47 (10 issues) 17.50 9.97 | Motor Trend 18.94 11.94 Spon 1200 7.97
Arts & Activities 20.00 17.95 | Esquire 17.95 9.95 | Motorcyclist 1394 6.97 ng News 22 issues  22.00 11.99
Arts & 36.00 29.95 | Essence 12.00 9.00 | Ms. Magazine 16.00 10.97 Spons lllustrated 64.26 32.13
Asimov's Sci-Fi 10 issues  19.50 9.97 | Family Computing 19.97 9.99 | Muppet: ages 8-14 7.50 2 years 64.26
y 9 issues 18.00 15.75 | Family Handyman 9.95 595 | Musician ; 18.00 10.97 | The Star 32.00 24.00
Atlantic City 13 issues 15.16 9.95 | Fantasy & Sci. Fiction 10 iss. 19.50 12.55 | The Nation 24 issues 1430 9.95 | Stereo Review 11.97 59
Atiantic Monthly 18.00 9.95 | Fate 15.00 11.95 | Nations Business 22.50 12.97 | Stersophile 20.00 14.97
Audio 19.94 9.97 Flew & Stream 15.95 7.97 | National Law Journal 59.00 29.50 | Stone Soup: ages 8-12 19.00 17.95
Audubon Magazine 16.00 15.00 Plus 15.00 11.97 | Natural History 20.00 | Stork: age 3 & under 11.95 9.97
Auto Racing Digest 995 797 Fmancnal Wond 18 issues 31,00 18.95 | New Republic 56.00 28.00 | Success Magazine 1400 897
Automobile 18.00 11.95 | Flying 18.98 15.97 | New Woman 15.00 11.97 | Sylvia Porter's Per.Fin. 19.97 11.97
Autoweek 30 issues 13.20 | Food and Wine 20.00 15.00 | New York Magazine 35.00 19.98 Taxi (Fashion) 24.00 17.97
Bmker 18.00 9.00 | Football Digest 1295 7.97 . 2 Years 39.96 | Teaching and Computers 15.95
B Di 10 issues  12.46 7.97 | Forbes 45.00 29.95 | N.Y. Review of Books 34.00 31.95 | Teaching Pre K-8 15.00 12.98
Basketball 995 7.97 | Fortune 4450 22.75 | New Yorker 32.00 20.00 | Tennis 17.94 897
goﬂer Heaith & Livino 15.00 11.97 | Forum 18.00 15.00 2 years 40.00 3-211 12.97
icycling 15.97 9.97 | Four Wheel Off Road 17.94 11.94 | Newsweek 52 issues 41.00 21.80 | Time 52 weeks 58.25 29.12
Black Enterprise 15.00 11.95 | Games Magazine 6 iss/yr. 11.97 2 years 4385 104 weeks 58.25
Boating 21.94 18.97 Gmad Ch ren Monthly 24.00 | Odyssey: ages 8-14: Tours & Resorts 12.00 9.97
Bon Appetit 18.00 19.95 11.98 | 9 issues 12.50 11.00 | Travel & Leisure 28.00 24.00
Bowﬁmoioost 1200 997 Gon Illustmod 15.00 7.97 | Owl: age 8 & up 15.00 12.95 | True Story 15.00 9.97
Boys 13.20 | Gourmet 18.00 15.00 | Old House Journal 16.00 13.95 | Turtle: pre-school 11.95 9.97
Business Week 39.95 27.95 | Guns & Ammo 17.94 9.97 | Omni 24.00 15.96 | TV Guide 31.20 26.00
Byte 22.00 19.00 | Hands on Electronics 28.00 18.95 | 1001 Home Ideas 8 issues 1465 11.97 Twnlugm Zone 15.50 11.97
Campus Life 14.95 9.95 | Harpers Magazine 18.00 11.97 | Organic Gardening 1297 9.97 18.00 10.97
Car & Driver 16.98 11.99 | Heath 10 issues 18.00 9.97 | Outside 16.00 8.97 Homes 6 iss. yr. 29.97 19.97
Car Craft 15.94 9.97 | High Fidelity 13.95 6.98 | Ovation 21.00 11.95 aaazme 2395 12.98
Cat Fancy 17.97 12.97 Hiqh Technoloav 30.00 24.00 | Parenting 18.00 12.00 U S News & World Report 34.50 17.25
Cats 17.50 12.95 chcock Mystery 10 issues 15.00 9.97 | Parents 18.00 11.95 | USA Today 130.00 97.50
Changing Times 15.00 997 Hockey Digest 995 7.97 | PC 22 issues per year 34,97 21.97 | Vanity Fair 1200 7.80
Chickadee: ages 3-8 15.00 12.95 Home 15.00 | PC Tech Journal 34,97 24.97 | Vegetarian Times 19.95 14.95
Child (Fashion byTa)d) 12.00 10.00 | Home Mechanics llius. 1194 8.97 | PC World 24.00 17.97 | Venture 18.00 9.00
Child Life: ages 6- 11.95 997 | The Homeowner 6 issues 10.80 8.97 | Penthouse 36.00 30.00 | Video 12.00 8.97
Childrens Digest: ( 7-11) 1195 997 | Home Viewer 18.00 11.97 | Personal Computing 18.00 11.97 | Video Review 1200 7.97
Chilﬂmns Playmm (age 48) 1195 9.97 Horizon 10 issues 21.95 16.00 | People 58.20 30.95 Vﬂlaoo Votce 32.75 16.50
Circle 2195 1395 | Hot Rod 17.94 997 Petersan‘s Photographic 1594 7.97 w 26.00 17.95
COWostone ages 813 18.95 | Humpty Dumpty: ages 47  11.95 9.97 | Playbo 24.00 19.00 S’" atchers 13.97 1197
Coi 16.00 14,95 Hunting 15.94 8.97 | Playgi 20.00 17.50 19.00 17.95
Columbia Journal Review 2000 1195 | Inc. 24.00 12.00 Popu!ar Photography 11.97 6.9 Wlﬂﬂmo (Bcke Rau%)mss 19.95 15.95
Com 36.00 | InCider 2497 21.97 | Practical Homeowner 10.97 9.97 | Womens Sports & 1495 7.97
Compute! 24.00 14.40 Inside Sports 18.00 11.97 | Present Tense 18.00 15.00 Workbasket 6.00 5.00
Compute's Gazette 24.00 18.00 | Instructor 20.00 12.97 | Prevention 12.97 | Workbench 6.00 5.00
Computing Teacher 2150 | Interview 20.00 18.00 | Progressive 23.50 18.50 | Working Woman 18.00 15.00
Consumers Digest 12.95 Jack & Jill: ages 6-8 11.95 9.97 | Radio Electronics 15.97 11.97 | World Press Review 16.95 14.98
Cricket: ages 6-13 19.80 15.75 | Jerusalem Post 24 issues 20.75 15.97 | Road & Track 19.94 14,99 | World Tennis 9 issues 1195 8.97
Cross country Skier 11.97 897 | Jet 36.00 26.00 | Rolling Stone 19.95 15.95 | World Traveling 11.00 9.95
Cruise Travel 12.00 9.97 | Ladies Home Journal 19.95 9.98 | Runner's World 19.95 12.97 | Writer's Digest 10 issues 17.50 11.47
Cfuislta World 19.95 17.95 Lakeland Boating 1594 11.94 | Sail 21.75 17.95 | Yachting - 19.98 12.97
Cycle Magazine 13.98 6.99 Leaming '87 19.95 12.90 | Sailing World 21.75 10.88 | Yankee (Colonial) 18.00 14.95
Cycle World 13.94 6.97 J Lefthander 15.00 12.95 | Sait Water Sportsman 19.95 16.95 YM (Young Miss Mag.) 14.00 10.95
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